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ABSTRACT 

MICHAEL HENRY LANDERS.  Teaching literature of war from multiple perspectives 

within the North Carolina standard course of study. (Under the direction of DR. 

GREGORY WICKLIFF) 

This thesis offers a rationale for a set of teaching strategies and lesson plans for 

teaching the literature and film of war to North Carolina high school students within the 

North Carolina Standard Course of Study.  The purposes and challenges of teaching 

literature and film of war are studied in the context of multiple perspectives, which 

secondary students often lack in a history focused curriculum alone.  Erich Maria 

Remarque’s novel, All Quiet on the Western Front (1929), Elie Wiesel’s memoir, Night

(1958), Steven Spielberg’s films, Schindler’s List (1993) and War Horse (2011), Peter

Weir’s film, Gallipoli (1981), and Roberto Benigni’s film, Life is Beautiful (1997) are 

all examined, wand a full, state Department of Public Instruction-approved curriculum 

unit plan is presented for teaching World War I and Holocaust literature at the 

secondary level. 
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REVIEW OF LITERATURE AND FILM OF WAR

“Literature may in fact offer the best avenue to contemplate the realities of war,” 

Janet M. Powers (2007) professed in the Journal of Peace Education.  Powers’ article, 

“Teaching War Literature, Teaching Peace,” posits that the literature of war is an integral 

part of any education revolving around peace.  The value of peace is pronounced when 

the engagement in war is understood.  Secondary schools cover an expansive curriculum 

of local, national, and global history, and as part of this, students often get pushed 

through the dates, periods, conflicts, and leadership changes collateral to war.  In the 

U.S., oftentimes, the perspective, or lens of learning is inadvertently biased – through

American viewpoints.  To truly understand the deeper causes and effects of war, this 

paper examines teaching concepts relating to war through multiple perspectives.  This 

thesis presents an examination of lesson plans and approaches to teaching literature and 

film through multiple perspectives of World War I and the Holocaust of World War II. 

World War I 

“The Great War” opened a new era for the world’s understanding of warfare, but 

aside from the all-encompassing involvement of so many countries, the American public 

knew little about the realities of war in the early 1900s.  While the media (newspapers, 

radio, and billboards) gave a voice and face to the nationalistic propaganda, literature 

provided a the view of warfare from the trenches.  No single piece of literature tempered 

the prideful enlistments of soldiers with the harsh realities of destruction like Erich Maria 

Remarque’s All Quiet on the Western Front (1929).  Considered by many the greatest 

war novel of all time, the book is noted for being one of the strongest in presenting the 

themes against war.  Brian Murdoch (2010), in Critical Insights, writes that All Quiet on 
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the Western Front “lacks a historical analysis of the beginning of the war,” and this point 

vividly illustrates the cross-curricular enhancement that using literature of the type can 

extend what students learn (historical analysis) in their history classes.  It also serves the 

purpose of placing the reader in the perspective of the soldier, where there often was no 

choice about involvement. 

Based in World War I, the novel thrusts students into the life of Paul Baumer, an 

18-year old German high school graduate who feels he had no other choice but to sign up

for military service.  His military service exposes students to the brutalities of war 

regardless of the uniform.  These brutalities took their toll indiscriminately among the 

soldiers on all sides and Remarque’s novel portrays a vivid scene depicting the impulsive 

reaction to kill or be killed. The protagonist, Paul makes a reactive decision to mortally 

wound a man in a shell hole.  This brings the reader into an agonizing night with Paul, as 

he lay side-by-side with the victim, realizing their only difference is the color of their 

uniforms.  The reality of the actions overcome Paul as the guilt of taking a life sets in.  

The novel reads as an exposé on the truth behind the propaganda – a testimony of the 

soldiers’ view of war.  This novel grapples with the clear idea that no matter the 

nationality or cause, the experience is much the same in war.  The narrator clearly 

communicates his struggle to comprehend the decisions of leaders who decide who

should kill whom while committing so many of their countrymen to the battle fields.  

This perspective also allows students to align themselves with a protagonist in a German 

uniform – which is tacitly the reverse of the disgust many students feel when reading the 

Holocaust literature.  Teachers can take advantage of this text to ask many more critical 
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thinking questions about how context shapes a narrative, including the reader-response to 

it. 

At the time of its publishing, no war-related novel had ever reached worldwide 

audiences on such a scale as Erich Maria Remarque’s All Quiet on the Western Front.  As 

Modris Eksteins (2010) states, “Remarque’s success was unprecedented in the entire 

history of publishing” (135).  The plot of the novel is assumed by many to be reminiscent 

of Remarque’s own life, as he served in World War I and his christened name was Paul, 

before he took a pen name honoring his mother with Maria; Erich Maria Remarque. The 

narrator, Paul Baumer, is an eighteen year-old right out of high school and, like many of 

his classmates, enlisted in the army to fight for Germany in The Great War.  Although 

“considerable mystery surrounds Remarque’s war experience,” it is suggested that his 

own experience was not as close to the experience of the characters in the novel (Eksteins 

137).  Regardless of the factual resemblance to Remarque’s own experience, the novel

captured the World War I soldier’s condition better than any book before. 

Remarque chronicles the idea of the “Lost Generation,” of World War I – a 

generation of boys-turned-soldiers who never got a start on paving the paths of their own 

lives, and only understood death and destruction as life beyond high school.  Our culture 

ubiquitously influences young adults with the stories of heroism, bravery, and 

nationalism through social media and television commercials.  In any number of 

contemporary television-recruiting commercials for the US Army, the definition of 

“strength,” is embedded.  These commercials contain visual depictions of both men and 

women in a wide range of strenuous training and combat tasks.  Another video from the 

US Army media center depicts a wide range of diversity in age, gender, and ethnicity 
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declaring how they now know they will “never accept defeat,” and stand ready to 

“destroy the enemy.”  The message for young people is clear: joining the army is brave, 

honorable, and life-changing.  This is not new propaganda for the military.  In fact, one 

does not have to search far to find a wide range of recruiting images from the past 100 

years that sell the similar idea. 

While young people today are well aware of the inherent risks of military service 

up to and including death, they are not as exposed to the full view of war from multiple 

perspectives.  In fact, understanding the point-of-view from the soldiers’ eyes equalizes 

the experience for readers and students – regardless of perspective.  The commercials and 

recruiting materials inundating our young men and women’s lives today do not also 

include the stories from the trenches.  The rampant wartime details such as the dangers of 

gas exposure are not part of the propaganda.  In high school, an English class that focuses 

on filling the gaps with multiple perspectives can offer the story of war through the eyes 

of Paul Baumer in All Quiet on the Western Front, who witnesses his fellow soldiers 

who, “…in day-long suffocation cough up their burnt lungs in clots” (Remarque 30).  

Ekstein (2010) discusses Remarque’s style in exposing the important reality of military 

service in war: 

Brief scenes and short crisp sentences, in the first person and in the present tense, 

create an inescapable and gripping immediacy. There is no delicacy. The 

language is frequently rough, the images often gruesome (141).

The novel itself opens with a brief preface – a disclaimer from Remarque – unveiling the 

true point of the text: to “tell of a generation of men, who even though they may have 

escaped shells, were destroyed by the war” (Remarque). 
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Steven Spielberg’s War Horse (2011) is a great film to supplement students’ 

understanding of the experience as a soldier in World War I as they learn through their 

reading of Remarque’s All Quiet on the Western Front.  War Horse allows viewers to 

remove any assumptions of bias that might be created by reading only one perspective 

through a German soldier’s eyes.  Many students empathize with the deplorable and 

deadly conditions that the soldiers of Paul Baumer’s company had experienced 

throughout All Quiet on the Western Front, but may still find it easier to dismiss the 

experience as the German experience.  In her review, Courtney Behrens (2013) of the 

Journal of Feminist Family Therapy, reminds us (especially while reading the graphic 

depictions and misery in Remarque’s novel), that war brings “thoughts of harm, conflict, 

and death; however, War Horse offers a perspective and need for hope despite the cruel 

context of war” (209).  As history informs students, the German experience in the Great 

War ended in defeat, and with defeat, comes the expectation that the experience may 

have been more daunting and difficult.  Young adult learners are easily able to relegate a 

negative war experience to the ‘loser’s’ side.  War Horse provides an unbiased animal’s 

perspective from multiple sides of the human experience. 

In her article in American Cinematographer, “Animal Instincts” (2011), Patricia 

Thomson introduces the perspective of the film as “…through the eyes of a horse who is 

raised by a farm boy…and falls into the hands of various British, French, and German 

masters during the war” (48).  Thomson also points out another reason the film is suited 

for the young adult in high school; not only is it another perspective of the Great War, but 

it is a “family-friendly story that takes place during wartime” (48).  Although family-

friendly, Thomson quotes cinematographer Janusz Kaminski as describing the film very 
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much like we understand the more brutal scenes in All Quiet on the Western Front: “‘not 

happy, bright…storytelling.  It’s got very brutal moments, very sad moments’” (48).  The 

moments of authentic war realism utterly detailed in Remarque’s text and visualized 

more sensitively in Spielberg’s film act as the bridge, or connection, between the very 

different perspectives.  The learner is able to make the connections regarding the war’s 

devastation, but understand that study of the war from multiple perspectives assists in 

eliminating pre-conceived biases or nationalism.  In War Horse, “the filmmakers tried to 

make the horse stand out from its environment,” as he was not only the central character, 

but he was also the hero of the film (Thomson 50). 

The exposure to the German perspective of war through Remarque’s All Quiet on 

the Western Front immerses students in the traumatic destruction of the German 

experience in war, but the experience must be a shared experience for students to start to 

acknowledge that the perspective may change, but the central war experience remains 

constant.  Whereas Remarque subtly touches on the universal experience of a soldier in 

the narrative of trauma faced by Paul Baumer when he makes his first kill in hand-to-

hand combat, Spielberg uses War Horse (2011) and the unique perspective to make it 

clear that war is war, regardless of side.  Where Remarque has Paul in All Quiet on the 

Western Front consider befriending and writing to the family of a French soldier he killed 

in a private moment, Spielberg places Joey, the hero-horse, in an entrapped position in 

no-man’s Land between the German and British sides.  In the view of hundreds of 

soldiers, “…a soldier from each side ventures into no man’s land to attend to Joey, 

despite the potential for harm or death. The two soldiers, who by war standards are 

enemies, work to free Joey" (Behrens 210).  The unified spirit, temporarily, provides the
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crucial idea that although the uniform color may change, the experience of compassion 

and bravery does not. 

If there were any question left of the universal perspective of war from those who 

experienced it – regardless of side – Peter Weir’s 1981 film, Gallipoli, takes the 

American viewer to another nation and continent, where the experience of the Great War 

unfolds.  In her review in Screen Education (2015), Bridget Curran illustrates the shared 

World War I experience, not as a brave and prideful step, but through Gallipoli, as a 

conflict that “…cost thousands of lives and damaged many more, as survivors were left 

with emotional, psychological and physical wounds” (69).  Like the one-sided, 

nationalistic perceptions that young people may view through local propaganda today, 

Curran (2015) points out that the people of Australia were also impressed by “…images 

of Anzac stereotypes: brave young men – loyal larrikins – who make the ultimate 

sacrifice for their country” (69).  As learners view the developing story, they see two 

Australian young men at the start of life who choose the only option they thought was 

available to them: military service.  Their calling was the same as the calling of the 

similarly aged men in both All Quiet on the Western Front (1929) and War Horse (2011).  

In line with the realities of war, the idealistic main character, Archy, is killed in action in 

the last scene of the film and the screen fades to black before the credits.  This final 

image remains a “…memorable and powerful image of the tragedy and pointlessness of 

war” (Curran 71). 

In our schools, it is necessary to teach the historical lessons of the true heroes 

today.  We must continue to learn of the key moments that shape our world both in and 

beyond the warfront.  Our students also need to learn of the stories of the human spirit 
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that collide with the reality of war – regardless of nationality.  The knowledge gained 

from these multiple perspectives will inform our youth, allowing them to make choices 

with clarity and understanding.  Teaching from multiple perspectives in world literature 

(especially literature of war) may instill a renewed sense of purpose for the young adult 

who chooses a life of military service.  Those who choose a life of military service based 

only on propaganda stand to be, as Curran (2015) states, a “tragic reminder that all the 

courage and positivity in the world can falter in the face of overwhelming odds and the 

cruel, harsh realities of war” (71). 

World War II (Holocaust Literature and Film) 

In World War II, the Holocaust enveloped the world and history in a dark period 

of unspeakable evil.  Perpetrator perspective within the time period rationalized the evil – 

a perspective that gave what seemed to millions, sane logic for taking part in the 

attempted destruction of an entire race / religion of humans.  The examination of 

literature, film, and informational texts in the classroom at the secondary level will allow 

students to examine critically multiple perspectives through the lens of the Holocaust.  

The works of Elie Wiesel (1958), Night; Steven Spielberg (1993), Schindler’s List; and 

Roberto Benigni (1980), Life is Beautiful offer students the lens for such a perspective-

based examination.  The appendix of this paper includes details of how these units fit 

within the complete North Carolina English Language standards-based unit of study. 

While history courses spend much time covering the political turmoil leading up 

to World War II, they do not often go deeply into the complexities and perspectives of 

the Holocaust.  Nazis in general are often portrayed as dictatorial oppressors. Jewish 

people are often depicted as defenseless victims and the understanding of how something 
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like genocide is perpetrated is overlooked.  The English classroom has the potential to 

delve into the stories of the historical events and time periods.  In his editorial preface in 

Social Education (1995), Michael Simpson asserts that students “…need to understand 

the processes that can result in genocide, as well as the human forces that can prevent or 

resist it” (Simpson 321).  History classes often offer dates and statistics associated with 

key world events.  With the Holocaust, English teachers can “…emphasize the need to 

demonstrate that individual people are behind the staggering numbers” (Simpson 321). 

Samuel Totten and Stephen Feinberg penned an essay in 1995 for the National 

Council for the Social Studies: Teaching About the Holocaust: Rationale, Content, 

Methodology, and Resources.  They “…provide some guidelines that experienced 

teachers have found to be successful in such an important and complex pedagogical 

undertaking” (Totten, S. and Feinberg, S. 323).  Educators know it is impossible to teach 

all history, and it is the selection of what parts of history, especially Holocaust history, 

are taught.  In Between Witness and Testimony, authors Michael Bernard-Donals and 

Richard Glejzer quote Siegfried Kracauer, who said that “history is so heterogeneous as 

to suggest that the successful combination…” of relevant evidence and intelligible 

material is impossible (25). Totten and Feinberg (1995) assert that teachers need to start 

with “clear rationale statements” which express why a particular period of history is 

included in the educational unit.  With a strong set of lesson plans and clear goals tied to 

the state standards, students will understand that the lessons do not represent all aspects 

of history.  The unit in this study focuses on the Holocaust era and incorporates multiple 

perspectives, catalyzing secondary students’ abilities to see history from different angles.  

With each perspective, students will clearly understand that history is also fluid – with 
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events and experiences running with and against each other in time periods where no 

experience is the same.  “By continually wrestling with issues of rationale, students will 

more likely gain a greater understanding of how and why the Holocaust is important to 

their own lives” (Totten, S. and Feinberg, S. 324). 

Students in the secondary classroom should understand that the targeted people of 

the Holocaust were not the only people involved.  Students should understand that not all 

Germans and not all members of the Nazi Party were tyrants bent on the destruction of 

non-Aryans.  While the seminal piece of study in many secondary English classrooms is 

the memoir, Night (1958), by Elie Wiesel, this text alone will not offer a sufficient 

perspective of the Holocaust.  

Wiesel’s memoir presents students with a young man the same age as themselves, 

and this perspective helps students to relate to the period in their own lives.  However, to 

relate to the experience of any Jewish person within the Holocaust to a student of today is 

not a worthwhile endeavor.  What is necessary is to use the memoir to let students to 

acknowledge the experience and to learn from it.  Reading Night (1958) “turns the 6 

million from a statistic to a personal experience that can be multiplied by 6 million” 

(Quoted in Totten 324). 

Wiesel’s memoir brings young readers into the world seen through the eyes of 

Wiesel himself - from which similarly-aged students see through a clear window into the 

lead-up and immersion of Jews into the clutches of the Nazis in World War II.  Having 

been dubbed “the most influential book…” by Robert McAfee Brown (1986) in forcing 

the confrontation between truth and depressing subject matter, young adults appreciate 

the text being “lean, taut, and sparse in style, employing no tricks,” (v) as they encounter 
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teenager, Elie, heading straight into “the innermost circle of hell.”  The rapid progression 

of the story within the historical context allows students to access the situations facing so 

many millions in the time period.  The anti-Semitism, discrimination, and unimaginable 

adversity helps students to answer so many relevant modern-day questions: Why did the 

Jews not get away? Why didn’t more people fight the Nazis?  How were so many 

captured and sent to the camps?  What was it like to be a teenager in the time? 

In this memoir, the experience of Wiesel as a young adult is the perfect lens for 

students to begin to answer some of their own questions.  The narrator provides an 

unfiltered view of what was the march towards inevitable death for so many millions.  

Liora Gubkin (2015) asserts that the Holocaust “…taught from outside the discipline of 

history minimizes historical context” (104).  According to Gubkin (2015), lessons of the 

Holocaust must be “…grounded in an understanding of the historical circumstances that 

made the Holocaust possible” (110).  The perspective Wiesel’s memoir offers in Night 

keeps the machinations of war and politics of the time period at a distance.  While 

teachers should always provide context for any historical account, the text alone offers 

secondary students of all ability levels access to the genuine perspective of a young adult; 

what he knows, what he feels, what he sees, and what he experiences – no blurring.  This 

narrative perspective is crucial for its connection with readers, especially young adults.  

The narrative, even minus the larger historical context, catalyzes students’ critical 

thinking, inquiry, and desire to pursue knowledge from a historical context.  In a 

secondary school that emphasizes cross-curricular learning, the use of texts like Night in 

the English classroom are only supplementary to the larger learning goals. 
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Aside from historical context, Gubkin (2015) states that a “second important 

quality of engaged witnessing is attention to multiple subject positions” (110).    As part 

of the secondary English classroom this is important, but the selection of another position 

or perspective requires careful consideration.  Steven Spielberg’s Schindler’s List has the 

ability to go well beyond the isolated Holocaust perspective of Wiesel, however, it 

requires due diligence and disclosure to parents / guardians of the young adult.  Shirley 

Goldberg (1994) highlights the perspective of the film, which exposes “images of the 

unthinkable” to audiences while it develops “the ordinary person challenged by an 

extraordinary situation” (1). 

While Wiesel’s memoir fits the predominate mold for Holocaust literature and 

student understanding, Schindler’s List (1993) supplements the knowledge with a view 

from another perspective.  The story of Oskar Schindler’s rise to business notoriety in 

World War II Poland and Germany illustrates the other side – a closer view from the Nazi 

perspective.  While Spielberg’s film examines Oskar Schindler’s role in the operation of 

the labor camps, the story closely scrutinizes the flawed yet redeeming humanity in its 

protagonist.  The film and the memoir are two distinct World War II-period perspectives 

on Holocaust experiences and are crucial pieces of secondary school teaching and 

learning. 

In addition to the visual imagery and graphic violence found in Schindler’s List, 

there is the indelible story of a Holocaust rescuer.  Another layer of context that students 

must understand is that there were indeed people who worked hard to stop the rampant 

murder.  Oskar Schindler was one of them.  As Goldberg (1994) writes, “he was a 

mystery: a German Catholic, a womanizer, an extravagant man who enjoyed the good 
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things of life, a Nazi party member and a war profiteer” (1).  These traits stand out more 

as flaws than the image of a “rescuer.”  The typical response from young adults relates 

rescuers to heroes.  The character flaws of Oskar Schindler may make the film less 

appealing for secondary school teachers but to educate was one of Spielberg’s initial 

goals.  Educators may want to focus on the Schindler “who ran incalculable risks and 

gave away his fortune to save the lives of more than 1,100 Jews,” without revealing the 

flaws (Goldberg 1).  According to David H. Lindquist though, for teaching the Holocaust, 

“Rescue is perhaps the most problematic to consider because, while its hopeful 

message attracts both students and teachers, [there is] an imperative to maintain 

rescue's historical relevancy within the proper contextual framework of the 

Holocaust” (26). 

While teaching the stories of perpetrators, rescuers, or victims in the Holocaust, omitting 

any information for better or worse is a form of censorship, and educators must not try to 

romanticize versions of any stories readily accessible to students.  Schindler’s List, with 

proper guidance and parental permission, offers the opportunity to examine a 

circumstantial hero (despite his obvious flaws).  Nechama Tec (1998), identified six 

common rescuer characteristics and conditions: 1) individuality or separateness from 

society; 2) independence; 3) a commitment to help people in need; 4) a matter-of-fact 

attitude about their activities; 5) an unplanned initiation into rescue; and 6) a view of 

Jews as human beings totally dependent on others (655).  Prior to viewing, young adults 

may brainstorm about the qualities they deem necessary for a person to become a rescuer.  

What is understood is that not all lists will fit all individuals, but the viewing of 
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Schindler’s List may help students to gain a deeper purpose in character development as 

they track the traits of the protagonist, Oskar Schindler. 

Where Wiesel’s memoir allows the reader to naturally sympathize with the main 

characters and the immediate family as they face the rise of discrimination, 

imprisonment, and systemic annihilation, Schindler’s List opens with a man on the 

perpetrator’s side, with clear focus on the iconic swastika pin on the lapel of Oskar in the 

opening scene.  This immediate visual engenders an inevitable ominous reaction by 

student-viewers, who if they have already immersed themselves in Wiesel’s memoir, may 

have developed biased perspectives towards the symbolism of the Swastika and anyone 

who wears it.  This is a perfect perspective to initiate the response that heroes will come 

in many forms, and sometimes, the rescuer starts as a member of the perpetrator’s side. 

The film exposes the senseless brutality in which so many Nazi perpetrators have 

operated as a matter of course, while also isolating the perspective of a non-military Nazi 

profiteer in Schindler, who reverts to his basic human instincts readily by the conclusion 

of the film.  The exposure to the process of this conversion, despite the inherent flaws in 

his character, illustrates the way in which rescuers do not have to be perfectly in line with 

Gubkin’s (2015) warnings of “teaching to transgress” (118) or to take rescuers out of 

historical context.  Schindler’s List offers the vivid imagery that some Holocaust 

survivors feel has come closest to what they experienced.  The clear and well-chronicled 

flaws of Oskar Schindler are depicted without apology and the inevitable conclusions any 

student may gain from this perspective are valuable. 

Memorializing the tragedies of the Holocaust is a difficult task, as insensitivity 

claims can be drawn from any work of literature or film.  In fact, author Melanie J. 
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Wright cites Elie Wiesel as famously describing the “Holocaust as negating ‘all literature 

as it negates all theories and doctrines’” (20).  While Schindler’s List (1993) goes to great 

lengths to capture a look of authenticity with the purposefully used black and white 

cinematography and the graphically depicted ghetto liquidation scenes, Roberto 

Benigni’s Life is Beautiful (1997) softens the edges of the brutalizing episodes depicted 

in Schindler’s List and referenced in Wiesel’s Night (1958).  Life is Beautiful (1997) was 

released to worldwide acclaim, winning at Cannes Film Festival and achieving three 

Oscars.  It did not come without criticism though.  The film has its main character, 

Guido, use humor in the grimmest situations, while the casual viewer is none the wiser.  

Students who have a contextual understanding gathered from reading Wiesel’s memoir or 

Spielberg’s film will take pause to place the humor portrayed in context with events that 

are tragic.  The younger viewer or the student with less contextual knowledge of the 

Holocaust will learn valuable themes on the importance of family and adaptation for 

survival, but will not suspect the true nature of crimes not vividly portrayed as in 

Schindler’s List.  Critics, including David Denby with the New Yorker, as Melanie J. 

Wright references, called Life is Beautiful “‘a benign form of Holocaust denial’” (20). 

When the main characters are deported to a concentration camp, Guido, played by 

Director Roberto Benigni, successfully contrives a story for his young son to think it is all 

part of a game played for his birthday.  The context is serious, but the free-spirit of Guido 

in his dedication and love for his son and his son’s safety is endearing for many viewers, 

including students.  This perspective itself, when viewed after learning from Wiesel and 

Spielberg, illustrates that the lessons of the Holocaust can be learned without the 

abundantly traumatizing storyline.  As Wright explains, “against this background, 
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Guido's Redefinition of the camp experience as game could be interpreted as a defiant 

parody, a refusal to accept the meanings and limitations imposed by the Nazi regime” 

(23). 

Teaching the Holocaust through multiple perspectives and media is an important 

part of helping students to develop well-rounded and contextualized views of the stories 

that have come out of this dark time period.  When students examine the memoir and the 

films that present at least two distinct sides of the event, their window of understanding 

becomes clearer.  Literature can raise awareness of the idea that while there were staples 

of experience for victims, the combined understanding from the side of perpetrators, 

victims, and rescuers will help to build an appreciation for each individual’s experience;, 

then and now.   
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TEACHING LITERATURE AND FILM OF WORLD WAR I THROUGH MULTIPLE 
PERSPECTIVES

This thesis highlights teaching the literature and film of war in the secondary 

classroom and this chapter focuses on World War I.  While the larger, complete unit of 

study focuses on Holocaust literature and film, it is important to examine the treatment of 

point-of-view in literature and film of World War I.  “Total War,” is the phrase narrator 

Donald Sutherland uses in the Assignment Discovery: Great Books series to describe All 

Quiet on the Western Front (1997).  This twenty-seven minute introductory video, when 

shown to students prior to reading the novel, provides a visual understanding of what 

made World War I so remarkably different than earlier wars.  For the first time in history, 

civilians everywhere, it seemed, could be legitimate targets in the eyes of the enemy.  

While the soldiers serving in the trenches on the front lines receive the focus in the novel, 

the video clearly illustrates that the factories producing their soldiers’ uniforms and mess 

kits are important targets as well – and with these targets come collateral, human, citizen 

casualties. 

Most contemporary American students do not understand the powerful motivation 

for young people to enlist in military service, especially if an active war is not being 

waged with thirty-eight million casualties as in World War I.  The American voluntary-

enlistment in place since before current secondary students were born does not resonate 

with the contexts of World War I or World War II.  Young adults may know the dates, 

facts, and causes of the world wars from history, but they often lack any personal context.  

In “War at the Front,” James Meredith (2004) characterizes All Quiet on the Western 

Front as “…a universal standard in high school and college classes because not only is 
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the story so basic in the details of the trenches but also because it is so genuinely told that 

it communicates in any language” (Meredith 5). The novel, “…translated into 

approximately fifty languages,” allows students to be exposed to the circumstances for 

choosing to enlist in times of war (Murdoch 4). The three texts used to support selected 

lesson plans for this study of multiple perspectives of World War I are: a novel, All Quiet 

on the Western Front (1929), a film, Gallipoli, (1981), and a second film, War Horse 

(2011).  Each presents a unique perspective of what it was like for a young person to go 

from school to service.  The lessons focus on the shared experience that soldiers from 

multiple perspectives endure in stark similarity.  These ideas come alive not only in their 

storylines, but as Kate McLoughlin introduces in Literature of War, they vividly portray 

“mass death, injury, and loss,” and warn “against pursuing armed conflict” (Riggs xi). 

When armed conflict as it relates to any of the world wars is discussed, few 

American high school students think of Australia among the lists of stakeholding 

countries in the worldwide conflict.  Writer Susanna Nelson of Screen Education 

interviewed experts behind an exhibition called “The WW1 Centenary Exhibition” in 

Melbourne in the fall of 2015.  In her story, “Teaching World War I in the Digital Age: 

ANZAC Lessons,” Nelson quotes exhibit curator Nigel Steel, who shares a profound 

anecdote that came out of the Paris Peace Conference: 

US President Woodrow Wilson turned on the Australian Prime Minister, ‘Billy’ 

Hughes, and reminded him that he spoke for only a few million people.  Hughes 

replied, ‘I speak for 60,000 dead. For how many do you speak?’ Australia’s dead 

numbered over half of America’s but Australia’s population was less than 5 

percent (Nelson 61). 
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For the Australians, the battle at Gallipoli had been disastrous, and their country carried 

the greatest losses from this ill-fated battle.   

When Peter Weir’s original film, Gallipoli (1981) was released, “it fashioned a 

foundational legend for Australia, one of the world’s youngest nations as World War I 

began (Jeansonne 23).  Almost sixty-five years after the war was over, very little was 

known about Australia’s involvement – even by Australians themselves.  The leading 

actor in the movie, an upstart named Mel Gibson, recalled his own Australian education 

including “barely a paragraph or two” about the infamous battle (Jeansonne 23).  Inspired 

by All Quiet on the Western Front because it illustrates an enormously different 

perspective – a little known perspective from Australia, Weir says it holds true to the 

same “tragedy of young manhood wasted in senseless combat” (Jeansonne 23). 

Beyond the clearly focused soldiers’ perspectives found in All Quiet on the 

Western Front (1929) and Gallipoli (1981), students will truly draw a more complete 

understanding of similar ravages of war by viewing and studying Spielberg’s film, War 

Horse (2011).  In her Entertainment Weekly review, Lisa Schwarzbaum offers comment 

on the unique story with its primary character – a horse named Joey- in the multiple 

points-of-view encountered, as “Joey's fate becomes entwined with those of British and 

German soldiers equally capable (amid bombs, gun blasts, and hideous barbed wire) of 

appreciating animal magnificence.”  The film serves as an excellent culmination to the 

examination of war, as it offers a compelling story from a setting over a hundred years 

ago, told by a modern film-making master.  The story moves fluidly between 

perspectives and holds the tight bond of war’s destruction among each.  Unlike other war 

films, War Horse also explores an episode among civilians in the French countryside. 
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The film manages to portray the British perspective, German soldiers’ perspective, and 

the civilian perspective through the ownership and management of a horse, and 

throughout, “Spielberg handles the casualties of men and horses alike with gentle 

restraint” (Vineberg, 43). 

The adapted story from Michael Morpugo, Spielberg’s War Horse (2011) did not 

refrain from including the role of civilians across the European landscape.  From the 

economic struggles passed down to farmers, land owners, and business leaders to the 

perspective of a school girl, Spielberg portrays the First World War as one that takes 

everything.  Spielberg believed that “the land would play a significant role,” both in the 

trenches of the front lines, but also at home, in the English and French countryside.  The 

wide angles depicting the sanctity of the land on the civilian home front help to create a 

distinct contrast in images when tied with the imagery of the front lines; shell holes, mud, 

bodies, rats, scorched earth, branchless trees, etc.  The unblemished countryside was 

home to civilians like Albert of England, but further depicted in the powerful episode in 

the French countryside; a doting grandfather and his beloved granddaughter, Emilie, who 

happens to find Joey housed in her family windmill.  The horse’s location here is the 

result of defectors from the German army’s attempts at escaping military’s grasp, but 

served as a greater indication of the role the front lines and the civilian landscapes often 

morphed into one.  Emilie represents the innocence lost in wartime, and her struggle to 

keep Joey away from wartime-needs of the troops exposes the clear overlap in its effect 

on all people.  Everything was made available to military – no ownership applied to 

civilians.  This perspective enhances the larger understanding of life beyond the trenches. 

Lesson Guides / Synopses 
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The following are synopses of four adaptable lessons used to foster an understanding of 

multiple perspectives in World War I literature and film, including the associated English 

Language Arts State Standards.  These lessons include: propaganda analysis, post cards 

from the front, film analysis of Gallipoli (1981), and a summative assessment in the form 

of an essay.  Standards are written in the North Carolina Department of Public Instruction 

accepted nomenclature, as follows: 

RL – Reading Literature Standards 

RI – Reading Informational Text Standards 

W – Writing Standards 

SL – Speaking and Listening Standards 

L – Language Standards 

The number (or set of numbers) following the abbreviation above indicates the grade 

level band in which the standard is found; e.g. 9-10 means “Grade 9-10” standards.  The 

final number indicates the actual standard number as listed on the North Carolina 

Standard Course of Study. 

Lesson 1: Propaganda 

Rationale: 

Students understand the use of satire in writing and to make a political point.  

Students will recognize roles propaganda plays in a country’s recruiting efforts as 

well as in efforts to sway public opinion.  This is an activity that takes 3 class 

days, with reading, visuals, and discussion. 

Standards: 
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 RL.9-10.2: Determine a theme or central idea of a text and analyze in

detail its development over the course of the text, including how it

emerges and is shaped and refined by specific details; provide an objective

summary of the text.

 W.9-10.4: Produce clear and coherent writing in which the development,

organization, and style are appropriate to task, purpose, and audience.

 L.9-10.3: Apply knowledge of language to understand how language

functions in different contexts, to make effective choices for meaning or

style, and to comprehend more fully when reading or listening

Essential Questions: 

 How is propaganda used?

 What is “satire”?

 How can revealing all information be satirical in propaganda-use?

 What is the effect of more revealing propaganda?

Lesson Activities: 

 Students read and analyze chapters 1-4 of All Quiet on the Western Front,

focusing on character motivations for enlisting in World War I.

 Students view readily available political propaganda posters archived in

basic internet searches.

o Students analyze commonalities among posters and messages

Examples 

 often exaggerated truths

 omitted facts
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 fear invoked in reader

 While reading chapter 4, students will take notes on the specific details of

the main character, Paul’s, experiences in the war.  Students will note that

the experiences described do not align with the ideas proposed in the

earlier propaganda samples.

Examples:

o death of a classmate, Joseph Behm, with a shot to his eye and left

for dead

o a leg amputation on a close friend, Kemmerich, for a flesh wound

o Kemmerich’s death and pledge by Paul to inform his mother

o overbearing drill sergeant, Corporal Himmelstoss

o lack of quality food

o lack of uniforms

o bad boots – Kemmerich had to pass before someone else got his

boots

o misfiring equipment

 Using digital media technology or artistic abilities, students will create a

propaganda poster with details from All Quiet on the Western Front

chapters 1-4 depicted.  The posters will include elements of the original

propaganda, but the content will be decidedly satirical in its revealing of

the relevant details supported by the text.

 Presentation and Class Discussion
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o Students will present their finished propaganda posters, explaining

their choice of intent and details.

o Class will discuss the potential effect of posters representing the

larger realities of war. Students should engage in discussion: Does

this perspective change the effect of the recruitment of soldiers?

How? Why?

 Sample satirical posters may be displayed to students with a simple search

using the term “satirical propaganda”

Lesson 2: Post Cards from the Front 

Rationale: 

Students must engage with the text for meaning-making in understanding the 

perspective of a World War I soldier and the ability of communication to and 

from home.  In the 21
st
-Century, communication is immediate.  In the early

1900s, soldiers would resort to sending quickly scribbled postcards to their loved 

ones from the trenches of the war.  These postcards would travel for months 

before they often made it to their home-destination, if they ever made it.  

Sometimes, the postcards arrived at home after the soldier had already passed 

away.  They represented the only line of communication between the trenches and 

the home front, and students will understand why soldiers like those in All Quiet 

on the Western Front opted not to tell the whole truth to their loved ones – to 

protect them from unnecessary worry.  This activity is a 1-2 day activity once 

students have read at least through chapter 4. 
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 RL.9-10.1: Cite strong and thorough textual evidence to support analysis

of what the text says explicitly as well as inferences drawn from the text.

 RL.9-10.3: Analyze how complex characters (e.g., those with multiple or

conflicting motivations) develop over the course of a text, interact with

other characters, and advance the plot or develop the theme.

 RL.9-10.6: Analyze a particular point of view or cultural experience

reflected in a work of literature from outside the United States, drawing on

a wide reading of world literature.

 W.9-10.3: Write narratives to develop real or imagined experiences or

events using effective technique, well-chosen details, and well-structured

event sequences.

Essential Questions: 

 How does writing connect soldiers to home?

 What details of war are shared in letters from the trenches?

 How are narratives representative voices of the characters in All Quiet on

the Western Front?

Lesson Activities: 

 Students read and analyze All Quiet on the Western Front, focusing on

character development.

 Students consider the methods of communication between the trenches

and the home front. Students examine available images of post cards and

letters found from World War I.
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 Students choose a primary character from All Quiet on the Western Front

and select a scene or scenes that the character would depict in a letter

home.

 Students imagine a loved one at home whom would be the likely recipient

of the post card from the character in the trenches.

 Students take a 5x7 note card and transform it into an authentic-looking

post card from the perspective of a character.

 Exemplar:

 

 

Lesson 3: Film Analysis from a Literary Perspective: Gallipoli 
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Rationale: 

Students will benefit from analyzing Peter Weir’s Gallipoli (1981) in the same 

literary perspective as they applied to the reading of All Quiet on the Western 

Front.  This analysis will provide a deeper understanding of the common themes 

and other parallels shared in the war, from different perspectives.  This film study, 

along with reading sections of All Quiet on the Western Front outside of class, 

takes 6-8 class days, at 15-25 minutes per viewing, with discussion and note-

taking. 

Standards: 

 RL.9-10.1: Cite strong and thorough textual evidence to support analysis

of what the text says explicitly as well as inferences drawn from the text.

 RL.9-10.2: Determine a theme or central idea of a text and analyze in

detail its development over the course of the text, including how it

emerges and is shaped and refined by specific details; provide an objective

summary of the text.

 RL.9-10.3: Analyze how complex characters (e.g., those with multiple or

conflicting motivations) develop over the course of a text, interact with

other characters, and advance the plot or develop the theme.

 RL.9-10.6: Analyze a particular point of view or cultural experience

reflected in a work of literature from outside the United States, drawing on

a wide reading of world literature.
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 W.9-10.2: Write informative/explanatory texts to examine and convey

complex ideas, concepts, and information clearly and accurately through

the effective selection, organization, and analysis of content.

 W.9-10.3: Write narratives to develop real or imagined experiences or

events using effective technique, well-chosen details, and well-structured

event sequences.

 W.9-10.4: Produce clear and coherent writing in which the development,

organization, and style are appropriate to task, purpose, and audience.

Essential Questions: 

 How does setting influence story?

 What similarities in experience are drawn from soldiers’ experiences

depicted in two mediums: film and book?

 What theme develops in Gallipoli?

Lesson Activities: 

 Students view and analyze the 1981 film by Peter Weir, Gallipoli.

 Students take notes in categories as they view:

o Setting

o Characterization

o Conflict

o Quotations – “Lines that Leap Out”

 Students note developing themes and parallels between the novel, All

Quiet on the Western (1929) and the film, Gallipoli (1981).
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 Students develop constructed response items to further develop the

following literary components of the film:

o Theme – examine and support a developing theme in the film

o Parallels – draw comparisons between the characters of All Quiet

on the Western Front (1929) and those in Gallipoli (1981).

o Motives – Examine the motives for enlistment for the characters in

All Quiet on the Western Front (1929) and those in Gallipoli

(1981).

o Resolution – Develop a new ending / resolution to the film, writing

details of what the film would look like with fifteen additional

filmed minutes.

 Exemplar: The film should be played in class in segments of 15-20

minutes, with stoppages for discussion and student note-taking.  Students

will take note of common literary components like: setting, characters,

theme, conflict, and questions.  Each time the film is stopped, the teacher

guides a whole class discussion on the way in which the film depicts these

literary components.  The students should be paced so that they end both

the reading of the novel, All Quiet on the Western Front and the film

Gallipoli near the same instructional point in class, for comparative

purposes.

 The following is the result of collaborative teacher and student developed

exemplar used for student-expectation setting:

Gallipoli Analysis 
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Settings 

-Setting 1: Western Australia, May 1915

The movie starts in a desert area. It is very barren and covered in 

sand. The temperature is very hot and there is very little foliage in sight. 

The next scene to take place in this setting is the race scene. In this scene 

it is still sandy but there are some trees and plants in this scene. The next 

scene to take place is Frank and Archy walking to Perth. This is a very 

barren setting. The only thing in site is sandy dunes. There is virtually no 

plant life and very little water. The climate is still very hot in this scene. 

The atmosphere of this setting adds to the dramatic feel of the movie. The 

barren desert dramatizes the scene by showing loneliness of two main 

characters because they are cut off from civilization. It also makes the 

survival parts of the movie more dramatic because the resources needed 

for life are unavailable. The characters have to struggle to find the things 

they need. 

-Setting 2: Cairo, Egypt, July 1915

The first scene in this setting is the soldiers at a training camp. The 

scene is a lot like the first scene. It is rather barren and there is very little 

plant life. The temperature throughout the scene is still very hot. The 

training area is surrounded by Egyptian monuments such as the sphinx and 

the pyramids. There is a town outside of the camp that the men visit. The 

town has the same general conditions as the training camp. It is very 
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crowded and there are many buildings that are crammed close together. 

There are many different merchants within the town that sell Egyptian 

items. After visiting the town the soldiers have a training exercise a little 

outside of the town. This exercise takes place outside of town on top of a 

very large and dune. All one can see in this scene is sand everywhere. The 

setting adds to the story by making the survival in each setting appear to 

be hard. The setting is designed to prepare the soldiers for what it will be 

like when they go into actual battle. The crowded town helps you see how 

the soldiers’ culture differs from the culture in Egypt. 

-Setting 3: Gallipoli, Ottoman Empire

Gallipoli is a peninsula in modern-day Turkey. The general climate 

is the same as the other scenes. The soldiers are staying at a camp that is 

on the beach. Behind the camp there are large cliffs. There are tents set up 

all along the paths leading to the top of the cliffs. The location of the camp 

makes it easy for the Turks to shoot over the cliffs leaving the Australians 

with very little means to defend themselves. The area, like the other scenes 

in the movie, has very few plants. The actual battle takes place on a small 

stretch of land. The soldiers crouch in trenches that are 20-30 feet apart. 

The land between the trenches has no plant life and is very flat. The 

setting is very strategic. The setting adds to the dramatization of the 

fighting scenes. It is also designed to be as close to the real setting for the 

battle of Gallipoli. It also adds to the tone of each scene by making it more 

suspenseful. 
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Characterization 

-Archy Hamilton:

 Athletic: he is a 100 meter dash runner

 Determined: he is determined to get into the army no matter his age

 Motivated: he is motivated by his desire to serve his country

 Fast: he can run a 100 meter dash in under 10 seconds

 Hard Working: he worked hard to join the army and once he was in he

worked hard to defend his country

 Patriotic: he had a strong desire to serve his country by joining the

army

 Obedient: he listens to orders even though he knows they mean almost

certain death

 Brave: he runs into battle knowing that he is most likely going to die

 Friendly: he makes friends with Frank very easily

 Purpose-Driven: he is driven by many things throughout the war, such

as: a desire to win the race and serve his country to the best of his

ability

-Frank Dunne:
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 Athletic: he runs in the 100 meter dash and he works as a runner

during the battle

 Over-Confident: he is so confident in his ability to win the race that he

bets all his money on himself

 Fast: although he is not as fast as Archy, he is still very fast

 Nervous: he is scared to go into war; that is why Archy gives up being

a runner, so Frank doesn’t have to go into battle

 Determined: he is determined to win the race, and he is also

determined to get back to the Major with the message

 Friendly: even though he loses the race to Archy he still becomes

friends with him rather quickly

 Purpose-Driven: Frank’s purpose is to deliver the message and he had

an inner drive to reach the Major in time to save the 3
rd

 phase’s lives

-Uncle Jack

 Motivating: Uncle Jack motivates Archy to win the race and his

motivating words inspire Archy to charge into battle

 Caring: he cares about Archy, his well being and his reputation as a

runner

 Hard Working: he is a hard-working man who pushes Archy to

greatness
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-Major Barton

 Caring: Major Barton tries hard to save his troops

 Loving: he loves his wife and drinks the wine she gave him before

going into battle the next day

 Determined: he is determined to stop the battle from happening

 Hard Working: he is a hard working leader who works to protect his

troops and he even sacrifices his own life to be with his troops when

they go into battle

Conflicts 

-Archy vs. Frank:

At the beginning of the movie Frank and Archy are competing to 

win the race. Frank lost the race to Archy. Frank had bet all the money he 

had on himself in the race. After his loss, Frank disliked Archy because he 

was now broke due to his loss. The race had a lot of meaning later in the 

movie. When Major Barton was selecting a runner the audience knew that 

Archy was faster because of this race – dramatic irony. 

-Australia vs. Turkey:

This is the basis of the main conflict in the movie. Taking place in 

World War I, Turkey was a part of the Axis powers and Australia was part 

of the Allied powers. The conflict between Turkey and Australia led to the 
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climax of the movie and also the most important scene. This conflict led to 

final battle of Gallipoli. 

-Frank vs. Self:

Frank had many inner conflicts throughout the movie. His first 

conflict was whether or not he should join the army. This was something 

that he struggled with during the beginning of the movie. Another conflict 

he had was whether he wanted to go to war or not. He wrestled with his 

fear and nervousness. The final conflict he had was whether or not to tell 

Major Barton the truth. He knew that Colonel Robinson had said to 

proceed with the battle but he didn’t want to tell Major Barton because he 

knew it meant certain death for many of the men. 

-Archy vs. Uncle Jack:

Archy’s uncle wanted Archy to be a runner and not sign up for the 

war, but Archy was determined that joining the war was what he wanted to 

do. He had to tell his uncle “goodbye.” His uncle allowed him to go, with 

great reluctance. 

-Colonel Robinson vs. Major Barton:

Major Barton was in the trenches and had seen the first two phases 

brutally slaughtered by the Turks. He was reluctant to send out the final 

phase because he knew it was practically suicide. Colonel Robinson, who 

had power over the major, told him to “push on.” Major Barton followed 
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the order and sent out the final phase. Barton, it is assumed, not wanting to 

watch his men die, also went into battle with the rest of the men. 

-Frank vs. Physical Ability:

Frank had received the message from the general that the battle 

could be called off. He ran as quickly as he could back to the trenches. 

Although Frank tried his hardest he was incapable of running fast enough. 

He got to the trenches only seconds too late. If he had been able to run just 

a little bit faster he could’ve made it back and saved the life of Archy and 

hundreds of others. 

-Archy vs. Age

Archy was too young to join the army. He couldn’t help his age but 

he was determined to join no matter what. The first time he tried to join a 

man who knew him exposed his actual age and he wasn’t allowed in. He 

then had to travel to Perth to apply again. Before signing up Frank gave 

him fake facial hair in order to make him look older than he was. When he 

arrived to sign up they didn’t see through his disguise and he was accepted 

into the Light Horse. 

Quotes – “Lines that Leap Out,” with brief explanations 

-Major Barton: “A few extra yards of speed could save the lives of

hundreds of men.” –Major Barton 
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 Major Barton figured out that Archy was only 16 and that he

was a great runner. He asked Archy to be the runner during the

battle and this is what the Major told Archy.

-Jack: “What are your legs?”

Archy Hamilton: “Springs. Steel springs.” 

Jack: “What are they going to do?” 

Archy Hamilton: “Hurl me down the track.” 

Jack: “How fast can you run?” 

Archy Hamilton: “As fast as a leopard.” 

Jack: “How fast are you going to run?” 

Archy Hamilton: “As fast as a leopard.” 

Jack: “Then let’s see you do it.” 

 The first two times these words are used they are used as

motivation before Archy runs. His uncle uses these words to

help mentally prepare Archy. At the end, Archy uses these

words to motivate himself before running across no man’s

land.

-Frank Dunne: “The thing I can’t stand about you mate is you’re

always so bloody cheerful.” 

 Frank says this to Archy one morning. Frank is starting to feel

the nervousness set in and he is getting scared. He cannot

understand why Archy seems so excited about going into

battle.
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-Col. Robinson: “I repeat, the attack must proceed!”

 These are the words spoken to Major Barton, the words used to

send Archy and many other men to their death. The Colonel

basically murdered hundreds of men with these few words.

-Major Barton: “What you’re telling me sir and correct me if I’m

wrong, is that the infantry attack on Lone Pine, and our Light Horse 

attack on the Nek are diversions.” 

 This is the scene where Major Barton finds out that his men

are basically being used as bait so that the British can get to

shore safely. It’s also the scene where Major Barton realizes

that his men are going to die.

-Archy Hamilton: “What are you going to join, the Infantry?”

Frank Dunne: “Not joining anything.” 

Archy Hamilton: “But you gotta be in it.” 

Frank Dunne: “Don’t have to if you don’t want to.” 

Archy Hamilton: “You gotta be.” 

Frank Dunne: “No I don’t. It’s a free country, or haven’t you heard.” 

 This is a conversation between Archy and Frank. Archy can’t

understand why Frank doesn’t want to join the army. It’s

something so important to Archy that he doesn’t understand

why it isn’t just as important to everyone else.
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Theme

The movie Gallipoli could potentially have many different 

themes. It really depends on how students interpret the movie. While 

watching this movie four main theme-topics seemed very evident. They 

are: friendship, determination, purpose fulfillment, and overcoming fears. 

These are four themes that were of great importance throughout the movie. 

Each one pertains to everyday life for almost all people, and therefore, 

they are easy for students to relate to. 

The first and perhaps the most obvious theme in this movie was 

the theme of “friendship.”  Friendship was displayed amongst characters 

from the very beginning to the very end. At the beginning of the movie 

one sees the friendship between Archy and Zac, as Archy races against the 

horse. The next friendship that is displayed is between Frank and the other 

railroad workers. Later, the viewer sees the friendship between Archy and 

Frank develop. This is a friendship that is developed throughout the entire 

movie. Archy and Frank are separated multiple times but they always 

come back together. The two of them are the ultimate example of true 

friends. This is a friendship that involved great sacrifice and loss. Archy 

let Frank be the runner, because he cared about his friend, and this choice 

ultimately saved Frank’s life. 

Another theme that is displayed throughout the film is the theme 

of determination. At the beginning the viewer sees Archy and his 

determination to run as fast as he can. One also sees it in his race on 

horseback in the enlistment trials. Later on it is seen in Frank and Archy’s 
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determination to win the race against each other.  Archy’s determination is 

once again displayed in his desire to join the army. Even though he was 

too young and he was rejected once he still hiked through the desert and 

applied again. At the end Archy and the other men’s determination is 

witnessed in the attack even though they know they are facing death. 

Finally, the viewer sees one of the greatest examples of determination 

depicted in the movie when Frank is determined to get the message to the 

Major before the men were sent over-the-top. Although Frank didn’t make 

it in time, the viewer still sees obvious determination in his attempt to save 

Archy’s life.  

The theme of purpose fulfillment is one that is displayed in most 

of the characters. Archy’s Uncle tried to convince Archy that his purpose 

was to be a runner but Archy knew that his purpose was to join the army 

and defend his country. He refused to let anything stop him from fulfilling 

his purpose, not even the law that said he was too young to join the army. 

Frank started out unsure about what his purpose could be. As the movie 

progressed he began to realize what his purpose was. At the end he felt his 

purpose was to save the lives of all the third phase soldiers but he was too 

late. The important thing seems to be, not that the fulfillment of his 

purpose but that Archy at least tries to find and complete his purpose.  

The last theme that this movie depicted was the theme of 

overcoming fears. Frank had to face this more than Archy. He was scared 

to join the army at the beginning because he didn’t want to die. He faced 
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that fear and joined the infantry. When it was almost time for battle you 

could see the fear and nervousness settle into Frank, this is why Archy 

gave up being the runner. When it came time for Frank to perform his 

duties he faced his fear head on ran through a cascade of bullets in order to 

save to lives of the soldiers in the final phase. Another way that people 

overcame their fear was when the soldiers ran into battle. They knew it 

was basically suicide but they still followed orders and pressed on.  

Parallels: 

In both Gallipoli and All Quiet on the Western Front the reader 

sees the same general, underlying theme of friendship. In the book, we 

have Kat and Paul, and Frank and Archy in the movie. The setting, as far 

as time period is concerned, is basically the same. Scenes from the book, 

such as bodies carpeting the land between the trenches, are depicted in a 

very realistic way in the movie. You can see those that are injured begging 

for help but not receiving any, like the man with the spinal injury in the 

book. This movie took the ideas from All Quiet on the Western Front and 

gave it a visual representation.  The perspective differences are (Australia 

vs. Germany) are not as easily evident because both are presenting war as 

the same deplorable thing. 

 Gallipoli depicted the horrors of war in a way that was emotional 

but not as detailed as All Quiet on the Western Front. The two have a lot 

in common even though they are both different types of media. The movie 

gave life to what they book portrayed and made it more realistic and 
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moving. We are incapable of imagining the horrors of being in the 

trenches day in and day out, but Gallipoli gives us a glimpse into what it 

may have been like. In many ways, the book describes trench life as more 

gruesome and uncomfortable, but since Gallipoli presented it in a mild 

way it appeals to more audiences. 

Motives 

Archy’s Motives: 

 Archy joined the army to show his patriotism for his country. He 

felt it was every man’s duty to defend his county so the war wouldn’t end 

up in Australia. Archy’s reasons were valiant and noble. He was okay with 

giving up his life to protect and serve his country boldly and proudly. He 

had wanted to join since he was a child and he was so ready to join he 

signed up before he was old enough. He was a very good runner and great 

at riding a horse so he was placed in the light horse division. 

Frank’s Motives: 

Frank’s reasons for joining were not as noble as Archy’s. 

Originally, Frank had no desire to join the army. He didn’t see the point in 

risking his life for his country. His mind was changed only when he and 

Archy stayed at a house with some women. The women were all over 

Archy because they claimed they love a man in a uniform. This motivated 

Frank to join but only because he liked the women. Another reason he 

joined is because he was completely broke and he really needed a job. He 

had gambled all his money away in the race he had with Archy so he 
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really needed the money.  Because Frank was reluctant to join, his 

character aligns more closely with Paul in All Quiet on the Western Front, 

who expresses regret and hopelessness within the war. 

Resolution 

Frank watched as Archy fell to the ground. It felt said everything 

else had stopped moving. Two seconds. If he had been two seconds faster 

he could’ve saved him. If only Archy had been the runner. Frank waited in 

the trenches for the bombardment to end. He was cautious and waited till 

night fall before going out to Archy’s body. He carefully maneuvered 

around the other bodies that were carpeting the ground. He stumbled up to 

Archy’s lifeless body. He looked into his deep lifeless eyes. The same 

eyes that meet hour ago had been so full of bravery and excitement. He 

carefully closed them with his shaking hand. Tears rolled down his cheek, 

he didn’t bother to wipe them, he didn’t see the point.  

He sat by his body for a few moments longer then he began the 

walk back to the trenches. His legs felt like 200 pound weights that he was 

dragging behind him. He carefully stepped over the wall of bodies 

blocking the trenches. Frank walked down the length of the trench looking 

at the items the soldiers had left behind. Every item; a person, a father, a 

brother, a friend -each and every one had a story behind it. Something 

shiny caught his eye. He looked over and held the shiny medal - the same 

medal that had brought him and Archy together. Behind it hung a stop 
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watch. Frank knew he had to take these items to Archy’s uncle and tell 

him what had happened to his beloved nephew. He vowed that no matter 

what it took he would find Uncle Jack and give him the items so that 

Archy can rest peacefully. Frank took the items and began the long walk 

back to the camp.    

Lesson 4: Culminating Essay – Drawing from All Quiet on the Western Front (1929), 

Gallipoli (1981), and War Horse (2011), this essay allows for freedom of choice by the 

students and it also offers many options for exploring multiple perspectives in a deeper 

analysis.  This is accomplished at the end of the full study of the three works, and usually 

takes students time in-class and outside of class over 2-3 days. 

Summative Assessment 

Rationale: 

Having analyzed three distinct perspectives from World War I-based stories with 

three sets of characters from vastly different backgrounds into the face of war 

from different faces of the planet, students have had the opportunity to draw 

distinctions and begin to come to an understanding of the war experience.  A 

summative assessment that offers students a choice in topic allows an opportunity 

to present ownership of knowledge from a point of academic comfort.  Providing 

students with a series of prompt-choices with the same parameters for illustrating 

understanding across all three stories increases engagement and potential for 

success. 

Assessment (copy to be distributed to students): 
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All Quiet on the Western Front, Gallipoli, and War Horse Culminating 

Response 

In a typed, double-spaced (MLA format) essay of a minimum of two 

pages, choose ONE of the following prompts and respond.  In addition to 

your thorough analysis and explanations, your response must include the 

following: 

 Minimum 4 references to various scenes from All Quiet, with textual

support (quotations)

 Minimum 2 references to scenes and details from War Horse

 Minimum 1 reference to scenes and details from Gallipoli

1. Each of the stories had the theme The Destructiveness of War

embedded within.  Discuss how each of the stories uncovers this theme

on the war front, at home (family), and in society.

2. For the reader / viewer, point-of-view affects the full understanding and

appreciation of a story.  Each of these stories was told from a distinctly

different point-of-view.  Explain the role that point-of-view had in each

story, and how it specifically impacted / influenced the strength of that

particular presentation (story). Which perspective did the best at

portraying the full story?  Why?  Support your response with rational

thought (following the guidelines above)

3. In All Quiet on the Western Front, Paul experiences the harrowing

effects of hand-to-hand combat and kills a man.  He speaks to the dead

soldier he just killed, “Why do they never tell us that you are poor

devils like us, that your mothers are just as anxious as ours, and that we

have the same fear of death, and the same dying and the same agony –

Forgive me, comrade; how could you be my enemy?”  Examine the

ways in which the different stories of World War I present this idea.

4. Historical fiction is an outstanding genre in which to tell a story. Why?

Using these three stories, discuss how the authors and directors took

advantage of the genre of historical fiction to tell a riveting tale.

5. Compare and contrast the ways in which each author or director

brought to life experiencing elements of World War I in home life prior

to the war, getting involved in the war (enlisting), fighting the war, and

attempting to make it out alive.

6. Examine the way the plot line for each story was used.  Discuss the

ways in which the writers used conflict, characterization, rising action

and of course, climax to keep the audience interested. Identify each area
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within each story.  Considering the plot lines of each, which story 

presented the best resolution?  Why? 

7. From the perspective of 1) All Quiet’s Paul, 2) Gallipoli’s Frank or

Archy, and 3) War Horse’s Albert, write three separate speeches to

their respective country’s leaders on the “truth” about war.  Your

speeches must refer to the particular character’s individual experiences.

The selection of All Quiet on the Western Front (1929), Gallipoli (1981), and War 

Horse (2011) offers students a classic piece of literature, an obscure story, and a 

contemporary film that collectively engage students in a study of multiple perspectives – 

each working directly to develop the binding theme of the destructiveness of war.  The 

intimate picture of life in the trenches painted by Erich Maria Remarque through Paul 

Baumer offers clear opposition to the propaganda projected upon citizens in times of war.  

The innocence of youth embodied by Archy and Frank through Peter Weir’s film 

displays powerfully the resultant tragedy of loss associated with war.  The unique point-

of-view created through the passing ownership of “Joey,” an enlisted horse in War Horse 

(2011) culminates the study of multiple perspectives in World War I, as one film holds 

the same story up to four perspectives: peace-time in England, war-time as a British 

soldier, war-time as a French non-military citizen, and war-time as a German soldier.  All 

perspectives in one film, with one general experience results in the undeniable conclusion 

that war is a sacrifice of so much more than life.  Each of the stories in this study 

effectively work against the destructive form of nationalism within the works of literature 

and film.  Emphasizing multiple points-of-view in this regard is consistent with teaching 

world literature in the North Carolina State Standard Course of Study in reading and 

writing. 
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TEACHING HOLOCAUST LITERATURE AND FILM THROUGH MULTIPLE 
PERSPECTIVES

 For many students across the country and in North Carolina, an introduction to the 

Holocaust for students begins middle school, where students are often exposed to The 

Diary of Anne Frank (1952) and the film, Escape from Sobibor (1987) in their language 

arts classes.  The introduction of such texts at an early age allows an interest to develop, 

and often coincides with students’ first educational experiences with government-

sponsored inhumanity on a global level.  Beyond a potential cursory look into American 

slavery, students may often enter middle school with little knowledge of the darker side 

of history and global awareness.  As their knowledge of World War II and the Holocaust 

develops, often through film, students also build a strong point-of-reference to catalyze 

deeper learning at the high school level. 

This chapter presents a fully developed unit of study that capitalizes on 

established student-interest in the Holocaust within a relevant standards-based state 

curriculum.  The English II course in North Carolina requires students to study global 

cultures and literature from European countries, the same countries that comprise a major 

part of Hitler’s footprint in World War II.  The wealth of available literature and film 

coupled with the inherent student interest creates the opportunity for a learning 

experience that embeds wide-ranging and high standards for learning.  This unit of study 

allows students to differentiate among narrative forms and to analyze the author’s use of 

figurative language and rhetorical techniques to create tone and mood. Reading skills are 

developed as students also utilize a mentor text, Wiesel’s Night, and at the same time 

students examine a historical film to understand character development.  Students also 
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analyze theme development and illustrate mastery in skills through the production of a 

digital video project and a written speech.  Examining the events of the Holocaust from 

multiple perspectives offers students the ability to be more globally aware – to 

understand that individuals, regardless of nationality or party, were capable of shaping 

their own paths in response to the events and ideologies of World War II. 

Plan to accomplish the goals within the unit: 

The unit offers students the opportunity to use close reading strategies to support 

textual analysis, vocabulary development, figurative language-use, narrative memoirs, 

informational text identification, and tone and mood analysis.  Students will work in 

think-pair-share tasks and with collaborative teams in 14 close reading and analysis 

activities. Students will also engage in a collaborative group to produce their own short 

film, a digital media-based summative assessment, analyzing theme emergence and 

character development. 

Teachers and students will need access to technology in the form of a learning 

management system or platform to allow synchronous and asynchronous class 

discussions. Students will also need access to materials within the classroom from 

Internet-based resources. Schools with 1-to-1 technology are well prepared, but any 

school with access to computer labs or a Bring Your on Technology (BYOT) policy will 

find these activities readily accessible.  Of the 14 lessons, adjustments may be made 

accommodating the individual teacher’s selection of films. 

Assessing goals for student learning 

The unit provides a range of formative and summative assessment methods to 

assess student performance and the achievement of specific goals. All formative 

48



assessments allow students to take academic risks and to gain a sampling of both peer 

and teacher feedback to support learning and goal-achievement. 

Formative assessments include: 

 journaling;

 group, class, and online discussions;

 modeled constructed response composition;

 think-pair-share discussions and activities;

 peer evaluations, and rubric-based revision opportunities with teacher

feedback.

Summative assessments within the unit are all supported by smaller formative 

assessments scaffolded towards the summative task – the production of a short, original 

film. 

Summative assessments include: 

 constructed response items;

 mentor-text based narrative or informative composition;

 character development analysis essay;

 collaborative digital media project-based assessment;

 composition of a speech.

Rubrics for each are provided in the materials for this chapter. 

Approaching difficulties with learning 

Each lesson within the unit has built-in extension and support adaptations. While 

every teacher knows his or her students best and how to meet the needs of potential 
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Individualized Education Plans, the unit’s lessons include starting points and full 

adaptations for assessment and learning when the need arises. 

The extension activities for student success are designed to take the learning 

beyond the classroom and to allow for independent study on related topics. Extended 

learning opportunities include performing similar lesson tasks with more complex 

excerpts or texts. 

For students who have difficulties in achieving the learning goals, lesson plans 

include a variety of supports to increase the likelihood of student success. Vocabulary 

acquisition tasks can be reduced to smaller text segments, prescribed lists, or more 

graphic organizers. Teacher-led examples are used to provide a catalyst to student 

understanding of tasks. Exemplars are often provided within lessons as well. Formative 

assessments throughout the unit help the teacher to identify student-needs early within the 

lesson and support development towards the summative. Summative assessments may 

also be adapted readily with information gained on smaller formative assessments or 

education plans.  

The sequence of lessons within this unit adds value to the educational community in a 

number of ways, including, but not limited to: 

 Engaging students in close reading activities which allow them to use strategies to

understand how specific words in a text create meaning

 Supporting the understanding that US documents have global and local relevance

and that historical US documents are capable of transcending their purpose when

written
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 Conducting a deep analysis of literature and informational texts allows readers to

access authors’ purposes

 Cultivating an understanding that strong writers choose techniques that allow

them to develop effective narrative writing

 Establishing product-based learning assessments that allow students to engage in

21
st
 century educational skills – skills that emphasize media and technology.

Lesson plan descriptions / Learning targets and Supplies (complete plans and all 

referenced resources are available in the appendix): 

Lesson #1 of 14: Text Types: Analyzing Narrative and Informational Texts to Increase 

Meaning-Making 

Students need to see more than words on a page for meaning-making from text. 

This lesson uses guided close-reading strategies which examine authors’ methods 

in communicating their ideas through informational texts and narratives. While 

simultaneously learning of cultural and regional violations of citizens’ rights 

today, students gain an understanding and recognition of written strategies from 

mentor texts to influence composition of their own informational or narrative text 

in the culminating activity. 

Learning Targets and Criteria for Success: 

Essential Questions: 

 How do authors use purpose and point-of-view to shape their texts?

 What rhetorical strategies differentiate between informational texts and 

narratives?

Include a clear and explicit purpose for instruction 
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 Students will be able to analyze how authors use: voice, context, details,

structure, diction, audience and - where applicable - story elements (plot,

setting, characters, conflict, etc.) to communicate a point.

 Students will be able to write an informational document or a narrative to

communicate a point about student rights at school.

 Students will be able to use strategies to acquire “tier two” vocabulary from

reading in context.

Criteria for Success: 

 Students will differentiate traits of informational texts from traits of literary or

narrative texts.

 Students will compose an informational text or a narrative text on a school-

related topic using a mentor-text and bubble-map notes as a guide.

 Students will use word-journaling to acquire new vocabulary (tier 2) as

appropriate for the text and task.

Supplies / Resources: 

 “My Mother Never Worked,” Narrative essay by Bonnie Smith-Yackel –

available in multiple anthologies and online.

 Any viable online discussion board can be used (EdModo, Open Class, 

Schoology, etc.)

 http://www.hrw.org/news/2014/09/24/egypt-obama-should-speak-out-rights 

Report from Egypt 
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 http://www.hrw.org/middle-east/n-africa  Human Rights Watch - “Middle 

East / N. Africa” Region should be selected, as this is the primary region for 

violations of rights and victims of the Holocaust

 Composition book (Day book, or journal) – each student has his/her own

 Word Journal Template

 Close Reading Bubble Map Template

 Text-type Trivia opener / warmup activity, adaptable resource

 Constructed Response Formative Assessment

 Composition Assessment: Narrative or Informational Text (summative) 

Lesson #2 of 14: Examining the "Bystander Effect" in Various Texts 

The second lesson moves forward from an analysis of human rights through 

narratives and informational texts to the complex phenomenon in understanding 

causes of the Holocaust: “The Bystander Effect.” Students will analyze multiple 

texts to examine how the “Bystander Effect” contributes to avoidable, tragic 

outcomes. 

Learning Targets and Criteria for Success: 

Essential Questions: 

 How has the recurring idea of the “Bystander Effect” been treated by authors 

and media?

 How do writers create meaning for readers?

 How do writers create tone?

 How does the “Bystander effect” play a role in today’s society?

Include a clear and explicit purpose for instruction 
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 Students will be able to analyze text for meaning.

 Students will be able to analyze how a central idea develops and is shared by

texts.

 Students will be able to read and comprehend informational texts

independently and proficiently.

Criteria for Success: 

 Students will be able to analyze the establishment of a central idea across

multiple texts.

 Students will be able to identify author’s tone in writing.

 Students will be able to respond to text-dependent questions using textual

support.

 Students will be able to participate in collaborative discussions.

Supplies / Resources: 

 Quotations from Einstein, Burke, and King Jr. printed on slips of paper

 “Thirty Eight Who Saw Murder and Did Nothing,” by Martin Gansberg

o http://www2.southeastern.edu/Academics/Faculty/scraig/gansberg.html or in 

many anthologies 

 Composition book (Day book, or journal) – each student has his/her own

 Video Quiz and clips from ABC’s “What Would you Do?”

http://abcnews.go.com/WhatWouldYouDo/page?id=10614513

 Discussion board via an internet-based educational LMS which offers

“Discussion” options for students and teachers 

Learning Tasks and Practices: 
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Include strategies to build students’ academic vocabulary in context. 

 Students will create an annotated word-list in the margins of the reading as 

they read Gansberg’s “Thirty-Eight Who Saw Murder…”

 Targeted language: stalk, borough, recitation, baffles, assailant, staid, 

adjacent, shrouded, punctuated, fatally, psychiatric, solemn 

Provide evidence based tasks. 

 Students will work in small groups to examine the three selected quotations,

paraphrase all three in ONE statement, and write an example of the sentiment

in today’s culture.

 The students will share their ideas in small groups and with the whole class.

 Students will respond to text-based questions and provide an analysis of a

central idea across multiple texts (Einstein, Burke, King Jr., Gansberg).

Writing assignments should be based on the reading. 

 Students will analyze text and write an analysis of the “bystander effect”

 Students respond to text-based questions

 Integrate reading, writing, speaking, and listening. 

 Students analyze, share, paraphrase, and discuss the initial quotations

provided.

 Students read and keep a journal / log derived from “Thirty Eight Who Saw

Murder…”

 Students compose an analysis of “Bystander Effect” in “Thirty-Eight Who

Saw Murder…”
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 Students respond to text-based questions after reading “Thirty-Eight Who Saw

Murder…”

Include opportunities to read texts closely. 

 Martin Gansberg’s “Thirty-Eight Who Saw Murder Who did not Call the

Police” is closely read in this lesson.

Lesson #3 of 14: "Blind Obedience" - A Cause for Concern 

This lesson moves a step closer to the primary text of the unit, Elie Wiesel’s, 

Night. The lesson builds on students' understanding of nonfiction, informational, 

and narrative texts, and provides the conceptual foundation of understanding the 

Holocaust. Students will study texts and video of Stanley Milgram's famous 

“blind obedience” experiment in the 1960's. The concept of “blind obedience” 

will be followed in the reading of Night as well as viewing Schindler's List in the 

next lessons. 

Learning Targets and Criteria for Success: 

Essential Questions: 

 How do texts show what humanity has learned from the Holocaust?

 What are the identifying characteristics of a professional journal article?

 What role does “Blind Obedience” play in tragic situations?

Include a clear and explicit purpose for instruction

 Students will illustrate their understanding of the role of “Blind Obedience” in 

causing harm to others in our society, and therefore, have a basis for 

understanding some of the root causes of tragedies the magnitude of the 

Holocaust. 
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Criteria for Success: 

 Students will be able to participate in an online discussion offering original

comments and replies to peers supporting divergent viewpoints and / or support

for the concepts in video and text.

 By examining traits of its format, students will be able to identify another

form of informational text: the professional journal article.

 Students will be able to determine a central idea of a professional journal

article and analyze its development over the course of the text, including how

it emerges and is shaped and refined by specific details.

 Students will determine or clarify the meaning of unknown and multiple-

meaning tier-two vocabulary words and definitions s based on grades 9–10

reading and content, using the “word-journal” strategy.

Supplies / Resources: 

 Use the first two pages of the journal article (in Appendix), “‘Happy to have

been of service’: The Yale archive as a window into the engaged followership

of participants in Milgram’s ‘obedience’ experiments.”

http://onlinelibrary.wiley.com/doi/10.1111/bjso.12074/pdf

 Stanley Milgram Obedience Experiment Video

o http://www.youtube.com/watch?v=fCVlI-_4GZQ

 “Four Decades After Milgram, We’re Still Willing to Inflict Pain,” by Adam

Cohen. Ney York Times. 12/29/2008

http://www.nytimes.com/2008/12/29/opinion/29mon3.html?_r=0 

 Online discussion board of teacher’s choice
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Lesson #4 of 14: Language and Character Development; a Study in Night 

The fourth lesson begins the close reading of Elie Wiesel’s Night with two small 

group approaches: (a) close reading collaboration and analysis to understand 

character and language development; and (b) dramatic small group reading to 

analyze both the “bystander effect” and “blind obedience” as central ideas and 

underlying causes of the detainment and mistreatment the main characters endure. 

The lesson moves to the analysis of the first two chapters.  

Learning Targets and Criteria for Success: 

Essential Questions: 

 How do autobiographies and memoirs differ?

 Why does an author use dialogue rather than narration to propel a story?

 How does figurative language enhance meaning-making?

Include a clear and explicit purpose for instruction

 Students will analyze how characters are introduced in a memoir and examine

developments that occur over the first two chapters.

 Students will analyze figurative language in meaning-making in Elie Wiesel’s

memoir.

Criteria for Success: 

 Students will be able to analyze character development, dialogue use, and

their impact on plot by citing strong and thorough textual evidence in notes.

 Students will identify and examine the central idea in the text in both the

“bystander effect” and “blind obedience” in the opening of Night and analyze

their development as contributors to the grave results of the Holocaust.
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 Students will be able to identify and analyze figurative language such as:

personification, similes, metaphors, and the development of irony in chapters

1 and 2 of Night.

Supplies / Resources: 

 Night, by Elie Wiesel (1958)

 Document camera (optional)

Lesson #5 of 14: Mood Analysis: "Writing Beyond Words" 

Through a close reading of an excerpt of Elie Wiesel’s Night, students will 

develop and deepen their understanding of the role of syntax and sentence 

structure in creating mood, and connections between readers and text beyond the 

communication of an idea. Working with the mentor text and their own writing, 

students will draw natural connections between academic and personal literacy 

practices, composing with language skills which elicit mood.  

Learning Targets and Criteria for Success  

Essential Questions: 

 How do an author’s choices in structuring a text and manipulate time create

mood?

 How do an author’s word choices create an impact on meaning?

 How is a suspenseful imagined experience created through narrative writing?

Purpose for Instruction: 

 Students will identify how an author structures a text to create a suspenseful

mood.
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 Students will use variations in sentence length strategies to create a

suspenseful mood in narrative writing.

Criteria for Success: 

 Students will write a brief, imagined narrative using effective technique in

varying sentence length to create mood in writing. The passage will be

modeled after a mentor text from Wiesel’s chapter 3.

Supplies/Resources 

 Night by Elie Wiesel, Mentor Text (passage in chapter 3) (1958)

 Options: find a very brief, suspenseful scene from film to establish the setting

and purpose behind their narrative writing. Under the fair-use parameters,

most films are allowable in terms of using a brief clip:

o For this lesson, a scene from Saving Private Ryan is used.

o Spielberg, Steven, Robert Rodat, Ian Bryce, Mark Gordon, Gary

Levinsohn, Tom Hanks, Edward Burns, Tom Sizemore, Jeremy Davies,

Vin Diesel, Adam Goldberg, Barry Pepper, Giovanni Ribisi, Matt

Damon, Ted Danson, Harve Presnell, Paul Giamatti, John Williams, and

Janusz Kamiński. Saving Private Ryan. Universal City, CA:

DreamWorks Home Entertainment, 1999.

 John Williams, Jaws soundtrack (optional)

 Document camera (to have students share their writing)
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Lesson #6 of 14: Independent Analysis in Night: Theme Tracking, Idea Analysis, and 

Objective Summaries 

The sixth lesson in this unit is a preliminary analysis of a theme which prepares 

students for a larger theme analysis video project later in the unit. Students will 

independently analyze the development of the central idea of “dehumanization” 

found in Wiesel’s Night. Students will also take notes independently and compose 

objective summaries of chapter 4. The lesson offers students a chance to complete 

independent learning tasks within the classroom while accessing peer and teacher 

support. It also offers an assessment on how students approach reading, writing, 

and analysis tasks independently and apply revision strategies in formative 

assessment.  

Learning Targets and Criteria for Success  

Essential Questions: 

 How is the emergence and development of a theme identified in a text?

 What is the process for writing an objective summary for a longer passage?

 How is the central idea of “dehumanization” portrayed in chapter 4?

Purpose for Instruction: 

 Students will be able to identify key ideas and details on every page of the

chapter.

 Students will identify a thematic statement from the concept of “Wavering

faith” and analyze its development.

 Students will write an objective summary of Night, chapter 4.
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 Students will analyze and explain the development of the central idea of

“dehumanization” in Night chapter 4.

Criteria for Success: 

 Students will be able to compose a response which analyzes the development

of the central idea of “dehumanization” using strong and thorough textual

support.

 Students will be able to identify key ideas in sections of a passage and use

those ideas to summarize a larger passage.

 Students will be able to track and explain an emerging theme with textual

evidence.

Supplies/Resources 

 Night, by Elie Wiesel

 Student notebook

 “Theme Tracking Template” (resources)

 “Writing an Objective Summary” PowerPoint (resources)“Informational”

assignment sheet and rubric (resources)

o Within the PowerPoint, there are two resources to help student’s

understand the “bulleted notes” layout as well as real-world use of

bulleted summaries on cnn.com 

o http://www.shmoop.com/night/chapter-3-summary.html

o http://www.cnn.com/2014/12/31/world/asia/hong-kong-chalk-

girl-protests/index.html?hpt=hp_t2

 “Dehumanization” Revision Sheet
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Lesson #7 of 14: Complex Characters; Conflicting Motivations 

The seventh lesson in this unit introduces Steven Spielberg’s acclaimed film, 

Schindler’s List. The film is a powerful supplement to any Holocaust literature at 

the high school level and it serves as an engaging character study in the historical 

figure, and Nazi, named Oskar Schindler. Schindler is a fascinating study in 

character development, as a man who transforms from a business-minded 

profiteer of slave labor, to a deep-hearted man who defies laws, personal safety, 

and financial status to do what no other individual in World War II did – save 

over 1000 Jews from eminent death. The film has an MPAA rating of “R” and 

local policies may not allow showing the film. In this case, an alternate lesson 

plan is offered. If parent permission is required, please use any local permission 

form if available. If none is available, this lesson includes a permission slip for 

parental consent. The alternative lesson plan is outlined is outlined within the 

lesson. 

Learning Targets and Criteria for Success  

Essential Questions: 

 What influences character development in film?

 How does one medium treat or emphasize a scene versus a second medium’s

treatment of the same scene?

Purpose for Instruction 
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 Students will analyze character development in an appropriate World War II

film such as Schindler’s List or Life is Beautiful.

 Students will analyze the treatment of two similar scenes across the medium

of film and memoir.

Criteria for Success: 

 Students will be able to analyze character development and its impact on plot.

 Students will be able to track key scenes influencing character actions.

 Students will be able to analyze two similar scenes across literary mediums.

Supplies/Resources 

 Night, by Elie Wiesel (1958)

 Please make certain that adherence to local policies and discretion are used when

incorporating Schindler's List into the study.  While the lesson provides alerts to

specific scenes commanding heightened discretion, local policies determine a

teacher's ability to use the film.

 Schindler's List. Dir. Steven Spielberg, Perf.Steven Zaillian, Liam Neeson, Ben

Kingsley, Ralph Fiennes, and Thomas Keneally. Universal Home Video, 1994.

DVD.

 OR,  Life is Beautiful [La vita è bella].  Dir. Roberto Benigni. Perf. Roberto

Benigni, Nicoletta Braschi, Giustino Durano, Sergio Bustric, Lydia Alfonsi,

Giorgio Cantarini, Horst Buchholz, Marisa Paredes. 1997. Miramax Home

Entertainment, 1999. DVD.

 Projection device for film viewing

 "Scene Comparison" resource sheet
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Lesson #8 of 14: Analyzing Tone and Understanding Complex Characters 

The eighth lesson in this unit has two primary objectives: to continue the film 

analysis of character development started in lesson 7, and to identify and analyze 

tone in Wiesel’s Night, chapter 5. Besides viewing and analyzing the film students 

will re-read selections from Elie Wiesel's; Night, chapter 5.  

Learning Targets and Criteria for Success  

Essential Questions: 

 How does an author’s diction influence tone?

 How does a film expose a character’s development?

Purpose for Instruction 

 Students will understand how small changes in word-choice can create a shift in

tone and establish new meaning.

 Students will analyze character development in an appropriate World War II film

such as Schindler’s List or Life is Beautiful.

Criteria for Success:

 Students will be able to analyze how diction contributes to author’s tone.

 Students will be able to change the tone in a piece by replacing select words.

 Students will be able to analyze character development and its impact on plot.

Supplies/Resources 

 Night, by Elie Wiesel (1958)

 Please make certain that adherence to local policies and discretion are used

when incorporating Schindler's List into the study.  While the lesson provides
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alerts to specific scenes commanding heightened discretion, local policies 

determine a teacher's ability to use the film. 

 Schindler's List. Dir. Steven Spielberg, Perf.Steven Zaillian, Liam Neeson,

Ben Kingsley, Ralph Fiennes, and Thomas Keneally. Universal Home Video,

1994. DVD.

 OR,  Life is Beautiful [La vita è bella].  Dir. Roberto Benigni. Perf. Roberto

Benigni, Nicoletta Braschi, Giustino Durano, Sergio Bustric, Lydia Alfonsi,

Giorgio Cantarini, Horst Buchholz, Marisa Paredes. 1997. Miramax Home

Entertainment, 1999. DVD.

Lesson #9 of 14: Ghetto Liquidation: Critical Thinking from a Critical Scene 

The ninth lesson focuses on character development in the film, analyzing 

character change and influences guiding the change. The presentation of ghetto 

liquidation in Schindler’s List also provides an opportunity to expose students to 

speaking and listening skills. Students will use technology to present responses in 

a discussion board format to enhance active engagement in viewing and critical 

thinking in several responses to Schindler’s List or Life is Beautiful.  

Learning Targets and Criteria for Success  

Essential Questions: 

 How do authors illustrate ethical dilemmas through textual development?

 How do authors show character responses to ethical dilemmas?

 How does one better understand another’s argument?

Purpose for Instruction: 
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 Students will be able to critically think and interact with peers using a discussion 

board to process complex thoughts and questions while using peers as a resource 

to shape understanding.

 Students will be able to reflect upon the points-of-view of others.

Criteria for Success:

 Students will be able to offer support or divergent views when considering a 

critical ethical dilemma from film.

 Students will be able to understand and appreciate the responses of others.

 Students will understand how characters shape the plot through their 

behaviors. 

Supplies/Resources 

 Night, by Elie Wiesel (1958)

 Please make certain that adherence to local policies and discretion are used

when incorporating Schindler's List into the study.  While the lesson provides

alerts to specific scenes commanding heightened discretion, local policies

determine a teacher's ability to use the film.

 Schindler's List. Dir. Steven Spielberg, Perf.Steven Zaillian, Liam Neeson,

Ben Kingsley, Ralph Fiennes, and Thomas Keneally. Universal Home Video,

1994. DVD.

 OR,  Life is Beautiful [La vita è bella].  Dir. Roberto Benigni. Perf. Roberto

Benigni, Nicoletta Braschi, Giustino Durano, Sergio Bustric, Lydia Alfonsi,

Giorgio Cantarini, Horst Buchholz, Marisa Paredes. 1997. Miramax Home

Entertainment, 1999. DVD.
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Lesson #10 of 14: Character Developments and Theme Analysis 

The tenth lesson brings the study of Wiesel’s, Night to a close, focusing on the 

development of ideas and events in the text and their influence on theme 

development. Students will finalize their theme analysis from lesson 6. Students 

will use chapters 6 and 7 to develop text-dependent constructed response items 

that analyze central ideas and figurative language. The film-study of Schindler’s 

List (1:13:00 - 2:12:00) or Life is Beautiful (1:22:00 - 1:55:00) will analyze 

character development.  

Learning Targets and Criteria for Success  

Essential Questions: 

 What are the results of uninformed decisions in the memoir, Night?

 How does figurative language impact meaning?

 How does plot development influence character developments?

Purpose for Instruction 

 Students will examine a central idea as it develops, including the role of character

development and figurative language in establishing the idea.

Criteria for Success:

 Students will be able to share their personal experiences with partners as a

precursor for a discussion on theme emergence, which is facilitated by shared

experiences between the individual and text.

 Students will be able to compose a rhetorical analysis constructed response on

a topic involving the effect of figurative language in Wiesel’s Night, chapter 6

or 7.
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Supplies/Resources 

 Night, by Elie Wiesel (1958)

 Please make certain that adherence to local policies and discretion are used

when incorporating Schindler's List into the study.  While the lesson provides

alerts to specific scenes commanding heightened discretion, local policies

determine a teacher's ability to use the film.

 Schindler's List. Dir. Steven Spielberg, Perf.Steven Zaillian, Liam Neeson,

Ben Kingsley, Ralph Fiennes, and Thomas Keneally. Universal Home Video,

1994. DVD.

 OR,  Life is Beautiful [La vita è bella].  Dir. Roberto Benigni. Perf. Roberto

Benigni, Nicoletta Braschi, Giustino Durano, Sergio Bustric, Lydia Alfonsi,

Giorgio Cantarini, Horst Buchholz, Marisa Paredes. 1997. Miramax Home

Entertainment, 1999. DVD.

Lesson #11 of 14: Unit Project-Based Learning Assessment 

This lesson actually begins the summative assessment for the text-based aspects 

of this unit using Elie Wiesel's, Night. Students will choose collaborative teams, 

define and agree upon a universal theme in the text, analyze idea and character 

development, and create thematic video projects in the spirit of modern news 

magazines like "60 Minutes," "20/20," or "Dateline NBC." The projects will draw 

from the study already initiated throughout the unit, and will be both collaborative 

and summative in nature. It will culminate with a collective viewing of the 

projects, peer-evaluation, and teacher evaluation. The assessment details are 
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attached in the links with this lesson, while the instructional and learning aspects 

use 1 day.  

Learning Targets and Criteria for Success  

Essential Questions: 

 How are developing themes denoted by specific scenes in texts?

 How can a story be deconstructed to expose the emergence of a theme?

 How do character interactions contribute to the development of a central

idea or theme?

Purpose for Instruction: 

 Students will be able to identify and track a universal theme from initial

emergence to full development through the memoir, Night.

 Students will be able to illustrate how character development impacts theme.

 Students will be able to utilize digital media to create a thematic video

production.

Criteria for Success: 

 Students will be able to collaborate as groups and produce a video showing

universal theme development.

 Students will be able to take roles in groups to re-create scenes involving

characters in Wiesel’s memoir.

 Students will be able to self-evaluate and evaluate the work of others.

Supplies/Resources 

 Night, by Elie Wiesel (1958)
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 Video recording devices, such as school video cameras, student-owned

cameras, Flipcams, or iphone or iPad cameras.

Lesson #12 of 14: Deep Analysis of Character Development 

This lesson is used IF Schindler’s List is the primary text chosen by the teacher 

for the character development study. If Life is Beautiful was chosen as the text 

utilized in this unit of study, the film has a significantly shorter running time, 

which allows this lesson to be omitted from the unit. Teachers who used Life is 

Beautiful may go directly on to the next lesson – lesson 13.  

Learning Targets and Criteria for Success  

Essential Questions: 

 How do directors capture the development of characters on screen in film?

 How do individual scenes, when sequenced in progression, establish a

character’s development or change?

Purpose for instruction: 

 Students will finalize development of a progressive chart tracking and

analyzing Oskar Schindler’s character development over many scenes from

throughout the film, Schindler’s List.

Criteria for Success: 

 In addition to a complete, detailed, scene-by-scene analysis chart of Oskar

Schindler’s development, students will illustrate understanding of both strong

use of textual evidence and analysis of a character in a summative essay

assessment using a minimum of five specific scenes as reference.
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Supplies/Resources 

 Schindler’s List, by Steven Spielberg

 Schindler's List. Dir. Steven Spielberg, Perf.Steven Zaillian, Liam Neeson,

Ben Kingsley, Ralph Fiennes, and Thomas Keneally. Universal Home Video,

1994. DVD.

o Remember that viewing this film requires teachers to reference

and follow the local requirements regarding educational use of

this film.

Lesson #13 of 14: Honoring the Past 

This lesson reflects on two textual representations of the Holocaust: Night and 

Schindler's List, or (Life is Beautiful). Students will examine ways in which 

modern day young people are honoring their survivor-ancestors through a reading 

of a New York Times informational text. Students will use a combination of close-

reading strategies, including: sustained silent reading, discussing, sectioning, and 

titling. A culminating engagement online discussion activity using the central idea 

of the memorial of a Holocaust victim extends the lesson beyond the day and 

class period to approximately one additional half-class period.  

Learning Targets and Criteria for Success  

Essential Questions: 

 In what unique ways do people honor the history of Holocaust victims and

survivors?

 How do writers present an objective view of a controversial topic?

Purpose for Instruction: 
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 Students will determine the central idea of a text and rewrite the title to better

express the point.

 Students will analyze the development of a story and its individual sections.

Criteria for Success: 

 Using three reading strategies, students will be able to understand how an

author writes objectively, develops a story, and how this helps convey the

unique way young people honor their ancestry.

Supplies/Resources 

 Computer lab computers, laptops, or 1-to-1 technology for access to the article

below and the US Holocaust Memorial Museum Resource:

 Rudoren, Jodi. "Proudly Bearing Elders’ Scars, Their Skin Says, ‘Never

Forget.’" (2011, September 30). New York Times. Retrieved from

http://www.nytimes.com/2011/10/01/world/middleeast/with-tattoos-young-

israelis-bear-holocaust-scars-of-relatives.html?pagewanted=all&_r=0

 http://www.ushmm.org/wlc/en/a2z.php?type=idcard

Lesson #14 of 14: World Awareness of the Holocaust 

This is the final lesson in the unit. It is a two-day lesson examining two seminal 

American speeches related to the study of the Holocaust. First, students will read 

Franklin Delano Roosevelt’s “Four Freedoms…” speech and listen to excerpts. 

Students will analyze the audio and written language and style used in achieving 

its purpose. Second, students will read and analyze Elie Wiesel’s speech at the 

White House on “The Perils of Indifference.” The culminating summative activity 
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involves students taking a strategy from each speech analysis and applying it to 

the composition of a speech of their own.  

Learning Targets and Criteria for Success  

Essential Questions: 

 How does an American speech writer present and develop a central idea in a

speech?

 How do authors of speeches use organization and structure to make their

points clear?

 How do audio versions of speeches alter the perceived understanding from

reading?

Purpose for instruction: 

 Students will be able to analyze the main points of two different speeches.

 Students will be able to understand how structure and organization add

emphasis in speeches.

 Students will be able to analyze a speaker’s point-of-view, reasoning,

development, and evidence.

Criteria for Success: 

 Students will synthesize their learning from analysis of Roosevelt’s “Four

Freedoms…” speech and Wiesel’s “Indifference” speech and write an original

speech to a younger audience on the importance of studying the Holocaust.

Supplies/Resources 

 Franklin Delano Roosevelt’s “Four Freedoms” speech to Congress on 1/6/41,

accessed from an Internet source, and audio version:
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 http://www.fdrlibrary.marist.edu/fourfreedoms

 Elie Wiesel’s speech on “Indifference” at the White House on 4/12/1999,

accessed from an Internet source, and audio version:

 http://www.historyplace.com/speeches/wiesel.htm

 A computer lab for accessing the documents, 1-to-1 computers, laptops,

tablets, or BYOT tools

Planned Assessments of student-learning: 

    Student Rights Watch: Composing Informational Text 

    Night Video News Projects 

    Character Development in Schindler's List 

    Character Development in Life Is Beautiful 

    Lessons of the Holocaust; a Speech to Middle Schoolers 

The unit develops mastery in college and career readiness skills for grade 10 

English students in reading.  Specifically, the unit and its sequenced lesson plans and 

assessments will focus on increasing engagement amongst high school readers and 

enhance personal meaning-making when interacting with literary and nonliterary texts. 

As a whole, this unit uses tight alignment to Common Core standards and 

researched best practices for instruction and assessment to integrate students’ personal 

lives and literacies with high quality texts.  This incorporation of students’ in-school and 

out-of-school literacy positions interaction with text as a meaningful practice that 

connects them with others and prepares them to participate in a 21
st
 century global

society. Using texts to connect traditionally disengaged adolescent readers with the world 
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around them holds exceptional value for North Carolina teachers.  Increasing high-school 

students’ engagement and motivation to utilize meaningfully and successfully literacy 

skills will positively impact the overall literacy achievement of North Carolina secondary 

students. 
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CONCLUSION 

This thesis may serve as a valuable tool for high school English and social studies 

teachers across North Carolina. All literature and film has roots in a historical context, and 

the focus in 21
st
 education is not only to include technology in the class room, but to 

develop cross-curricular lessons that enhance student learning goals with state standards.  

The incorporation of the literature and film of war couples nicely to the contextual 

learning simultaneously occurring in the history classes.  English teachers may focus on 

the development of reading, writing, speaking and listening skills while enhancing the 

understanding of the world and our role as global citizens. 

As a veteran English teacher, I had the esteemed privilege of applying to and 

gaining acceptance into a North Carolina coalition of educators called the Governor’s 

Teacher Network through 2015.  As part of this opportunity, I worked side-by-side with 

Department of Public Instruction officials in curriculum and standards development to 

create a comprehensive unit of study that is easily accessible by teachers across the state 

through the Schoolnet portal.  My unit plan, found in its entirety in the appendix of this 

paper, is based in active classroom practice and pedagogies found to work with the 

population of students outlined.  This unit, called, “Resiliency in the Face of Evil,” covers 

a student-favorite in English Language Arts: learning in the Holocaust.  It uses age-

appropriate texts and films to take the historical knowledge and factual data of students 

and use them as a base for a broadened view of multiple perspectives. 

Learning from multiple perspectives will only assist in developing globally sensitive, 

competitive, and competent citizens.  Students will understand some of the 
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complexities of experience in war and the nationalistic viewpoints are tempered with 

realistic understanding of the destructiveness of war. 

While studying the literature and film of World War I, students will benefit from 

expanding on the factual knowledge acquired in history with the perspective-knowledge 

offered in English as part of this study: 

 Paul Baumer and classmates: German teenagers newly committed to the

war effort through in Remarque’s All Quiet on the Western Front (1929);

 Archy and Frank: young Australians at the beginning of their adult lives in

Peter Wier’s Gallipoli (1981) under the social pressure of joining the

nation’s young military and embarking on a dangerous mission to one of

the most damaging losses in battle for the Allied forces; and

 Albert Naracott and Joey: owner and horse subjected to the influence of

war in England, finding themselves both serving in the war in Spielberg’s

War Horse (2012).

World War II is broad and encompassing.  A variety of courses could not teach all of the 

history and social issues derived from this time period.  However, the lessons learned 

from the Holocaust are all too important to avoid with high school students.  The 

Holocaust, as part of World War II, is studied through the unit plan and students broaden 

any knowledge they had about this time period.  The perspectives illustrated in the unit 

emphasize: 

 Elie Wiesel as a 15 year-old death camp survivor as told through his 1958

memoir, Night, a character with shared maturity and life experience with

many high school students;

78



 Oskar Schindler, a Nazi businessman in Spielberg’s Schindler’s List

(1993) who portrays the idea that not all Nazis were vicious killers, nor

were they all naturally opposed to Jewish people, and most importantly,

that all people can change; and

 Guido Orefice, a character through Benigni’s Life is Beautiful (1997), who

shows students that lessons from the Holocaust also come from Italy and

can be learned without the traumatizing imagery found in so many other

texts, and that a father can use all his power to protect his young son in the

face of unbelievable odds of survival.

Another product of the use of the lessons found in this study is also student 

success on a variety of state-measured educator effectiveness ratings and student growth 

measures.  When this unit of study was delivered through instruction to my English II 

students this past school year, I became the only English teacher at my school to earn the 

educator effectiveness rating where students “exceed expected growth,” as measured by 

the State End-of-Course (EOC) summative assessment.  According to the State 

Department of Public Instruction’s Accountability web site under “Achievement Level 

Information,” “proficiency” begins with a “level 3” and is defined as, “…a sufficient 

command of knowledge and skills contained in the Common Core State Standards 

(CCSS) Reading Standards for Literature.” 

85% of all students who completed the activities in these lessons scored at or 

above proficiency in English standards as measured through the EOC.  As a reference 

point, the school proficiency rate for the same cohort was 53% and the district 

proficiency rate was 64%.  Not only is the unit effective at teaching students to view 
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history and war from multiple perspectives for a complete understanding that may temper 

destructive nationalism, but it is inherently comprised of quality materials for learning 

and instruction. 
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Materials Bank 

Human Resiliency in the Face of Evil 
Unit: English Language Arts, Grade(s) 09 - 10 

Students will differentiate among narrative forms. Student's will analyze author's use of figurative language, rhetorical techniques to create tone and 
mood and utilize a mentor text (Wiesel's Night). and an examination of a historical film to understand character development. Additionally, students 
will analyze theme development and illustrate mastery in skills through the production of a digital video project and written speech. 

Duration: 23 Days 

Unit 

What is our plan to accomplish U,e goals? (activities, resources, materials, class set up) 

The unit offers students the opportunity to use close reading strategies to support text analysis, vocabulary development, 

figurative language-use, narrative memoirs, informational text identification, and tone and mood analysis. 

Students will work in think-pair-share tasks and with collaborative teams in several close reading and analysis activities. 

Students will also engage in a collaborative group for a digital media-based summative assessment, analyzing theme 

emergence and character development. 

Students will need access to technology in the form of a learning management system or platform to allow synchronous and 

asynchronous class discussions. Students will also need access to projected materials within the classroom from Internet­

based resources. Schools with 1-to-1 technology are well prepared, but any school with access to computer labs or a Bring 

Your on Technology (BYOT) policy will find the activities readily accessible. 

How will we know when each student has reached U,e goals? 

The unit provides a range of formative and summative assessment methods to assess student performance and the 

achievement of specific goals. All formative assessments allow students to take academic risks and gain a sampling of 

both peer and teacher feedback to support learning and goal-achievement. Formative assessments include: journaling; 

group, class, and online discussions; modeled constructed response composition; think-pair-share discussions and 

activities, peer evaluations, and rubric-based revision opportunities with teacher feedback. 

Summative assessments within the unit are all supported by smaller formative assessments scaffolded towards the 

summative task. Summative assessments include constructed response items, a mentor-text based narrative or informative 

composition, a character development analysis essay, a collaborative digital media project-based assessment, and the 

composition of a speech. 

How wlll we respond when a student experiences success or difficulty In learning? 

APPENDIX A: UNIT PLAN, HUMAN RESILIENCY IN THE FACE OF EVIL 
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- Title: ________________________________________
Word Context where the word is used Meaning: Educated

guess
Dictionary definition

Ex:
thongs

-
with-age leather thongs

Ties, string Noun-
a strip of material, especially
of leather or hide, used to
fasten or secure something.Sentence: The luggage was secured to the roof of the car with only a few 

yarn-like thongs.
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From  Egypt: Obama Should Speak Out on Rights 
In Talks with al-Sisi, Press for End to Crackdown 
September 24, 2014 
(Washington) - United States President Barack Obama should use his meeting on September 25, 2014, with President 
Abdel Fattah al-Sisi of Egypt crucial 
to democracy. 
Obama is scheduled to meet with al- inaugural visit to the United Nations General 
Assembly.  Al-Sisi has already asked Obama for more assistance including military hardware to combat terrorism in 
t
political opponents, mass death sentences, and lack of accountability for the killing of more than 1,000 protesters by 
security forces in July and August 2013, Human Rights Watch said. Human Rights Watch raised these concerns in a letter 
to Secretary of State John Kerry on March 31.

- d Sarah Leah 
dissent by lethal 

force, and they are betting that invoking 
Since the March 31 letter, Egypt has made no real effort to lift harsh restrictions on freedom of expression, association, 
and peaceful assembly, while the Obama administration has confirmed that it will nevertheless approve the transfer of 10 
AH-64 Apache attack helicopters E opposes. 
Al-Sisi, in statements on September 23 to the Wall Street Journal, said he will support the US war against Islamic State 
fighters in Iraq and Syria and called on Obama to widen his campaign. 
Egyptian authorities have, by their own count, detained 22,000 people since the July 2013 military-backed ouster of the 
democratically elected president, Mohamed Morsy.  The broad arrest sweep has caught up many people who were 
peaceful -Sisi government. The actual number of 
arrests is probably higher.
Sources in al- amend a draconian anti-protest law, passed by the 
previous, military-backed interim government of President Adly Mansour. The law effectively gives the authorities power 
to ban and break up any public demonstration, but they have made no substantive effort to amend it.
Similarly, the Social Solidarity Ministry recently postponed, but has not abandoned, a deadline for all nongovernmental 
organizations to register under a highly restrictive 2002 law. Further, al- contemplating a new 
law that would effectively put nongovernmental organizations under the control of the security services. 

extended to secular activists as well. While the courts recently released the prominent activist Alaa Abdel Fattah on bail 
and suspended the human rights campaigner Mahienour al-
and many others still face charges of illegal protest. 
Thousands of other Egyptians, including Brotherhood members and other Morsy supporters, are in jails, prisons and 
police stations, subject to repeated pretrial detention orders based on little, if any, evidence. There are credible accounts 
that a large number of detainees are being held incommunicado in military facilities, and that dozens have died in custody 
under circumstances of mistreatment or negligence that warrant investigation. 

-Sisi
. 

http://www.hrw.org/news/2014/09/24/egypt-obama-should-speak-out-rights

Egypt: Obama Should Speak Out on Rights, Humanrightswatch.org. 24 September 
2014. 10/1/14. Web. 
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Activity 2 Assessment: 
Using your notes and the passage, respond to the following questions in a series of 
complete sentences, using multiple examples of textual support.  Sentence 
convention rules apply.

How does the author use rhetorical strategies to achieve her purpose?  Explain,
using examples and textual evidence.
With regard to "My Mother Never Worked," how does the author's personal
experience and story about her mother aid in making her point? Explain,
offering examples and support.

Rubric:
5 points each (Total of 10 points, each point gaining 10% on the 100% scale) 
5 points: 

Response is clear and coherent and addresses the prompt.
Analyzes how the author uses 2 examples of rhetoric (voice, context, details, diction, structure, audience, or story elements)
to support her purpose and clearly draws the link between evidence and purpose.
Supports claims in the response with at least 3 items of textual support (quotations)

4 points 
Response is somewhat clear and coherent and addresses most of the prompt.
Analyzes how the author uses rhetoric (voice, context, details, diction, structure, audience, or story elements) to support her
purpose.
Supports most of the claims in the response with at least 2 items of textual support (quotations)

3 points 
Response is vague and lacks coherence and only addresses some of the prompt.
States some general rhetorical terms but does not clearly tie them with the prompt s purpose.
Supports some of the claims in the response with at least 1 items of textual support (quotations)

2 points: 
Response is vague and lacks does not address the prompt directly.
Alludes to generic rhetorical terms but offers no explanation.
Supports little to no claims in the response with at least no textual support (quotations)

1 point: 
Response lacks coherence and only alludes to the prompt.
Makes reference to the text but no analysis is offered.
No quotations are used.

No points (No credit):
Illegible response
No response
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Activity 3 Assessment: 
Using the 'Human Rights Watch' Report OR the narrative, "My Mother Never Worked," as a 'mentor' text, 
compose EITHER a narrative OR an informational document on the status of a human rights in the school 
context.
Be sure to use a bubble map / notes to make sure you include all elements of a quality narrative or informational 
document.
Rubric:
Writing is scored on the A-F grading scale, and adjusted based on specific weaknesses / strengths as detailed in the 
rubric letter-grade ranges. 
A / B writing: 

Narrative 
Narrative clearly focuses on a school rights violation or issue.
Writing clearly is modeled after the narrative technique, well-chosen details, and well-structured event sequences
Uses many narrative techniques, such as: dialogue, pacing, descriptions, details, plot lines, experiences, and characters
Uses multiple 
Uses precise words and phrases , telling details, and sensory language to convey a vivid picture of the experience / event
Provides a conclusion that follows from the story and further conveys the message / point of a school rights status

Informational Report:
Informational text clearly focuses on a school rights violation or issue
Writing examines the complex idea of student rights and clearly details an issue with effective selection, organization, and
analysis of content
Introduces the topic and makes important connections and distinctions, including formatting (e.g., headings), graphics, and
multimedia to aid in comprehension
Establishes and maintains a formal style and objective tone while attending to the norms and standards of the mentor text in
which the writing is modeled.

B / C writing: 
Narrative 

Narrative focuses on a school rights violation or issue.
Writing is modeled after the narrative technique, details, and structured event sequences
Uses narrative techniques, such as: dialogue, pacing, descriptions, details, plot lines, experiences, and characters

Uses precise words and phrases , telling details, or sensory language to convey a picture of the experience / event
Provides a conclusion that follows from the story and conveys the message / point of a school rights status

Informational Report:
Informational text focuses on a school rights violation or issue
Writing examines the complex idea of student rights and details an issue with effective selection, organization, and analysis
of content
Introduces the topic and makes connections and distinctions, including formatting (e.g., headings), graphics, and multimedia
to aid in comprehension
Establishes a formal style and objective tone while attending to the norms and standards of the mentor text in which the
writing is modeled.

D / F writing: 
Narrative 

Narrative fails to focus on a school rights violation or issue.
Writing is vaguely fits the narrative technique
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Uses few narrative techniques, such as: dialogue, pacing, descriptions, details, plot lines, experiences, and characters
Uses few 
Uses few details, or sensory language to convey a picture of the experience / event
Provides a conclusion that may not emphasize school rights

Informational Report:
Informational text does not focus on a school rights violation or issue
Writing vaguely examines the complex idea of student rights and details an issue with effective selection, organization, and
analysis of content
Fails to introduces the topic clearly and makes little to no connections and distinctions, including formatting (e.g., headings),
graphics, and multimedia to aid in comprehension
Establishes no style or objective tone while ignoring the norms and standards of the mentor text in which the writing is
modeled.
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Abstract: 
A total of 527 heat-stroke-related fatalities to children left in cars have been reported since 1998.  
On average, 38 children have died annually via this mechanism since 1998.  In 2011, 33 such 
cases were reported (Null, 2012). There has been a recent rise in demand for technologies to 
prevent these deaths by reminding the caregiver that the child is in the car, as about half of these 
children have inadvertently been forgotten.   
The primary objective of the study was to evaluate products which claim they are designed to 
prevent children up to 24 months old from being left behind in closed, parked vehicles, which 
have the potential to result in heat stroke.   This preliminary assessment was the first of its kind 
to evaluate this kind of product. The efficacy of heat stroke prevention technologies in sensing 
the presence of a child in a child restraint and alerting the caregiver if he or she walks away from 
the car without removing the child was evaluated.  The study also examined the effects of child 
posture and the time/child movement associated with a typical commute on the efficacy of these 
devices.  
The study was divided into three phases.  In the first phase, a detailed market assessment (via the 
Internet, contact with child passenger safety advocacy organizations, identification from lay 
press news stories, and direct contact from device inventors) was conducted to tabulate existing 
devices/technology on the market that are designed for heat stroke prevention.  The second phase 
involved a systematic evaluation of several of these devices for a defined set of performance 
criteria.  System, notification, and behavioral effectiveness for each device were evaluated across 
a range of surrogate occupant weights, child restraints, spilled liquids, and misuse scenarios.  
Finally, in a controlled, ventilated vehicle environment, human volunteer subjects were buckled 
in child restraints instrumented with one of three heat stroke prevention devices (identified for 
testing from phase II) and status of device activation and caregiver notification were recorded.  
Assessment was made twice – first immediately after the child was positioned in the parked 
vehicle, and then again after one of the investigators had driven a predetermined route to 
simulate a typical commute and parked the vehicle again.   
In phase one, 18 technologies for heat stroke prevention were identified.  Of these, three devices, 
the Suddenly Safe Pressure Pad, the ChildMinder Smart Clip System, and the ChildMinder 
Smart Pad were chosen to be further evaluated in the second and third phases of the study as they 
were the devices, currently on the market, that had technology that sensed the presence of a child 
in a child restraint. 
In phase two, the three devices chosen were put through a battery of tests.   The devices were 
evaluated with three convertible restraint seats and one infant child restraint, selected based on 
diversity of the cushion depth and seat pan contour.  The products’ sensing limits and ability to 
detect a child versus items of similar weights were determined.  Further, misuse scenarios and 
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notification distance with interference such as a radio or a cell phone were established. Finally, 
liquids such as apple juice and saline were spilled on the devices to establish activation distances 
and working thresholds.  
Phase three consisted of testing the devices with pediatric volunteer subjects statically and in a 
commute-simulation in a minivan.  Guided by an Institutional Review Board-approved protocol, 
eight subjects were recruited meeting the following inclusion criteria: newborns (weight 3.5 to 6 
kg; age 0 to 6 months), 1-year-old (weight 9.6 to 11.1 kg; age 9 to 15 months) and 2-year-old 
(weight 11.8 to 13.6 kg; age 21 to 27 months). 
It was found that across different evaluations, the devices were inconsistent and unreliable in 
their performance.  They often required adjusting of the position of the child within the child 
restraint, the distance to activation varied across trials and scenarios and they experienced 
continual synching/unsynching during use.  For some of the devices evaluated, issues such as 
interference with other devices, inability to function in the presence of liquids, and variability in 
performance in the presence of a cell phone were common.  In sum, the devices require 
considerable effort from the parent/caregiver to ensure smooth operation and often that operation 
is not consistent.   
Public health principles state that a passive device is often more effective than an active device.  
Even in the context of ideal performance, these interventions require several active steps: (1) 
purchase, (2) proper installation, (3) proper use including transfer of key fob among caregivers, 
and (4) action by caregiver once successfully notified.  None directly address the root cause of 
the hot environment that led to the potential for heat stroke.   
Most important, it should be noted that these devices which integrate into a child restraint would 
not be applicable in scenarios where the child is playing and gets locked in the vehicle (30% of 
fatalities) or in a scenario where the parent/caregiver intentionally leaves the child in the vehicle 
(17% of fatalities) (Null, 2012). 
Until the proposed technology can improve its performance and limit the actions required by the 
caregiver for correct use, it is likely that education of this potentially harmful event to the 
parent/caregiver can play a more significant role in reduction of heat-stroke-related fatalities.   
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Mood: Suspense Narrative Rubric
Scoring Elements Not Yet 1 1.5 Approaches Expectations2 2.5 Meets Expectations 3 3.5 Advanced4 

Focus 

The narrative does not clearly focus on the given scene andtherefore gets confusing to the reader 

Addresses few aspects of the scene in a weakened progression of suspense from the perspective of a speaker on the boat 

Addresses some aspects of the scene in an unbalanced or underdeveloped fashion, with unevenattention to progression of suspense from the perspective of a speaker on the boat 

Addresses all aspectsof the scene in a balanced and developed fashion,paying close attention to progression of suspense from the perspective of a speaker on the boat

Syntax

Sentence length and variation is non-evident or so absent that the structure does not conveythe mood 

Varies sentencelength in minor areas, selecting short sentences do not seem to focus on consistent subjects with longer sentences describing only some inner monologue 

Varies sentence lengths in an spots,selecting short sentences that capture outside stimuli with longer sentences describing inner monologue 

Utilizes a range of sentence lengths in an assorted disbursement,selecting shortsentences that capture outside stimuli with longer sentences describing inner monologue 

Details Mainly narrativewith inadequate details 

Provides some detail addressing a sense with images and descriptions somewhat relevant to the experience 

Provides adequate detail addressing many of the senses with sensory imagesand descriptions relevant to the experience 

Provides comprehensive detailaddressing each of the senses with sensory images and descriptions relevant to the experience 

Organization 

No organizationalpattern is evident or thepattern does not work with the given scene 

The ideas are not clearly arranged so that the short sentences directlycause a change inreading pace and therefore do not aid in creating suspense 

The progression of thought is arranged so that the short sentences develop the intended mood throughout; and the ideas progress as thescene does 

The progression ofthought is clearly arranged so that the short sentences directlycause a change in reading pace and interrupt monologue throughout; and the ideas progress naturallyas the scene does 

Conventions 

Conventions arebelow standard and evident in only error-filled composition that distractsfrom the meaning. 

Demonstrates an under-developedcommand of standard English conventions; ineffectively uses short sentences without an understood rhetorical purpose

Demonstrates a developed command of standard English conventions; effectively uses shortsentences with a rhetorical purpose 

Demonstrates a well-developed command of standard English conventions; effectively uses shortsentences with a clear rhetorical purpose 
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Independent Reading Informational Text Activity 
ALL notes related to these activities should be clearly labeled in your journal  HOWEVER, you will submit a
separate document with the following separate writing assignments.  
Notes / Objective Summary:

First, read chapter 4, taking notes from EACH page.oo After reading the whole page, identify 2 key points that happened on the page and write them
down, with page number.

Discuss the notes with a partner (when another student finishes) and group the 
4 areas .o Ideas that are similar or closely related should be grouped or bracketed on your page of notes in

your journal
Apply the following titles to each grouping of notes, in accordance with the plot.

Getting to know Buna
Trouble for Elie and his dad,
Punishment
Outside war getting closer

Put these labels in the margins next to the notes you include with them.
Using your notes, COMPOSE an objective summary of the entire chapter using the subtitles above andthe notes.  Write with clear transitions and with information from the text (from notes).
(subtitle) should be a paragraph written from the bulleted notes as a guide.

Dehumanization:
Break down the word, DE-HUMAN-IZE what does it mean? Respond / write this with your notesabove in the journal.
Find at least ONE example from ch. 4 in Night.o In a minimum of a paragraph response, identify and explain how the example isdehumanization.  Use TEXTUAL SUPPORT.o Your paragraph can follow this structure:

Opening sentence, state the definition of DEHUMANIZATION in your own words.
Put it in the context of Night Explain how and why it was used in Night chapter 4.
Write a sentence or two discussing and describing the actual dehumanization in chapter 4
using specific QUOTES.  Explain this as dehumanization in line with your definition.
Close out the paragraph with your own closing sentence make a comment on how
tragic, disgusting, inhumane, etc. this is.

Theme Development:
A THEME of fiercely strong faith from
chapter 1 challenged and questioned more.o First, find quotations from the text (chapter 1 especially) that show how committed Elie was to his

faith. o Then, challenged /
questioned.o Using quotations and specific references to scenes, write a paragraph that examines the

o Structure:
Open with a statement that clearly conveys the theme and references Elie Wiesel, the author,and Night, the book
Write about where the idea of faith is first seen in the book use a quotation
Discuss briefly what has happened in the time since the beginning.
Refer to scenes / quotation .
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Independent Reading Informational Text Activity Rubric
If the assignment is submitted on time, revision for a new grade will be available after a brief meeting with teacher. 
Notes / Objective Summary:

Rubric

Dehumanization :
The task requires a complete, well-written constructed response with at least ONE piece of textualsupport.

Theme Development submitted with the other tasks in this assignment.
The task requires a complete, well-written constructed response with at least TWO pieces of
textual support.

Mastery 
Notes reflect main ideas of each page, summary has well developed paragraphs and appropriate transitions, subtitles fit each scene, and an objective tone is maintained. 

Proficient 
Notes miss some main ideas,are insufficient or incomplete. Summary is developed around the subtitles, but lacks specificdetails from the story and offers less effective transitions. 

Insufficient 
Notes incomplete. 
Summary not written with the subtitles or incomplete.
Re-write of the bulleted notes or brief sleection of only a few notes to conveythe ide of the chapter. 

Mastery 
A complete, well-written paragraph is written following all rules of grammar, capitalization, and conventions.
Minimum ONE quotation is used  
Introduces the definition of "dehumanization" and explains its presence in Night 
Meets or exceeds the structure outlined in the assignment 

Proficient 
Paragraph may have some basic conventions issues, but otherwise it is complete. 
A quotation is used, but may not offer the clearest picture of the example of dehumanization. 
Paragraph jumps from the firstquotation to the chapter 4 quotation without sufficient development of the central idea.

Insufficient 
Paragraph is incomplete, weak, or missing major elements of the assignment. 
"Dehumanization" is not defined or there is no reference to the source text. 
If quotations are used, they do not align with the definition of "dehumanization." 

Mastery 
Theme is clearly identified and placed in context in the openingof the paragraph. 
Minimum TWO quotations are used (one from early in the text and the other from chapter 4) 
Structure format from theassignment is followed or exceeded. 

Proficient 
Theme is explained, but weaknesses are present in the relation to the context of Night. 
Quotations are  used, but problems with embedding them in the text are apparent. 
There may be flaws with the structure as outlined in the assignment. 

Insufficient 
The submission lacks a clear correlation to the assignment, is weak in development, or has numerous errors which cloud the intent. 
No real attempt at following thestructure as  outlined in the assignment sheet. 
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Night Theme Development 
Name: 

Universal Theme:
S
theme (describe 
scene):

Page 
#: Quotation capturing the scene Brief explanation of how the

quotation exposes the theme
1

2

198



3

4

5

199



200



 Revision Sheet 
Use the rubric and student sample here to help in the revision process. 

Student Sample - Dehumanization
Dehumanization is the act of depriving human qualities from a human, and there are many 

obvious examples of dehumanization in Night. One example is in chapter three when 
the Jews arrived at Auschwitz and under orders, stripped off their clothes. The Jews are 

humanization because the Jews are instructed 
to give their clothes to the SS officers and wear what they are given. The Jews are treated almost as 
if they are dogs; being forced to wear silly costumes that do not fit and they do not need.

Another example of dehumanization is in chapter four when Elie is whipped by the Kapo for 
walking in on Idek and a Polish girl. This example of dehumanization occurs when the Kapo 
addresses Elie - -7713 er the concentration camp they are
deprived of their real names and tattooed with numbers as identification. This makes it seem as if 
the Jews a hey are slowly stripped of the very 
qualities that make them human. It was one thing to take the Jews away from their homes and
torture them and kill, but to take away their clothes, names, and dignity is complete 
dehumanization and is absolutely appalling.

Have a peer read your paragraph and make suggestions in accordance with the rubric
above and the student sample.
Use the following checklist to guide your revision:

and its existence in
Night
The next sentences establish the example of an instance where dehumanization is present and makes
direct reference (quotation) to the scene.
The scenes are explained in context.
Quotations are embedded seamlessly.
At least one detail from chapter 4 is explained and textual support offered to illustrate

 in context.
The paragraph .
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 can

 arr
ang

e th
at. 

 For
 a s

ma
ll co

nsid
era

tion
: yo

ur
sho

es. 
 I’ll 

give
 you

 som
e o

the
rs.”

I re
fuse

d to
 giv

e hi
m m

y sh
oes

.  Th
ey w

ere
 all 

I ha
d le

ft.
“I’ll

 giv
e yo

u an
 ext

ra r
atio

n o
f br

ead
 and

 ma
rga

rine
.”

He 
was

 ver
y ke

en o
n m

y sh
oes

; bu
t I d

id n
ot g

ive 
the

m u
p to

 him
. 

(Lat
er o

n th
ey w

ere
 tak

en f
rom

 me
 jus

t th
e sa

me
. Bu

t in
 exc

han
ge f

or
not

hin
g th

is ti
me

.)    
-Ni

ght
, pa

ge 3
1
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Stu
den

t Sa
mp

le
The

 cam
p lo

oke
d as

 tho
ugh

 it h
ad s

uffe
red

 an 
epi

dem
ic: e

mp
ty a

nd 
dea

d.  
The

re w
ere

 jus
t a f

ew 
wel

l-cla
d pr

ison
ers

 wa
lkin

g ab
out

 bet
wee

n th
e 

blo
cks. Of c

our
se, 

we 
had

 to 
go t

hro
ugh

 the
 sho

wer
s fir

st.  
The

 hea
d o

f ou
r 

cam
p jo

ined
 us 

the
re. 

 He
 wa

s a 
stro

ng, 
wel

l-bu
ilt, b

roa
d-sh

oul
der

ed m
an: 

bul
l ne

ck, 
thic

k lip
s, fr

izzle
d ha

ir.  
He 

loo
ked

 kin
d.  A

 sm
ile s

hon
e fr

om
 

tim
e to

 tim
e in

 his
 gra

y-b
lue 

eye
s.  O

ur c
onv

oy i
nclu

ded
 a fe

w c
hild

ren
 

ten
 and

 tw
elve

 yea
rs o

ld.  
The

 off
icer

 too
k an

 int
ere

st in
 the

m a
nd 

gav
e 

ord
ers 

for 
the

m t
o b

e br
oug

ht f
ood

.
Afte

r w
e ha

d b
een

 giv
en n

ew 
clot

hes
, we

 we
re i

nsta
lled

 in t
wo 

ten
ts.  

We
 had

 to 
wai

t to
 be 

enli
sted

 in t
he l

abo
r un

its, 
the

n w
e co

uld
 pas

s in
to 

the
 blo

ck.
Tha

t ev
eni

ng, 
the

 lab
or u

nits
 cam

e b
ack

 fro
m t

he w
ork

 yar
ds. 

 Ro
ll ca

ll. 
We

 be
gan

 to 
loo

k fo
r fa

mil
iar f

ace
s, to

 see
k in

form
atio

n, t
o q

ues
tion

 the
 

vet
era

n pr
ison

ers 
abo

ut w
hich

 lab
or u

nit 
was

 the
 bes

t, w
hich

 blo
ck o

ne 
sho

uld
 try

 to 
get

 int
o.  T

he p
riso

ner
s al

l ag
ree

d, s
ayin

g, “
Bun

a’s 
a ve

ry 
goo

d ca
mp

.  Yo
u ca

n st
and

 it. 
The

 imp
orta

nt t
hin

g is
 no

t to
 get

 
tran

sfer
red

 to 
the

 bu
ildin

g un
it…”

As i
f th

e ch
oice

 we
re i

n o
ur h

and
s.

The
 hea

d o
f ou

r te
nt w

as a
 Ge

rma
n.  A

n as
sas

sin’
s fa

ce, 
fles

hy l
ips,

 han
ds 

like
 a w

olf’
s pa

ws.
  He

 wa
s so

 fat
 he 

cou
ld h

ard
ly m

ove
.  Li

ke t
he l

ead
er o

f
the

 cam
p, h

e lo
ved

 chi
ldre

n.  A
s so

on 
as w

e ar
rive

d, h
e ha

d b
rou

ght
 the

m
bre

ad, 
sou

p, a
nd 

ma
rga

rine
. (A

ctu
ally

, th
is w

as n
ot d

isin
tere

sted
 

affe
ctio

n: t
her

e w
as a

 con
side

rab
le t

raff
ic in

 chi
ldre

n am
ong

 the
 

hom
ose

xua
ls h

ere
, I le

arn
ed l

ate
r.)

The
 hea

d to
ld u

s: “
You

’re 
stay

ing 
her

e th
ree

 day
s in

 qu
ara

ntin
e.  T

hen
 

you
’re 

goin
g to

 wo
rk.  

Tom
orro

w, m
edi

cal 
insp

ect
ion

.”
One

 of 
his 

assi
stan

ts –
a ha

rd-f
ace

d bo
y, w

ith 
hoo

liga
n’s 

eye
s –

cam
e

up 
to m

e:
“Do

 you
 wa

nt t
o ge

t in
to a

 goo
d u

nit?
”

“I c
erta

inly
 do

.  Bu
t on

 one
 con

diti
on:

 I w
ant

 to 
stay

 wit
h m

y fa
the

r.”
“All

 rig
ht,”

 he 
said

.  “I
 can

 arr
ang

e th
at. 

 For
 a s

ma
ll co

nsid
era

tion
: yo

ur
sho

es. 
 I’ll 

give
 you

 som
e o

the
rs.”

I re
fuse

d to
 giv

e hi
m m

y sh
oes

.  Th
ey w

ere
 all 

I ha
d le

ft.
“I’ll

 giv
e yo

u an
 ext

ra r
atio

n o
f br

ead
 and

 ma
rga

rine
.”

He 
was

 ver
y ke

en o
n m

y sh
oes

; bu
t I d

id n
ot g

ive 
the

m u
p to

 him
. 

(Lat
er o

n th
ey w

ere
 tak

en f
rom

 me
 jus

t th
e sa

me
. Bu

t in
 exc

han
ge f

or
not

hin
g th

is ti
me

.)  -
Nig

ht, 
pag

e 31

The
 cam

p lo
oke

d as
 tho

ugh
 it h

ad s
uffe

red
 an 

epi
dem

ic: e
mp

ty a
nd 

dea
d.  

The
re w

ere
 jus

t a f
ew 

wel
l-cla

d p
riso

ner
s w

alki
ng a

bou
t be

twe
en t

he 
blo

cks. Of c
our

se, 
we 

had
 to 

go t
hro

ugh
 the

 sho
wer

s fir
st.  

The
 hea

d o
f ou

r 
cam

p jo
ined

 us 
the

re. 
 He

 wa
s a 

stro
ng, 

wel
l-bu

ilt, b
roa

d-sh
oul

der
ed m

an:
 

bul
l ne

ck, 
thic

k lip
s, fr

izzle
d ha

ir.  
He 

loo
ked

 kin
d.  A

 sm
ile s

hon
e fr

om
 

tim
e to

 tim
e in

 his
 gra

y-b
lue 

eye
s.  O

ur c
onv

oy i
nclu

ded
 a fe

w c
hild

ren
 

ten
 and

 tw
elve

 yea
rs o

ld.  
The

 off
icer

 too
k an

 int
ere

st in
 the

m a
nd 

gav
e 

ord
ers 

for 
the

m t
o b

e br
oug

ht f
ood

.
Afte

r w
e ha

d b
een

 giv
en n

ew 
clot

hes
, we

 we
re i

nsta
lled

 in t
wo 

ten
ts. 

We
 had

 to 
wai

t to
 be 

enl
iste

d in
 the

 lab
or u

nits
, th

en w
e co

uld
 pas

s in
to 

the
 blo

ck.
Tha

t ev
enin

g, t
he l

abo
r un

its c
am

e b
ack

 fro
m t

he w
ork

 yar
ds. 

 Ro
ll ca

ll. 
We

 be
gan

 to 
loo

k fo
r fa

mil
iar f

ace
s, to

 see
k in

form
atio

n, t
o q

ues
tion

 the
 

vet
era

n pr
ison

ers 
abo

ut w
hich

 lab
or u

nit 
was

 the
 bes

t, w
hich

 blo
ck o

ne 
sho

uld
 try

 to 
get

 int
o.  T

he p
riso

ner
s al

l ag
ree

d, s
ayin

g, “
Bun

a’s 
a ve

ry 
goo

d ca
mp

.  Yo
u ca

n st
and

 it. T
he i

mp
orta

nt t
hin

g is
 no

t to
 get

 
tran

sfer
red

 to 
the

 bu
ildin

g un
it…”

As i
f th

e ch
oice

 we
re i

n o
ur h

and
s.

The
 he

ad o
f ou

r te
nt w

as a
 Ge

rma
n.  A

n as
sas

sin’
s fa

ce, 
fles

hy l
ips,

 han
ds 

like
 a w

olf’
s pa

ws.
  He

 wa
s so

 fat
 he 

cou
ld h

ard
ly m

ove
.  Li

ke t
he l

ead
er o

f
the

 cam
p, h

e lo
ved

 chi
ldre

n.  A
s so

on 
as w

e ar
rive

d, h
e ha

d b
rou

ght
 the

m 
bre

ad,
 sou

p, a
nd 

ma
rga

rine
. (A

ctu
ally

, th
is w

as n
ot d

isin
tere

sted
 

affe
ctio

n: t
her

e w
as a

 con
side

rab
le t

raff
ic in

 chi
ldre

n am
ong

 the
 

hom
ose

xua
ls h

ere
, I le

arn
ed l

ate
r.)

The
 hea

d to
ld u

s: “
You

’re 
stay

ing 
her

e th
ree

 day
s in

 qu
ara

ntin
e.  T

hen
 

you
’re 

goin
g to

 wo
rk.  

Tom
orro

w, m
edi

cal 
insp

ect
ion

.”
One

 of 
his 

ass
ista

nts 
–a 

har
d-fa

ced
 boy

, wi
th h

ool
igan

’s e
yes

 –c
am

e
up 

to m
e:

“Do
 you

 wa
nt t

o ge
t in

to a
 goo

d u
nit?

”
“I c

erta
inly

 do
.  Bu

t on
 one

 con
diti

on:
 I w

ant
 to 

stay
 wit

h m
y fa

the
r.”

“All
 rig

ht,”
 he 

said
.  “I

 can
 arr

ang
e th

at. 
 For

 a s
ma

ll co
nsid

era
tion

: yo
ur 

sho
es. 

 I’ll 
give

 you
 som

e ot
her

s.”
I re

fuse
d to

 giv
e hi

m m
y sh

oes
.  Th

ey w
ere

 all 
I ha

d le
ft.

“I’ll
 giv

e yo
u an

 ext
ra r

atio
n o

f br
ead

 and
 ma

rga
rine

.”
He 

was
 ver

y ke
en o

n m
y sh

oes
; bu

t I d
id n

ot g
ive 

the
m u

p to
 him

. 
(Lat

er o
n th

ey w
ere

 tak
en f

rom
 me

 jus
t th

e sa
me

. Bu
t in

 exc
han

ge f
or 

not
hin

g th
is ti

me
.)  -

Nig
ht, 

pag
e 31

Stude
nt Su

mmar
y of 

Chap
ter 4

•
Upon

 arri
val a

t Bu
na, E

lie an
d his

 dad 
had t

o tak
e 

showe
rs an

d wai
t to b

e ass
igned

 to a
 labo

r uni
t

•
Elie 

finds 
that 

some 
of th

e lea
ders 

in the
 camp

 were
 

abusiv
e to 

child
ren, 

and E
lie le

arns 
a har

d les
son o

n 
barte

ring 
–he 

shoul
d hav

e giv
en hi

s sho
es to

 stay
 with

his fa
ther,

 beca
use t

hey w
ere t

aken 
later

.
p.31

Con
tinu

e th
is p

roc
ess

for 
eac

h p
age

 of 
the

 
cha

pte
r…
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Sam
ple 

Res
our

ce
•

This
 Int

ern
et r

eso
urc

e ill
ustr

ate
s “b

ulle
ted

” no
tes 

sum
ma

rizin
g N

ight
, 

cha
pte

r 3 
–w

itho
ut p

age
 nu

mb
ers.

•
http

://w
ww

.shm
oop

.com
/nig

ht/c
hap

ter-
3-su

mm
ary.

htm
l

•
You

r ch
apt

er 4
 bu

llet
ed n

ote
s w

ill b
e or

gan
ized

 by 
pag

e nu
mb

ers 
in t

he 
ma

rgin
s of

 the
 no

tes,
 wit

h a 
min

imu
m o

f tw
o b

ulle
ts p

er p
age

 of 
rea

din
g.

•
Not

ice 
the

 sty
le o

f bu
llet

ed 
not

es –
com

plet
e se

nte
nce

s ar
e no

t re
qui

red
•

Ma
in id

eas
 (or

 key
 po

ints
) in

 bu
llet

ed f
orm

 are
 oft

en u
sed

 to 
sum

ma
rize

 
lon

ger
 tex

ts, i
nclu

din
g su

ch f
orm

ats 
as n

ews
 sto

ries
 on

 cnn
.com

.
–

Wri
ters

 po
sitio

n “s
tory

 hig
hlig

hts
” ne

ar t
he 

top
 of 

the
 pag

e so
 tha

t re
ade

rs 
ma

y ac
ces

s m
ain 

poi
nts 

eas
ily:

–
http

:// w
ww

.cnn
.com

/20
14/

12/
31/

wor
ld/a

sia/
hon

g-ko
ng-

cha
lk-g

irl-
pro

test
s/in

dex
.htm

l?hp
t=h

p_t
2

•
Not

ice 
the

 sty
le o

f bu
llet

ed 
not

es; 
com

plet
e se

nte
nce

s ar
e no

t al
way

s
req

uire
d.
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Nex
t st

eps
•T

akin
g no

tes 
on 

eac
h p

age
 in t

his 
ma

nne
r w

ill e
nsu

re
tha

t no
 key

 po
ints

 of 
the

 cha
pte

r w
ill b

e ea
sily

 
ove

rloo
ked

.
•In

 ord
er t

o su
mm

ariz
e th

is a
mo

unt
 of 

info
rma

tion
 we

ll,
chu

nkin
gm

ust 
be d

one
•C

are
full

y re
ad t

hro
ugh

 the
 ‘bu

llet
ed’

 no
tes.

•F
ind

 are
as o

f tra
nsit

ion
 in t

he s
tory

 or 
are

as i
n w

hich
not

es c
an b

e cl
uste

red
 tog

eth
er.

•D
raw

 line
s ac

ross
 the

 no
tes 

to d
ivid

e th
e ch

apt
er n

ote
s

into
 sec

tion
s.

•E
ach

 sec
tion

 of 
bul

lete
d n

ote
s w

ill b
e re

duc
ed f

urth
er 

and
 sum

ma
rize

d in
 par

agr
aph

 for
ma

t.
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‘Ch
unk

ing
’ th

e no
tes

Stude
nt Su

mmar
y of 

Chap
ter 4

•
This 

is wh
ere y

ou wr
ite y

our n
otes 

for 
each 

page 
in ‘bu

llete
d for

m’
•

Thes
e are

 note
s on 

chapt
er 4;

 noth
ing

but n
otes 

on ea
ch an

d eve
ry pa

ge of
 

chapt
er 4 

of Ni
ghtb

y Eli
e Wi

esel.
p.31 p. 32 p.33

•
This 

is wh
ere y

ou wr
ite y

our n
otes 

for
each 

page 
in ‘bu

llete
d for

m’
•

Thes
e are

 note
s on 

chapt
er 4;

 noth
ing

but n
otes 

on ea
ch an

d eve
ry pa

ge of
 

chapt
er 4 

of Ni
ghtb

y Eli
e Wi

esel.
•

This 
is wh

ere y
ou wr

ite y
our n

otes 
for

each 
page 

in ‘bu
llete

d for
m’

•
Thes

e are
 note

s on 
chapt

er 4;
 noth

ing
but n

otes 
on ea

ch an
d eve

ry pa
ge of

 
chapt

er 4 
of Ni

ghtb
y Eli

e Wi
esel.

•
This 

is wh
ere y

ou wr
ite y

our n
otes 

for
each 

page 
in ‘bu

llete
d for

m’
•

Thes
e are

 note
s on 

chapt
er 4;

 noth
ing

but n
otes 

on ea
ch an

d eve
ry pa

ge of
 

chapt
er 4 

of Ni
ghtb

y Eli
e Wi

esel.
p.34 p.35 p. 36

•
This 

is wh
ere y

ou wr
ite y

our n
otes 

for
each 

page 
in ‘bu

llete
d for

m’
•

Thes
e are

 note
s on 

chapt
er 4;

 noth
ing

but n
otes 

on ea
ch an

d eve
ry pa

ge of
 

chapt
er 4 

of Ni
ghtb

y Eli
e Wi

esel.
•

This 
is wh

ere y
ou wr

ite y
our n

otes 
for

each 
page 

in ‘bu
llete

d for
m’

•
Thes

e are
 note

s on 
chapt

er 4;
 noth

ing
but n

otes 
on ea

ch an
d eve

ry pa
ge of

 
chapt

er 4 
of Ni

ghtb
y Eli

e Wi
esel.

•
This 

is wh
ere y

ou wr
ite y

our n
otes 

for
each 

page 
in ‘bu

llete
d for

m’
•

Thes
e are

 note
s on 

chapt
er 4;

 noth
ing b

ut
notes

 on e
ach a

nd ev
ery p

age o
f cha

pter 
4 of 

Nigh
tby 

Elie 
Wies

el.
p.37 p.38 p.39

•
This 

is wh
ere y

ou wr
ite y

our n
otes 

for
each 

page 
in ‘bu

llete
d for

m’
•

Thes
e are

 note
s on 

chapt
er 4;

 noth
ing b

ut
notes

 on e
ach a

nd ev
ery p

age o
f cha

pter 
4 of 

Nigh
tby 

Elie 
Wies

el.
•

This 
is wh

ere y
ou wr

ite y
our n

otes 
for

each 
page 

in ‘bu
llete

d for
m’

•
Thes

e are
 note

s on 
chapt

er 4;
 noth

ing b
ut

notes
 on e

ach a
nd ev

ery p
age o

f cha
pter 

4 of 
Nigh

tby 
Elie 

Wies
el.

Wh
en 

divi
din

g th
e ch

apt
er n

ote
s in

to s
ect

ion
s, c

ons
ide

r
sub

title
s fo

r ea
ch s

ect
ion

 of 
cha

pte
r 4:

 “G
etti

ng t
o kn

ow 
Bun

a,” 
“Tro

ubl
e fo

r El
ie a

nd 
his 

Dad
,” “

Pun
ishm

ent
,” a

nd
“Ou

tsid
e W

ar G
etti

ng C
lose

r”
Lab

el e
ach

 sec
tion

 (in
 the

 ma
rgin

)
wit

h th
e su

btit
le

Getting to know Buna

Outside war getting closer

Trouble for Elie and Dad Punishment
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Wri
ting

 the
 Fin

al S
um

ma
ry

•F
rom

 you
r di

vide
d an

d su
btit

led 
not

es, 
re-r

ead
eac

h se
ctio

n an
d w

rite
 the

 key
 det

ails
 fro

m 
the

 sec
tion

 in p
ara

gra
ph 

form
.

•U
se p

rop
er s

ent
enc

e st
ruc

ture
, tra

nsit
ion

s,
and

 pu
nct

uat
ion

.
•T

he e
ntir

e ch
apt

er s
um

ma
ry s

hou
ld b

e in
 

FOU
R p

ara
gra

phs
, ea

ch w
ith 

sub
hea

din
gs f

or
tha

t se
ctio

n.
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Stu
den

t Sa
mp

le
(Th

is re
pre

sen
ts t

he 
form

at a
nd 

app
ear

anc
e o

f a f
inis

hed
 ch.

4 su
mm

ary
)
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Sum
ma

ry S
elf/

Pee
r-Ch

eck
•

Com
par

e yo
ur f

inis
hed

 cha
pte

r su
mm

ary
 to 

a pe
er’s

 sum
ma

ry.
•

Hig
hlig

ht d
eta

ils t
hat

 are
 om

itte
d in

 on
e bu

t no
t th

e o
the

r.
–W

hat
 are

 the
se d

eta
ils?

–D
id t

hey
 hel

p to
 sha

pe t
he s

tory
 and

 the
 up

com
ing 

plo
t?

–I
f so

, th
ese

 det
ails

 ne
ed t

o b
e ad

ded
 to 

the
 sum

ma
ry w

hich
 lac

ks t
he 

det
ails

.
•

For
 sum

ma
ries

 tha
t ar

e to
o d

eta
iled

 (lo
ng)

, de
term

ine
 if t

he e
xtra

det
ails

 are
 cru

cial
 to 

und
erst

and
ing 

any
 of 

the
 sto

ry.
–I

f th
ey a

re m
ino

r de
tails

, th
en t

hey
 ma

y be
 rem

ove
d u

pon
 rev

isio
n.

•
If yo

ur s
um

ma
ry a

lign
s w

ith 
the

 ma
jori

ty o
f de

tail
s w

ith 
you

r pe
er,

you
 are

 like
ly to

 hav
e su

cce
ssfu

lly w
ritte

n an
 ob

ject
ive 

sum
ma

ry.
•

Ma
ke a

ny n
ece

ssa
ry r

evis
ion

s be
fore

 po
stin

g th
e fu

ll as
sign

me
nt t

o
the

 Lea
rnin

g M
ana

gem
ent

 Sys
tem

 on
line

.
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Tracking a THEME Night) 
Theme concept / topic: the meaning or concept found in a story; the message/lesson 

Ex: Obstacles in life
Theme statement: the theme topic written as a complete thought; a lesson learned 

Ex: No matter what life presents

e may emerge from
a text.

 theme: a lesson that can be applied to all people, independent of the context of the text it is drawn 
from; it can span many ages and time periods. 
How does one identify an emerging theme? 

Pay attention to the main character or characters by asking some of the following questions as you read:o What motivates each character?oo What is the main character doing?o What conflicts does he face?o How does the character deal with conflict?o What does it seem the main character learns?o
Use the chart below to take notes on and identify an emerging theme from a text: 
Theme concept  now, w
Theme statement: 
Page
#

Description of scene Quotation capturing the scene Brief explanation of how the
quotation exposes the theme

First 
exposure 
of theme

Theme 
developing

Most 
recent 

exposure 
of theme

ch. 4
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Theme  Revision Sheet 
Use the rubric and student sample here (alternate theme) to help in the revision process. 

Student Sample Power of FamilyIt is evident in Elie Wiesel Night, that comfort and hope can be found with family, as
this also is an important emerging theme in the memoir. The reader learns early in chapter one that 
Elie s father is revered for his leadership and guidance, not only for Elie, but for the whole 
community.  For Elie though, staying with his father helps to cease any fear in the face of what was 
about to unfold.  Wiesel s family held strong in their notion of maintaining strength with family. 
After facing captivity in the ghettos in chapter one, a former worker of the elder Wiesel came to the 
family inviting them to go to a place for safe refuge. Elie s father denied this opportunity, 
fearing that it was best to stay where they were.  He even offered to allow the rest of the family to 
go.  Naturally, Elie said, we refused to be separated. Nothing would deny the power of the 
family.  As things got worse for the Jews, the family, especially Elie and his father, stayed together. 
After the ghetto came Auschwitz in chapter 3, and with this horrifying place came only one rule for 
Elie with regard to his father - not to lose him. The power in staying with family now fueled his
survival.

Have a peer read your paragraph and make suggestions in accordance with the rubric
above and the student sample.
Use the following checklist to guide your revision:

Opening sentence makes clear reference to the identified theme and the text (title and author)
The next sentences establish the first emergence of the stated theme and make direct reference
(quotation) to the scene.
The scenes are explained in context.
Quotations are embedded seamlessly.
At least one detail from chapter 4 is explained and textual support offered to illustrate the
development of the theme in context.
The paragraph closes by reiterating the theme and its emergence from the text.
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Character Development Analysis:    Guido Orefice
Scene:(offer a few

words or a
phrase that 

describes the 
scene)

Interactions with other characters; 
conversations, results, motivations

Quotations / Details:

Description of what 
this scene shows of 

character 
(adjective or 

adjective phrase)

Visual cues?
What does the camera seem
to focus on with the Guido
that may shed light on his 

character?

scene
Guido seems very lively
He is very goofy / light-hearted
He is new to the area in Italy
With a friend going to stay with his
uncle
Lucky

-simple people
-genuine
-naive
-new to area
-Fun-loving

-Opening scene has eerie wind
blowing in the background 
foreshadowing?
- Town looks to be saluting
Hitler
- Guido seems like a fix-it
man
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Character Development Analysis: Oskar Schindler
Scene:

(offer a few 
words or a
phrase that 

describes the 
scene)

Interactions with other characters; 
conversations, results, motivations

Quotations / Details:

Description of what 
this scene shows of 
Oskar Schindler s

character 
(adjective or 

adjective phrase)

Visual cues?
What does the camera seem 

to focus on with the 
Schindler that may shed 
light on his character?

Restaurant 
scene

Schindler drinks a lot
He is a Nazi?
He seems to like nice things (spends
money on them)
Schindler spent a lot of money on
military people at the restaurant.
The military did not know Schindler.
He won the people over at the
restaurant.

-Has money
-Spends money
-Drinks a lot
-Likes nice things
-Nazi pin
-Go-getter

-Nice shirts, ties, cufflinks
- Nazi / swastika pin
- cash; over and over
- alcohol
- military uniforms
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Scene Comparison 
The checkboxes below represent the rubric. Student samples here should guide the

evaluation and student-revision process.
Prompt: Students will compose 2-3 paragraphs drawn from comparative notes on a key scene from 
and Night which illustrates the following: 

Analyze the representation of the  scene 
memoir, Night, including what is emphasized or absent in each treatment.
Draw evidence from the texts to support analysis, including, but not limited to the following:

Refer to the titles and genres of the two mediums and the scene analyzed.
Offer specific details and support examining which features of the ghetto entry are emphasized or absent
and in what medium.
Cite strong and thorough textual evidence to support the analysis.
Use proper grammar, spelling, punctuation and conventions.

Student Sample Comparing scenes, Film vs. Memoir; Entry to the Ghetto in World War IILike many stories from differing perspectives of an event or time period, two stories rooted in the
Holocaust present common historical experiences illustrated in unique 

Night both portray their main character
entrance to Jewish ghettos.  For Wiesel in Night, the experience was personal and involved his Jewish 
perspective.  In , the primary character, Oskar Schindler, is a Nazi who benefits from the
ghetto population, but the scenes of the ghetto entry in this film depict Jewish families entering under 
different circumstances than those in Night. Wiesel introduces a slow march to the ghetto on page 10 of 
Night, where Jews (including he and his f

The entry into the ghettos in emphasized the excitement of the Aryan community in 
seeing the Jewish people have to leave their homes.  As mass amounts of people walked shoulder-to-
shoulder across a bridge to the ghetto (a different town than in Night), a little girl was seen screaming 
involvement in viewing the move by so many Jews was far different in the quiet arrival in the ghettos by 
Wiesel.

While both entries into the ghetto were depicted with different emphasis on the public reaction and 
treatment, it was still clear that the new homes within the ghettos in both versions were those of people who 

Sc emphasized the massive public hatred and hostility of all 
-public order

for movement.  The emphasis in both accounts helps to establish the roles of the characters.  In Night, the 
author carries the reader through an isolated experience from the perspective of the victim, while in 

, the main character is a Nazi who witnesses the hostility early and starts to change because 
of it. 
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Organized Discussion Planning Template Name:________________________ 
Who are the 
murderers?

Group position:
Point 1

Originator (name of 
student who 
originally posted):

Details, provided by subgroup (names): Potential rebuttals:

Point 2

Originator (name of 
student who 
originally posted):

Details, provided by subgroup (names): Potential rebuttals:

Point 3

Originator (name of 
student who 
originally posted):

Details, provided by subgroup (names): Potential rebuttals:

Individual Reflection, after position statements and discussion is complete 
Reflect upon the discussion.  Which answer to the question was the most convincing?  What supporting details were most 
important?  What rebuttal seemed to be most effective against the opposing point?  Did anything change your mind from 
what you originally thought?  What did looking at other student s opinions do for broadening your own understanding?  
Be specific and explain; one paragraph minimum. 
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Who Are the Murderers?
After posting your required response to the question (and the follow up responses to a minimum of 2 peers), you 
will come prepared to class to do the following: 

Select THREE points (not your own) that you feel are exceptionally strong in presenting the argument 
regardless of side.
Review and select 3-5 rebuttal points to the argument you had selected (these are points in opposition to
the argument).

Prepare to debate the responses to this question in class tomorrow.  You will be assigned to one of the opposing 
sides of this question: 

The murderers are the SS
The murderers are the medical staff
The murderers are (a different concept or ideology)

You will be assigned a side, so you have to read through ALL of the discussion points and be familiar with the 
alternative views and support.  Take note of at least 1 response of the opposite view. 
Discussion / Debate Notes: 

Student Name
(who posted?)

Time 
posted:

Basic answer to the question: 
Who are the murderers? Supporting Details:

Rebuttal Points 
Student Name +

student-responder
Basic answer to the 

question: Who are the 
murderers?

Supporting Details:
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Night Theme Video Projects 
Group members: 

Universal Theme:
S
theme (describe scene):

Page #: Scene depiction /
Scene Summary

Characters involved /
setting?

How does this BUILD 
on the universal
theme?1st

2nd
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3rd

4th

5th
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Night Theme Video Project Rubric 
9-10 Reading Informational Text / Literacy Standards: 1. Cite strong and thorough textual evidence to support analysis of what the text says explicitly

as well as inferences drawn from the text. 
2. Determine a theme or central idea of a text and analyze in detail its development over the

course of the text, including how it emerges and is shaped and refined by specific details;
provide an objective summary of the text.

3. Analyze how the author unfolds an analysis or series of ideas or events, including the order
in which the points are made, how they are introduced and developed, and the connections
that are drawn between them. RL.9-10.3: Analyze how complex characters develop over the
course of a text, interact with other characters, and advance the plot or develop the theme.

Speaking and Listening Standard: 
5. Make strategic use of digital media (e.g., textual, graphical, audio, visual, and interactive

elements) in presentations to enhance understanding of findings, reasoning, and evidence and
to add interest. 
Criteria 1 2 3 4

A: Quotation-
use

No complete or
noticeable 

quotations are 
used from the 

text

Few quotations 
from the text are 

used and are 
loosely related to

the theme 
development

At least 5 
quotations 

directly from the 
text and some of 
them support the

theme

At least 5 
quotations directly 
from the text are 

used and each 
supports the 

development of the 
theme

B: Theme

Theme is unclear 
and not

thoroughly 
related to each
scene unclear 

how the 
broadcast 

develops the 
theme

Theme is evident;it appears in
elements of the 
broadcast but isnot defined by 

specific, relevant 
details

Theme is evidentand appropriate; it
emerges from the

story and is shaped and defined by 
specific, some 
relevant details

Theme is clearly 
evident and 

appropriate; itemerges from the
story and is shaped

and defined by 
specific, relevantdetails

C: Characters

Characters do not
remain true to
the storyline,
lack definite 

roles with any 
relation to the 

text.

Characters have
appearances 
related to the

text, but 
improvisation is
used and could 
detract from the 

nature of the
theme, character, 

or plot

Characters are
portrayed loosely 

associated with the text; and their 
character develops
through the course of the film, 
advancing some of
the plot and theme

Characters are
portrayed according to the

essence of the 
book; and their character clearly 

develops through 
the course of the
film, advancing the plot and theme

282



D: Digital
Media

Many problems
illustrated in the 

digital media
use, production,

and completion
much of which

clouds the
purpose of the

assignment

Digital media use
could be better; 
problems with

editing, length of
scenes,

understanding
the news story
and issues in

post-production

The use of digital
media is good,
but problems

with editing and 
portrayal of the 
theme and plot

are present

Digital media
enhances theunderstanding of

the chosen theme
and evidence of
emergence and
development.

Editing and filmwork is
exceptional

E: Scenes

Few
recognizable

scenes are
present and the
video fails to

fully develop a
theme / plot

3-4 well
developed scenes

are illustrated, 
but may

incompletely
convey the theme

and the plot

5 scenes are
evident, but

some may not be
thoroughly

developed, or
they may focus
on narrow parts

of the book

Minimum of 5
scenes from thebeginning / middle

/ end of the book
were chosen; nomore than 2 from

any chapter and all
members play a

role

F: News
technique

No evidence of
news-story

qualities, joking
and / or

inappropriate
performances.

Lacking any real
editing issues,

silliness
portrayed, and
weak overall
performance

are weak in
areas; some

silliness, and / or
difficulty

portraying the
scenes depicted

Modeled after the
spirit of a modern-

day news
magazine like
20/20 or 60

Minutes, with the
theme as the title. NO violent scenes
are depicted; no
joking on film

Grading:
Point Total Letter Grade

21-24 A
16-20 B
11-15 C
7-10 D
0-6 F

Scoring Space
Video 1 Video 2 Video 3 Video 4 

283



284



285



286



287



288



289



290



291



Character Development Analysis Essay
This essay is your final assessment of analysis and understanding of the growth and development of Oskar 
Schindler, as depicted in Steven Spielberg’s, Schindler’s List. 
While viewing the film, you took careful notes which track the main character’s development over many scenes 
in the duration of the film.  Your finished essay must draw from the character development chart you have used 
to note specific details, quotations, and setting information.  Your essay will clearly show how Oskar Schindler 
developed over the course of the text (film), interacted with other characters, and advanced the plot or 
developed the theme.
Using your notes as the source, your essay must also cite strong and thorough textual evidence to support your 
character analysis including inferences drawn from the scenes of the film. It may be useful to consult an Internet 
resource where applicable.

Criteria Does NOT meet 
standards Meets standards Exceeds standards

Introduction makes the 
task explicit and 
understandable for the 
reader

Discusses Oskar 
Schindler as a 
character in the 
film, but addresses 
most of the change 
as summary rather 
than analysis

Introduces Oskar 
Schindler and the idea 
that his character 
underwent change in the 
film, and addresses 3-4 
scenes in which the 
change is developed

Introduces the character change in 
Oskar Schindler; organizes the essay in 
order of developmental changes 
relative to 5 or more scenes from the 
film, and explores internal and external 
challenges to the change, making 
important connections and distinctions 
in the development and association of 
scenes

Illustrates clear 
understanding of 
development in 
character, from 
beginning, middle, and 
end

Introduces Oskar 
Schindler as a 
character in the
film, but does not 
distinguish his 
character traits 
from beginning, 
middle, and end.

Illustrates a clear 
understanding of who 
Oskar Schindler is at the 
beginning, middle, and 
end of the film, but may 
not indicate the effect on 
the plot or theme directly. 

Analyzes how Oskar Schindler, a Nazi, 
developed the ability to care and fight 
for the Jews with whom he worked 
through a detailed analysis of his 
character over the course of a text 
(film), how he interacts with other 
characters, and / or advances the plot
or develops the theme

Schindler’s change / 
development and choice 
of details to support 

Only alludes to 
scenes from the 
film and does not 
show a clear 
progression of 
development

Uses 3-4 scenes, 
including quotations from 
the film to clearly expose 
elements of character 
development through the 
film

Develops the topic with at least 5 well-
chosen, relevant, and quotations, 
concrete details, quotations, or other 
information and examples appropriate 
to the audience’s knowledge of the 
topic

Conclusion / fulfillment 
of the analysis

Conclusion 
summarizes the 
film’s plot or does 
not strengthen the 
thesis

The conclusion clearly 
reiterates the result of the 
scenes / quotations 
describes and their impact 
on character development

Provides a concluding statement or 
section that follows from and supports 
the information or explanation 
presented

Conventions of written 
English

Multiple language 
and conventions 
errors throughout

Essay has some minor 
conventions issues, 
punctuation mistakes, but 
few, if any spelling errors

Uses language appropriately to express
an in-depth analysis with regard to 
sentence structure, punctuation, 
spelling, and grammatical conventions
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Speech: The Importance of Learning from the Holocaust
Goal: Compose a speech targeted at a middle school audience, stressing the importance of 

learning from the Holocaust. 
Details: Your written speech should be focused and to the point.  It needs to include 

structures, figurative language, special features, or diction similar to excerpts from 
Roosevelt s, Four Freedoms  and Elie Wiesel s, The Perils of Indifference. It 
should also make reference to all texts studied in the unit for added support. 

Grade: The grade will be based on the percentage of each requirement accomplished. 
Requirements: 

% Met -
Max 10%
each

Mastery

6 paragraphs in length, each with a clear main idea and supporting 
details
Clearly identifiable use of structural or stylist techniques found in Four 
Freedoms, and Indifference
Specific reference to Wiesel Night for support of a larger point
Specific reference to Schindler s List (or Life is Beautiful) for support of
a larger point
Specific reference to Stanley Milgram s blind obedience experiment for 
support of a larger point
Specific reference to Martin Gansberg , irty-Eight Who Saw 
Murder Didn for support of a larger point about the 
dangers of the bystander effect
Specific reference to Jodi Rudoren
pasts
Uses transitions to illustrate progression between ideas and paragraphs
Uses proper sentence structure, conventions, and grammar.
Uses diction and language skills most effective for a middle school
audience.

__________ Total score 
Comments / Feedback: 
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