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I. Teacher Introduction
Purpose of the Unit
This unit is designed to help students understand genocide as a process rather than a single event. Through the examination of historical case studies from ancient Sparta, the Spanish conquest of the Americas, the plantations in Ireland, the Armenian Genocide, and the Holocaust, students will explore how societies identify groups as different, justify unequal treatment, organize systems of exclusion and control, and ultimately carry out violence against targeted populations.
Using primary source analysis, discussion, and comparative activities, students will investigate recurring patterns that appear across time and place. While each historical example is unique, students will examine how ideas about identity, belonging, superiority, fear, and power have repeatedly been used to marginalize and persecute groups of people.
The goal of this unit is not only to study past atrocities, but also to develop critical thinking skills that help students recognize warning signs of persecution and mass violence. By understanding genocide as a process shaped by human choices, students can better evaluate the historical forces that have divided societies and consider how knowledge of the past can contribute to a more informed and responsible future.

Intended Audience
Grade Level: This unit is designed for students in grades 11–12 or for use in an introductory college history course. The lessons emphasize primary source analysis, historical thinking, and comparative study and are intended for students with prior experience reading and discussing historical documents.
Course Type: The unit is suitable for courses in World History, Modern World History, Holocaust and Genocide Studies, Human Geography, or introductory college history surveys. Individual lessons may also be adapted for AP World History or AP European History courses.
Estimated Length of Unit: The unit is designed to be completed over approximately two weeks of instruction, consisting of 8–10 class periods of 50–60 minutes each. Teachers may expand or shorten the unit depending on student needs, course objectives, and the desired depth of primary source analysis.

Material Needed
· Student handouts 
· Primary source documents 
· Comparative analysis chart 
· Writing materials 
· Internet access (optional)

Rationale
Examining historical examples allows students to identify recurring patterns that often precede genocide. Although each case is shaped by its own historical circumstances, similar themes frequently emerge, including the creation of group identities, the spread of stereotypes, the justification of unequal treatment, the use of laws and government policies to exclude targeted populations, and the escalation of violence. By comparing different historical examples, students can recognize that genocide is rarely a sudden event. Instead, it often develops through a series of decisions, actions, and policies that gradually marginalize and dehumanize a group. Understanding these patterns helps students think critically about the past while also recognizing warning signs that may appear in societies facing conflict and division.

II. Unit Overview
This unit examines genocide as a historical process that develops over time rather than as a sudden event. Students will explore several case studies and evaluate how societies moved through stages of exclusion, justification, organization, and mass violence.

III. Learning Objectives
By the end of this unit, students will be able to:
• Define genocide and explain its historical development.
• Explain Raphael Lemkin's contribution to genocide studies.
• Describe the legal definition contained in the United Nations Genocide Convention.
• Identify recurring themes found in genocidal systems.
• Analyze primary source documents.
• Compare multiple historical examples of genocide and genocidal violence.
• Apply the framework of imagined, justified, organized, and carried out to historical case studies.

IV. Essential Questions
1. What is genocide?
2. Can genocide occur without being officially recognized?
3. How do societies decide who belongs and who does not belong?
4. What role does dehumanization play in genocide?
5. What warning signs appear before mass violence occurs?
6. How can historical knowledge help prevent future genocides?

V. Historical Background
What Is Genocide?
The word genocide was created in 1944 by Polish-Jewish lawyer Raphael Lemkin. Seeking a term to describe the deliberate destruction of groups of people, Lemkin combined the Greek word genos (race, tribe, or people) with the Latin suffix -cide (killing). He developed the concept after studying historical examples of mass violence and later used it to describe the crimes committed by Nazi Germany during the Holocaust.
Following World War II, the international community sought to establish a legal definition of genocide. In 1948, the United Nations adopted the Convention on the Prevention and Punishment of the Crime of Genocide. According to the Convention, genocide consists of acts committed with the intent to destroy, in whole or in part, a national, ethnic, racial, or religious group. These acts include killing members of a group, causing serious physical or mental harm, deliberately creating conditions intended to destroy the group, preventing births, and forcibly transferring children.
Although the word genocide is modern, the act itself is much older. Throughout history, societies have targeted groups based on identity, ethnicity, religion, nationality, or perceived differences. Historians continue to debate which historical events should be classified as genocide, especially when examining events that occurred before the term existed.
Rather than viewing genocide as a single event, many scholars argue that it develops through a process. Before mass violence occurs, groups are often identified as different, portrayed as threats, denied rights, or excluded from society. These actions can create conditions that make persecution and violence more likely.
In this unit, students will examine several historical examples from different time periods and regions of the world. By comparing these cases, students will explore how societies imagined, justified, organized, and carried out violence against targeted groups and consider the warning signs that often appear before genocide occurs.

Key Terms
Genocide
Ethnic Cleansing
Dehumanization
Persecution
Propaganda
Colonization

Raphael Lemkin
Raphael Lemkin (1900–1959) was a Polish-Jewish lawyer whose work transformed the way the world understands mass violence against groups of people. From an early age, Lemkin was troubled by cases in which entire populations were targeted for destruction while the international community lacked both a name and a legal framework to address such crimes.
Lemkin was particularly influenced by the mass killings of Armenians in the Ottoman Empire during World War I and later by the rise of Nazi Germany. He believed that existing laws focused primarily on crimes committed against individuals and failed to address the destruction of entire groups. To describe this crime, Lemkin coined the term genocide in 1944 by combining the Greek word genos (people, race, or tribe) with the Latin suffix -cide (killing).
For Lemkin, genocide involved more than physical killing. He argued that it could also include efforts to destroy a group's culture, language, religion, traditions, and identity. His goal was to create international recognition that the destruction of a people was a crime against humanity.
Following World War II and the Holocaust, Lemkin devoted himself to persuading governments and international organizations to adopt legal protections against genocide. His efforts contributed directly to the United Nations Convention on the Prevention and Punishment of the Crime of Genocide, adopted in 1948. The Convention established genocide as an international crime and provided a legal definition that continues to influence discussions of genocide today.
Although Lemkin did not live to see all of his goals realized, his work changed the language of international law and human rights. By giving a name to a crime that had existed throughout history, he helped create a framework for recognizing, studying, and responding to genocide.

Discussion Questions
1. Why did Raphael Lemkin believe it was important to create a specific word for genocide rather than treating it as another crime of war? 
2. How might giving a name to a crime change the way people understand, study, and respond to it? 
3. Lemkin argued that genocide could involve the destruction of a group's culture, language, and identity in addition to physical killing. Do you agree with this broader definition? Why or why not?

United Nations Genocide Convention
In the aftermath of World War II and the Holocaust, the international community sought to establish a legal framework to prevent and punish the destruction of entire groups of people. On December 9, 1948, the United Nations adopted the Convention on the Prevention and Punishment of the Crime of Genocide, commonly known as the Genocide Convention. The Convention entered into force in 1951 and remains the foundation of international genocide law today.
The Convention defines genocide as acts committed with the intent to destroy, in whole or in part, a national, ethnic, racial, or religious group. It identifies five acts that may constitute genocide when carried out with such intent:
1. Killing members of the group.
2. Causing serious bodily or mental harm to members of the group.
3. Deliberately inflicting conditions of life intended to bring about the group's physical destruction.
4. Imposing measures intended to prevent births within the group.
5. Forcibly transferring children of the group to another group.
One of the most important aspects of the Convention is its emphasis on intent. Not all mass violence or wartime atrocities meet the legal definition of genocide. To be considered genocide under international law, actions must be carried out with the intent to destroy a protected group, in whole or in part.
The Genocide Convention also established that genocide is an international crime that can occur during war or peace. Signatory nations agreed not only to punish genocide when it occurs, but also to work toward its prevention. Although debates continue regarding the application of the Convention to specific historical events, the document remains one of the most significant developments in international human rights law.
The Genocide Convention provided a legal definition for a crime that had existed throughout history. It also reflected Raphael Lemkin's belief that the destruction of entire groups should be recognized as a crime against humanity and that nations have a responsibility to prevent such acts.

Discussion Questions
1. Why do you think the United Nations believed it was necessary to create a specific legal definition of genocide after World War II? 
2. Why is intent an important part of the legal definition of genocide? 
3. What challenges might arise when historians, governments, or international organizations attempt to determine whether a historical event meets the definition of genocide?


While legal definitions help identify genocide, historians also study the processes that make genocide possible. The following framework will be used throughout this unit to examine recurring patterns across different historical examples
Framework for Analysis
Throughout this unit, students will examine genocide as a process rather than a single event. While each historical case is unique, many examples share common patterns that can help explain how societies move from prejudice and exclusion to violence and destruction. The following framework will be used to analyze each case study.
Imagined
Before persecution or violence occurs, societies often develop ideas about who belongs and who does not. Groups may be defined according to ethnicity, religion, nationality, race, or culture. Differences are emphasized, and targeted groups may be portrayed as outsiders, as inferior, as dangerous, or as obstacles to society's goals.
Justified
Once a group has been identified as different, political leaders, governments, or social institutions often develop justifications for unequal treatment. These justifications may be based on religion, race, nationalism, security concerns, economic interests, or claims of cultural superiority. Violence and discrimination are increasingly presented as necessary, beneficial, or unavoidable.
Organized
Ideas and justifications are transformed into policies and actions. Governments, military forces, legal systems, and other institutions may enact laws and regulations, conduct propaganda campaigns, develop deportation plans, or implement systems of segregation and control. At this stage, persecution becomes organized and systematic.
Carried Out
The final stage involves implementing policies and actions against the targeted group. This may include displacement, forced labor, deportation, starvation, cultural destruction, mass violence, or genocide. While the methods vary across historical examples, the result is the systematic harm or destruction of a targeted population.
As students examine each historical case, they will use this framework to identify recurring patterns and compare how different societies moved from exclusion and discrimination to organized violence.

VI. Lesson 1: Sparta and the Helots
Estimated time: 60-75 minutes
Learning Objective
Students will analyze the relationship between Spartan citizens and the Helots and evaluate how systems of domination, dehumanization, and organized violence contributed to genocidal practices in ancient Sparta.
Historical Background
Ancient Sparta was one of the most powerful city-states in Greece. Unlike many other Greek societies, Sparta depended heavily on a large population of conquered people known as Helots. Most Helots were descendants of the people of Messenia, a neighboring region conquered by Sparta during a series of wars beginning in the eighth century BCE.
The Helots were not slaves in the traditional sense. They were tied to the land and forced to provide agricultural labor that supported Spartan society. Because the Helot population greatly outnumbered Spartan citizens, Spartan leaders constantly feared rebellion. As a result, Sparta developed a highly militarized culture designed to maintain control over the Helots.
Ancient sources describe the treatment of the Helots as harsh. They were subjected to humiliation, violence, and periodic campaigns of terror intended to prevent resistance. Some historians point to these practices as early examples of systemic persecution and exterminatory violence.
While ancient Sparta existed long before the term genocide was created, it provides an important case study for understanding how societies identify a group as different, justify their oppression, organize systems of control, and use violence to maintain dominance.
Vocabulary
1. Helot
2. Messenia
3. City-State
4. Conquest
5. Militarism

Primary Source Analysis
Source Title: Plutarch, Life of Lycurgus
(https://penelope.uchicago.edu/Thayer/E/Roman/Texts/Plutarch/Lives/Lycurgus*.html)

[bookmark: 28.3][bookmark: T57a][bookmark: 28.4]Source Excerpt: ”The so‑called "krupteia," or secret service, of the Spartans,hid themselves and lay quiet; but in the night they came down into the highways and killed every Helot whom they caught. 3 Oftentimes, too, they actually traversed the fields where Helots were working and slew the sturdiest and best of them. So, too, Thucydides, in his history of the Peloponnesian war,⁠28 tells us that the Helots who had been judged by the Spartans to be superior in bravery, 57set wreaths upon their heads in token of their emancipation, and visited the temples of the gods in procession, but a little afterwards all disappeared, more than two thousand of them, in such a way that no man was able to say, either then or afterwards, how they came by their deaths. 4 And Aristotle in particular says also that the ephors, as soon as they came into office, made formal declaration of war upon the Helots, in order that there might be no impiety in slaying them.”

Source Analysis Questions
1. Who wrote this source?
2. What does this source suggest about Spartan attitudes toward the Helots?
3. Why might Spartan leaders have formally declared war on the Helots?
4. How does the language of the source reflect ideas of exclusion or dehumanization?
5. What evidence does this source provide regarding organized violence?

Discussion Questions
1. Why did Sparta view the Helots as a threat?
2. How did fear influence Spartan policies toward the Helots?
3. Can a society maintain freedom for one group while denying freedom to another?
4. What similarities do you see between Sparta’s treatment of the Helots and later historical examples of persecution?
5. At what point does oppression become something more than simple political control?

Student Activity: Identifying the Process
Directions: Using the provided historical background and primary sources, identify evidence that fits each stage of the genocide framework.
	Stage

	Evidence from Sparta

	Imagined
	


	Justified
	


	Organized
	


	Carried Out
	




Reflection: Write a one-paragraph response explaining which stage appears most clearly in the Spartan treatment of the Helots.

Closing Reflection[Optional]
Answer the following question in two or three sentences:
What warning signs found in Sparta might indicate that a society is moving toward systemic violence against a targeted group?

Teacher Notes
Key ideas students should identify:
· The helots were viewed as fundamentally different from Spartan citizens.
· Spartan society depended upon Helot labor while simultaneously fearing the Helot population.
· Violence against the Helots was organized and institutionalized rather than random.
· Dehumanization made violence easier to justify.
· Patterns visible in Sparta reappear in later genocidal systems examined throughout this unit.


VII. Lesson 2: The Spanish Conquest of the Americas
Estimated time: 60-75 minutes
Learning Objective
Students will analyze how Spanish colonizers justified conquest and violence against Indigenous peoples and evaluate how ideas of superiority, religion, and civilization contribute to genocidal practices in the Americas.
Historical Background
When Christopher Columbus arrived in the Caribbean in 1492, he initiated sustained contact between Europe and the Americas. Over the following decades, Spanish explorers, soldiers, missionaries, and settlers expanded throughout the Americas, conquering Indigenous societies and establishing colonial rule. 
Spanish leaders often justified conquest through religious, political, and cultural arguments. Many believed that Christianity, European civilization, and Spanish authority gave them the right to govern Indigenous peoples. While some Spaniards argued that Indigenous populations should be protected and converted peacefully, others viewed them as inferior peoples who could be exploited for labor and resources.
The conquest brought enormous consequences for Indigenous populations. Warfare, forced labor systems, displacement, famine, and disease contributed to dramatic population declines throughout the Americas. Historians continue to debate how these events should be interpreted, but many recognize that the destruction of Indigenous communities involved both intentional violence and policies that treated Indigenous lives as expendable.
This case study allows students to examine how ideas about identity, religion, civilization, and power were used to justify domination and violence against targeted populations.
Vocabulary
1. Colonization
2. Encomienda
3. Indigenous Peoples
4. Conquistador
5. Evangelization
6. Cultural Destruction

Primary Source Analysis
Source Title: The Requerimiento (1513) (https://press.rebus.community/openamlit/chapter/the-requerimiento/)

Source Excerpt: Wherefore, as best we can, we ask and require you that you consider what we have said to you, and that you take the time that shall be necessary to understand and deliberate upon it, and that you acknowledge the Church as the Ruler and Superior of the whole world, and the high priest called Pope, 
If you do so, you will do well, and that which you are obliged to do to their Highnesses, and we in their name shall receive you in all love and charity, and shall leave you, your wives, and your children, and your lands, free without servitude, that you may do with them and with yourselves freely that which you like and think best, 
But, if you do not do this, and maliciously make delay in it, I certify to you that, with the help of God, we shall powerfully enter into your country, and shall make war against you in all ways and manners that we can, and shall subject you to the yoke and obedience of the Church and of their Highnesses; we shall take you and your wives and your children, and shall make slaves of them, and as such shall sell and dispose of them as their Highnesses may command; and we shall take away your goods, and shall do you all the mischief and damage that we can, as to vassals who do not obey, and refuse to receive their lord, and resist and contradict him; and we protest that the deaths and losses which shall accrue from this are your fault, and not that of their Highnesses, or ours, nor of these cavaliers who come with us.

Source Analysis Questions
1. What assumptions does this document make about authority? 
2. Were Indigenous peoples likely to understand this declaration? 
3. How does this document attempt to legitimize conquest? 
4. How is religion used as a political tool? 
5. Which stage of the genocide framework is most visible here?



Discussion Questions
1. How did Spanish colonizers view Indigenous peoples, and how did those views influence their actions?
2. How does The Requerimiento attempt to make Spanish claims to land and authority appear legitimate?
3. What role did religion play in justifying conquest?
4. Can violence be considered justified if it is carried out in the name of religion, civilization, or national interest? Why or why not?

Student Activity: Connecting the Source to the Framework
Using evidence from the document, determine where the ideas in The Requerimiento fit within the genocide framework.
	Stage

	Evidence from the Source

	Imagined

	

	Justified

	

	Organized

	

	Carried Out

	



Reflection: How did The Requerimiento help transform conquest and violence into actions that Spanish authorities considered acceptable or necessary? Use specific evidence from the document to support your response. 

Closing Reflection [optional]
What warning sign from the Spanish conquest might indicate that a society is moving toward systematic oppression or violence against a group of people?


Teacher Notes
Key ideas students should identify:
· Indigenous peoples were viewed as subjects who should submit to Spanish authority
· Religious authority was used to legitimize conquest
· Refusal to comply was presented as justification for war
· The document created a legal and moral framework for violence
· The source most clearly demonstrates the Justified stage, but students may also identify elements of the Imagined and Organized stages.

VIII. Lesson 3: Plantations in Ireland
Estimated time: 60-75 minutes
Learning Objectives
Students will analyze how English colonization and the plantation system transformed Irish society and evaluate how displacement, religious divisions, and settler colonialism contributed to the marginalization of the native Irish population.
Historical Background
Beginning in the sixteenth century, the English Crown expanded its control over Ireland through a process known as plantation. Under this system, land was confiscated from Irish landowners and redistributed to English and Scottish settlers who were expected to remain loyal to the Crown. The most significant plantations occurred in Ulster during the early seventeenth century.
English officials often portrayed the Irish as uncivilized, backward, violent, and incapable of proper self-government. These stereotypes helped justify policies that displaced native populations and replaced them with settlers from Britain. Religious differences also played an important role. Most Irish people remained Catholic, while many settlers were Protestant, further reinforcing divisions between the two groups.
The plantation system was not simply a transfer of land. It altered political power, cultural identity, language, religion, and economic opportunities. Native Irish communities were frequently forced from their lands, restricted in their rights, and treated as obstacles to English expansion. 
Vocabulary
1. Plantation
2. Settler Colonialism
3. Displacement
4. Confiscation
5. Gaelic
6. Colonizer


Primary Source Analysis
Source Title: Sir John Davies, A Discovery of the True Causes Why Ireland Was Never Entirely Subdued (1612) (celt.ucc.ie/published/E610003/text001.html)

Source Excerpt: “were neither fit to be sworn in juries nor to perform any public service; and by reason, of the uncertainty of their estates, did utterly neglect to build or to plant or to improve the land. And therefore, although the lord were become the King's tenant, his country was no whit reformed thereby, but remained in the former barbarism and desolation.”

Source Analysis Questions
1. Who was Sir John Davies, and what was his relationship to Ireland?
2. How does Davies describe the Irish people?
3. How might this document have been used to justify English control over Irish lands and communities?
4. Which stage of the framework is most evident in this source? Use evidence from the text to support your answer.
Discussion Questions
1. How can stereotypes influence government policies toward a group of people?
2. What role does land play in conflicts between groups?
3. How might English settlers and Irish communities have viewed the plantations differently?
4. What similarities do you see between English attitudes toward the Irish and Spanish attitudes toward Indigenous peoples in the Americas?





Student Activity: From Ideas to Policies
Directions: Read the excerpt from Sir John Davies carefully. Identify words and phrases that describe the Irish people and their society. Then consider how those descriptions could influence government decisions and policies.
Complete the chart below.
	Evidence from the Source
	What Davies is Claiming
	How Could This Justify English Actions in Ireland?

	


	
	

	


	
	

	


	
	



Framework Chart
	Stage
	Evidence from the Source

	Imagined
	


	Justified
	


	Organized
	


	Carried Out
	




Reflection: How did Davies's description of the Irish help justify English control over Ireland? Use evidence from both the source and the historical background to support your answer.
Closing Reflection [optional]
What is one example from today's lesson that shows how ideas about a group of people can influence government actions or policies?

Teacher Notes
Key ideas students should identify:
· English officials often portrayed the Irish as uncivilized, backward, and incapable of self-government.
· These stereotypes helped justify English intervention and control over Ireland.
· The plantation system was a government-directed effort to reshape Irish society through land confiscation and settlement.
· Colonization involved political, economic, cultural, and religious change, not simply military conquest.
· Ideas about superiority and inferiority often precede policies of displacement and exclusion.
· 

IX. Lesson 4: The Armenian Genocide
Estimated time: 60-75 minutes
Lesson Objective
Students will examine how nationalism, war, and political instability influenced Ottoman policies toward Armenians and evaluate how these factors contributed to the organization and implementation of genocide during World War I.
Historical Background
For centuries, Armenians lived throughout the Ottoman Empire as a Christian minority within a predominantly Muslim state. Although Armenians maintained their own religious and cultural institutions, they often faced discrimination and unequal treatment under Ottoman rule. 
During the nineteenth century, the Ottoman Empire experienced military defeats, territorial losses, and growing political instability. As nationalist movements spread throughout Europe and the Middle East, Ottoman leaders became increasingly concerned about maintaining control over the empire’s diverse populations.
Following the rise of the Committee of Union and Progress (CUP), often known as the Young Turks, some leaders embraced Turkish nationalist ideas and sought to create a more unified and homogeneous state. Armenians were increasingly portrayed as disloyal, dangerous, and sympathetic to foreign enemies, particularly during World War I.
In 1915, Ottoman authorities began arresting Armenian intellectuals and community leaders. This was followed by mass deportations, forced marches, starvation, massacres, and widespread violence against Armenian civilians. Hundreds of thousands, and possibly more than one million Armenians, died during these events. 
The Armenian Genocide is widely recognized by historians as one of the first modern genocides of the twentieth century. It demonstrates how fear, nationalism, war, and state power can combine to transform prejudice and suspicion into organized mass violence.
This lesson explores how political leaders constructed an image of Armenians as a threat, justified harsh policies increasingly, organized deportations and killings, and ultimately carried out genocide.

Vocabulary
1. Nationalism
2. Pan-Turanism
3. Deportation
4. Ottoman Empire
5. CUP (Committee of Union and Progress)
6. Ethnic Homogenization
Primary Source Analysis
Source Title: Ambassador Morgenthau’s Story (https://www.gutenberg.org/files/55343/55343-h/55343-h.htm)

Source Excerpt: “The Central Government now announced its intention of gathering the two million or more Armenians living in the several sections of the empire and transporting them to this desolate and inhospitable region. Had they undertaken such a deportation in good faith it would have represented the height of cruelty and injustice. As a matter of fact, the Turks never had the slightest idea of reëstablishing the Armenians in this new country. They knew that the great majority would never reach their destination and that those who did would either die of thirst and starvation, or be murdered by the wild Mohammedan desert tribes. The real purpose of the deportation was robbery and destruction; it really represented a new method of massacre. When the Turkish authorities gave the orders for these deportations, they were merely giving the death warrant to a whole race; they understood this well, and, in their conversations with me, they made no particular attempt to conceal the fact.”

Source Analysis Questions
1. Who was Henry Morgenthau, and why might his perspective be important to historians?
2. What does Morgenthau claim as the official purpose of the deportations?
3. According to Morgenthau, what was the actual purpose of the deportations?
4. What evidence does Morgenthau provide that the Ottoman government understood the likely outcome of these policies?
5. Why does Morgenthau describe the deportation orders as a “death warrant to a whole race?”
Discussion Questions
1. How can governments use bureaucratic language to disguise violence?
2. What is the difference between relocation and forced deportation?
3. How did war and nationalism contribute to Ottoman policies toward Armenians?
4. What warning signs from the Armenian Genocide have appeared in earlier lessons?
5. How does the Armenian case help us understand genocide as a process rather than a single event?

Student Activity: From Fear to Deportation
Directions: Identify evidence that reveals the Ottoman government’s intentions and the likely consequences of its deportation policies.

	Evidence from Source
	Action being described
	Government intent

	


	
	

	


	
	

	


	
	



Framework Chart
	Stage
	Evidence from the Source

	Imagined
	


	Justified
	


	Organized
	


	Carried Out
	




Reflection: Explain why Morgenthau believed the deportations were more than a relocation program. Use evidence from the source to support your answer.
Closing Reflection [optional]
What evidence from today's source suggests that the deportations were intended to destroy the Armenian population rather than simply relocate it?

Teacher Notes
Key ideas students should identify
· Armenians were increasingly portrayed as a threat to the Ottoman Empire during World War I.
· Nationalism, fear, and wartime conditions contributed to growing hostility toward Armenians.
· Deportation was presented as a government policy, but evidence suggests it was intended to result in widespread death and destruction.
· Governments may use administrative or bureaucratic language to conceal violent intentions.
· The Armenian Genocide demonstrates that genocide often develops through a series of policies and actions rather than a single event.
· The Armenian case illustrates how state power can be used to identify, isolate, remove, and destroy a targeted population.


X. Lesson 5: Nazi Germany and the Holocaust
Estimated time: 60-75 minutes
Lesson Objective
Students will analyze how antisemitism, racial ideology, propaganda, and state power contributed to the persecution and murder of European Jews and evaluate how the Holocaust developed through the stages of imagined, justified, organized, and carried out.
Historical Background
The Holocaust was the systematic persecution and murder of approximately six million Jews by Nazi Germany and its collaborators between 1933 and 1945. It remains one of the most extensively documented genocides in history.
The origins of the Holocaust can be traced to long-standing traditions of antisemitism in Europe. For centuries, Jewish communities faced discrimination, exclusion, and periodic outbreaks of violence. Following Germany’s defeat in World War I, economic hardship, political instability, and social unrest created conditions that allowed extremist movements to gain support. 
When Adolf Hitler and the Nazi Party came to power in 1933, they promoted an ideology based on racial hierarchy. Nazis claimed that Germans belonged to a superior “Aryan” race and portrayed Jews as a dangerous threat to the German nation. Through propaganda, education, laws, and government policies, Jewish people were gradually excluded from public life. 
The Nuremberg Laws of 1935 stripped Jews of citizenship and legal protections. During the following years, discrimination escalated into segregation, forced relocation, imprisonment, and mass murder. As World War II expanded across Europe, Nazi leaders developed increasingly radical policies that culminated in what they called the “Final Solution,” the systematic extermination of European Jews.
The Holocaust illustrates how genocide develops over time. Long before the killing began, Nazi leaders imagined a racial community that excluded Jews, justified discrimination through racist ideology, organized government institutions to enforce exclusion, and ultimately carried out industrialized mass murder.
This lesson examines how ideology, propaganda, bureaucracy, and state power combined to produce one of the deadliest genocides in human history.
Vocabulary
1. Antisemitism
2. Propaganda
3. Nuremberg Laws
4. Aryan
5. Ghettoization
6. Genocide

Primary Source Analysis
Source Title: Nuremberg Laws (1935)
Source Excerpt: Reich Citizenship Law (September 15, 1935)
Section 2
(1) Only a national of German or related blood who proves by his conduct that he is willing and fit to serve the German people and Reich faithfully is a Reich citizen.
(3) A Reich citizen is the sole holder of full political rights under the laws.
Law for the Protection of German Blood and German Honor (September 15, 1935)
Section 1
(1) Marriages between Jews and nationals of German or related blood are forbidden.
Section 2
Extra-marital relations between Jews and nationals of German or related blood are forbidden.
Section 4
(1) Jews are forbidden to hoist the Reich national flag and to display the Reich colors.
Source Analysis Questions
1. According to this law, who could be a Reich citizen?
2. How does the law define belonging in German society?
3. What restrictions were placed on Jews?
4. How could laws like these make later persecution easier to carry out?
Discussion Questions
1. How did these laws distinguish between Jews and other Germans?
2. How can laws influence the way people think about and treat others?
3. How do the Nuremberg Laws demonstrate the connection between prejudice and government policy?
4. What similarities do you see between the exclusion of Jews under the Nuremberg Laws and the treatment of groups in earlier lessons?
5. Why is the loss of legal rights often considered an early warning sign of persecution?

Student Activity: From Law to Genocide
Directions: Read the excerpt from the Nuremberg Laws and review the historical background information on Nazi Germany and the Holocaust. Then complete the chart below by identifying how the laws contributed to the isolation, exclusion, and persecution of Jews in Germany. Use evidence from both the primary source and lesson materials to explain how each step moved society closer to genocide.
	Step
	Evidence from the Source or Historical Background
	How Did This Contribute to the Holocaust?

	Classification

	
	

	Exclusion

	
	

	Discrimination

	
	

	Isolation

	
	

	Violence

	
	

	Genocide

	
	



Framework Chart
	Stage

	Evidence from the Source

	Imagined

	

	Justified

	

	Organized

	

	Carried Out

	



Reflection: In one paragraph, explain how the Nuremberg Laws helped transform prejudice against Jews into official government policy. Use evidence from the source and historical background to support your answer.
Closing Reflection [optional]
What evidence from today's source suggests that the Holocaust began with exclusion and discrimination long before mass murder occurred?

Teacher Notes
Key ideas students should identify:
• The Nuremberg Laws legally defined who belonged in German society and who did not.
• Nazi leaders used law to institutionalize discrimination against Jews.
• The loss of citizenship and legal protections made Jews increasingly vulnerable to further persecution.
• Exclusion often begins with seemingly administrative or legal changes before escalating into violence.
• The Holocaust developed through a series of steps rather than a single event.
• Government policies can shape public attitudes and normalize discrimination.
Across all five case studies, targeted groups were first identified as different, then denied equal status, subjected to increasing control, and ultimately exposed to violence. While the historical context differed, similar patterns repeatedly emerged.

XI. Comparative Analysis Activity
Directions: Using evidence from each case study, identify examples of how each society imagined, justified, organized, and carried out violence against a targeted group. Record your evidence in the chart below.
	Case Study
	Imagined
	Justified
	Organized
	Carried Out

	Sparta & the Helots
	
	
	
	

	Spanish Conquest
	
	
	
	

	Plantations in Ireland
	
	
	
	

	Armenian Genocide
	
	
	
	

	Nazi Germany & the Holocaust

	
	
	
	



Reflection Questions
1. What similarities appear across the different case studies?
2. What differences appear across the different case studies?
3. Which stage appears most important in moving a society toward genocide?
4. Are there warning signs that appeared in multiple examples?
5. Which historical example do you think provides the clearest warning signs of genocide and why?




XII. Final Assessment
Essay Prompt
Select one historical case examined in this unit.
Using evidence from class materials, explain how that society moved through the stages of:
• Imagined
• Justified
• Organized
• Carried Out

Your response should include specific historical examples and evidence from primary sources.

Extension Activity (Optional)
Choose a historical event not discussed in class and evaluate whether elements of the genocide process were present.
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