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ly about history, that the major events of our past are certainly important, but
;> not necessarily the best windows through which to understand human
ice. [ urged my students to think about intimate stories that would not be
with clichés. Do we need, I asked one student, yet another story about the
sized heroism of D-Day?
s they began rescarching and writing, some students struggled with the
ers of this assignment, particularly the task of thinking creatively about the past.
1d been raised on History Channel documentaries and rote memorization of
dates, and facts. The students in our history program are very skilled at
1g what happened in the past, but often struggle with drawing larger
nce from the past or discussing why events unfolded as they did. They would
eed in this course without tapping deeply into their historical imaginations.
1g a past (or the present or future, for that matter) is difficult, and while most
udents had some experience with creative writing, they did not realize how
rk and research they would have to engage in to make their biographies as
as possible. Throughout the semester we talked about narrative and writing,
ron techniques such as foreshadowing and flashbacks, character development,
alogue, and writing clichés. “Writing a paper like that is intimidating to me,”
ent admitted, “so that is what I struggled with.” Others reflected on the
2s of thinking both creatively and historically: “I had to come up with an
1g way to talk about the subject I wanted to discuss. It took many iterations
vas happy with my biography.” Another student noted that “digging deep into
set of the time” provided a challenge while another found “trying to provide
he character” a major hurdle. “The biggest challenge I faced,” another wrote,
ting all of the information together. It seemed like a daunting task, but once
it all fell into place.”
1dents chose a variety of methods for telling their imagined biographies. Some
aightforward biographical narratives, while others experimented with more
forms such as short stories and epistolary fiction, including letters and diary
Others included media such as photographs or poems, which added nice
touches and realism to the biographies. Students set their imagined
ies throughout the entirety of the twentieth century, though biographies on
ind college students did dominate, and many situated their stories locally,
ve them opportunities to delve into local archives, adding an excellent sense
ticity. Some characters included an aspiring grunge musician in Seattle in the
0s; a college student who experiences her political awakening by participating
se Speech Movement at the University of California in the 1960s; a soldier
irt of the disastrous Operation Restore Hope mission in Somalia in 1993; a
 Wisconsin ruminating on his relationship with his dying father through the
»f the famous Ice Bowl game between Green Bay and Dallas in 1967; and a
1d girl from Chicago who is reflecting in her diary on events in Europe in the
) the Second World War.
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tic sources. One commented that the imagined biography was an
earning “because of the amount of detail I was allowed to put into the
15t regurgitate facts, but created a whole world based in fact and had
;in it.” Another reflected, “All of the details I learned by doing the
phy] I wouldn’t have learned. It is honestly the most I’ve learned in

:nts appreciated the freedom and creativity they were granted with this
ared to typical assessments including quizzes, exams, or a research
student noted, “like since it was such a large part of our grade, we had
he grade and could work on our terms. It was actually fun creating
ir to what we had been discussing and studying throughout the
ler commented, “It gave me the opportunity to write creatively within
-iod, drawing together a wide array of resources from the real world
12l one.” Another loved “writing on a subject as if you were really
ant reflected, “It helped me understand a lot about the time period in
ay.” Finally, a student noted that the best part of the imagined
t was “learning more about the time period that we researched and
se our creativity.”

students found both studying and writing biography as effective ways
nd and interact with the past. Eighty-five percent of students preferred
rraphy to exams or a standard research paper, and one hundred percent
at biography, both real and imagined, was a useful way to learn about
ted, “It forced us to focus in immense detail on a certain period and
o place our created character in the time period. It allowed us, instead
me’s life, to research in more detail about the period. Honestly, I feel
iting assignment I was ever given and the most detail I have ever put

iment forced students to think about the past in ways they never had
il imagination is a critical component of history education, and by
ty and fiction, my students used their historical imagination,
selves to dig deeper into understanding how historical actors reacted
ms. Several students noted that the imagined biography helped them
y about the past. “It allowed us to think about history in a different
1t wrote. “Instead of writing about events, we used events as a
story about an individual.” Another wrote, “I had to think differently
refore. I have written so much over the course of my college career,
time I have written fiction in all of my years in college.” One student
mment greatly promoted and enhanced critical thinking, noting,
aphy in this course allows someone to gain further insight into a
.movement or national event while simultaneously developing critical
\nother student commented, “It gave me a new perspective ofhistory;
“thinking.” The larger goal of the course was not lost on students, as






BRINGING WORLD CINEMA
INTO THE HISTORY CURRICULUM

Ronald Briley
Sandia Preparatory School, Albuquerque, NM

1e a flyer promoting a history elective prominently featuring the image of
d Death figure with the following caption: “If you would like to screen a
ck and white film in Swedish with English subtitles in which a knight plays
sath while discussing the meaning of life and such philosophical questions
ice of God, then this is the class for you.” It was with some trepidation that
yvel approach for recruitment into a new history elective five years ago.
'd, perhaps offering a certain snob appeal for some students. But I prefer
it “Introduction to World Cinema” addressed student intellectual curiosity
m and filmmaking as well as learning more about other cultures in our
1g world.
wenty-five years ago, I encountered resistance to a proposed class in which
eature films would be employed as primary sources through which to
1 formation of American values and ideology in the post-World War II
her words, these films would be examined to ascertain how they reflected
>ds in which they were made.’ Thus, I would not use High Noon (1952)
1e American West. Instead, High Noon offers insight into such essential
mcerns of the 1950s as the Cold War, communism and anticommunism,
»d Ten, conformity, and suburbia. In a similar fashion, Bonnie and Clyde
s more about the 1960s than the Depression era in which the film was set.
alysis of such films, supplemented by the well written and researched
st-World War II America provided by William Chafe in The Unfinished
today made “U.S. History through Film” a respected part of the history
Sandia Preparatory School.” Having an established place for film history
lum made it easier to find acceptance of “Introduction to World Cinema”
hool constituencies of administrators, teachers, parents, and students.
historiographical and pedagogical trends to better place the American
ithin the context of global history convinced me that the approach of the

S. History, 1932-1972. As Viewed through the Lens of Hollywood,” The History
y 1990), 215-236.

The Unfinished Journey: America Since World War II (New York: Oxford University
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<es one feel as if he or she is preparing a film festival or operating one’s
cinema. Accordingly, the following summary of films that I have used
:ludes footnotes with additional reading recommendations on the film
e readings might also be assigned to students, the primary purpose of the
le teachers to more in-depth readings on the films and filmmakers.
se, evaluation of student performance is always a major issue for
use several evaluative tools for the class. To make sure that students are
h course readings, I will sometimes give quizzes. Students also have the
prepare oral presentations on films and filmmakers that we do not have
.class—including some more contemporary examples of world cinema.
ir class time is occupied with discussion of the screened film texts. 1
liscussion with a general question as to whether students found the film
| from there we move onto more analytical concerns as to what the film
the filmmaker, the culture, and the historical context in which the
k of art was produced. We follow these discussions with analytical
nents in which students expand upon the themes raised by classroom
s following discussion of film texts employed in the course will include
examples of the type of essay questions to which students are expected
hile the World Cinema class is a history course with an emphasis upon
historical artifacts or primary sources, we also have a filmmaking class
nd some of the World Cinema students also enroll in the more creative
irse and are encouraged to share their activities, screenplays, and short
smates in World Cinema.
¢, let me share some thoughts on films that I have included in the World
I begin with three silent films. Similar to the experience with subtitles
ack and white films, if one expects students to treat film as an art form
us study, they usually have little problem adjusting to the differing visual
Im which is also made easier by the musical soundtracks that accompany
>n contemporary DVD reproductions. For the silent unit of the class, 1
nstein’s Battleship Potemkin (1925), Charlie Chaplin’s The Gold Rush
ritz Lang’s Metropolis (1926). Eisenstein’s film celebrating the
>lution and the role played by the vanguard of the proletariat might not
th contemporary students, but his work certainly demonstrates the
ssibilities of film. Chaplin’s Gold Rush, using the Klondike gold strike
> comment upon the shallow commercial culture of the 1920s, is a
dents, offering an opportunity to analyze and appreciate Chaplin’s
mor and social commentary that enjoyed international popularity and
1g’s Metropolis introduces students to the artistry of German
and the political ideas suggested by the film provide a forum for
ise of Hitler and the Nazi Party in Germany as exploited workers seek
alleviate their condition. And the visuals are simply stunning, with
imazed that Lang was able to produce such images without the aid of
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n a fantasy world is certainly popular with students. A more realistic examination of
esistance to the history of military dictatorship in Latin America, often supported by
he United States, can be found in 7he Official Story (1995). The film focuses upon the
rotests of women in Argentina seeking information regarding family members who
isappeared during the military dictatorship of the 1970s. History teacher Alicia
Aarnet de Ibafiez (Norma Alandro) comes to recognize that her adopted daughter and
ffluent lifestyle are dependent upon the compromises her husband Roberto has made
vith the corrupt military government. When writing upon The Official Story, students
re asked to interrogate the nature of official truths presented by governments and the
bligation of citizens to challenge such official stories. In No (2013), Gael Garcia
ternal plays a young advertising executive who employs the techniques of modern
unerican advertising to win a 1988 plebiscite that drove Chilean dictator General
wgusto Pinochet from power. The irony of using American popular culture to depose
n autocrat who seized power in a coup backed by the United States raises a number
f questions and ambiguities that students find fascinating. But for most students, their
worite film in the course is the Brazilian picture City of God (2002), directed by
ernando Meirelles. City of God, which enjoyed a popular run in American theaters,
yeuses upon the favelas created by the Brazilian military dictatorship of the 1960s.
vhile the government initially promoted the favelas as a program to address poverty,
1e reality has proven to be the creation of slums in which crime and corruption abound
ir from the upper and middle-class neighborhoods of Rio de Janeiro. In an artistic tour
e force, Meirelles depicts the culture of violence, drug dealing, and official corruption
1at makes it almost impossible to escape the favelas. While most students love this
Im, I try to challenge this assumption by presenting them with reviews that question
hether the film’s bright colors and glitzy production values rather than a grittier look
nd to glamorize violence. With these reviews, I try to raise the question of whether
leirelles avoids social responsibility by offering no solution to the problems of the
welas. And with the World Cup and 2016 Olympics just past, the favelas are certainly
1 the world’s radar screen.'

A fair criticism of the World Cinema class is that we do not do enough with the
Ims of the Middle East and Sub-Saharan Africa. There are strong film industries in
gypt, Palestine, and Israel, but due to time limitations I generally focus upon Iranian
nema which well reflects the complexity of a nation that many Americans struggle to
iderstand. The diversity of Iranian culture is most evident in filmmaker Ashgar
whadi’s 4 Separation (2011), which was the first Iranian film to win an Academy
ward for Best Foreign Language Picture. The religious, class, gender, and

sberto Elena, Marina Diaz Lopez, and Walter Salles, The Cinema of Latin America (New York:
allflower Press, 2004); John King, Magical Reels: A History of Cinema in Latin America (New York:
150, 2000); Deborah Shaw, Contemporary Latin American Cinema: Breaking into the Global Market
ew York: Rowman & Littlefield Publishers, 2007); Mar Diestro-Dopido, Pan’s Labyrinth (London:
itish Film Institute, 2013.)
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istory and social studies teachers, by contrast, have a tenuous relationship
ichnologies as instructional tools. Now four decades into the computer
vlicrosoft was founded in 1975 and Apple in 1976—history teaching at
ol level continues to feature lectures, fill-in-the-blank worksheets, and
ce exams.® Except for presentation tools such as PowerPoint and Prezi,
zies are not used regularly in history classrooms as instructional tools.
paper we discuss the introduction of three digital technologies—wikis,
z, and personal response systems—into high school history classrooms
xr candidates from the University of Massachusetts Amherst. In theory,
logies could change how history is taught and learned in schools. Astwo
ucators noted, “there are deep incompatibilities between the demands of
sies and the traditional classroom.”” In a technology-infused classroom,
approaches give way to more student-centered, collaborative formats for
oorical topics. In practice, however, new technologies rarely make a
ion to successful classroom use.
evel, the new digital technologies discussed in this paper can be seen as
plications of older pedagogical devices and practices: Wikiquests as
research projects, microblogs as student opinion pieces, and personal
ms as quizzes. As history teachers consider the role of new technologies,
“What can teachers and students do with these tools that cannot be done
?””  We turn to the experiences of new teacher candidates to begin
. question, recognizing at the outset that instructional change is not built
iter, software application, or web-based tool. The impacts of technology
how they are used by teachers and students. The experiences reported
ire intended to raise issues and offer insights for history teachers and
- educators as they integrate digital tools into instructional practice.

ikiquests as Interactive Resources

is a website that is edited and maintained by a group of people. This
s emerged as an increasingly popular way for students and teachers to

zging the Middle: How Teachers Teach in an Era of Testing and Accountability (New
sllege Press, 2008); Larry Cuban, How Teachers Taught: Constancy and Change in
oms, 1890-1990 (New York: Teachers College Press, 1993).

Richard Halverson, Rethinking Education in the Age of Technology: The Digital
hooling in America (New York: Teachers College Press, 2009), 6.
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A history wikiquest is an interactive online learning activity that uses a wikispace
as the primary location for multiple sources of historical information. For her
wikiquest, Allison used resourcesforhistoryteachers, an open public wiki developed by
Robert Maloy at the University of Massachusetts Amherst.® As a multimedia/
multicultural wikispace for teachers and students, created by teachers and students,
resourcesforhistoryteachers features different perspectives and a wide range of
resources about historical topics listed in the Massachusetts History & Social Science
Curriculum Framework as well as AP standards for U.S. history, world history, and
government and politics.

Most of the students were familiar with doing online webquests to learn about a
topic. What is different and engaging about a wikiquest is finding all the learning
resources accessible from one web space. Allison recalled:

To [my students], wiki means Wikipedia, the only wiki they know. Using
that connection, I explained that resourcesforhistoryteachers is also a
wiki, a similar concept, but not something that everyone may edit. It may
be used by anyone as it has been created for students and teachers
everywhere, but materials and resources at the site have been previewed
by university faculty and college students.

First, Allison oriented students about how to view, explore, and navigate pages
in resourcesforhistoryteachers, with its icons identifying different types of resources.
After previewing several wiki pages with students, Allison posted the assignment on
Moodle, her high school’s online learning management platform. In a folder entitled
“Vietnam Wikiquest,” students could find two files, one with instructions about how
to access the wiki, the other with directions for the assignment.

The directions stated that the students would view different types of materials—
audio, video, primary sources, interviews, photos, and court cases—related to the
Vietnam War. The resources were located on the wiki page for the Massachusetts
History Standard USIL20 (“Explain the causes, course, and consequences of the
Vietnam War and summarize the diplomatic and military policies of Presidents
Eisenhower, Kennedy, Johnson, and Nixon”) and included the following links:

®  Historical Perspectives on the History of Vietnam from Michigan State
University’s Windows on Asia website.

®  Battlefield Vietnam: A Brief History from PBS.

®  Transcripts and Audio Recordings from the Presidential Recordings
Program at the Miller Center for Public Affairs, University of Virginia.

*hitp://resourcesforhistoryteachers. wikispaces.cony.
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With Lukoff’s ideas as a starting point for encouraging interactive learning, Kate
isited a high school history classroom, taking along a portable Insight 360 Personal
lesponse System. She and the teacher of the class decided to use the PRS to review
aformation from a previous night’s history homework. Using the assigned reading as

reference, Kate composed twenty multiple-choice questions that highlighted key
oints, writing the questions in the style of the Advanced Placement United States
listory exam.

After explaining to students how the homework review would proceed differently
1an usual, she distributed the PRS clickers and went through the questions with the
lass, discussing the answers for each question with special attention to the ones that
aany of the students did not answer correctly. When she finished, she asked students
or their evaluation of the response system using a scale from 1 (little or no interest) to

(very interesting and helpful). None of the students had used a personal response
ystem in class before this experience.

On the helpfulness and comprehension scales, the students ranked the PRS
ctivity a 4 on the five-point scale. But as Kate read students’ comments, she
oncluded “what was most exciting was that 95 percent of the students said that their
ttention was held at level 5; the personal response system approach had been more
ngaging than other reviews they had done.”

Students were asked to give written feedback about what they liked and did not
ke about using the PRS for homework review. Most described the activity as being
an; they liked having a clicker in their hands and they liked pressing buttons to get an
nmediate response. One student appreciated seeing responses displayed in abar graph
1at showed the number of classmates who chose each answer, declaring how “it was
kciting to see the number of people who guessed different answers. It made the review
10re competitive, but it also helped show where the class was confused.” Another
udent cited the anonymity of the clicker responses: “What I liked the most was that
0 one was being called on specifically.”

Some of the students said the font size of the questions was too small, making
1em hard to read. Others said they found some of the questions too challenging. Yet,
verall students found the clickers an engaging way to gather information and discover
‘here they needed to improve their knowledge and enlarge their understanding. One
udent summarized the viewpoint of the class: “It’s pretty cool how we have this
ichnology. I like how answers are confidential but you still get the chance to see the
:sults and notice where you need to improve.”

A personal response system in the classroom clearly seems to have the potential
» expand lessons beyond the standard lecture and text reading history curriculum.
sing a digital tool to respond to questions, students appear to be engaged and the
arning could be more stimulating than paper-based quizzes. Importantly, by engaging
udents in evaluating their responses critically, a teacher has the opportunity to observe
inking and reasoning practices and then adjust teaching methods to fit those needs.
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'es memorizing names, dates, facts, and places. Finding a balance
: opposing points will be another challenge for history teachers if they
tegrate digital technologies in the classroom.

: classrooms, the use of new digital technologies generated significant
iching methods for teachers and students alike. While history teacher
1 high school students could be said to be technologically savvy based on
ces with computer technologies, none had accessed a wiki previously,
»gging, or used a personal response system. Teacher candidates and
ncountered new technologies in novel and unexpected ways, generating
gaining insights relevant to all of us involved in history education.
teacher candidates ventured away from more traditional methods of
ry they had experienced in their own education. Doing a wikiquest
nts to research American involvement in Vietnam in ways sharply
| a teacher-based lecture about the topic. Through microblogging,
:ssed perspectives and opinions that might otherwise have remained
dividuals who are reluctant to speak in class. Using a personal response
creview, students had the opportunity to analyze answer choices without
igh wrong answers would be penalized or criticized.

- with using technology for personal communication and recreation, high
sresponded positively to using technology for learning. Their responses
hey were both surprised and pleased that history learning could happen
nd interactive ways. Longer-term studies are needed to assess whether
yies generate substantive improvements in student leaming, but the
se classes were visibly more engaged in thinking about and analyzing
8.

e potential transformative impact of technology on instructional practice,
digital tools make it possible for teachers and students to do learning
w ways they could not have done without these technologies? In each
ry changed the experience for teachers and students. Unlike non-digital
iborative research, wikiquests made high-quality, multimedia online
ntly available to students. Using a wiki means that teachers and students
v to assess the reliability of online resources. Teachers’ collection of
terials in digital space then allows students to engage in never before
ictive learning experiences—from building a medieval cathedral to
¢ documentaries, listening to famous speeches, recreating battles, and
untless other historical explorations.

lar way, microblogging and personal response systems change the nature
nd group discussion. Microblogs activate a backchannel of student
lowing individuals and groups to post their thoughts in real time.






BOOK REVIEWS

Ross E. Dunn and Laura J. Mitchell. Panorama—A World History. New York:
McGraw Hill Education, 2015. Pp. 852. Cloth, $208.00.

Educators and writers of history textbooks have struggled with the need to
reconcile traditional forms of content delivery with the fact that students can readily
access this same material from varied, though not necessarily academically vetted,
sources. As aresult, social studies educators and historians have had to reimagine the
fundamental nature of both the teacher and the textbook, as neither are necessarily the
vital source of content that they once were. An existential crisis of sorts has emerged,
as some have called into question the nature and value of social studies in the K-12
classroom. From this relative chaos comes the opportunity to reimagine history
education as a means of higher order learning, in that the modeling and development
of history-based skills become the most vital and important aspect of the history
classroom. Panorama, a new textbook from historians Ross E. Dunn and Laura
Mitchell, best exemplifies the pedagogical opportunities enabled by this
technologically-driven sea change within history education.

Contextualization and the identification of global interconnectedness are amongst
the skills modeled in Panorama, making this new text a welcome addition to the
offerings available to teachers of world history, at both the high school and college
level. Such is evident in how the authors present the content. Historical phenomena
are couched within their global perspective, challenging readers to think about how
external forces might have shaped regional developments. Underscoring this are
sidebars and in-text definitions that clarify and contextualize ideas, themes, and words
that might need further explanation. Thus, the reader has the opportunity to
continuously engage with the content without having to turn to a glossary or dictionary.
Each chapter begins with an illustration—noted by the authors as “A Panoramic
View —visually depicting the movement of people and ideas that were central to the
topics to be covered. This is an interesting and effective pedagogical approach, for it
forces the reader to view the world and its history as a crosscurrent of activity, thus
moving students away from the belief that history is nationally insular. As aresult, the
reader is consistently being asked to think about the larger, global processes that shaped
and informed historical events. Each chapter closes with a graphic entitled “Change
Over Time,” which serves to reinforce the chapter’s content by signposting content in
ensuing chapters. As such, the fundamental process of thoughtful reading will force
students to view history as a macro-global narrative. This macro view, however, does
not teleologically negate the importance of regional histories. Rather, the authors are
careful to construct parallel and interconnected narratives so as to model the interaction
of the macro and micro.

The arc of Panorama gives enough detail to provide readers a vital historic
narrative necessary to develop the skills mentioned above. Moreover, the authors
neither seek to be authoritative or unnecessarily esoteric in their narrative, instead
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Loyalist representation. This fresh wave of scholarship includes Thomas B. Allen’s
Tories: Fighting for the King in America’s First Civil War (New York: HarperCollins,
2010), Maya Jasanoff’s Liberty Exiles: American Loyalists in the Revolutionary World
(New York: Knopf, 2011), and Chopra’s own Unnatural Rebellion: Loyalists in New
York City during the Revolution (Charlottesville: University of Virginia Press, 2011).

Choosing Sides is part of the American Controversies Series, whose larger aim
is to nourish lesser-known sides of various controversial historical issues in order to
promote and enliven informed debate. As such, Choosing Sides is a valuable resource
for teachers at advanced secondary and university levels. A particular strength is the
book’s chronological breadth of one hundred and thirty years, from the 1754 Albany
Plan of Union to an 1884 memorial speech dedicated to the “United Empire Loyalists”
of Upper Canada (222). Furthermore, Chopra’s lengthy introductory narrative can
stand alone as a general overview of Loyalist thought and purpose. The remainder of
the book consists of ten thematically organized chapters, each comprised of four to nine
primary documents. Each chapter addresses a narrow topic, such as slaves, Indian
allies, or exiles, thus making it easy for teachers to locate specific documents for use
as supplementary readings, writing prompts, or counterweights to skewed film
narratives. In sum, Choosing Sides is a cogent and convenient resource for teachers of
upper-level secondary and university courses.

University of Illinois Urbana-Champaign Lisa Mercer

Bethany Jay and Cynthia Lynn Lyerly, eds. Understanding and Teaching
American Slavery. Madison: University of Wisconsin Press, 2016. Pp. 318. Paper,
$34.64.

When President Barack Obama dedicated the Smithsonian National Museum of
African American History and Culture, he echoed many historians in reminding the
nation that “African American History ... is central to the American story.” Rarely in
American history have such reminders been more urgently needed. In recent years,
fierce debates have raged over the history of brutality and prejudice that gave rise to the
Black Lives Matter movement, the cultural context of the Confederate flag, and
textbooks that distort or diminish the history ofrace. Slavery and its legacies have been
central to these conversations. In this context, we have witnessed a grassroots quest for
good history, as evidenced by both the Charleston Syllabus (the book that began as a
Twitter hashtag after the 2015 killings at the Emanuel African Methodist Episcopal
Church) and the widespread interest in the new Smithsonian museum. And now
Bethany Jay and Cynthia Lynn Lyerly have given us Understanding and Teaching
American Slavery, a temarkable volume of essays that seek to guide high school and
college instructors as they help students grapple with this troubling, challenging, and
essential American story.
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vice: They distill the flood of recent scholarship on slavery so that teachers can use
1 practical ways to enhance their instruction. The history of slavery is not peripheral
American history; it is American history. For teachers who understand that truth and
se to communicate it to their students, this book is essential reading.

stropolitan State University of Denver Shelby M. Balik

inisha Sinha. The Slave’s Cause: A History of Abolition. New Haven: Yale
iversity Press, 2016. Pp. 768. Cloth, $37.50.

In this densely researched work, Manisha Sinha offers not only a synthesis of
1erican antislavery but a compelling interpretation of a “hundred-year drama in law,
itics, literature, and on-the-ground activism” (2). Building her argument in part on

rich body of abolitionist print culture, The Slave’s Clause refutes characterization
the abolitionists as white bourgeois romantics confined to antebellum America.

Sinha instead traces two waves of a transnational, interracial, dynamic movement
t intersected with other societal movements of the time, from women’s rights to
erging critiques of capitalism. Wave one began prior to the Revolution and
itinued through the 1820s. Early abolitionists, she argues, were the nation’s original
ical thinkers: Phyllis Wheatley, she points out, was no “lone genius” but was
presentative of an emerging African American antislavery critique of revolutionary
ublicanism” (31). First wave abolitionists introduced tactics and ideas that appeared
lin in the second antebellum wave. “The history of abolition,” Sinha compellingly
ues, “is marked as much by continuity as by disjuncture” (191).

She recasts the emergence of immediate abolitionism as an “interracial
nediatism” arising from black protest from David Walker to Freedom's Journal.
t Turner’s rebellion inspired black and white abolitionists alike; as they would with
in Brown decades later, many abolitionists admired Turner (if not always his violent
ans). In response to the vehement antebellum proslavery backlash, black
litionists created a “concerted intellectual response to American racism,” and white
Iblack abolitionists together forged what Sinha terms “the modern concept of human
ats” (311, 249). Black abolitionists at times considered emigration, and Sinha offers
ailed accounts of their efforts and ideas. In both waves, too, international
ypenings influenced abolitionists; Sinha lingers especially on the 1848 moment. The
hor also highlights the work of both black and white women, abolition’s “most
sctive” if not always welcome “foot soldiers” (266).

Sinha makes the case that slave resistance sat at the center of abolitionism—
haps her most radical argument. She states this explicitly, but it is also implicit
hin the narrative structure of the work. Case in point: Sinha opens her section on
-1830s abolition not with the story of white Quakers but with the 1721 story of an
1amed African woman who roused men to rebellion onboard a slave ship (to tragic
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title of the book suggests, Ford examines these “bonds of union” through three
historical lenses: religion, race, and politics. In this context, northern, southern,
Catholic, Protestant, black, and white Americans on both sides of the Ohio River
overcame their differences and found a common interest in religious devotion, class
standing, and providing medical aid to wounded soldiers.

In her section on religion, Ford examines how in the light of the Catholic and
Protestant competition for souls, devotional poetry reflected one’s personal religious
convictions but at the same time revealed a common understanding of religion as a
bond of union between all people and God. Relatively few historians have wanted to
comb through the immense number of religious poems of this era, while other scholars
have devaluated the use of poetry as a historical source. Ford, however, moves beyond
the conventional focus on sources such as newspaper articles, diaries, letters, and public
records in a quest to construct a richer history. As the Civil War approached, this new
religious literature also fostered unlikely and often underappreciated bonds of union in
a world of suffering and loss.

In a provocative section on race, Ford explains how white and black
Cincinnatians and Louisvillians came to depend on one another. To be sure, these two
cities were epicenters of commercial success. In this burgeoning economy, rising
middle class men and women required a multitude of personal services in order to
establish and maintain their class standing. Blacks often provided housework,
dressmaking, barbering, and hairdressing, and, in turn, these successful black
businessmen who helped to maintain white appearances used their clients’ professional
and political ties to obtain legal protection of their property and civil rights. In many
instances, this mutual dependence nurtured a heart-felt union between whites and
blacks. A large number of middle-class and elite whites in both Cincinnati and Ohio
withdrew their support of colonization as unfair to blacks in the region who had built
homes, schools, and churches.

In her last section, Ford argues that as Cincinnati and Louisville became
commercial centers for the entire Ohio and Mississippi River Valleys, the process of
commerce diluted their regional differences. Louisville especially prided itself in being
an intermediary between North and South. This economic bond of union between the
two cities tended to tamp down disunion rhetoric and, in fact, helped to create the Free
Soil and Republican parties in this region. Lastly, when war finally came to the Ohio
River Valley, residents in both Cincinnati and Louisville began to form new bonds of
union through the shared experience of suffering and loss. Through relief work in
hospitals and on the field, citizens put aside their regional differences in regard to
religion, slavery, and politics in order to show their loyalty to wounded and dying
soldiers.

Bonds of Union certainly has an important place within pre-Civil War ideology
and geography of the Ohio River Valley’s historiography. Many scholars over the past
twenty years have argued the violence along the Kentucky/Ohio border was a critical
forerunner of the Civil War. Similar to Ford, Matthew Salafia’s book, Slavery’s
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ably illustrating how depictions of Jesus were created, destroyed, recreated, and
manipulated by historical actors. For this reason, Blum and Harvey’s monograph could
be successfully employed in both high school and college history courses. Although
it would certainly have to be divided and conquered outside of a history of religion in
America course, its applications and arguments remain important, even when studied
a chapter or section at a time. Entitled “Born Across the Atlantic,” part one features
three chapters on Jesus’ utilization beginning with the passage across the Atlantic and
ending with his portrayal during life in the early republic. This section certainly
reinforces the notion that depictions of Jesus were scarce in colonial times, and it
absolutely challenges the myth that America was born a Jesus nation.

Teachers of courses on the American Civil War or slavery will find part two,
“Crucified and Resurrected,” especially relevant and informative. Chapter five—
“Christ in the Camps”—devotes special attention to how Americans represented Jesus
during the American Civil War. Studying the role of religion during the war sheds
important insights into the cultural conditions of the time. In the age of Lincoln,
Americans, ranging from soldiers on both sides of the fighting to slaves who perceived
Jesus as the great liberator, embraced depictions of Jesus as ways to cope with the
difficulties of war.

Part three, “Ascended and Still Ascending,” offers new information on a
belabored, yet important, topic. It is common knowledge that The Great Depression
caused nearly a quarter of the American work force to be without a job. Blum and
Harvey discussed this era, but from the vantage point of religion. Not representing the
times, people created a rendition of Jesus as a working man, ready to tackle the
problems of unemployment. He grew muscles and a Protestant work ethic seemingly
overnight. More recently, Jesus has been seen as liberator during the Civil Rights era
and a rap or hip-hop song lyric in the digital age. Advancements and access to
technology has allowed for Jesus to be depicted as black, Latino, and Asian, and more
recently, Hollywood has tried—although with only partial success—to represent Jesus
in a more colorful light.

Cultural and intellectual historians alike will find particular satisfaction with The
Color of Christ, as it considers how and why historical actors have dealt with Christ
throughout time. Relying on a variety of sources such as lyrics and hymns, journals and
images, and published depictions of Jesus, Blum and Harvey illustrate time and time
again how different groups of Americans manipulated ideas of Jesus and injected them
into everyday life. White Jesus was not conceived through immaculate conception;
rather, he was born out of contact, conflict, and the creativity of people, and because
of that, will continue to be remade in their image. Understanding this evolving
construction and reconstruction of Jesus in America allows for a more instructive














