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“GENTLEMEN, WHEN THE BARRAGE LIFTS”
A REVIEW OF NEW LITERATURE ON THE ORIGINS OF THE
GREAT WAR

Christopher C. Lovett
Emporia State University

When the guns ceased firing, signaling the end of the Great War, it was not
uncommon for bereaved loved ones or surviving comrades to post memoriam notes in
British newspapers. Many such memorials were posted on July 1, 1917, the
anniversary of the kick-off of the ill-fated British Somme offensive in 1916. One note
that wace reneated year after year in British papers was to the memory of those lost

he 9™ and 10™ Battalions of the King’s Own Yorkshire Light Infantry.
ire the offensive began, officers of one of the battalions offered a toast and
»f the moment proposed, “Gentlemen, when the barrage lifts.” The lifting
re and the sound of a whistle were the signal for the infantry to go over the
ieed across no-man’s land. The initial assault engaged 800 men from those
Within 24 hours, only eighty enlisted men and four officers had survived.

the first day British losses included 20,000 killed and another 37,000
wounded.! No one inquired whether the veterans of that ill-advised
‘hich lasted several months, knew what the conflict was all about or why it

s years that followed the Great War, scholars of all stripes as well as
of all nationalities wrote about the conflict. Publishers provided the public
rtment of books—memoirs, diplomatic histories, and combat narratives—
ir, but few could understand why it had happened. A visit to the Combined
rch Library in Eisenhower Hall at Fort Leavenworth or any other major
yrary in the United States or United Kingdom will introduce readers to the
of publications available in their stacks. But this only raises questions
the significance of the Great War and its place in world history. Why
sators on all academic levels—higher education or secondary—spend
le in reviewing the Great War? Many of my students ask that question
and, no doubt, many of yours do too. Many of the _sources published
e Great War focused either on slanted diplomatic narratives or memorials
th lost and won. .

“he Great War and Modern Memory (New York: Oxford University Press, 1974), 315-
othstein, “Revisiting the Nightmares of World War 1, New York Times, August 15,2014,
st 16, 2014, http://www.nytimes.com/2014/08/16/a1ts/design/first-world-war-galleries-
rial-war-museum-html!?_r=0.
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silles Settlement. In time, German nationalists claimed that the German Army was
efeated on the field of battle, but instead was stabbed in the back by Socialists,
ists, and Jews, whom German extremists termed the “November Criminals.” The
to the Second World War was conceived from the ashes of the Great War, at least
¢ minds of right-wing Germans. It is difficult, if not outright impossible, to
lize the origins of World War II without Adolf Hitler, a German World War
an who rose from obscurity to the pinnacle of power in arevived and re-militarized
1any.

Hitler himself claimed that the war was a defining moment in his life. However,
1as Weber in Hitler’s First War (New York: Oxford University Press, 2010)
ions those assumptions. Germans willingly followed Hitler, not because he
ised a new war—even his ardent followers could not visualize how destructive the
would be—but by how he effectively liberated Germany from the shackles of the
-atof Versailles.” As Weber notes, Hitler’s war experiences as a regimental runner
led him from the horrors that so many others had confronted. Hitler hid his war
d so successtully, according to Weber, that General Kurt von Schleicher claimed
Jitler’s “tales” were a “fabrication.” But accounts of “Hitler’s treatment at
valk” had no discernible impact on a German public already blinded by Hitler’s
ises of new visions of a thousand-year Third Reich.*

The First World War has cast a shadow throughout Europe and the Unite_d States
:nerations. David Reynolds, a professor of international history at Cambridge,
ines the long-term consequences of the Great War in The Long Shadow: The
cies of the Great War in the Twentieth Century (New York: W.W. Norton, 2014).
ears, particularly during the 1970s and 1980s, scholars focused on what Reynolds
.“the cult of memory.” Reynolds is correct when he argues that memory has been
ted too far” when covering the conflict, particularly in obscuring the direct,
ial impacts of the war,” including the political and military as well as the
ectual consequences of what followed in its wake.® If only the war could have
1in 1916 by anegotiated settlement, something Lord Lansdowne, a former British
tary, had proposed in November 1916, the hatreds engendered by the mass
lities might have been avoided.

as Weber, Hitler’s First War (New York: Oxford University Press, 2010), 287. Pasewalk was a
y hospital in eastern Germany where Hitler was treated as a patient following a gas attack in
Is.

ition to Paul Fussell and Modris Eksteins, Jay Winter is another scholar who has examined
y in his book Sites of Memory, Sites of Mourning: The Great War in European Cultural History
Cork: Cambridge University Press, 1995).

Reynolds, The Long Shadow: The Legacies of the Great War in the Twentieth Century (New
W.W. Norton, 2014), xx.
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1ere the British had magically avoided open hostility and a damaging mutiny
sh Army when Herbert Asquith and his Liberals tabled the issue of Home
land.® In Germany the “social question” divided Imperial Germany between
es and socialists. Austria-Hungary confronted restive nationalities that
‘he monarchy. In Russia, Nicholas II faced the fear of another revolution
that followed Russia’s defeat at the hands of Imperial Japan in 1905. Jack
The Lost History of 1914: Reconsidering the Year the Great War Began
: Walker, 2012), reinforces Mayer’s assumptions with the notable addition
t the situation between the United States and Mexico following the Mexican
of 1912 and President Woodrow Wilson’s quest for a new world order
: border. Not all scholars, however, are willing to accept either Mayer or
alysis blindly.

ar too long, scholars have avoided Mexico when examining the political
the United States in the years immediately before the outbreak of the
onflict. There are a few sources that can fill in the historical record. The
Quirk’s study 4n Affair of Honor: Woodrow Wilson and the Occupation
' (New York: W.W. Norton, 1962) details Wilson’s objectives in Mexico
s as valuable today as it was when published initially. The late John S.D.
‘provides an overview of the Mexican Revolution and its significance to the
es in his second volume on Mexican-American relations in Intervention!
States and the Mexican Revolution, 1913-1917 (New York: W.W. Norton,
en Pancho Villa crossed the border and attacked Columbus, New Mexico,
aved the way for Wilson to take an activist role in Mexico’s internal affairs.
»me, an investigative journalist, chronicles the Pershing expedition in The
d the Jaguar: Pershing’s Hunt for Pancho Villa (Boston: Little, Brown,
xico remained a major concern for Washington, and indirectly played a
in Wilson’s decision for war in 1917 following the British release of the

s, a captain in the French Army, was accused of providing Germany with critical

ile serving on the French General Staff. He was tried and convicted for treason in 1895
infamous Devil’s Island. Soon doubts arouse concerning his guilt, led first by Georges
hief of French counterintelligence, and Emile Zola, one of France’s greatest men of letters.
conviction contributed to a wave of Anti-Semitic fervor throughout France, dividing the
between those who believed in Dreyfus’s innocence (Dreyfusards), who sought to reopen
hose who believed in his guilt (Anti-Dreyfusards). For more information on the case, see
1y by Nicholas Halasz, Captain Dreyfus: The Story of Mass Hysteria (New York: Simon
1968); Ruth Harris, Drevfus: Politics, Emotion, and the Scandal of the Century (New
litan Books, 2010); Piers Paul Read, The Dreyfiss Affair: The Scandal That Tore France
7ork: Bloomsbury, 2012); Louis Begley, Why the Drevfus Affair Matters (New Haven:

y Press, 2009); Pierre Bimnbaum, The Anti-Semitic Moment: A Tour of France in 1898

i1l and Wang, 2003); and two recent novels, Kate Taylor, 4 Friend in Uniform (New York:
and Robert Harris, dn Officer and a Spy (New York: Alfred A. Knopf, 2014).
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ts the objective was to create a greater Serbia. The goals were obvious:
e remnants of the Ottoman Empire and, second, hasten the collapse of the
.1 explanation or understanding of the origins of the Great War, as Clark
t found in the machinations occurring in coffee shops and apartments in

1how the Serbs exploited the weaknesses in the Dual Monarchy, readers
Geoffrey Wawro’s account of the difficulties Vienna confronted in facing
ad Catastrophe: The Qutbreak of World War I and the Collapse of the
pire (New York: Basic Books, 2014). Wawro, the Director of Military
rth Texas State, demonstrates that Austria was “essentially [a] feudal
crown lands with their dozen nationalities were botched together in the
ury ... limped into the twentieth century under attack from its own
wanted federalism, home rule, or independence.”'® Sean McMeekin, the
1914: A Countdown to War (New York: Basic Books, 2013), contends
dinand, who was determined to reform the empire, posed a clear threat
>’s plans. Even more problematic for Serbian plotters, the heir apparent
nnexation of Bosnia and realized that the Bosnian Crisis of 1908 “had
sian pride deeply.”"' For Apis, the assassination of the Austrian heir
1d further Serbia’s long-term ambition of creating a greater Serbia,
the expense of the Habsburg domains.
assination of Franz Ferdinand was told well by both Joachim Remak in
icouver: Criterion Books, 1959) and Vladimir Debijer, a Bosnian and a
n officer with Tito, as well as the official Tito biographer, who wrote
time the best single-source account of the assassination in 7he Road to
v York: Simon and Schuster, 1966). Dedijer believed that in normal
irder “could not have provoked such momentous consequences.”"?
sumes that Vienna could have argued that Belgrade was “harboring
ng the same logic of the United States following 9/11, thus justifying
. The notable difference between the Serbian government in 1914 and
2001 was that there was no boasting, quite the contrary, and there was

. A Mad Catastrophe: The Outbreak of World War I and the Collapse of the
(New York: Basic Books, 2014), xxi.

July 1914: Countdown to War (New York: Basic Books, 2013), 4.

t, The Road to Sarajevo (New York: Simon and Schuster, 1966), 445.
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The question remains: How then did a bloody assassination turn into a
vastating conflict that toppled three dynasties and brought forth the modern era?
storians have sought explanations into why European statesmen permitted this
igedy to unfold. During the war all the belligerénts wrote “color books” to explain
d exonerate their policy decisions and point fingers at likely culprits. But it remains
ystifying even today to explain why a political murder in the Balkans contributed to
> mass carnage that followed. David Fromkin, writing in Europe’s Last Summer:
ho Started the Great War in 19147 (New York: Knopf, 2004), believes that historians
ve missed the point. Fromkin stresses that historians have assumed for too long that
irope confronted a single war following Serbia’s rejection of the Austrian ultimatum
July 24, 1914, when in all practicality there were two wars, the Austria-Serbian clash
d Germany’s preemptive strike against Russia and France.

Color-Coded Books with Justifications for War

Country of Origin Color Publication Date
Germany White Book August 1914
Great Britain Blie Book August 1914
Russia Orange Book September 1914
Belgium Grey Book October 1914
France Yellow Book November 1914
Austria-Hungary Red Book June 1915

irce: Gordon Martel, The Month That Changed the World: July 1914 (New York: Oxford University
ss, 2014), 402.

Much like Fritz Fischer, Fromkin believes that Germany, particularly the chief
the German General Staff, Helmuth von Moltke, anticipated that Germany was
mfronting an untenable situation of two unrelenting foes—France and Russia—and
lized that Germany faced an existential threat vis-a-vis the Entente powers.
erefore, Germany needed to embark on a preemptive strike before, as military
tolars would say, the correlation of forces would overwhelm Imperial Germany. The
assination provided the justification, according to Fromkin, for Germany to unleash
: military might before France and Russia became even more of a threat to
rmany’s national security. In Fromkin’s estimation, time was not on Germany’s side.
the other hand, Emperor Franz Joseph, Field Marshal Conrad von Hotzendorf, and
reign Minister Count Leopold von Berchtold, with the lukewarm support of the
ngarian Prime Minister Count Istvan Tisza, sought a localized conflict between
stria and Serbia. More problematic, no one sought to stop Berchtold’s plan, which
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Meekin in his earlier study, The Russian Origins of the First World War
:lknap/Harvard, 2011), believes Nicholas II’s government successfully
oid criticism for its part in the conflict. McMeckin relates that a
within Russian officialdom assumed, much like Germany, that Russia
7 hostile powers— Austria-Hungary, Germany, and the Ottoman Empire.
onstantly feared a “Crimean coalition” that “was replaced, after 1878,
in even more bewildering ‘Congress of Berlin syndrome,” wherein,
having for once fought a war against Turkey in which no enemy
ralesced, diplomatic defeat had nevertheless been snatched from the
on the battlefield.”"’
in feels that most accounts looking at the July Crisis fail to review
policy from the Balkan Wars through the assassination in Sarajevo.
:s that the Russians were not only revising Plan 19, Russia’s initial
silization plan, but also preparing for an amphibious operation to seize
sia, as well as the other Powers, long assumed that the Ottoman Empire
sllapse and actively planned to use the Black Sea Fleet and Imperial
Odessa Military District to achieve St. Petersburg’s objective. After
yurces, he stressed that Russia opposed Berlin’s posting of Liman von
1and the Turkish garrisons along the Straits, as well as their opposition
ing two Dreadnoughts to the Turks, because these were significant
;sia’s on-going plans for the Straits.
n also surmises that St. Petersburg was aghast as Nichelai Hartwig,
ibassador who mobilized the Balkan coalition against the Turks during
1 War, now threatened Russia’s prime objective, Constantinople, in
s was occurring, McMeekin believes, the Russians “sanctioned a ‘trial
Poland as the war broke in October. On November 22, 1912, Russia’s
tkhomlinov, prepared orders for a full-on yet ‘partial’ mobilization of
ricts of Warsaw (that is Russian Poland, targeting Austrian Galicia),
Jkraine, targeting same), and, intriguingly, Odessa (from which an
ration in Constantinople might be launched).” McMeekin believes that
ting aspect of this move was that it was “almost identical to the one that
:d in July 1914 ... for Russia to appear to mobilize ‘against Austria
-to alarm the Germans.”'®
available evidence, McMeekin realizes that earlier scholars, especially
rtly after the war, assumed that St. Petersburg was less complicit than
ustria. Unfortunately Russia, he believes, bears more responsibility

"he Russian Origins of the First World War (Cambridge: Betknap/Harvard, 2011),
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1ed on the New York Times Bestseller List for 42 weeks. The central premise of
assic study was that the Great War was the result of policymakers making
>ns without fully comprehending the potential consequences.”

The new sources concerning the July Crisis take a more nuanced approach to the
ak of hostilities in 1914 than did Sidney B. Fay, Harry Elmer Barnes, Bernadotte
tt, Luigi Albertini, and Fritz Fischer, not because of access to more sources, but
realization that all of the principal statesmen were directly or indirectly complicit
tragedy following the assassination of Franz Ferdinand. All of the statesmen—
told, Bethmann Hollweg, Poincaré, Sazonov, and Grey—in one manner or
o1 failed to visualize the consequences of a general war upon future European
ty. They all permitted a single terrorist act, one which they normally would have
nned jointly, to cloud their judgment. Instead of seeking a Europe-wide response
: the Powers, they sought geopolitical gain or the weakening of their perceived
aries. The Great War did not have to happen. It was not ordained by earlier
, it was simply the failure of the best and brightest of the European aristocracy
ize that once wars begin it is nearly impossible to halt the carnage once the battle
en engaged, to the detriment of millions of men killed and the fate of the
san dynastic system.

. Kennedy read The Guns of August and was deeply “concerned with the unintended

ences of war after becoming commander in chief.” According to Michael Dobbs, “the president
mpressed by the book that he often quoted from it, and insisted that his aides read it.” If that
enough, JFK wanted every military officer to read it too. Still, “unintended consequences”

ame to pass. No single event following World War II came as close to general war than the 1962
Aissile Crisis. Michael Dobbs, Minute to Midnight: Kennedy, Khrushchev, and Castro on the
‘Nuclear War (New York: Vintage, 2008), 226.
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ed affair and did not marry Edward until two years after Wallace had been
»d, thus making such an affair impossible.
Now certainly, historians expect a certain amount of, shall we call it,
srmation from Hollywood films. History instructors are not too naive to realize
oducers and directors will use their “creative license” to titillate modern
ses. But even so, some inaccuracies can throw historians over the edge. For
e, during one scene in Braveheart, the evil English King Longshanks, that is
11, grants English noblemen land and privileges in Scotland, including the right
ae noctis, the right of the lord to take a newly married Scottish woman into his
her wedding night. Edward does this, as he maliciously states in the movie, in
> “breed” the Scots out of Scotland. Because of this scene in particular, a
1 historian from my graduate school days would just about have an aneurysm
'er the topic of Braveheart came up. The thought of the general public believing
; blatant misrepresentation of history was accurate was too much for himto even
T.
Vhat is worse is that many movies—again Braveheart is a good example—spend
e on making their movies as elaborate in scale and as realistic as possible. This
iany movies an appearance of legitimacy. It is laudable that producers will at
0 to great pains to accurately portray certain elements of their films such as
sure that their costumes and sets are as historically authentic as possible.
x1, they then often have their characters do things that no one at the time would
er done or say things that no one would have ever said. This is when films are
t dangerous since these elaborate spectacles about serious topics may convince
ovie goers that this is accurate history.
o if the historical accuracy of filims cannot be trusted, then how can movies be
Ipful in the classroom? For one thing history instructors must keep in mind that,
wnings of Braveheart and Titanic indicate, the American public flocks to these
There is no stopping them. As a result, whether instructors like it or not, most
i have acquired at best an incomplete and often incorrect impression of history.
i1, my appeal for the use of movies as a teaching tool is not a “we can’t beat
we might as well join them” argument. There are three important reasons why
-ating movies in the classroom can, in fact, be a positive experience.
irst, movies can get students interested in history as nothing else can. The
f film is truly remarkable. When [ was growing up in the Chicago area, the
"station, WGN, had a program on Sundays called Family Classics that featured
¢” movie. Many of these movies had historical themes. 1used to sit entranced
of the TV watching films like Captain Blood, a 1930s swashbuckler starring
tynn that takes place during the Monmouth Rebellion and the Glorious
lon against King James II, or The Sea Hawk, another Errol Flynn swashbuckler






History and Movies 75

to analyze the world around them in a critical way. As historians, we
ar students the tools they need to analyze the written word. But I also
ical analysis of what they see is just as important, especially when it
ry. A great example of this comes from Walt Disney’s animated movie
In the opening scene, we see John Smith onboard a ship on the way to
d. The movie then switches to Pocahontas’ village and shows the daily
tive Americans. I show this opening clip and then ask students how the
:ans are depicted in this scene. Students point to their peaceful lifestyle
to recognize that the Native Americans are shown to be civilized. Yet
wally get what I am after and I have to repeat my question. How are the
:ans depicted? That is, how are they actually drawn by the animators?
awhile do I get a student who notices what I am talking about. The
rse, is that the Native Americans are in great physical shape. With their
es they look like they just came out of a gym. Even Pocahontas’ elderly
bdominal “six pack.” I ask students how the Europeans were drawn in
1e. Except for the hero John Smith and his faithful sidekick, they mostly
ag bellies, five o’clock shadows, and were swilling beer as they
<illing Indians while their own leader plotted against them. Whether or
ictions are right or wrong, good or bad, it is important that students
t is being presented.
ving said all of this, there are several challenges that instructors must
-der to make movies a successful part of the classroom experience. The
important challenge is to not get bogged down in how correct the
ils of any movie are. Of course, no film gets everything right. Many
tors included, like to point out and argue about what the movies got right
leed, even the History Channel a few years back would show a historical
n, during the commercial breaks, have one or two historians and a
uss the film’s errors. This can be a lot of fun and can serve as a way to
on like The Tudors example clearly shows. But aside from being fun,
liscussions do not have a lot of value in the classroom. Thus, my main
7 not make historical errors in filims the focal point of any discussion.
‘e important is for students to recognize the historical interpretation that
cays. Ultimately, most people do not know and do not really care what
right and wrong. But you can be sure that they will remember the film’s
etation of Anglo/Scottish relations. That is, that the Scottish were
1s and the English were the evil aggressors. You can bet that the Errol
nentioned above did not get much history right, but they had a definite
if the personalities of King James II and Elizabeth 1.

Walt Disney Company, 19953).
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»f Christopher Haigh and Eamon Duffy, which depict an English population that
tisfied with the Catholic Church and thus had the Reformation forced upon

A second challenge with using film in the classroom deals with time. Instructors
not give into the temptation of showing or talking about movies for the whole
ss or even for a substantial part of it. Most history classes barely have the time
1 all the lectures, discussions, and tests let along show movies. That is how it
be. A quality history course is not a film class, nor should it be. Film must be
aringly, as a tool that opens a discussion or introduces or enhances a lecture but
)t dominate. Thus, watching full-length films is out of the question and would
own a serious history class. Only carefully edited sections from movies should
. For example, my introduction to Henry VIII only consists of a few short clips
s does not take much time.
“he last challenge deals with what films an instructor should use. This is a
0 with no easy solution, since it requires a significant amount of time to wade
i an endless amount of historical movies in order to find the one that will
> exactly what is being taught in class. Once that is done, more time is needed
out the right few minutes that are most useful. In addition many historical
, even though they deal with the topic that you are covering, do not lend
ves to be used easily in class. Once T started using film in class, I found that
10w watch movies, I am always on the lookout for something I can use in class.
have found that it is useful to use anything that students are familiar with
ves. Movies such as The Private Life of Henry VIII that no student has heard
vork well, but it is always better to use recent filins that they would have seen,
the Disney film, ones that they would have seen growing up. Ultimately, of
the instructor can only use what he or she is familiar with. This means that as
ntious instructors, we are forced to go out and do our homework and watch
ovies!

kens, The English Reformation (New York: Schocken Books, 1964); Eamon Duffy, The

of the Altars: Traditional Religion in England ¢. 1400-¢.1580 (New Haven: Yale University
2); Christopher Haigh, English Reformations: Religion, Politics and Society under the Tudors
“larendon Press, 1993).
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s. Apart from this particular advantage of a community-based learning
lieve other aspects of our bicycle tour project also increased student interest
bring to life the dusty archive.
our and the course made the relevance of race and racial formation more
specifically by examining racial formation through what I called
es of mobility,” meaning mechanisms (structural or conceptual) that
nd disciplined bodies in the production of power (e.g., state power). These
s include transportation technologies such as the bicycle, the steam engine,
t engines, the car, pavement, highway systems, and pneumatic tires; they
governmental or organizational technologies such asroad rules, rules about
sublic space, immigration legislation, city planning, zoning, home loan
1property ownership laws. These technologies not only produce movement
spaces in the landscape; they also produce social identities—including
lentities—and mediate relationships of power among social players. Thus,
-—a practical and pleasant way to reach our tour stops downtown—worked
as a conceptual and pedagogical tool: It helped students and tour
engage with how social identities, space, and power emerge in relation to
te, even ordinary, instruments that govern human physical and social

at follows, I provide a pragmatic guide to helping students create and host
rele tour of the multicultural history of San Luis Obispo. I also include an
" the course content and analytical framework, which will explain the
ignificance of the bicycle tour. The bicycle history tour, as a community-
ng project, proved to be a rewarding and effective way to have general
1dents pursue archival research, communicate their research and argument
xamine critically the intersections of mobility, race, and historical memory
zdiate and contemporary social landscape. Granting that our course was
¢ (keyed to San Luis Obispo), I believe that this sort of course design could
.at colleges and universities in diverse sites across the country.

ory

1y the bicycle? The idea came to me as I reflected upon my own
iving in Los Angeles without a car and during the bus strikes—this taught
t about the politics, culture, and history of mobility. One cannot help but
race and class stratifications mirrored through the city’s transportation
lanned spaces. It occurred to me that the bicycle offered students a
1alogy for understanding the relationship between mobility and power.
:ments of the last few decades—and from a century ago—offer invaluable
ycially constructed geographies. My inspirations for a student-hosted
were the bike events in automobile-dominated Los Angeles, including
azz, Critical Mass, and CicLAvia. These grassroots “movements about
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phenomenon of “red-lining” and racist housing covenants.'> These policies resulted in
an America that is even more segregated today than in the pre-Civil Rights era.” We
also looked at the mobilizations of World War II, from the movement of African-
Americans to the city and to the West, to Japanese-American internment
(euphemistically called “relocation” by the federal government), and to the reversal of
immigration exclusions from Asia during the Cold War.

We also focused on counter-movements that challenged the governance of
movement and space. For example, we looked at the history and the political and
cultural significance of Chicano lowriders. Cultural historian Denise Sandoval explains
the emergence of Chicano lowriders after the Second World War when working class
Chicanos, with technical skills gleaned from military service, co-opted surplus military
technology and cast-off automobile parts to build customized automobiles. As in the
largely Anglo-American hot-rod culture, lowriders refused the homogeneity of factory-
made cars and postwar suburbia but with a Chicano aesthetic and an emphasis not on
speed but on display. Ben Chappell’s work focuses on what he calls “spatial
govemmentahty ”” the way that space and the racialization of that space is policed. He

’ “lers and cruising in the American Southwest transgress these
inging the barrio to the main street.'* Counter-movements also
s that emerged out of creatively contested spatial injustices. We
re of borderland communities. We studied the formation of
such as Chinatowns or Little Saigon in Westminster. Finally, we
1a unit on the movements against environmental racism. Majora
3 on greening the ghetto is short but provokes discussion, and it
documentary The Garden (2008) on the South Central Farmers’
largest urban community garden.'®

and Nancy A. Denton’s chapter, “The Construction of the Ghetto,” in
ridge: Harvard University Press, 1993), 17-59.

cartographer Bill Rankin’s map of Chicago by race (see

aphy.net/), programmer and designer Eric Fischer created a Flickr photostream
ties using 2000 U.S. census data. He has since created a new set of images
data. See http://www.flickr.com/photos/walkingsf/sets/72157626354149574/

Contestations: Lowriders and Urban Space,” in City & Society, 22:1 (2010},
ild also like to include an examination of Asian American youth import car
Soo Ah Kwon's “Autoexoticizing: Asian American Youth and the Import Car
1 American Studies, 7:2 (2004), 1-26.

te TED lecture, “Greening the Ghetto,” was filmed February 2006.
majora_carter_s_tale of urban_renewal.html (accessed September 11, 2014).
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helped us design a route that would be easiest to negotiate on a bicycle, as well as
pointing out where and how to cross lanes.

The last major task I should mention was assuring university administrators that
potential liability was minimized by obtaining event insurance—it was the one task that
I had the most difficulty negotiating. Because a bicycle tour would bring students out
into the community, I had to go through the dean’s office and the university’s risk
management office. Risk management stated that the college would assume any
liability (but with a high deductible), and thus the dean’s office required that I obtain

" surance in order to run the event. However, finding appropriate insurance
: was a challenge—the risk associated with a group bicycle ride is quite low,
> of the insurance policies were geared toward covering liability for sports
t bicycle races, at a very high cost, and would have required us to close the
automobile traffic. I had to reiterate that, for us, riding a bicycle as a part of
was a form of transportation— like walking or driving—and not a sport. The
7 of finding an appropriate policy reiterates this dominant perception in the
bicycles as toys and cycling as a sport. However, if one is diligent, as my
:nt’s administrator was, one can find the appropriate policy, which cost us less
0. This issue obviously should have been settled before the term began, but
ially resolved on a very stressful day before the event! Ilearned the hard way
tutional rules for how to use public spaces and how to move across
nalized spaces—all lessons that were, it turns out, apropos to the course and
aes of space, mobility, and power.

r

:spite the forecasts of rain, the tour drew about seventy cyclists and a handful
rs on a pleasant ride. (The rain held off, but in the future, [ will not attempt a
tour project during the rainy season!) From the presentations on the
nent of the local Japanese American community during the Second World War
cussions of the sophisticated Chumash culture and science erased by Spanish
tion and the assimilation of German Jewish and Chinese merchants (versus
, students produced tour scripts that not only uncovered a rich history of
eoples that most tour participants were unaware of but they also explored the
of why historical amnesia persists. As one anonymous tour participant
«d in our post-event survey, “I was so impressed with all the presentations. I
rly liked the discussions that engaged with ‘dominant historical narratives’ and
neans to retell history from a multicultural perspective—including asking
types of questions. I think this was particularly strong in the Chumash
n and the Vigilance Committee.”
€ group covering the Vigilance Committee had organized their presentation
‘he two perspectives we found when looking at the Vigilance Committee™ that
ted in 1858 by Walter Murray—lawyer, eventual judge, newspaper founder,
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person to ride a bicycle is if it’s on an expensive road bike on a scenic back road for
exercise.” Turning a critical eye toward their experiences and communities, students
recognized how social distinctions and hierarchies are produced through everyday
movemments, and can even be reworked through mass movements and the reimagining
of public spaces.

Conclusion: Community-Based Learning as High Reward Learning

A report by the Coalition for Community Schools on community-based learning
notes the benefits of place-based learning, which “uses the unique history, environment,
culture, and economy of a particular place to provide a context for learning. Student
work is directed towards community needs and interests, and community members
serve as resources and partners in every aspect of teaching and learning.”® The bike
tour project takes what students see as familiar or ordinary and turns it into a setting for
learning. It also extends the resources that students have available to them by drawing
upon the community members and local institutions. The project also makes them
accountable for what they learn because they know that they will have to produce a
quality product for the local community. As the Coalition report states, in community-
based learning projects, “learning goals connect personal involvement to public
purpose.”!

With this greater responsibility also comes greater satisfaction. For the students
who directly participated in the tour, they felt a sense of accomplishment and relevancy
in their academic work. As one student tour guide, M.H., stated, “I was pleasantly
surprised to have an attentive crowd with genuine interest before me. They also
participated by asking questions afterward, and I was proud when my group knew the
answers. 1 treasure the opportunity the course provided to learn and become an expert
about little-known Japantown of San Luis Obispo. Now, I enjoy telling community
members about the community that once existed.” Another student, E.H., also
remarked on the satisfaction of producing knowledge and a new perspective on the
local community: “I enjoyed leaming about the city that 1 have resided in for the last
4 years.... The most memorable part of this experience was being a part of expanding
the knowledge of the local residents and students of San Luis Obispo. Watching the
guests of the tour learn and ask questions about the information at each stop made me
feel that I was making a difference in the understanding of our city history. I also

PAtelia Melaville, Amy C. Berg, and Martin J. Blank, “Community-Based Learning: Engaging Students
for Success and Citizenship” (Washington, DC: Coalition for Community Schools, 2006), 8-9, online at
http://www.communityschools.org/assets/1/AssetManager/CBL _Book_1 27_06.pdf.

bid., 9.






DEVELOPING A CRAFT APPROACH IN HISTORY TEACHING:
WHAT WE CAN LEARN FROM THE GILDER LEHRMAN INSTITUTE OF
AMERICAN HISTORY’S NATIONAL TEACHERS OF THE YEAR

Gordon Andrews
Grand Valley State University

“There is no question that the cost of production is lowered by
separating the work of planning and the brain work as much as possible
from the manual labor.”

Frederick Winslow Taylor, Shop
Management (1911)

“Skills that teachers used to need, that are deemed essential to the craft
of working with children—such as curriculum deliberation and planning,
designing teaching and curricular strategies for specific groups are no
longer as necessary. With the large-scale influx of prepackaged material,
planning is separated from execution. The planning is done at the level of
production of both the rules for use of the material and the material itself.
The execution is carried out by the teacher.”

Michael W. Apple, Culture and
Economic Reproduction in
Education (1982)

: Problem

.ehrman Institute of American History’s “History Teachers of the
rogram supports and rewards teachers who actively pursue their
HTOY recipients share an approach to the teaching of history that

solutions to some of the most pressing problems facing history
aing how these teachers implement their craft draws attention to
s of the role of the teacher, provides suggestions related to teacher
relopment and offers insights into the vexing problem of evaluating
:eaching looks like. The HTOY program highlights teachers who
cific skills and approach their work as teacher scholars. Nurturing

rlor, Shop Management (New York: Harper and Brothers, 1911), 121.

srricular Form and the Logic of Technical Control: Building a Possessive
d., Culture and Economic Reproduction in Education: Essays on Class,
(London, UK: Routledge and Kegan Paul Books, 1982), 255.



92 Teaching History

the craft of history teaching is vital to the future practice of teaching and learning for
students. My purpose in this essay is to draw attention to curricular constraints imposed
on teachers, to examine the work of teachers who have resisted these constraints
successfully, and to place their work in the larger context of the purposes of education.
With school districts around the country scrambling to increase test scores to
escape the punitive measures mandated by No Child Left Behind, a kind of
“educational Taylorism™ has replaced the craft of teaching, to the detriment of our
students and society. At the turn of the twentieth-century, Frederick W. Taylor
developed techniques that reduced skilled applications in manufacturing to their
simplest form, creating efficiency models (deskilling), which allowed workers to
perform one simple task repetitively more quickly throughout the day. This lowered
costs, raised profits, and led to the pursuit of the ““one best way,” to do a job.”* The
current trend to test, test, and test some more runs contrary to the findings of Jonathan
Rees, S.G. Grant, and others who have documented not only the negative impact of
testing on pedagogical practices of teachers in the classroom, but also, in the case of
Grant, the absence of any evidence that reform, based on testing, has ever been
successful. Reesrightly asserted that “Scientific management in the classroom does not
respect the idea that teachers know what to teach their students or how best to teach.™
To be fair, this emphasis on process over craft in the realm of education has been
evolving for decades, since the advent of “Best Practices” studies that sought to
identify skills and techniques that teachers could use to elevate learning across content
araac and the conenrrent nish for charter schools.® Examples of Best Practices include
al techniques, multiple intelligences,

disciplinary craft, these methods can

rorce the craft of teaching from the

of canned curriculums or classes on
stively removing the teacher from the

rdized Testing and Scientific Management,”
redagogy.icap.org/content/issue3.2.

ics and Student Achievement Gains: A
03), 89-122.

ces, Best Thinking, and Emerging Issues in
)3), 72.
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equation.” Instead, teachers become the delivery mechanisms, with success measured
in a series of nauseating quizzes, tests, and district assessments, both formal and
informal, throughout the week. The term often used for these types of curriculum
packages is “teacher-proofed.” They are effectively a management system put in place
to remove teachers from the equation (as much as possible) to raise test scores.® In
states like Michigan, there is a push toward online courses that mimic the old
Skinnerian model, which moves students from one unit to the next, or the use of a
“Blended Curriculum,” as in the Grand Rapids Public Schools, which follows a three-
day rotation. On day one the teacher reads a script to students, on day two students
complete a five-panel PowerPoint, answering a question related to the script topic, and
on day three students answer a new question or complete the question from the day
before. Students then return to day one, the teacher is handed a script, and the process
begins again. This is what passes for “world class” instruction in one of the largest
school districts in Michigan.’

The very reason we hire outstanding teachers to work in our schools is to
“empower” their creative cultivation of the art of teaching history, not to force them to
march mundanely through a bland process that strangles relevant historical thinking.
Unfortunately, curricular and pedagogical decisions are being taken out of the hands
of teachers, impeding the effective use of constant pedagogy in the classroom.'
Teachers have effectively been separated from “the work of planning and the
brainwork” in many districts. Yet, the Gilder Lehrman National History Teachers of
the Year demonstrate that professionals allowed to practice the craft of teaching history
enrich our students’ lives through continued education, a deep passion for history and
history education, and successful creation of imaginative and historically authentic

: The TCI Approach for Middle and High School Social Studies (Palo Alto:
Curriculum Institute, 2004). For increased computer usage see the International
Learning where the organization points out that there are 40 states with some
1ty and 30 states with fulltime online schools that were used to instruct some
2009-2010. International Association for Online Learning, “Key K-12 Online

‘www.inacol.org, Last modified 02/01/2012. Accessed July 11, 2012.

ond, “Teacher Leaming that Supports Student Learmning,” in Barbara Z.
ring for Intelligence, second edition (Thousand Oaks, CA: Corwin Press, 2003),

d Notes: Union High School, Grand Rapids Public Schools (unpublished), 17

is the Connection between Curriculum and Instruction,” in Social Studies Today:
Nalter C. Parker, ed. (New York and London: Routledge, 2010), 227.
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will be visited by a principal whose chief concern, according to recent data, is not with
the teacher’s content knowledge, but rather classroom management and techniques to
help struggling students.” In either case, principals are the curricular leaders who
evaluate the professional effectiveness of teachers. More recently many states, like
New York, are nudging the bar lower with the establishment of “leadership academies,”
where professionals with degrees (many of whom have never taught) will be turned into
principals in a short time and allowed to lead schools.'* The antithesis to that trend, the
Gilder Lehrman Institute provides a model for assessment that is evidenced in the
National History Teachers of the Year.'* (See my description of the selection process
above.)

So, how do these teachers pursue the teaching of history as a craft rather than a
process? While some state licensing agencies have sought to deskill the profession by
reducing and decimating license renewal requirements, the Gilder Lehrman winners
typify the craft approach as they not only meet the minimum requirements of their craft
(education, internship, licensing, and tenure) but also move toward becoming masters
within the field of history teaching.'® Each of the winners understand that continuing
formal education necessarily includes attaining an advanced degree in a content area.

Like many nominees, Rosanne Lichatin, the 2005 teacher of the year, has pursued
an advanced degree in her content area at great personal expense and sacrifice, so as
to teach her students better. She has earned a B.A. in history from Kean University, a
master’s in history from East Stroudsburg in Pennsylvania, and beyond that another 45
credits in graduate-level history courses. When asked why, she thoughtfully responded

1(...continued)
the current framing of what teachers need to know as well as successful traits.

BJean Johnson. “The Principal’s Priotity 1, Educational Leadership, 66 (September 2008), 72-76.

The Death and Life of the Great American School System (New York: Basic Books,

mination of the selection criteria see http://www.gilderlehrman.org/programs-
ility for eligibility standards, the selection process, and teacher requirements.

rtment of Education Office of Professional Preparation Services: Facts on Educator

3, 7. http://www.michigan.gov/documents/mde/Facts_About_Teacher Certification
}612_7.pdf. In Michigan, for example, the standards for license renewal have been
2013, teachers needed to complete eighteen hours in a formal degree program during
irs of teaching in order to renew their licenses and then six hours every five years after
owever, they need only complete six hours in a degree program during their first three
*six hours in the subsequent three years to renew their license a second time. None of
in their content area and the requirements can be alternately met through state offered
n the part of state licensing agencies, like Michigan, to deskill the profession only serve
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I ask students to read documents “closely.” That is, in addition to
swering teacher-designed questions which typically ask for historical
ntext, time, author, audience, purpose, validity, and tone, [ ask that they
cus their attention on the language and details of the document.
afamiliar words should be defined, and the document should be
derlined in key places and show lots of analysis in the margins. Of
urse, primary sources may also include paintings, posters, maps,
oadsides, artifacts, etc. I employ a number of tools to analyze various
1ms of primary sources. The questions guide the lesson. The primary
urces are the “meat” of the lesson. And, the discussion that is generated
m the primary sources allows students the opportunity to master the art
analysis and argument.*

ese exemplary teachers consistently demonstrate imagination, as well as
historical and pedagogical knowledge of their subject. Nate McAlister fully
1s graduate degree and his continued participation in Teaching American
rants, as well as the Gilder Lehrman’s Summer Institutes, in a unit on the Civil
: had students reenact battles on the school grounds, nurturing a sense of
empathy that no textbook could emulate. One of Maureen Festi’s lessons for
zrade students involved hands-on investigation of a colonial ironworks, a far
'ypical upper-clementary experiences. While technology clearly has a role in
oom, aiding her students’ research, it does not end there. The lesson required
ind eleven-year-olds to use primary sources, compasses, maps, and local sites,
1 the existence of the mill and analyze its impact, “leaving,” she said, “far
stions than answers.”® David Mitchell of Whitman-Hanson Regional High
Massachusetts utilizes debates, fishbowls, and primary sources, including
s, photos, cartoons, and letters, to encourage students to think more deeply
ory. He said this helps his students feel “the pulse of history.”*® This is what
achers bring to students on a daily basis, enriching their lives in both
le and immeasurable ways, and cultivating a mature understanding of history
nform their adult lives.

iterview.

ilassett, “A Master Teacher,” The Express, December 3, 2008. http://southshorexpress.com/
stion=com_content&view=article&id=2012%3 Aa-master-teacher&ltemid=_80.












BOOK REVIEWS

T. Mills Kelly. Teaching History in a Digital Age. Ann Arbor: University of
Michigan Press, 2013. Pp. 184. Hardcover, $70, Digital Version, Free; ISBN 978-
0-472-11878-6.

T. Mills Kelly’s book, Teaching History in a Digital Age, takes up an impossible
subject—how changes in technology, particularly digital technology, are transforming
the possibilities of how we teach our students history. We use the word “impossible”
because changes in digital technology make anything written in the field look dated by
the time it is published and almost obsolete by the time it comes to do a new edition.

Kelly avoids the problem of the speed of technological change by focusing on
new possibilities for students—particularly chances for students to actually “do” history
in class, rather than sit in class as passive recipients of the traditional history lecture.
Mills sums up his project, writing, “T am not arguing that students should be free to do
whatever they want, however they want—quite the contrary, in fact. I am, however,
arguing that by structuring learning opportunities that address fundamental historical
problems, and give students enough free rein to take ownership of their work, we open
ourselves (and them) up to the possibility that much more can happen in our courses
than the most basic forms of historical analysis.”

Kelly does a great job walking both current and prospective history teachers
through the use of digital technology in their classrooms. The chapters are nicely laid
out and easy to follow. The book breaks down the arguments for use of digital
technology without overloading readers with technical data. Instead the author presents
the information in an easy format for teachers with quick reference material on how to
incorporate digital technology in the classroom. Kelly also gives practical examples
and ways to teach that almost any teacher could use while also incorporating specific
examples in how to use technology. His book would be a great place to start in
compiling ways to incorporate digital technology and to learn why this is becoming an
important issue for history educators. His quick history on how education bas changed
gives a compelling argument in the importance of the use of digital technology.

The book sets out an ambitious agenda, and Kelly presents a series of chapters
to flesh out the implications of his thesis. Kelly spends his first chapter laying out the
debate over what is meant by “historical thinking,” drawing on the last century of
research into the subject. After examining several definitions, he gives us his list of
fifteen key skills that define historical thinking, followed by the five questions that
students ask about any historical event (the final one is “is it on the exam?”).

Kelly then turns his attention to a chapter on searching the Internet. Inthe space
of one generation of historians, we have moved from a world where our students could
interact with very few historical sources (due to inaccessibility and languages) to an
explosion of available material. Kelly is not a snob for print sources, and accurately
points out that many fields have rich digital collections that overshadow those held in
print in most libraries. However, he presents a cautionary tale of the “Adolf Hitler
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Diana B. Turk, Laura J. Dull, Robert Cohen, and Michael R. Stoll. Teaching
Recent Global History: Dialogues among Historians, Social Studies Teachers, and
Students. New York: Routledge, 2014. Pp. 263. Paper, $46.95; ISBN 978-0-415-
89708-2.

Collaboration between historians, secondary teachers, and, at least indirectly,
their students has dominated recent efforts at professional development in history
education. Such efforts were at the center of Teaching American History grants,
continue to enrich the development and scoring of Advancement Placement exams, and
increasingly inform important scholarship on how to best teach and learn about the past.
Teaching Recent Global History: Dialogues among Historians, Social Studies
Teachers, and Students represents one of the more promising attempts to capture the
value of such collaboration within a text. With chapters on Africa, Asia, Latin
America, the Middle East, and the Soviet Union and Eastern Europe, the book provides
a model within each chapter that begins with an interview with a reputable historian of
the region followed by an essay authored by a teacher education specialist and multiple
secondary teachers. The teachers, despite sometimes stark differences in school
settings, grade levels, and teaching experience, attempt to translate the central issues
of the historian’s interview into curriculum and provide the reader with a sense of how
the instruction and assessment unfolded in their classroom. Often this includes samples
of student work and feedback from students as they grapple with both important
hictavianl mnckiaes e - ~jr teacher’s instructional strategies. Finally, each chapter

+unit plan with “Essential Questions” and key ideas related
romplemented with numerous ideas for learning activities
and one comprehensive lesson plan that often includes

rdized testing, both secondary and college teachers will
bout history and teaching that emphasize provocative
ten transcend the nation state or distinct historical periods.
s the common misconceptions that Americans have toward
iers address thematic questions in global history such as
is happen?” or the role of material goods in shaping the rise
m, much of the book’s information on curricula is enriched
as students of history face such questions as to the
acy and poverty in Africa, competing visions of democracy
:a, and the nature of Islam in the modern Middle East. As
ient to a dialogue in which historians and teachers generate
tractive to history educators who argue for more emphasis
and the development of historical thinking at the expense

1g interest in teaching and learning an integrated global
wcative chapters in Teaching Recent Global History are
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\ Assumed Identities.: The Meaning of Race in the Atlantic World (2010) with
sr Morris.
ir combined expertise in this field has created a readable book that is part of
vd Series in History and Culture. Inline with the goal of the publisher of this
book is designed to allow the student to become the ‘historian,” fusing
scondary and mostly primary excerpts. Included in this work is a primary
comprised of documents, letters, laws, constitutions, reflections, and
from both men and women of the era. Some of the authors range from the
nen and women, such as former slave Marie-Rose Masson to well-known
has Olympe de Gouges, Thomas Clarkson, Thomas Jefferson, and Napoleon
. The documents span from 1685, when the French issued a comprehensive
, to 1805 with the creation of the Haitian constitution. Moreover, the visual
slavery is revealed here as well, as there is an assortment of maps and images.
ook also includes several reference tools, such as chronology of events,
bliography, index, and a “Questions for Consideration” section.
ypical with this Bedford series, the book is divided into two parts, one for the
literature and the other for primary source readership. Part I, titled
ion: Revolution, Emancipation, and Independence,” provides an historical
if how the slave revolution came about in the late 1700s. The authors trace
aribbean became a significant spot of colonial dominance from the 1600s
varticularly for the French. The middle of this section gives the reader a
rerview of the revolution not only in Saint-Domingue but also in France,
1789, as links between the metropole and colony are strongly emphasized.
m ends with the note that this rebellion was the “first to win universal
T their society, and in doing so they became founders of a larger struggle
sery and racism” (40). What is particularly useful in this section is an index
ostion of the major revolutionary figures and groups associated with this
aoment.
11, simply titled “The Documents,” includes a variety of excerpted primary
What makes this book stand out is that some of these are recently translated
from archives, usually not accessible to the undergraduate. For example,
ight read an account from Vincent Ogré, one of the wealthiest men of color
imingue, who wrote a letter to the French governor of the colony urging him
t reforms and warning of impending unrest (75). This specific letter came
rchives Nationales in Paris. Overall, these letters, articles, commentaries,
ve the undergrad a nuanced view of this slave revolution.
nclusion, Slave Revolution in the Caribbean 1879-1804: A Brief History
ments offers students a very valuable and meaningful resource for
ing a lesser-known moment in slave history. Dubois and Garrigus also offer


























