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Issue Introduction 

I am excited to present our latest edition of 

the Social Studies Review focusing on the theme, 

Preparing Students for College, Career, and Civ-

ic Life. For me, this has been a life-long chal-

lenge and one that I placed at the top of my 

teaching priority list. Many, if not most, of my 

middle school students came into class thinking 

little about their educational future, needed ca-

reer training, or civic responsibilities.  The fact 

soon became evident that few had received infor-

mation at home, or school, except for a few gen-

eral discussions of job possibilities.  

With unbounded determination, my goal as 

an eight grade teacher became centered on hav-

ing them explore all the wonderful career oppor-

tunities our nation has to offer. Along with this, 

our unit on the Constitution of the United States 

looked not just on how the framers constructed 

our separation of powers for branches of the fed-

eral government and the division between the 

federal government and rights reserved for states 

and the people, but also an investigation into 

their role as citizens at all levels—municipal, 

county, state, and federal government.  

Students wrote away for college brochures 

with information of specific majors and shared 

them in class—and with their families. We 

worked hard on not just the historical and geo-

graphical knowledge of U.S. history, but also on 

developing critical analysis skills that asked 

them to ask question—big questions, and relate it 

to contemporary local and national events. And 

most of all, to look at and consider, respectfully, 

all sides of an issue.  

We need this concept of “respectful investi-

gation” more than ever today. Fortunately, we 

have two exceptional guiding documents to help 

us prepare students for their future; The Califor-

nia History=Social Science Framework and the 

College, Career, and Civic Life (3) Framework 

for Social Studies State Standards (National 

Council for the Social Studies).  

For this issue we will focus on the C3 

Framework for the most part, and I welcome Jim 

Charkins as our Guest Editor. Dr. Charkins is a 

recognized state and national scholar on econom-

ics education. He is Economics Professor Emeri-

tus at California State University San Bernardi-

no, Chief Academic Officer of the California 

Council on Economic Education, and Founding 

Board Member of the California Association of 

School Economics Teachers.  

We are also including in this issue, for the 

first time, a “mini-theme” section that looks at 

social emotional learning. Dr. Scott Petri, social 

studies teacher and current CCSS Publications 

Committee member, shares his ideas for integrat-

ing social and emotional learning into your 

teaching.  

A large number of special interest articles 

will appear in this issue as well. Topics you 

might find of interest include: African-American 

soldiers and the 1919 Washington race riots, dra-

ma in social science, and using self-portraits in 

Native American studies, among others. 

As usual, our grade level columns are out-

standing and provide a look at how practicing 

social science educators explore and implement 

effective teaching methods. 

Enjoy! 

 

 --Al M. Rocca, Editor 
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Theme Introduction 

Welcome to Volume 58 of the Social Stud-

ies Review. The theme of this issue is the Na-

tional Council for the Social Studies’ Frame-

work for College, Career, and Civic Life, C3, 

Framework for Social Studies State Standards 

(C3). The C3 is an innovative document that has 

many advantages.  

It suggests that students take charge of their 

learning by developing the skills of informed 

inquiry and civil discourse. It places the respon-

sibility, the challenge, and the joy of learning 

squarely on the student. Students are encour-

aged to develop compelling and supporting 

questions that address the major issues of a top-

ic and to research different answers to those 

questions based on different perspectives. The 

crucial roles of social studies teachers are to 

provide social studies content and skills and 

guide students in using that content and those 

skills to develop inquiries, investigating past, 

present, and future issues and events. Students 

are encouraged to present their research while 

practicing civil discourse. The hoped for results 

are informed and active citizens who participate 

in our democracy and our economy.   

C3 breaks down the silos; it suggests that a 

story well told must include all four major disci-

plines (civics, economics, geography, and histo-

ry).  

There are four dimensions of the Inquiry 

Arc: developing questions and planning inquir-

ies, applying disciplinary concepts and tools, 

evaluating sources and using evidence, com-

municating conclusions, and taking informed 

actions. They provide a blueprint for unbiased 

research and discussion.   

Among the hoped for results of their inquir-

ies is an ability and willingness to engage in in-

formed and civil discourse rather than unin-

formed and biased diatribes.  

Although there are many advantages, C3 

nevertheless provides challenges. After years of 

teacher evaluations based partially on student 

success on multiple-choice exams, teachers are 

now being asked to use a radically different ap-

proach. This issue is meant to provide some 

help in that area. 

Thanks so much to the authors who have 

shared their experience and wisdom in this is-

sue. They are role models for all teachers, hav-

 by Jim Charkins, PhD.  

Jim Charkins is Economics Professor Emeritus at California State Uni-

versity San Bernardino, Chief Academic Officer of the California 

Council on Economic Education, and Founding Board Member of the 

California Association of School Economics Teachers. He has re-

ceived numerous awards including the Hilda Taba Award, the highest 

recognition granted by the California Council for the Social Studies, 

and the Adam Smith Award, the highest recognition granted by the 

(national) Council for Economic Education.  
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ing incurred the opportunity cost of contributing 

to the Social Studies Review.  

Priscilla Porter investigates reasons why 

the Inquiry Arc might fail and provides guide-

lines for ensuring that use of the Arc provides 

the desired outcomes. She presents twelve sug-

gestions for an effective compelling question 

and points to places to find exemplary questions 

in the History-Social Science Framework.  

Frank Pisi explains the purpose of the Con-

tent, Literacy, Inquiry, and Citizenship (CLIC) 

Project. Working  through a statewide and re-

gional infrastructure, CLIC is spreading the mes-

sage of the Framework that simply learning con-

tent cannot be the end goal of a student’s educa-

tional experience. Knowing how to apply that 

knowledge in a tangible way should be every-

one’s objective. 

Tina Gauthier suggests some techniques 

that can help the multiple subject teacher more 

effectively provide social studies instruction to 

elementary students. Recognizing that social 

studies is an ideal discipline to encourage in-

quiry as well as develop a thirst for knowledge, 

she explains how the C3 methodology can help 

the self-contained classroom teacher achieve 

those goals.  

Rebecca Valbuena provides examples of 

ways to use the four dimensions of the Inquiry 

Arc in the elementary classroom. Making a case 

for engaging students in the learning process, 

she describes ways in which compelling ques-

tions drive the inquiry as students read, research, 

ponder and look for answers through credible 

sources.  

My article (Jim Charkins) on the demise of 

the “dismal science” describes a high school 

economics course developed by the California 

Association of School Economics Teachers 

(CASET) and the California Council on Eco-

nomic Education (CCEE). The course helps 

teachers implement the California History-

Social Science Standards, the California History

-Social Science Framework, and the C3 Frame-

work. Instead of emphasizing the “dismal,” the 

course emphasizes the “hopeful,” empowering 

students to use economic reasoning to achieve 

their goals as successful participants in the 21st 

century global economy.  

Michelle Herczog, Tom Herman, and I 

provide an example of a social studies lesson 

that illustrates ways in which civics, economics, 

and geography can be integrated into historical 

analysis to provide a story not just well told but 

“better told.”  Using the example of events lead-

ing up to the American Revolution, students 

learn how geographic characteristics led to dif-

ferent economic activities in different colonies. 

These differences in economic activity led to 

different reactions to royal and parliamentary 

actions and the different civil rights that were 

gradually eroded.  

Al Rocca stresses the importance of teach-

ing students notetaking, citing both the C3 

Framework and the ELA/Literacy Common Core 

Standards. It is suggested that students work on 

organizing and implementing what they do be-

fore, during, and after they read or listen. Ac-

cordingly, the article promotes notetaking as the 

recommended technique for organizing that 

learning.   

Erik Palmer makes the case for teaching 

oral communications. He explains the two parts 

of “performing.” The first is preparing and the 

second is delivering. Six keys to effective per-

formance are explained.  

There are many opportunities for profes-

sional development. These programs assist 

teachers with implementation of the California 

History-Social Science Framework and elements 
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of the C3 Framework. The California Depart-

ment of Education, in partnership with the Cali-

fornia History-Social Science Project, is offer-

ing a series of Framework Rollout Conferences 

throughout the state. For a schedule of the con-

ferences, visit https://chssp.ucdavis.edu/

programs/framework. The Content, Literacy, 

Inquiry, Civic Life Project (CLIC) is conducting 

communities of practice, meant to give teachers 

an opportunity to practice many of the history 

and social studies skills described in the Frame-

work. For more information on the CLIC Project 

visit https://californiahss.org/. Each of the 11 

California Social Studies Regions provide Col-

lege, Career, and Civic Life workshops. For a 

list of the regional leads, go to https://

californiahss.org/CLICleads.html. 

 

https://chssp.ucdavis.edu/programs/framework
https://chssp.ucdavis.edu/programs/framework
https://californiahss.org/
https://californiahss.org/CLICleads.html
https://californiahss.org/CLICleads.html
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During the 2019- 2020 academic year, 

schools in California are in the midst of a Kin-

dergarten to Grade 8 adoption for History-Social 

Science textbooks. The programs adopted by the 

California State Board of Education for the ele-

mentary grades are shown in this chart: 

 

Using the Lens of Inquiry Teaching,  

how do the Series Compare?  

 

This is a task for teachers and school districts 

to answer as they carefully make their selection. 

I attended a presentation by a representative of 

Pearson that was focused on the Dimensions of 

Inquiry (Refer to my previous article). It was 

suggested we jump-start activities with a 

“compelling question” as we take our students 

on a “Quest” using project-based learning, aca-

demic rigor, active exploration, and more. This 

sounds good. However, in selecting new instruc-

tional materials, our task as educators is to deter-

mine whether the adopted instructional materials 

“walk the talk” given in their promotional mate-

rials. I leave this decision to you. 

Interest in the textbook adoption appears to 

be somewhat limited in many school districts 

throughout California. One reason is that the ma-

Dimensions of Inquiry and the History-

Social Science Textbook Adoption 
 

by Priscilla H. Porter, Ed.D. 

 

Priscilla H. Porter is Professor Emeritus from California State 

University, Dominguez Hills. She is a former elementary school 

teacher who has taught all grade levels from Kindergarten to Grade 

6 and is the senior author of Reflections, the Harcourt School Pub-

lishers K-6 Social Studies textbook program. Currently, Priscilla is 

the Director of the Porter History- Social Science Resource Room 

at the Palm Desert Campus of California State University San Ber-

nardino. She volunteers at the Coachella Valley History Museum 

and is the Director of their Jr. Historian Program. 

Publisher Program Title Grade 

Level 

(s) 

McGraw-Hill 

School Educa-

tion 

Impact: Califor-

nia Social Stud-

ies 

K–5 

Pearson, Scott 

Foresman and 

Prentice Hall 

California His-

tory-Social Sci-

ence myWorld 

Interactive 

K–5 

Studies Week-

ly 

California Stud-

ies Weekly – So-

cial Studies 

K–6 

Teachers’ 

Curriculum 

Institute 

Social Studies 

Alive! Califor-

nia Series 

K–5 
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terials in the reading textbooks already relate to 

the appropriate grade-level social studies (and 

science) content. Unfortunately, some feel that 

this is a sufficient method of teaching social 

studies. “As valuable as integration is within 

the elementary curriculum, it is not an end in 

itself. Teachers should ensure that the social 

studies experiences woven throughout the cur-

riculum follow logical experiences, allow for 

depth and focus, and help young learners move 

forward in their acquisition of knowledge and 

skills” (NCSS Position Statement, 2017). 

Some educators have expressed that text-

books have been supplanted altogether by the 

internet with its plethora of lessons, the wealth 

of projects, free courses, and You Tube videos. 

“Kids are wired differently these days,” says 

Sheryl R. Abshire, chief technology officer for 

the Calcasieu Parish school system in Lake 

Charles, Louisiana. “They’re digitally nimble. 

They multitask, transpose and extrapolate. And 

they think of knowledge as infinite. They don’t 

engage with textbooks that are finite, linear and 

rote” (Lewin, 2009). One Rand Corporation 

survey of teachers found that 95 percent of ele-

mentary-school teachers resort to Google for 

materials and lesson plans; 86 percent turn to 

Pinterest (Wexler, 2019).  With California in 

dire financial straits, others suggest that free 

instructional materials from the internet could 

save hundreds of millions of dollars a year. 

And, digital texts could save students from lug-

ging around “antiquated, heavy, expensive text-

books” (Lewin, 2009). 

In its position statement, Powerful, Pur-

poseful Pedagogy in Elementary Social Studies, 

the National Council for the Social Studies 

states, “The curriculum should not become, in 

the pursuit of integration, a grab bag of random 

social studies experiences that are related mar-

ginally to a theme or project” (NCSS, 2017). 

The history-social science state-adopted text-

book series have been thoughtfully created by 

professional curriculum developers to ensure a 

logical progression of content, resources, activ-

ities, and assessments. These textbooks deserve 

a careful review by the educators of California. 

 

References 
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Types of Compelling Questions* 

 

 
 

* Swan, K; Lee, J.; and Grant, S. (2018). Inquiry Design Model: Building Inquiries in Social Studies, p. 41. Co

-Published by the National Council for the Social Studies (NCSS) and C3 Teachers – College, Career, and 
Civic Life. National Council for the Social Studies, Silver Springs, MD. (Note: Most of the examples provided 

in this text are more for secondary students; however, the basic assumptions and strategies presented can be 

helpful for elementary school educators.)  
 

Type of Compel-

ling Question 

  
Definition 

  
Example 

BROAD BRUSH Appraise big issues often through a 

case study 

What is justice? 

CASE-STUDY Look deeply into ideas, actions, or 

conditions 

Did the printing press preserve the 

past od invent the future? 

PERSONALIZED Offer opportunities to connect with 

the real world 

Why do I have to be responsible? 

ANALYTIC Combine the component dimen-

sions of an idea, event, or phenom-

enon 

Did industrialization make life better 

for everyone? 

COMPARATIVE Analyze and compare components 

of multiple phenomena 

How could Americans be happier? 

EVALUATIVE Call for a judgment on an issue Was the American Revolution avoid-

able? 

PROBLEM-

BASED 

Propose potential solutions to a so-

cial problem 

Should Freedom be sacrificed in the 

name of national security? 

WORD PLAY Juxtapose different meanings of 

words and ideas 

Is free trade worth the price? 

IRONIC Consider meanings below the sur-

face of an idea 

Is greed good? 

MYSTERY Track the elements of an unan-

swered question 

What’s the real story behind the pur-

chase of Manhattan? 
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An Inquiry-Based Approach to  

Teaching and Learning: 
Helping History-Social Science CLIC for Teachers and Students 

by Frank Pisi, M.A. 

Frank Pisi is Director of History-Social Science at the Sacramento County Office 

of Education. He holds a Bachelor’s Degree in History from California State Uni-

versity, Sacramento and a Master’s degree in Teaching History from Occidental 

College, where he specialized in student–centered curriculum development. Frank 

began his teaching career at the middle school and high school levels in the Elk 

Grove Unified School District, serving as a history-social science teacher and cur-

riculum coordinator. Currently Frank directs SCOE’s history-social science ef-

forts, working towards a vision where civic engagement and responsibility is 

taught across the entire curriculum, forming the context for learning.  

If I memorize all parts of a carburetor, does 

that make me a mechanic? Does memorizing all 

the parts of a body system make me a doctor? If 

I can recite chapter and verse all the elements of 

a lesson plan or behavior management strategy, 

am I a teacher? Of course not. What makes 

someone a mechanic or doctor? Mastery of 

knowledge? No, mastery of the application of 

knowledge. Simply knowing information is not 

sufficient, knowing how to apply that infor-

mation, with ample practice, is what makes 

someone a mechanic or doctor. What makes a 

teacher is the ability to help students learn to 

apply that information.  

So, what does this have to do with civic en-

gagement? Everything! Research shows that 

many youth (and adults) cannot identify major 

historical figures or institutions. This, while 

saddening, is not the shocking part. With access 

to data literally at our fingertips, what gives me 

more pause is the fact that youth cannot explain 

the cause or effect of these institutions or his-

torical figures, or how they relate to students’ 

lives today. That is something that Siri or Alexa 

cannot answer for me. Mastery of content is not 

the end goal, but rather how we apply that 

knowledge must be. Content must be the vehi-

cle that we use to foster a greater understanding 

of how the past has helped determine the pre-

sent and informs the future. Having all the 

knowledge in the world is useless if one is not 

able to use that knowledge in a meaningful 

way. Research also shows that the more stu-

dents engage in simulations of the democratic 

process, the more likely they are to be civically 

engaged adults.  

In our work with districts and schools to 

more intentionally infuse civic awareness and 

engagement across the curriculum, we’ve 

worked to fundamentally shift the context for 

teaching and learning. By using examples and 

data that are readily relevant to youth, teachers 

address the, “Why do we have to learn this?” 

question that we’ve all faced. In history classes, 
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the concept is relatively easy. Rather than teach a 

lesson where students memorize and recall Mar-

tin Luther’s 95 Theses, students can learn them, 

investigate and discuss them. Students can debate 

the idea that Martin Luther’s posting of the 95 

Theses on Wittenberg Cathedral could be seen as 

the “first viral posting” of an idea in the modern 

age. English/literature classes are also able to tap 

into this relevancy through the works of literature 

they use. Using economics thinking to  post or 

not to post the 95 theses can be used as an exam-

ple of benefit/cost analysis, investigating whether 

the posting was an informed or an uninformed 

decision.  These historical examples can help stu-

dents recognize the importance of thinking 

through their own decisions.  

My daughter is currently in middle school. If 

I had a nickel for each time that I helped her fig-

ure out how many bushels of apples we needed to 

bake pies for a sale as part of her elementary 

school math homework, I would have enough 

money to buy an orchard. While she can techni-

cally complete the calculations, there is nothing 

inspiring in the work. Imagine if her homework 

assignment was to redesign the school parking lot 

to include more pedestrian space while maintain-

ing the same number of parking spots or recon-

figure the school grounds to offer more open 

space for grass. The same concepts of ratio and 

area and proportion would be taught and prac-

ticed, but the learning would be more meaningful 

with examples that are immediately relevant to 

her situation. In science classes students can take 

the technical knowledge of what causes air or 

water pollution and apply it to measure their 

school’s air and water quality.  

What flows from this is a conversation about 

how to improve or maintain this quality, which 

evolves into a discussion of policy and equity. 

This shift does not require teachers to scrap their 

current curriculum and start something totally 

new, but rather rethink the actual examples they 

use in class. In this way, the concepts are still 

being taught, but the more relevant content is the 

vehicle to provide a practical frame for the expe-

rience. The thread that is drawn between all of 

these examples is intentionality. If we are able to 

intentionally draw from students’ lives and help 

them make the connection between what they 

learn and how they live, we are well on our way 

to a more enlightened student body.  

This is the beauty of California’s History-

Social Science (HSS) Framework. Through the 

four themes of Content, Literacy, Inquiry, and 

Citizenship, the Framework proposes a funda-

mental shift in how we approach teaching and 

learning HSS. These four themes represent a col-

laborative and comprehensive study of the past 

by connecting it to the present, in an attempt to 

inform the future. 



10 

Social Studies Review 2019-20 

Taking the four themes of the Framework, we 

created the Content, Literacy, Inquiry, And Citi-

zenship (CLIC) project. Working through a 

statewide and regional infrastructure, we are 

spreading the message of the Framework that 

simply learning content cannot be the end goal of 

a student’s educational experience. Learning the 

content and knowing how to apply that 

knowledge in a real, tangible way should be eve-

ryone’s objective. The CLIC project focuses on 

an authentic and comprehensive inquiry process 

as a means to realize that objective. When stu-

dents take a multi-perspective view of historical 

concepts or events, or individuals, they have to 

move beyond memorizing facts and figures. And 

moving beyond facts and figures edges students 

that much closer to civic action. Paramount to the 

inquiry process is the compelling question, some-

thing that is related to the topic at hand, but is 

also tied to something much bigger. We remind 

teachers that every good compelling question has 

the same answer: It depends. The supporting 

questions help answer the question: Upon what 

does it depend? By focusing students’ investiga-

tion of a given topic through several disciplinary 

lenses, teachers will help students wrestle with 

the complexity of the topic, ultimately gaining a 

deeper and longer lasting knowledge of it. As im-

portant, students will develop a general under-

standing that most issues are not simple but com-

plex, and a participating citizen must investigate 

that complexity in order to make an informed de-

cision.  

The early returns on the CLIC project are ex-

tremely promising. Starting in October of last 

year, we held our first statewide Community of 

Practice (CP). Teams from all over the state came 

to Sacramento to learn about the inquiry process, 

and about our vision of what it takes to fully im-

plement the new Framework. Ninety individuals 

attended our first convening and they then repli-

cated our work back in their local regions. Be-

tween October 2018 and June 2019, regional CPs 

brought together teachers, administrators, and 

paraprofessionals to learn about an inquiry-based 

approach to HSS and to begin the process of de-

veloping an inquiry lesson for themselves. Over 

3000 educators participated in these convened 

meetings. What is most promising is that partici-

pants represented over 200 school districts and 

LEAs (Local Educational Agency).  

Through the CLIC Project we’ve created an 

online portal for resources to support teachers 

and administrators in implementing the HSS 

Framework. www.californiahss.org is growing  

and the goal is for it to  become the “go to” place 

for resources to support an inquiry-based ap-

proach to teaching and learning.  

http://www.californiahss.org
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Featured on the website are pages related to 

several specialized topics that were legislatively 

mandated to be included in California’s Frame-

work. One such topic area is the Bracero Pro-

gram. We collaborated with the Bracero Archive 

at George Mason University to develop an intro-

ductory video for teachers on the Bracero Pro-

gram. This brief video presents teachers with an 

historical overview of the program and offers 

many ways to engage students in a deeper inves-

tigation of the Bracero Program. Through 

thoughtful, compelling questions, students will 

look at the Bracero Program through a number of 

disciplinary lenses to gain a more comprehensive 

understanding and appreciation for it. This video 

will be accompanied by several inquiry modules 

about the Bracero Program that teachers can 

readily use. 

We are developing similar videos and inquiry 

modules with other partners around the topics of 

civics education, LGBT history, Filipino-

American contributions to the farm labor move-

ment, and the Armenian genocide. These re-

sources will be posted on topic-specific pages on 

the CLIC website.  

By adopting an inquiry-based approach 

across the curriculum, not just in history and so-

cial science classrooms, students can be totally 

immersed in a concept or theme every period of 

the day, providing a more coherent context. This 

approach happens all the time in a self-contained 

elementary school classroom. If a teacher has the 

same students all day and is responsible for 

teaching all subjects, concepts can be taught the-

matically across the disciplines. To truly create 

an environment such as this, we must apply an 

“elementary” pedagogy to a departmentalized 

secondary system. Not an easy task, for sure.  

In a sense, we adults have to learn to catch up 

to our students.  They are clamoring in large 

numbers to be heard and valued. It shouldn't take 

the next school tragedy for those in power to re-

alize that the future is upon us. Students who 

spoke up after the Parkland, Florida tragedy, or 

who took part in the National Walk Out are not 

all students with straight A’s or an impeccable 

knowledge of civics. What they all do have in 

common, however, is a passion for their commu-

nities and a desire to become part of the solution. 

This is what a cross-curricular, inquiry-based 

approach to civic learning that focuses on practi-

cal application of knowledge can produce: A 

generation of individuals who know the system, 

can identify what’s wrong with the system, and 

(most important) offer creative and thoughtful 

solutions to fix it. 
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Gaining Effectiveness in the  

Self-Contained Classroom 

by Tina Gauthier 

Ms. Gauthier began her career as a teacher in juvenile detention facilities and 

community-day schools. With the belief that she could reduce the number of 

students in the penile system, she began teaching in a traditional public school 

setting. As an elementary school teacher, she has taught for over twenty years. 

In addition, she has continued to work with incarcerated juveniles and adults as 

well as operate a mentoring program.   

Social studies instruction in the elemen-

tary classroom is under siege. The purpose of 

this article is to suggest some techniques that 

can help the multiple subject teacher more ef-

fectively provide social studies instruction to 

elementary students. As a rule, at the elemen-

tary level, classes are traditionally self-

contained. Self-contained classrooms require 

all subject matter to be taught in only one set-

ting. Within a self-contained class, the profes-

sional educator is required to teach the multi-

ple subjects of reading, writing, grammar, 

mathematics, social science, and science. 

Some districts require teachers to provide 

physical education and visual and performing 

arts instruction as well. There is also a shift 

towards teaching Social-Emotional Learning 

(SEL). Through SEL, educators prepare & 

train students to implement the tools necessary 

to successfully navigate social interactions and 

to manage every day emotional responses. 

Topics such as social awareness, setting goals, 

and taking responsibility for oneself are in-

cluded in SEL instruction (Aperture Education, 

2015). Many districts have also incorporated 

some type of college and career program.  

 

Obstacles to Effective Social  

Studies Instruction 

 

Regardless of a teacher’s desire to per-

form at her or his professional best in educat-

ing young minds, a multiple subject credential 

does not assure that the holder is an expert in 

all the aforementioned areas. Being an elemen-

tary school teacher can be a rewarding career: 

helping to foster the intellect and social aware-

ness of other individuals is important to the 

future of our society. Yet, one must find a rea-

sonable way to merge these various require-

ments within the time available in a school 

day. Unfortunately, mastering the use of lim-

ited time is not part of the training for a multi-

ple subject credential. Teachers must figure a 

way to balance these areas as they maneuver 

through a six-hour workday. Proper time man-

agement is a necessity when juggling the ri-

gors of educating students, conducting parent/

teacher conferences, creating differentiated 

lesson plans, and attending conferences and 
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workshops. The prospect of mastering time 

management or becoming the guru of multi-

tasking is an ambitious, but necessary, goal. 

Teachers often find it difficult to implement 

arts, science, and social studies instruction. The 

latest data collected by the National Survey 

of Science and Math Education (a project fund-

ed by the National Science Foundation) indicate 

that teachers dedicate just 16 minutes a day in 

the typical K-3 classroom to social studies and 

just 19 minutes to science. It is hardly any bet-

ter in grades 4-6, where the subjects together 

get an average of 45 minutes a day.  

 

Methods to Improve Elementary Social 

Studies Instruction 

 

The social studies curriculum is losing its 

place in the elementary instructional hierarchy. 

The primary purpose of social studies is to help 

young people develop the ability to make in-

formed and reasoned decisions for the public 

good as citizens of a culturally diverse, demo-

cratic society in an interdependent world 

(Schneider & Others, 1994). This goal aligns 

directly with the new requirement for SEL 

whose primary purpose is teaching critical so-

cial competencies necessary for academic and 

life success such as resiliency, self-management, 

and responsible decision-making skills. This 

also aligns to creating a positive and successful 

future for individual students, which in turn im-

proves the chances of creating positive commu-

nities. 

Hence, the classroom teacher with even the 

greatest amount of knowledge in varying areas 

can still benefit from support in maintaining a 

productive learning environment. Although edu-

cators may be the only adult resource in the 

classroom, they are not the sole available source 

of support. Students in the classroom can be a 

great asset to promoting greater productivity. 

Moreover, teachers must come to the realization 

they are not super-heroes. The primary focus 

should be on what is done well and that success 

must be acknowledged. Next, observe any areas 

in need of improvement and seek assistance. 

Students can be great allies in pursuit of their 

own education. Delegate tasks to students: I find 

it most successful to use their natural traits. For 

example, I have had students who enjoyed the “I 

Survived!” series (fictional accounts of natural 

disasters & historical events told from the view 

of a child) by Lauren Tarshis. The students re-

searched the facts from the events read and 

shared their knowledge with the class. This as-

sisted in piquing the interest of other students 

who also are interested in debating the facts.   

Admittedly, many teachers already delegate 

classroom tasks such as sharpening pencils, as 

well as collecting and distributing material. Stu-

dents enjoy the added responsibility. However, 

students can take on significant roles in the 

classroom if teachers can become comfortable 

with their role as facilitator. Allow students to 

have more input in the education process. Per-

mitting students to facilitate their own education 

also improves their behavior. This will counter 

time spent on refocusing negative behavior, 

which is the quickest and easiest way to harness 

more time to teach subject matter curricula. 

Training students as support staff is just one 

technique to improve classroom effectiveness.  

Teachers may form grade level teams and 

departmentalize in order to take advantage of 

various teachers’ strengths. Individuals can 

work with the grade level team to develop strat-

egies to help each other. Departmentalizing in 

elementary education involves a teacher of a self

-contained classroom collaborating with one or 

more other teachers in order to instruct fewer 

content areas. This allows more time to invest in 

mastering knowledge of selected academic are-

as. Students have a different teacher for various 
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subject areas during different blocks of time 

(Strohl, Schmertzing, Schmertzing, & Hsiaso, 

2014). It also helps prepare students for second-

ary education. The advantage of this structure is 

that it allows students to learn content from 

someone with a stronger background in a partic-

ular subject area (Catledge-Howard, 2003). This 

option could also lessen one’s preparation time 

requirements since there are fewer subjects to 

master.  

The success of departmentalizing depends 

on many factors: each teachers’ level of exper-

tise in the area they are teaching, management of 

the time necessary to move between classes, and 

consistent behavioral expectation in each class. 

Researchers have indicated that a single and 

generalized (e.g., broad) set of approximately 

three to five rules is a sufficient and effective 

method for managing the classroom (Malone & 

Tietjens, 1998). 

To begin, plan each subject area based on 

the content standards for your grade level. Alt-

hough time is required to reteach concepts, it is 

imperative to cover the areas assigned to your 

grade level. Not doing so will create academic 

gaps for students during the educational process. 

Knowing the required standards well will also 

help keep you on track. If your district has not 

established a pacing schedule for each subject, it 

is important to do so for yourself.   

Assess students’ academic skills early in the 

school year and pre-assess academic knowledge 

throughout the year when time permits. This will 

assist in developing the time you will plan teach-

ing each area. Combine (i.e. integrate) subject 

matter as much as possible. The area of language 

arts is always a good area for combining other 

subjects. With the standards in mind, use the so-

cial studies and science materials assessed to 

your grade level. 

Enhance the experience for students by in-

viting community members with expertise in 

specific subject matter. This will help by bring-

ing forth a different perspective on selected top-

ics to your students. Even a general practitioner 

will send you to a specialist, so why assume you 

can do it all. Build your classroom library 

around informational text related to social stud-

ies areas for your grade level. Historical fiction 

books are a fun way to inspire the reluctant read-

er. In addition, consider buying some reading 

materials below and above grade level.   

Incorporate the news into your class. Web-

sites such as, History.com have a daily selection 

of history videos and articles related to historical 

events for the current date. Dogonews.com al-

lows students to listen and read about current 

events, science, social studies, world events, and 

the environment. Time for Kids and Scholastic 

News has online and classroom magazines that 

can be purchased as a class set. Encourage your 

administrator to purchase Studies Weekly. Look 

over Great Websites for Kids where The Associ-

ation for Library Service to Children has com-

piled websites related to social studies standards. 

To save time, one can assign activities for home-

work and create a news station in the classroom. 

Each day or week, allow students to briefly re-

port what they have learned to the class. Incor-

porating student newscasters will save you time, 

but increase the knowledge of the students in the 

classroom.  

Incorporate the College, Career & Civic 

https://www.history.com/
https://www.dogonews.com/
https://www.timeforkids.com/
https://scholasticnews.scholastic.com/
https://scholasticnews.scholastic.com/
https://www.studiesweekly.com/
http://gws.ala.org/
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Life C3 Framework for Social Studies State 

Standard’s  Inquiry Arc. The C3 Framework is 

a guide for enhancing the rigor of K-12 civics, 

economics, geography, and history. Educators 

published the C3 Framework with the intent of 

sustaining our society through an awareness of a 

changing cultural and physical environment. In 

social studies, the four dimensions of informed 

inquiry are:  

 Developing questions and planning inquiries 

 Applying disciplinary concepts and tools 

 Evaluating sources and using evidence 

 Communicating conclusions and taking in-

formed action.  

 

These components provide advisement to 

educators on the concepts, skills, and discipli-

nary tools necessary to prepare students for col-

lege, career, and civic life. Social studies is an 

ideal discipline to encourage inquiry, as well as 

develop a thirst for knowledge. Once an individ-

ual is able to recognize, develop, and articulate 

powerful questions, they can begin to compose 

compelling solutions. Social studies education 

offers the opportunity to investigate with the 

assistance of the C3 Framework. 

In summary, educators can increase their 

effectiveness in the self-contained classroom 

without having to resort to extreme measures. 

Furthermore, the important subject of social 

studies does not have to take a back seat to other 

subjects. Even though class requirements such 

as STEM and SEL are increasing, there are sev-

eral strategies available for teachers to improve 

their time management. Utilize your own stu-

dents as a resource, whether it’s allowing them 

to complete basic classroom tasks or lead dis-

cussions/debates on content they’ve been as-

signed to read, with you taking on the role of 

facilitator. Consider departmentalizing in order 

to take advantage of each teacher’s strengths in 

certain subject matters, utilize the resources of 

professionals in your community by inviting 

them to expand on lessons taught from a real 

world perspective. Develop your classroom li-

brary in the area of social studies to compliment 

lesson plans. Utilize the Internet’s vast array of 

available news to provide students with current 

events and opportunities for discussion. Finally, 

familiarize yourself with the C3 Framework. 

Either together or individually, the aforemen-

tioned strategies can help educators gain addi-

tional time to pursue their ultimate goal: suc-

cessfully educate our youth. 
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Involving Students—It’s Essential  

by Rebecca Valbuena, M.Ed. 

Rebecca Valbuena, M.Ed., has been in elementary education for the past 30 

years and currently works in the Glendora USD.  Valbuena also teaches H-

SS Methods at Cal Poly, Pomona.  She is currently a member of the H-SS 

Framework Implementation (CLIC) Team. Valbuena has served as a model 

teacher in academic publications and in videos for the California Depart-

ment of Education. She’s a past recipient of the CCSS Outstanding Elemen-

tary Teacher Award and a LA County Teacher of the Year. 

When our students are excited, truly inter-

ested, and personally motivated, the best kind of 

learning transpires!  True education is about mo-

tivation and relevance. When education is pur-

poseful, engaging, and fun, students learn. As 

successful teachers, we know that igniting curi-

osity in young people is one way to educational 

success. In quality social studies lessons, stu-

dents are active participants in their own educa-

tion. Most important, in quality social studies 

lessons the instruction begins with a question, a 

compelling question.  Compelling questions 

drive the inquiry as students read, research, pon-

der and look for answers through credible 

sources.  When instruction begins with a ques-

tion, motivation is inherent as each day brings 

new answers, heightened awareness, collabora-

tion, construction of knowledge, and more ques-

tions to investigate. Having a voice in the class-

room, learning why people do the things they 

do, using questions to investigate the world 

around them, and applying what they learn to 

current issues, prepare students for a future of 

informed and active citizenry. This integrated 

approach and focus on civic participation make 

inquiry-based social studies instruction an indis-

pensable part of 21st century classrooms.  

The goals of inquiry-based instruction are 

to: a) provide rigor and relevance, b) build criti-

cal thinking, problem solving, and participatory 

skills to enable students to become engaged citi-

zens; and, c) integrate  instruction with high 

quality reading, writing, listening, speaking, col-

laboration and decision-making. Virtually all 

authoritative voices and documents in every 

teaching field are calling for schools to be more 

student-centered, active, experiential, authentic, 

democratic, collaborative, rigorous, and chal-

lenging. As noted in The Inquiry Design Mod-

el  (Grant, Lee, Swan, 2015), the best curriculum 

emphasizes the acquisition and application of 

knowledge through an inquiry-based approach 

for learning.  

 

Begin with Questions and Plan Inquiries 

 

Traditionally, we give our students infor-

mation and then ask questions to see if they have 

http://www.c3teachers.org/inquiry-design-model/
http://www.c3teachers.org/inquiry-design-model/
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understood what we have taught them. Inquiry-

based instruction begins with a question. Ideal-

ly, it’s a question that students truly want to in-

vestigate; one that reflects the ideas and experi-

ences they bring to class. It is open-ended, rele-

vant to students, and naturally increases the aca-

demic rigor. A compelling question frames the 

inquiry under study and helps learners collect, 

organize, and pursue their ideas through the 

task of answering the question. The College, 

Career  & Civic Life C3 Framework for State 

Social Studies Standards provides the question 

“Was the Revolutionary War revolutionary?” as 

a sample compelling question. Other examples 

that teachers successfully use are:  “Is moving 

to a new location worth the risk?” or “Does 

where I live affect how I live?” or “What makes 

someone a hero? All of these require a lot of 

deep learning in order for students to investigate 

them properly. The result is not finite and the 

conclusion evolves daily as students research, 

collaborate, and learn. This type of learning is 

precisely what increases rigor, relevance, and 

learner motivation. Framing units of study 

around a compelling question powerfully influ-

ences students’ interaction with the lesson ac-

tivities. 

Compelling questions focus on enduring 

issues and concerns. They deal with curiosities 

about how things work; interpretations and ap-

plications of disciplinary concepts; and unre-

solved issues that require students to construct 

arguments in response. With compelling ques-

tions driving units of study, students are able to 

dive deeper into curriculum. Infused literacy 

skills occur as children practice the skills need-

ed for historical inquiry, conducting research, 

and writing informative, narrative and opinion 

essays while continuously making connections 

to their own lives.   

 

Apply Disciplinary Tools and Concepts 

 

Integrating the major social studies disci-

plines of history, civics, economics, and geogra-

phy allows students to study a topic through 

multiple lenses. This important integration leads 

to deep and enduring understanding. For exam-

ple, a unit of study surrounding the compelling 

question “Does voting matter?” may utilize in-

tegrated social studies disciplines to provide 

more meaningful learning. From a historical 

lens, students study a voting rights timeline and 

analyze the cause and effect relationship be-

tween major events in history and voting related 

events. With information from primary sources, 

they write a cause and effect essay citing histor-

ical documents to demonstrate the causes of 

voting-related Constitutional amendments. 

While reading the primary sources, students 

analyze and evaluate the information to decide 

if they are credible. From this civics perspec-

tive, students determine the reliability and cred-

ibility of the source. To understand the connec-

tion of economics to early voting rights, stu-

dents analyze a photo of re-enactors at colonial 

Williamsburg and discuss questions such as the 

following examples. 

 What was the cultural significance of “white 

men with property” being the only people 

who voted in early America? 

 Who controlled the resources? 

https://www.socialstudies.org/c3
https://www.socialstudies.org/c3
https://www.socialstudies.org/c3
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 Why did officials tie voting rights to 

wealth? 

 Why did this change over time?   

 

Finally, to include geography, students 

study and analyze maps depicting voting statis-

tics and voter turnout rate in different parts of 

the country or in the local area.  Discussion 

questions such as: Who is voting in the greatest 

numbers/least numbers today according to ge-

ography? What might be reasons for differing 

voter turnout rates? What are possible solutions 

to improving voting statistics? Integration of 

this type allows students to study a topic in 

depth and from an interdisciplinary approach.  

 

Evaluate Sources and Use Evidence 

 

    As students pay close attention to the 

processes for gathering, analyzing, and evaluat-

ing a wide range of sources, they hone their crit-

ical thinking skills. Through the instruction of 

specific techniques, such as close reading, 

teachers guide students to read and analyze 

complex informational text, discuss various 

points of view and perspectives and see evi-

dence to make a claim or justify a conclusion. 

For example, when fifth-graders read a primary 

source such as Christopher Columbus’ journal; 

they consider the historical context of the docu-

ment, the author’s bias, the recipient’s perspec-

tive, and the document’s purpose while simulta-

neously analyzing the content of the document 

itself. Utilizing the skill-sets that adult histori-

ans use, students are excited and motivated to 

make claims based on evidence and continue 

investigating on their own. 

 

Communicate Conclusions 

Take Informed Action 

Provide that Real World Purpose 

 

This aspect of a social science class is prob-

ably the most exciting. It’s the “So we learned 

all this cool stuff…so what? What do we do 

with this knowledge?” Creating or writing for a 

true, real-world reason for an authentic, real life 

audience gives learning a level of relevance; a 

relevance that can be replicated in no other way. 

When fifth graders make pamphlets and run a 

voter registration campaign, the learning trans-

cends into an “event.” The excitement, motiva-

tion, level of learning, quality of product, reten-

tion of information, and desire to do more are 

direct results of the classroom process. Writing 

a classroom constitution, sending letters to the 

mayor, planting orange trees by the front office, 

making books for preschoolers, and filming a 

public service announcement all highlight stu-

dent learning and instill the habits we need for 

an engaged citizenry. These experiences lead to 

responsible societal behaviors, as we encourage 

students to make intelligent, informed decisions 

about the extent to which they may participate 

in the political system. Effective social studies/

civic education can be taught in every grade and 

modeled daily by teachers; teachers who under-

stand the importance of membership in the soci-

ety-at-large. We must impart to students the 

knowledge and methods needed to participate, 

the desire to make a difference in our democrat-

ic society, and the belief that it is worthwhile to 

do so.   

Inquiry-based instruction is grounded in 

active, student-centered, best practices that pro-

mote and hone critical thinking skills. It relies 

on students’ abilities to ask questions, think crit-

ically, look at topics through interdisciplinary 

lenses, solve problems collaboratively and dem-

ocratically, and experience real-world learning. 

With an inquiry driven approach, students are 

engaged and motivated high achievement and 

informed action follows. 
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Down with the Dismal Science:  

Using the High School Economics Class to Empower Students 

 

by Jim Charkins, PhD. 

Jim Charkins is Economics Professor Emeritus at California State Uni-

versity San Bernardino, Chief Academic Officer of the California 

Council on Economic Education, and Founding Board Member of the 

California Association of School Economics Teachers. He has re-

ceived numerous awards including the Hilda Taba Award, the highest 

recognition granted by the California Council for the Social Studies, 

and the Adam Smith Award, the highest recognition granted by the 

(national) Council for Economic Education.  

He taught economics and he began his first 

day of class with the following statement, 

“Morning students” (notice he didn’t say good 

morning) and he continued, “this class is eco-

nomics, the dismal science. You have to take it 

and I have to teach it. As long as you success-

fully repeat what I say and parrot it back to me 

on your exams, we will all get through this alt-

hough it will surely be painful. Take out your 

textbook and read Chapter One and then answer 

the questions at the end of the chapter while I do 

more important things.”   

Unfortunately, this is actually how some 

economics courses begin. The phrase, “dismal 

science” was coined by Thomas Carlyle, a Scot-

tish writer, historian, and philosopher. An abso-

lute racist, Carlyle was looking for a justifica-

tion for slavery arguing that the laws of supply 

and demand should not apply for plantation la-

bor in the West Indies. He looked into economic 

theory and could find no justification. Due to his 

disappointment with economics, he labelled it 

the dismal science, with no reference to Malthus 

and his dismal view of population growth out-

stripping resource growth. Or so the most recent 

story goes.1 

Regardless of its origin, the sobriquet, the 

dismal science, has stuck. For many reasons, 

students and teachers alike dread the thought of 

teaching and studying economics. It is with a 

sense of doom and gloom that many students 

enter the economics classroom. Here are some 

of the reasons that economics as currently pre-

sented is worthy of the term “the dismal sci-

ence.” 

 

 The goal of the course is unclear for both 

teachers and students. For many, the answer 

to the question, “Why do we have to take 

this course?” is, “You have to take this 

course because you have to take this course; 

it is a requirement.”  

 Economics is unnecessarily abstract. Using 

examples relating to an unrealistic firm in a 

1 https://www.theatlantic.com/business/archive/2013/12/why-economics-is-really-called-the-dismal-science/282454/  

https://www.theatlantic.com/business/archive/2013/12/why-economics-is-really-called-the-dismal-science/282454/
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perfectly competitive market with perfect 

knowledge on the part of both buyers and 

sellers is about as far away from reality for 

most high school students as you can get. 

 Most economics courses lose the forest for 

the trees. In attempting to teach almost eve-

rything that is taught in a two-semester col-

lege course in a one-semester high school 

course, in senior year, spring semester, is 

usually unsuccessful.  

 Graphical analysis is often perceived as the 

message instead of one form of confirming 

what economic reasoning tells us. In con-

ventional economic thinking, rent controls 

below the equilibrium price provide incen-

tives for apartment owners to reduce the 

quality and quantity of their offerings and 

incentives for apartment seekers to increase 

their efforts to find apartments. If students 

can draw the graphs without understanding 

the incentives behind them, they don’t un-

derstand economics. 

 For some students, where economics is a 

requirement for graduation, the course is a 

serious threat. If they don’t pass the course, 

they don’t graduate, but the course with its 

unintelligible vocabulary and abstract and 

irrelevant graphs and equations is a hurdle 

that many can’t jump.  

 

The good news is that the California Asso-

ciation of School Economics Teachers 

(CASET) and the California Council on Eco-

nomic Education (CCEE) have developed a 

course that helps teachers implement the Cali-

fornia History/Social Science Standards, the 

California History/Social Science Framework, 

and the National Council for the Social Studies 

C3 Framework. Instead of emphasizing, the 

“dismal” the course emphasizes the “hopeful,” 

empowering students to use economic reasoning 

to achieve their goals.2  

The course is based on one fundamental 

precept: Economics is the means, not the end. 

The purpose of the course is to help students 

learn to use economics concepts, principles, and 

analytical tools to achieve their goals. Once stu-

dents have considered their goals, they can 

begin to evaluate their most important resource, 

their unique bundle of skills, knowledge, experi-

ence, and personal qualities (human capital).  

Understanding the power of their human capital, 

they can begin strategizing ways to use and im-

prove it. The first few classes can help students 

recognize that the course is about them. If eco-

nomics is a method of deciding how to use re-

sources as effectively and efficiently as possible 

to achieve goals, students are immediately 

brought into the course by considering their 

goals and their human capital. This course is not 

meant to be a barrier to graduation; it is meant 

to help students achieve success in life as work-

ers/entrepreneurs, consumers, savers, spouses, 

parents, citizens, and any other roles they 

choose.   

Following the C3 Framework, the course is 

divided into four units: economic reasoning, 

markets, the national economy, and the global 

economy. Each unit presents opportunities for 

the use of benefit cost analysis and the Inquiry 

Arc.  It revolves around nine basic economics 

principles and five teaching considerations. 

2Leading contributors to the development of the course include Giff Asimos – CASET board member and teacher at He-

lix Charter School – San Diego, Jim Charkins - CASET co-founder and CCEE Chief Academic Officer, Greg Fisher – 

CASET board member, principal and teacher – HARTS Academy – Los Angeles, Brian Held - CASET President and 

teacher - Loyola High School - Los Angeles, Maury Zapata – CASET board member and teacher – Lincoln High School 

– Los Angeles 
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The Economics 

 

1. People choose; there is no such choice as a 

free choice. 

2. People usually decide at the margin (give a 

little, get a little). 

3. Skills, knowledge, experience and personal 

qualities (human capital) influence the ability 

to achieve goals. 

4. Voluntary and informed exchange benefits 

the traders. 

5. People respond to incentives; there are often 

unintended consequences.  

6. Markets work well with competition, the rule 

of law, information, incentives, and property 

rights. 

7. Public policies create winners and losers. Do 

the gains outweigh the losses?  

8. Fiscal and monetary policies influence peo-

ple’s decisions. 

9. Globalization has positive and negative ef-

fects on different groups .  

 

The Pedagogy 

 

1. If the economics concept/analysis helps 

students succeed, we should teach it; if it 

doesn’t, we should not.  

Learning that the marginal cost curve inter-

sects the average variable cost curve at the mini-

mal point of the average variable cost curve may 

not change students’ lives. If the goal of the 

course is to help students achieve their goals, 

teaching some of these relatively obscure truths 

is difficult to justify. While students may leave 

the course unaware of the difference between 

Keynesians and Monetarists, they will learn that 

every choice has a cost and it is a good idea to 

try to identify that cost before making a deci-

sion.   They will learn that their human capital is 

their key to success. To this end, they can pursue 

education and training that will strengthen their 

human capital.  

 

2.  Relate everything we teach to the student.  

Instead of teaching marginal thinking in the 

context of the perfectly competitive firm men-

tioned above, why not begin with a discussion of 

the snooze alarm. If the teacher concludes the 

economic reasoning unit with a budget exercise, 

ask students how the decisions made in reducing 

expenditures on some items (clothing, entertain-

ment, housing) exemplify marginal decisions. 

When investigating labor markets, ask students 

to consider the type of work they might want to 

pursue and use the Bureau of Labor Statistics 

Occupational Outlook Handbook to investigate 

that particular labor market. In learning about the 

national economy, students can use the St. Louis 

Fed’s Federal Reserve Economics Data (FRED)3 

to describe the current economy and its direction 

over the next few months  and the implications 

of that economy for them. What are the implica-

tions of monetary and fiscal policy—for them? 

In terms of the global economy, changes in the 

price of currencies affect students directly by 

influencing  the prices of items they buy. Let’s 

demonstrate that rather than using the examples 

of international traders and their arbitrage strate-

gies.   

 

3.   In evaluating economic policies, it is im-

perative to identify the advantages and disad-

vantages for different groups.  

Is a strong dollar good for America? Is open 

trade good for America? Do rent controls result 

in low cost housing for the homeless? Is a tax cut 

good for taxpayers? Is supporting farmers essen-

tial to a stable food supply for America? These 

3https://fred.stlouisfed.org/ 

3https:/fred.stlouisfed.org/
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questions have one thing in common—they ig-

nore the fact that some Americans gain from 

each of these policies and some lose. Most 

economists agree that the net effect of open 

trade is positive but we would be remiss if we 

didn’t let students know that reduction of trade 

barriers affects different groups differently re-

sulting in both positive and  negative effects. 

While that does not suggest that we should close 

our borders to trade, it does suggest that we 

should investigate the negative effects and ana-

lyze different ways to compensate the los-

ers. One of the major lessons of a good econom-

ics course is that most issues are complicated 

and simple answers are usually incorrect or in-

complete answers.  

 

4.   The teacher’s political leanings should 

not influence student learning.  

This is a hard one. Most of us have definite 

political biases and it is difficult to hide those 

biases. Using the Inquiry Arc, allowing students 

to research different views on policies helps us 

to take a back seat. As a result, it is easier to 

play the role of an impartial observer. If blatant-

ly incorrect statements or analyses are presented 

however, the teacher must step in to cor-

rect  those mistakes.  

 

Engaging in Civil Discourse 

 

What has been discussed so far will certain-

ly help prepare students for college and career, 

but what about civic life? The Inquiry Arc al-

lows students to inform themselves about policy 

issues and to  discuss their ideas in a civil man-

ner. The following questions can prove helpful 

in analyzing public policy. What is the policy? 

What are the stated goals of the policy? Is it 

likely that the policy will achieve the stated 

goals? Who has proposed the policy? What are 

the political incentives of the proposers? Who is 

or will be directly affected by the policy? Who 

gains, who loses? How do you measure gains 

and losses? What are the secondary effects 

(unintended consequences) of the policy? Who 

gains, who loses? How do you measure the 

gains and losses? Overall, do the gains outweigh 

the losses? Is there a way that the winners can 

compensate the losers? Is this the most effective 

and efficient use of our resources? If not, is 

there a better way to achieve the goal?  

Given the research that students have done 

from different perspectives, and given their 

mastery of economics analytical tools such as 

supply and demand, students are prepared to 

engage in civil discourse using the questions 

above as a guide. Finally, students can frame the 

question in terms of benefit/cost analysis and 

vote on the issue. Those who feel strongly about 

the issue can then decide what type of civic ac-

tion they would like to pursue.   

 

Conclusion 

 

The high school economics course has been 

the bane of students’ existence for years. It’s 

time to change that. CASET and CCEE have 

developed a course that helps teachers imple-

ment the 12th grade economics standards, the 

History-Social-Science Framework and incorpo-

rates the Inquiry Arc of the C3 Framework, 

helping to prepare students for college, career, 

and civic life.  
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Breaking Down the Silos:  

The American Revolution—A Story Well Told 

 

by  

Jim Charkins, PhD., Michelle Herczog, Ed.D., Thomas Herman, Ph.D. 

“Gentlemen may cry, peace, peace; but there is no peace. The war is actually begun! The next gale 

that sweeps from the north will bring to our ears the clash of resounding arms! Our brethren are 

already in the field! Why stand we here idle? What is it that gentlemen wish? What would they 

have? Is life so dear or peace so sweet as to be purchased at the price of chains and slavery? Forbid 

it, Almighty God—I know not what course others may take; but as for me, give me liberty or give me 

death!”  —Attributed to Patrick Henry 

How did it come to this? Before the French 

and Indian War, most colonials considered 

themselves English citizens, loyal to the new, 

respected and admired young king, George III, 

his government, and Parliament…if they 

thought about them at all. The economic rela-

tionship of the colonies and Britain was one of 

mutual gain. On the other side of the Atlantic, 
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the political relationship was, for the most part, a 

policy of “salutary neglect,” leaving the govern-

ance of each colony to their own legislatures. By 

1775, however, things had changed. King 

George and Parliament had declared the Ameri-

can colonies to be in a state of “open and 

avowed rebellion” and, on July 2, 1776, the col-

onies declared themselves independent of Brit-

ain. What happened?  

 

Breaking Down the Silos 

 

The major purpose of studying any episode 

in the human experience is to understand the 

causes and consequences of events. To help stu-

dents understand how and why things happened, 

educators need to present trends and events us-

ing the analytical skills of civics, economics, 

and geography. Sweeping narratives of the hu-

man experience help us make connections across 

historical time and global space. We can high-

light those connections most helpfully by devel-

oping meaningful and generalizable explana-

tions that address the “why” of what happened. 

Too often, however, our narratives rely heavily 

on the roles of individuals and groups to explain 

the course of history and make little use of the 

types of systemic and analytical thinking that are 

integral to the social sciences. This article pro-

vides an example of the use of civics, econom-

ics, and geography to deepen students’ under-

standing of the multiple causes and consequenc-

es of the American Revolution...to present a sto-

ry well told.   

 

What is Civics? 

 

The C3 Framework for Social Studies State 

Standards characterizes Civics as stated below: 

IN A CONSTITUTIONAL DEMOCRACY, 

productive civic engagement requires 

knowledge of the history, principles, and foun-

dations of our American democracy, and the 

ability to participate in civic and democratic 

processes. People demonstrate civic engage-

ment when they address public problems indi-

vidually and collaboratively and when they 

maintain, strengthen, and improve communities 

and societies. Thus, civics is, in part, the study 

of how people participate in governing society.1 

Civic learning centers on the knowledge, 

skills, and dispositions needed to create in-

formed, responsible, actively engaged citizens. It 

demands a knowledge-base for students to un-

derstand our democratic system of government:   

What it is, how it operates, how it is different 

from other forms of government, how it impacts 

the daily lives of people and how it was estab-

lished in America. A study of the American 

Revolution is a good place to start.  

An intentional focus on developing civic 

skills is also critical for students to engage in 

civic activities effectively and responsibly.  Op-

portunities for students to dialogue about contro-

versial issues in respectful, civil ways is vital.  

So is the ability to work collaboratively with di-

verse groups, communicate ideas clearly, and 

work with policymakers to introduce or influ-

ence policies that address real world problems.  

Engaging students in high quality civic 

learning activities contributes significantly to 

building dispositions among young people to act 

as responsible, engaged citizens throughout their 

lives.  They are more likely to vote in elections, 

willingly serve on juries, attend public meetings 

and forums, and work to influence public poli-

cies at local, state, and national levels.  

The future of our democracy relies on each 

generation to be equipped with the knowledge, 

skills, and dispositions to maintain the integrity 

1College, Career & Civic Life C3 Framework for Social Studies State Standards. (2018). National Council for the Social 

Studies. 
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of the democratic principles and ideals estab-

lished by the Founders.  Waiting until grade 12 

government class to acquire these attributes is 

too late.  As this article demonstrates, they can 

be part of every story of our past. 

 

What is Economics?  

 

“Effective economic decision-making re-

quires that students have a keen understanding 

of the ways in which individuals, businesses, 

governments, and societies make decisions to 

allocate human capital, physical capital, and nat-

ural resources among alternative uses. This eco-

nomic reasoning process involves the considera-

tion of costs and benefits with the ultimate goal 

of making decisions that will enable individuals 

and societies to be as well off as possible. The 

study of economics provides students with the 

concepts and tools necessary for an economic 

way of thinking and helps students understand 

the interaction of buyers and sellers in markets, 

workings of the national economy, and interac-

tions within the global marketplace. Economics 

is grounded in knowledge about how people 

choose to use resources. Economic understand-

ing helps individuals, businesses, governments, 

and societies choose what resources to devote to 

work, to school, and to leisure; how many dol-

lars to spend, and how many to save; and how to 

make informed decisions in a wide variety of 

contexts. Economic reasoning and skillful use of 

economic tools draw upon a strong base of 

knowledge about human capital, land, invest-

ments, money, income and production, taxes, 

and government expenditures.”2 

As mentioned in another article in this is-

sue, economics is the study of decisions con-

cerning ways to use scarce resources to achieve 

goals. The human experience, viewed with this 

perspective in mind, can investigate decisions 

that people made and the reasons for those deci-

sions. What were their goals, what resources 

were available to achieve those goals, what were 

alternative ways to use the resources to achieve 

the goals, what were the advantages and disad-

vantages of each alternative, which alternative 

presented the best choice, and what was the cost 

of that choice? In addition to benefit/cost analy-

sis, teachers can use markets to help explain his-

torical phenomena. How have markets for silk, 

tobacco, wine, olive oil, salt, cotton, oil, and a 

myriad of other products affected historical 

events? How did the introduction of money and 

financial markets influence production, trade, 

and living standards in different times and plac-

es? How have governments used economic tools 

to enhance their power? What caused the Great 

Depression and how can we avoid other similar 

situations like the Great Recession of 2007? 

How have old and new globalizations influenced 

the rich and the poor? Do the gains of globaliza-

tion outweigh the losses? How can society com-

pensate those who are hurt by globalization? 

Investigations of these and other questions give 

students a richer understanding of past, present, 

and future events.  The purpose of K-12 eco-

nomics instruction is to empower students to 

achieve their goals in the global economy by 

using the analytical tools of economics to make 

informed decisions.    

 

What is Geography? 

 

Geography is a discipline that helps us un-

derstand the Earth as the home to people. Physi-

cal geography gives us a language to discuss the 

natural features of the planet. The language of 

human geography allows us to express the inter-

connections between natural and human pro-

2California History-Social Science Framework. (2016). California Department of Education, p. 10. 
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cesses as humans occupy, adapt to, and modify 

the physical space afforded by Earth. Considera-

tion of geographic space parallels, and richly 

combines with, consideration of historical time. 

Concepts of place and region highlight the mate-

rial distinctiveness of particular locations as well 

as the importance of perception and culture in 

describing how people relate to their environ-

ments. Geography, nonetheless, is not about the 

memorization of specific names assigned to 

places or types of features. Those are simple 

points of fact. Just as “Where?” is the most fa-

miliar type of geographic query, a map (or 

globe) is the most familiar tool with which geog-

raphers seek to answer this question. A map is a 

helpful device for assembling and communi-

cating geographic information, and learning to 

read or make maps requires learned skills, but 

geography is much more than mapping. 

A discipline presents a unique way to ex-

plain, the world. Disciplinary thinking and anal-

ysis skills, which taken together are sometimes 

called geographic literacy, define geography. As 

reflected in the History-Social Science Frame-

work for California Public Schools, the geo-

graphic lens focuses the learner on two crucial 

perspectives, one emphasizing location and the 

characteristics of places (spatial perspective) and 

the other emphasizing interactions between peo-

ple and their environments (environmental or 

ecological perspective) (Geography for Life, 

2012).  The ecological perspective helps explain 

why the vast majority of the world’s population 

is located in coastal areas. Coastal locations cor-

respond to environmental characteristics that 

support human activities—availability of fresh-

water, moderation of climate, accessibility to 

transportation, etc. The Framework also men-

tions the importance of paying attention to scale 

(local, regional, national, global) in understand-

ing how the world works.  Patterns, perceptions, 

and relationships we observe as important at one 

scale may not be apparent or significant at anoth-

er scale. When we “zoom in” to analyze phe-

nomena at a local scale, we see detail. When we 

“zoom out” to analyze phenomena across ex-

panding spaces, such as a global scale, we lose 

access to that detail but gain the ability to see 

larger patterns and processes. Scale matters. 

 

The Story: The Impact of the French  

and Indian War 

 

The French and Indian War changed the 

perspectives of Britain and the colonies towards 

each other. It is probably safe to say that neither 

group thought too much about the other prior to 

the war. Both enjoyed the “salutary neglect” by 

the British towards the colonies. That changed 

during and after the war. The British who had 

fought alongside the colonists doubted their 

commitment to the war, their bravery, their loy-

alty and their skills. Some of the colonists were 

trading with the French, creating the suspicion 

that they were more interested in pecuniary re-

wards than British victory. The colonists resent-

ed the haughty attitude and contempt that the 

British displayed toward the colonial soldiers. 

Perhaps most important, the British felt that the 

war was fought to protect the colonials from the 

French and the Indians, and that the colonials 

should help pay the debt that Britain had in-

curred by fighting on American soil. British 

troops remained in the colonies after the victory 

over the French and Indians, for the stated pur-

pose of defending the colonials against the 

French to the northwest, the Indians to the West, 

and the Spanish to the south. Maintaining these 

troops was an expensive venture.  

 

Differences Among the Colonies 

 

The original colonies were situated on a 

strip of land between the Atlantic Ocean and the 
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Appalachian Mountains with French colonies to 

the North and Spanish colonies to the South. 

During the period between 1620 and 1763, geo-

graphic and economic differences separated the 

colonies into three distinct “regions” (See Figure 

1).  

A broad coastal plain in the southern colo-

nies afforded abundant space for farming. Long 

growing seasons were conducive to highly prof-

itable cash crops such as tobacco, indigo, and 

rice—cotton would come later. Navigable rivers 

facilitated the transport of agricultural goods to 

the coast and back to Europe.  

The coastal plain narrows north of the Ches-

apeake Bay and left less room for farming, but 

the middle colonies had fertile soil, a temperate 

climate, and plenty of rain. Growing grain and 

livestock became major economic activities. The 

middle colonies contained iron ore and a vast 

supply of wood—the ingredients necessary to 

produce pig iron and iron bar for export to Brit-

ish manufacturing centers. Harbors provided op-

portunities for trade. 

In the northern colonies, rocky soils and 

short seasons restricted farming, but forests pro-

vided timber for shipbuilding and furs as re-

sources to develop and exploit, and colder off-

shore waters meant an abundance of fish and 

whales for harvest. In later years, rum became a 

major product. Besides building ships, the New 

England colonists became traders. Economic ac-

tivities centered largely on importing and export-

ing, particularly in the Boston area. Concentrated 

populations also served as a labor resource.  

Three different forms of government and 

relationships with Britain developed during the 

period of colonization.  

  Charter Colonies: These colonies were self- 

governing entities. It was a common practice of 

the King to issue a charter to a group of individ-

uals to allow them to establish a colony and gov-

ern themselves. In Jamestown, Massachusetts 

Bay Colony, and the Connecticut Colony the 

Plymouth Company was granted charters that 

allowed colonists to organize representative as-

semblies to govern themselves.  

  Proprietary Colonies: English monarchs also 

granted land to proprietors, as favors, allowing 

them full governing rights.  New York, New Jer-

sey, North Carolina, South Carolina, New 

Hampshire and Maryland were established as 

proprietary colonies under the absolute authority 

of proprietors. 

  Royal Colonies: These colonies were ruled 

directly by British monarchs.  The King had con-

trol over all unsold public lands and appointed a 

governor and council to assist him. 

By the 1760s most colonies were under the 

direct control of the Crown.  

In addition to geographic, economic, and 

political differences, the colonies differed in 

terms of countries of origin, religion, attitudes 

towards slavery, population density, and more. 

What could Britain have done to bring such dis-

parate groups together to the extent that a large 

portion of the population (some estimates are as 

high as 40%) favored rebellion. A compelling 

question might be, “How did British legislation 

help unite many of the colonists in spite of their  

geographic, economic, political, religious, and 

national origin differences, to the point that they 

were willing to fight for independence?” 

 

And so it Begins 

 

Colonial land speculators (including Wash-

ington, Franklin, Jefferson, and Paine) had pur-

chased land west of the Appalachian Mountains. 

Some colonial settlers had purchased land from 

the Native Americans and established homes in 

the area. Because of strife between the settlers 

and the Indians and to appease the Indians, Brit-

ain stationed troops in the area. In 1763, to re-

duce the expense of supporting these troops, 
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King George declared that colonials could neither buy land from the Indians nor settle there, taking 

away their rights to free movement, travel, and trade. The Proclamation was largely ignored and Brit-

ish troops remained in the western lands.  

The table below lists the different proclamations and acts of Parliament that eventually led to the 

Declaration of Independence.  

 

Event 

  

(1) 

British Purpose 

  

(2) 

Impact on 

Civil Liber-

ties 

(3) 

Groups Af-

fected 

(4) 

Colonial Re-

sponse 

(5) 

1763         

Proclamation of 

1763 – no colonial 

settlements or land 

ownership west of 

the Appalachians. 

Those already there 

had to leave. 

Save money by 

keeping colo-

nists away 

from Indians 

avoiding the 

need for British 

soldiers polic-

ing the area 

Restricted 

movement, 

travel, and 

trade. 

Colonial set-

tlers on the 

land, wealthy 

Virginians 

who owned 

land west of 

the Appalachi-

ans 

(Washington, 

Franklin, Jef-

ferson, Paine, 

et.al.) 

Boundary was 

widely disregard-

ed, with colonists 

continuing to set-

tle to the west and 

land speculators 

hiring agents to 

explore (e.g., 

Daniel Boone). 

1764         

Sugar Act Protect British 

West Indies 

sugar and mo-

lasses refiners 

against less ex-

pensive sugar 

from Spanish 

and French col-

onies 

Parliament 

had the right 

to regulate 

trade but not 

to raise reve-

nue. No trial 

by jury. 

New England 

rum producers 

put out of 

work, and 

merchants and 

consumers in 

general. 

New England dis-

tillers reduced 

importation of 

less expensive, 

higher quality 

sugar from non-

British sources. 

Currency Act – for-

bids use of paper 

money for payment 

of private debts, on-

ly silver and gold 

coins acceptable 

Establish mon-

etary stability, 

prevent infla-

tion, protect 

financiers who 

had loaned 

money to colo-

nials. 

Restricted 

colonists’ 

ability to use 

debt financ-

ing to import 

commodities. 

Farmers and 

working class 

who were in 

debt and were 

repaying debts 

with less valu-

able paper 

money than 

they had bor-

rowed. 

Colonial boycott 

of British goods, 

hurting British 

merchants in hope 

that they would 

influence Parlia-

ment to rescind 

tax legislation. 

Delaware was on-

ly colony not to 

object. 
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1765         

Stamp Act – 

Stamped paper re-

quired for legal doc-

uments, diplomas, 

almanacs, newspa-

pers and playing 

cards. First time a 

tax was levied not to 

regulate trade, but to 

raise money from 

the colonists. 

Raise money to 

support 10,000 

British troops 

who were pro-

tecting colo-

nists from 

French and In-

dians. If suc-

cessful, would 

raise only 20% 

of the costs of 

the troops. 

Colonists had 

no say in the 

imposition of 

the tax. Rep-

resentation in 

Parliament 

denied. 

Lawyers, cler-

gymen, jour-

nalists busi-

ness owners. 

Colonial leaders 

under threat of 

bodily harm re-

signed from jobs 

as stamp distribu-

tors and collec-

tors. Stamp Act 

Riots (looting and 

burning of homes, 

tarring and feath-

ering) involving 

ordinary colonists 

began in Massa-

chusetts and 

Rhode Island; 

strengthening of 

the boycott, First 

Continental 

Congress)Sons of 

Liberty resistance 

organizations 

formed in several 

colonies. 

  

Quartering Act – 

each colonial assem-

bly required to pro-

vide bedding, cook-

ing utensils, fire-

wood, beer or cider, 

and candles 

Support British 

military pres-

ence and legal 

authority in the 

colonies. 

Violated pri-

vate property 

rights. 

Colonial gov-

ernments had 

to cover costs, 

so all colonists 

were affected. 

Despite being 

illegal accord-

ing to act, 

some private 

citizens in 

New York, 

Massachusetts 

and Pennsyl-

vania were 

forced to quar-

ter British sol-

diers in their 

homes. 

New York. Penn-

sylvania, and 

Massachusetts 

colonial govern-

ments resisted 

taking responsi-

bility for housing 

British troops, 

tried to make their 

own laws forbid-

ding quartering in 

private homes. 
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1766         

Quartering Act ex-

panded; assemblies 

must house soldiers 

in taverns and unoc-

cupied houses 

More British 

troops in colo-

nies who need-

ed housing 

Private prop-

erty rights 

All colonial 

assemblies 

forced to pay 

expensive 

housing costs 

Colonists in Bos-

ton had frequent 

conflicts with 

British soldiers 

encamped on the 

Boston Common, 

resulting in Bos-

ton Massacre of 

1770. 

Repeal of Stamp Act         

Declaratory Act - Parliament has 

the right to 

make laws con-

cerning the col-

onies “in all 

cases whatso-

ever” 

Right to colo-

nial self-

governance 

severely lim-

ited. 

All colonists Good news: 

Stamp Act victory 

Bad news: Parlia-

ment claims legis-

lative rights it has 

never claimed be-

fore 

1770 - Boston Mas-

sacre 

After provoca-

tion by a group 

of colonists, 

British troops 

fire into the 

crowd, killing 

five and 

wounding three 

Violence by 

British troops 

likely to go 

unpunished, 

though Mas-

sachusetts 

response did 

affirm right to 

due process 

under law. 

Bostonians, 

immediately, 

but eventually 

all colonists 

concerned 

with “British 

aggression.” 

Increased anti-

British sentiment 

spurred on by 

John Hancock, 

Paul Revere, and 

Samuel Adams. 

1773         

Tea Act – reduced 

but enforced tea tax, 

tea can only be car-

ried in British ships, 

only tea appointed 

agents can sell tea 

Parliament 

thought colo-

nists would be 

happy with re-

duction in tea 

tax. 

Violated their 

rights as Brit-

ish citizens to 

have repre-

sentatives in 

Parliament 

that could 

vote on the 

proposed tax-

es. 

Boston mer-

chants who 

had been sell-

ing tea, Amer-

ican shippers 

and sailors tea 

consumers 

  

Tea ships in Phil-

adelphia and New 

York turned 

away, captain 

forced to burn his 

tea and his ship in 

Annapolis, Bos-

ton Tea Party 
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1774         

Boston Port Act – 

closed port of Bos-

ton until colonists 

paid for lost tea 

from the Boston Tea 

Party 

Punishment for 

Tea Party 

  Most of Bos-

ton economy 

based on ship-

ping. Colonial 

shippers and 

merchants face 

financial ruin. 

The jobless 

workers face 

starvation. 

People from out-

side Boston bring  

food. 

Quebec Act/

Massachusetts Gov-

ernment Act - Re-

voked Massachu-

setts Charter, gave 

British officials di-

rect control of  Mas-

sachusetts govern-

ment 

  

Punishment for 

Tea Party 

Revoked the 

right of self-

government; 

extended bor-

der of Quebec 

south to Ohio 

River, limit-

ing colonial 

expansion 

  New Englanders 

join other colo-

nists in becoming  

increasingly sup-

portive of rebel-

lion.  When Con-

tinental Army is 

raised, Massachu-

setts colonists 

form majority. 

1775         

New England Re-

straining Act 

Prohibited fish-

ing in New-

foundland wa-

ters and most 

of Atlantic 

coast. Punished 

colonies for 

resistance and 

demonstrated 

willingness to 

impose tighter 

Parliamentary 

control. 

Limited trade 

and economic 

activities of 

colonists. 

Destroyed 

livelihoods of 

groups in-

volved in fish-

ing, shipping, 

and trade. Ex-

plicitly target-

ed Massachu-

setts, New 

Hampshire, 

Connecticut 

and Rhode 

Island. 

Fishing of rich 

North Atlantic 

(off Newfound-

land) by New 

England colonists 

ceased. 

  Restricted trade 

to only Britain, 

Ireland, and 

British West 

Indies 

  

    Second Continen-

tal Congress con-

vened which 

eventually signed 

the Declaration of 

Independence. 
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 Story Summary 

 

Initially, King George and Parliament 

simply wanted the colonials to pay a small 

share of the expenses of the French and Indian 

war and the cost of ongoing support of British 

troops stationed in the colonies. The colonists 

were threatened on three sides—French colo-

nies to the North, Indian land to the West, and 

Spanish colonies to the South. The major issue 

was, of course, taxation without representation. 

British officials continued to attempt to find 

methods of taxation that they thought would be 

least odious to the colonials but they failed to 

consult with the colonials (A one-way voyage 

across the Atlantic took anywhere from six 

weeks to three months). As time went on, they 

alienated almost every socio-economic group in 

the colonies. Colonists responded in a number 

of ways.  Many remained loyal to the British 

crown and refused to participate in any acts of 

resistance.  Others reacted through peaceful acts 

we would consider today as civic engagement 

exercises: circulating petitions, sending writs of 

protest to the King and Parliament, or adopting 

resolutions of protest.  Some operated under the 

guise of “civil disobedience” by participating or 

leading boycotts and protests. Still others en-

gaged in violent acts of defiance including 

burning of buildings, destruction of property 

(the Boston Tea Party and the burning of Gov-

ernor Hutchinson’s home), and terrorism in-

cluding tarring and feathering of British offi-

cials and fellow colonials. 

The British response was increasing repres-

sion by King George and Parliament, which 

robbed many of the colonials of their livelihood 

and of their rights. The major complaint of the 

colonials was not about any one of the taxes 

since some of the same taxes were also imposed 

in Britain, but rather the way in which these 

taxes were arbitrarily imposed. It might be said 

that this was all a big misunderstanding. Could 

it have been avoided? If the King and Parlia-

ment had allowed each colony to send two rep-

resentatives as members to the House of Com-

mons, that would have given them 26 members 

in a body of 432, a token representation, but a 

representation. 

  

What Civics Adds to the Story 

 

Civic learning centers on providing stu-

dents with the civic knowledge, skills, and dis-

positions they need to become informed, re-

sponsible, and engaged citizens.  As noted, 

studying the causes and consequences of the 

American Revolution is an effective way to 

build these competencies for students.  

In California fifth grade classrooms, stu-

dents learn about the foundation of our Ameri-

can democracy—how, when, and why it oc-

curred and how people became civically en-

gaged to bring about change. It becomes their 

first lesson in civic learning that should set the 

stage for civic engagement for the rest of their 

lives. 

Why did Europeans come to the New 

World? The Age of Enlightenment in 18th cen-

tury Europe advanced ideals of personal free-

dom, liberty, tolerance, and constitutional gov-

ernment.  These ideals became motivating fac-

tors for individuals and families to leave their 

homeland to migrate to a relatively unknown 

environment to exercise freedoms believed to 

be fundamental rights of all mankind.  Freedom 

of conscience, freedom of speech, freedom of 

religion, freedom of expression, freedom of as-

sembly, and freedom of movement were among 

the many freedoms colonists believed to be 

rights that could not and should not be restrict-

ed by government.  

From the time that the colonies were origi-

nally settled until the eve of the revolution, con-
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trol of the colonies gradually shifted to the king 

and parliament. As taxes were imposed without 

their consent, colonists believed their freedom of 

expression and representation was violated.  Pro-

tests, petitions, and gatherings were quickly put 

down by government officials.  Freedom of ex-

pression, speech, and the press were punishable 

and denied to many.  Minority religious groups 

were ostracized. The right to privacy was denied 

when colonists were required to quarter British 

soldiers.  

Most important, the right to self-government 

was a right that many of the colonies had en-

joyed for over 100 years. It wasn’t just the taxes 

and restrictive acts that dismayed the colonists; it 

was the fact that they had no say in the imposi-

tion of the taxes. Thus the phrase that resounded 

throughout the colonies, “No taxation without 

representation.” While many of the King’s proc-

lamations and parliament’s acts affected differ-

ent groups in different ways, the lack of a voice 

in legislation affected them all.  

Students learn how the many systems, rules 

and policies dictated from their native country 

sparked a myriad of responses, ranging from 

passivity to civil disobedience, and ultimately 

armed conflict. They realize that people’s re-

sponses to challenges in the past, were influ-

enced by prior (historical) experiences, econom-

ic circumstances, and geographic factors. The 

taxes imposed on the colonists with the Sugar 

Act, Stamp Act, Townshend Act, and Tea Act 

hurt people in their pocketbooks.  Vast distances, 

as explained later in this article describe how 

geographic aspects of distance decay, regional-

ism, and spatial variation, also influenced reac-

tions to policies imposed upon colonists. All of 

these royal and parliamentary acts gradually 

eroded the civil rights of the colonists. The Intol-

erable Acts of 1774 further exacerbated tensions 

and drove more people into civil engagement, 

concluding finally, with revolution. 

As students examine the series of events 

leading to the American Revolution, we would 

expect them to learn of the philosophical ideas 

of John Locke, Adam Smith, Montesquieu, 

Thomas Paine and others that re-envisioned 

basic rights of man during the Enlightenment 

period; ideas that influenced the thinking of the 

Founders and their motivation to seek independ-

ence.  Who, when, and how British legislation 

impacted different groups of colonists and how 

the colonists reacted to constraints from England 

presents a unique lesson on civic engagement. 

Could the revolution have been avoided if there 

had been clearer communication and negotiation 

between Great Britain and the colonies or if the 

basic personal freedoms could have been mutu-

ally agreed upon and respected by both colonists 

and the British government? 

Finally, it is important to ask, are there is-

sues in today’s world that command the attention 

of citizens and policymakers? What have we 

learned from studying examples of civic engage-

ment in the past to inform civic action today? 

Are young people prepared to address today’s 

challenges in effective, responsible ways? If not, 

what can we do to prepare them to be informed, 

actively engaged citizens in today’s world?  

 

What Economics Adds to the Story 

 

Benefit/Cost Analysis: The founders who 

signed the Declaration of Independence had a 

fundamental question to answer: Do the ad-

vantages of independence outweigh the disad-

vantages? In economics parlance, they had to 

conduct a benefit/cost analysis. These are the 

questions they asked and answered. 

What is our goal and what resources do 

we have to pursue that goal? Our goal is to 

maximize our well-being in terms of our rela-

tionship with Great Britain. Our available re-

sources are our people with all of their skills, 
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knowledge, experience and personal qualities 

(human capital) as well as our natural and manu-

factured resources (geography of the land, weap-

ons, modes of transportation, etc.) 

What are our alternatives? Declare inde-

pendence or attempt to negotiate an agreement? 

What are the advantages and disad-

vantages of both alternatives? This is a class-

room lesson based on the information above. See 

the Council on Economic Education’s lesson, 

The Costs and Benefits of American Independ-

ence.  

What will we choose and what is the op-

portunity cost of that choice? They chose to 

fight for independence, they gave up the oppor-

tunity to continue negotiations with Britain in 

hopes of addressing their grievances peacefully.   

Review the choice, what were the conse-

quences of the choice? This is the unit of Amer-

ican history after the ratification of the Constitu-

tion.  

The Principle of Exchange: Voluntary 

exchange benefits the traders. This is a simple 

but powerful concept and the basis for exchange. 

Rice, indigo, hemp, rum and other spirits, wool, 

timber, fish, sugar, molasses, tea, clothing, fire-

arms, and many other products were all part of 

the colonial—British exchange. This is one of 

the reasons for the economic success of the colo-

nies and one of the major advantages of attempt-

ing to avoid a break with Britain. While the Brit-

ish tried to acquire raw materials from the colo-

nies, convert them to finished goods, and sell the 

finished goods to the colonists, the colonists be-

gan developing the production of finished goods 

themselves. With the non-importation boycotts, 

colonists agreed to cease buying products from 

British merchants, putting extreme pressure on 

the merchants’ businesses. As a result, the mer-

chants lobbied Parliament to repeal some of the 

legislation most harmful to the colonists. While 

exchange benefits the traders, a lack of exchange 

harms the traders.   

Tariffs are a tax on imported products. 

The sugar tax was a tariff on molasses imported 

from the Spanish and French West Indies. A tar-

iff is a tax, paid by the importer and, where pos-

sible, passed on to the consumer in terms of 

higher prices.  Molasses is a major ingredient of 

rum. With 140 distilleries, the production of rum 

employed a large number of people in New Eng-

land. After the imposition and enforcement of a 

new tax on French and Spanish molasses, rum 

producers were “forced” to buy the higher priced 

British West Indies molasses. The price of rum 

produced in New England rose, driving many 

producers out of business, causing rum workers 

to lose their jobs and rum producers to lose their 

businesses.  

The demand for workers is a derived de-

mand. This is just a fancy way of saying that the 

jobs of workers in a particular industry depend 

upon supply and demand for their product. If the 

demand for the product or the supply of the 

product falls, workers in that industry will lose 

their jobs. The price of molasses increased due to 

a tariff on cheaper French and Spanish West In-

dies molasses which the colonials had been buy-

ing. After the tariff, the only molasses available 

to them was the more expensive and lower quali-

ty molasses from the British West Indies. Many 

rum producers could not earn a profit using the 

higher priced molasses so they lost their busi-

nesses and let go any employees they had work-

ing for them.  

Colonial paper currency vs. silver and 

gold coins and British Pounds Sterling or 

Spanish Dollars. Money is the oil that greases 

the engines of commerce. Barter (the exchange 

of one good for another good) is inefficient and 

cumbersome.  Would-be buyers have to find 

sellers who want the products they are trying to 

sell. Commodity money (goods such as tobacco, 

wampum, and other products) is also impractical 
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since the quality of goods traded may vary over 

time. For a time, British exporters accepted co-

lonial tobacco in payment for their products un-

til the colonists began sending over rotting to-

bacco. Paper currency such as our dollars today 

are useful in exchange as long as sellers are con-

fident that the paper money will maintain its val-

ue, able to buy the same amount of goods and 

services a year from now as it can today. When 

Virginia and other colonies printed their own 

currencies, monetary chaos ensued since the val-

ue of the currencies varied from day to day and 

from colony to colony. British exporters and fi-

nanciers were reluctant to accept these curren-

cies as repayment of debt; they wanted stable 

currencies such as gold and silver coin, or Brit-

ish Pound Sterling or Spanish Dollars. Addition-

al problems with paper currencies were counter-

feiting and inflation. .  

To address these issues, Parliament passed 

the Currency Act which restricted the issue of 

new paper currencies and the reissue of existing 

currencies. Only coins, British Pounds Sterling, 

and Spanish dollars could be used for repayment 

of private debt. Since acceptable currency was 

extremely scarce, colonists ability to exchange 

goods and services and borrow and lend was 

limited, leading to financial hardships for many.  

 

What Geography Adds to the Story  

 

Understanding the colonies in geographic 

space. Colonists in British North America were 

far from home.  The distance between England 

and the colonies, across the northern Atlantic 

Ocean, presented a practical challenge. Over 

time it also had cultural and political implica-

tions.  Colonists, some born in England and 

some not, saw themselves as having different 

interests and identities in comparison to other 

British subjects living in England.  The English 

crown ultimately struggled to project its authori-

ty across the wide ocean in the age of sail. This 

distance occurs within the space of a rapidly ex-

panding British Empire. England attempted to 

control increasing amounts of space, including 

the seas as well as terrestrial territories. England 

competed against other ambitious empires that 

were also interested in identifying and exploit-

ing resources found within new territo-

ries.  Companies and colonists authorized by the 

British government explored and occupied this 

space on behalf of the empire. They extracted 

raw materials (timber, beaver pelts, gold, etc.) to 

trade or use in manufacture of desirable goods, 

developed lands into agricultural landscapes 

(tobacco, rice, wheat) or settlements (to secure 

religious freedoms or facilitate trade), and even 

looked to incorporate indigenous people into 

economic transactions as suppliers, consumers, 

or slaves. The British Empire eventually became 

the largest in the history of humankind 

(Ferguson, 2004), but American independence 

occurred before “Britain’s Imperial Century” 

from 1815-1914 (Hyam, 2002). 

The colonies as thirteen separate places 

in three distinct regions. Places are particular 

and unique from each other. They develop under 

specific conditions and build up character over 

time, as inhabitants adapt to physical realities 

and modify physical environments to reflect 

their cultures and aspirations. Importantly, the 

English government authorized 13 different col-

onies, each defined as a separate place and a dis-

tinct opportunity to increase the strength of the 

British Empire. As discussed above, organizing 

the colonies into three regions helps us to make 

sense of the similarities and differences among 

them. Looking more closely, if we take into ac-

count the other factors that attach to territory 

(legal structures, population size and distribu-

tion, religious and ethnic identities, and a myri-
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ad of physical environmental variables) we can 

see that each colony is unique. In fact, distinct 

local communities existed as well. From colony 

to colony, perceived differences in the costs and 

benefits of continued British rule meant that 

New England colonists could be increasingly 

opposed to British authority while residents of 

southern colonies and New York trended more 

loyalist. After generations in North America, 

colonists likely felt more like Pennsylvanians or 

South Carolinians than (loyal) British subjects. 

Each colony or settlement could become a focal 

point for friction and resistance to the imposition 

of power. Each place had a different story to tell. 

Boundary disputes related to the Procla-

mation of 1763. Just as the Atlantic Ocean de-

fined the eastern edge of the colonial territories, 

the Appalachian Mountains defined the western 

frontier for the early colonial period. The fron-

tier was not a fixed edge. While the colonial 

population was largely concentrated near the At-

lantic coast, several colonies actually established 

land claims that extended beyond the mountains, 

even as far west as the Mississippi River. Some 

industrious colonists were already working on 

exploiting economic opportunities in these lands. 

The Appalachian frontier suddenly became a 

boundary when England enforced the Proclama-

tion of 1763 (see Figure 2). The proclamation 

forbid colonists from settling west of a line 

drawn along the mountain ridge in hopes of 

maintaining friendly relations between England 

and Native American populations in the interior 

of the country. England hoped this would pre-

vent tribes from joining with France in a poten-

tial future war over colonial claims. In a context 

in which the expansion the empire had previous-

ly seemed to be all-important, this new boundary 

became a major point of friction between Eng-

land and the colonists. Colonial leaders saw this 

move to limit territorial expansion as an unrea-

sonable restriction, and the new line on the map 

served as a symbol to mobilize support for revo-

lution.  

From colony to colony, perceived differ-

ences in the costs and benefits of continued Brit-

ish rule meant that New England colonists could 

be increasingly opposed to British authority 

while residents of southern colonies and New 

York trended more loyalist. Colonists also be-

came rooted in their new homes over time, and 

their understanding of their specific location on 

the earth, within the empire, and in relation to 

other places informed their identity. It is also 

important to note that the distance between 

Maine and Georgia is 1300 miles making com-

munications among the colonies difficult in the 

era of horse-based transportation. After genera-

tions in North America, colonists likely felt 

more like Pennsylvanians or South Carolinians 

than loyal British subjects. Each colony or settle-

ment could become a focal point for friction and 

resistance to the imposition of power. Each place 

had a different story to tell.  

A compelling question might be, “How did 

British legislation help unite many of the colo-

nists in spite of their  geographic, economic, po-

litical, religious, and national origin differences, 

to the point that they were willing to fight for 

independence?   

 

Lessons for Today 

 

Creating engaged citizens and empow-

ered participants in the global economy. 

As stated in the California History-Social 

Science Framework3 

We want students to: 

Evaluate rules, laws, and public policy in 

terms of effectiveness, fairness, costs, and conse-

3California History-Social Science Framework, pp. 278-279.  
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quences and propose modifications or new rules 

to address deficiencies. 

Use deliberative discussion including con-

sideration of multiple points of view in making 

decisions or judgments on controversial political 

and social issues. 

Construct and evaluate arguments and 

counter arguments and positions on issues using 

appropriate discipline-specific claims and evi-

dence from multiple sources. 

Analyze a specific school or community 

school problem or issue using appropriate disci-

plinary lenses from civics, economics, geography 

and history; propose and evaluate strategies and 

options to address it; and take and evaluate indi-

vidual or collaborative actions and/or make 

presentations on the issue to a range of venues 

outside the classroom  

 

Conclusion 

 

A thorough investigation of the American 

Revolution includes a rich analysis of the eco-

nomic, geographic, historic, and civic implica-

tions of the issues and struggles leading up to the 

Declaration of Independence. It also provides an 

ideal staging ground for preparing students for 

civic and economic life. Developing a multi-

disciplinary approach for students to examine 

issues of the past helps them apply that same ap-

proach to understanding the complex issues fac-

ing us today. Issues concerning immigration, tar-

iffs, gun violence, health care, climate change 

and many others all have political, economic, 

and geographic dynamics to them as well as con-

sequences that affect our daily lives.  To address 

these issues effectively and responsibly, it is im-

portant to understand the multi-faceted aspects of 

solutions proposed. It is not “as simple as that.”  

 

Using the Inquiry Arc 

 

Compelling Question: Was the American 

Revolution Inevitable? 

Supporting Questions: 

 What were the major geographic, economic, 

and political differences between the colo-

nies? 

 How did these differences tend to divide the 

colonies? 

 What goals did the British have in imposing 

the proclamations and legislation? 

 What were the goals and grievances of the 

colonials? 

 Why did King George and Parliament feel 

that they were justified in their actions? 

 Why did the colonists feel that the King and 

Parliament were not justified in their actions? 

 On what issues do you think the two groups 

might have agreed? What issues proved more 

difficult?  

 How did the distance between England and 

the colonies affect the relationships between 

colonists and the King?  

 

Divide the class into different groups repre-

senting specific colonies (you don’t have to in-

clude all 13 colonies, just those that are men-

tioned in the chart above) and have them consid-

er how British actions might have impacted 

them. Have each group explain to the class how 

they are affected both politically and economi-

cally, and how those British acts shifted their 

ideas about rebellion. You might want to turn 

this into a play. 

Divide the class into two groups and have 

them use benefit/cost analysis to present a case 

for loyalty to the King or rebellion. Remember to 

distinguish advantages and disadvantages from 

benefits and costs.  

Assign particular roles to groups of students 

to negotiate a settlement between the British and 

the colonials. Use the Olive Branch Petition as a 

guide.  
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Figure 1. This illustrative map divides the thirteen colonies into three separate regions. The map also shows how the 

Proclamation of 1763 established a western boundary to the colonial territories and an Indian Reserve. Current state 

boundaries are shown for reference, not the colonial boundaries in place in 1775. 

Application to Today 

 

Are there issues and problems in today’s so-

ciety that are “compelling” to today’s students?  

Yes, of course.  Can we use the inquiry arc to 

address them in effective ways?  Yes.  There are 

a number of civic learning protocols, reflected in 

the C3 Framework that assist teachers in guiding 

students to address real world problems in effec-

tive ways. 

 Identify and characterize a modern day issue 

in a way that is unbiased and allows for a 

multitude of perspectives to be explored. 

 Provide students with access to information 

that reflects the economic, geographic, politi-

cal, and societal perspectives that inform or 

influence the issue.   

 Carefully analyze the complex, often com-

peting perspectives through introspective 

study and open civil dialogue. 

 Reach a conclusion or solution to the prob-

lem studied and contemplate a variety of 

ways to communicate it. 

 Take informed action by reaching out to pol-

icymakers or others who can have the  most 

direct impact on solving the problem. 

 

The world is far more complex than we often 

realize and each new challenge faced by the next 

generation will command a set of skills, atti-

tudes, and knowledge to meet them effectively.  

Each lesson of history provides that opportunity 

to prevent us from repeating the mistakes of the 

past and prepare young people to create a world 

better than what they have inherited. 
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Figure 2. Detail of Cram’s Physical United States Map shows how the Appalachian Mountains are far enough away 

from the coast to allow for a broad coastal plan in the southern colonies, where a longer growing season also supported 

agricultural activities. (Accessed from http://www.vidiani.com/large-detailed-physical-map-of-the-usa/ on November 

18, 2019.) 
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Notetaking for Students: 
Connecting the C3 Framework to a Critical Skill for College 

 

by Al M. Rocca, Ph.D. 

Al Rocca began his history-social science teaching in 1976, teaching 

grades 6-8. In 1987, he participated as a member on the History-

Social Science Framework Committee and has served on numerous 

statewide textbook adoption committees. Dr. Rocca teaches classes 

on elementary and secondary instruction for Simpson University in 

Redding served as a faculty advisor for the CalStateTeach program, 

and is currently teaching geography at CSU, Monterey Bay. He is the 

author of numerous articles and books on American history and is 

currently the Editor of the Social Studies Review. 

The College, Career, and Civic Life (C3) 

Framework for Social Studies State Standards 

boldly declares that the field of social studies has 

a “shared responsibility in honing key literacy 

skills.”1 The framework also points to common 

goals with the ELA/Literacy Common Core 

Standards. Aja LaDuke, et.al, noted these con-

nections in their article, “Content, Disciplinary 

Literacies in the C3 and Common Core.” This 

team of educators examined three perspectives 

on literacy teaching and key goals within each 

area. The three literacy strands investigated in-

cluded, content literacy, disciplinary literacy, 

and critical literacy. Focusing on the content lit-

eracies, the authors simplified the intended ob-

jectives of this literacy by suggesting students 

work on organizing and implementing what they 

do before, during, and after they read or listen. 

Accordingly, the article promotes notetaking as 

the recommended technique for organizing that 

learning.   

As an eight-grade history-social science and 

language arts instructor of over 15 years, I 

learned that students who had some experience 

with notetaking when entering my classroom did 

significantly better on both formative and sum-

mative assessments. The same conclusion also 

became apparent later when teaching students at 

the community college and, later, four-year insti-

tutions.  

John Rickards, el.al. in 1997,  revealed evi-

dence that college undergraduate students using 

a formal notetaking approach, achieved superior 

recall for verbal and written assessments.2 

Achievement rose higher when students encoun-

tered “signaling words” as they listened to the 

lecture or read from a written source. Many of 

these successful students brought a background 
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of formal notetaking with them from their mid-

dle and high school experience.   

Middle school is an excellent time to intro-

duce formal notetaking skills. One study con-

ducted in 2017 reported that given regular, 40 

minutes a week, notetaking instructions, seventh

-grade students acquired “significantly better” 

notetaking skills than students not given the in-

struction. Interestingly, they noted, “Students at 

low reading ability showed the greatest gains in 

notetaking performance.”3 I found this to be true 

for my eighth-grade students as well.  

A key conclusion of the 2017 study asked 

teachers to consider, “their students learning 

abilities and incorporate textual or lecture struc-

tures to help them improve their study skills.” In 

addition, the author recommended that teachers 

“could model more notetaking techniques and 

give students more opportunities to practice.” A 

special emphasis for this modeling technique 

should be on having students learn how to pro-

duce “concise” notes, of varying formats, that 

best suits their learning style.  

Notetaking benefits history-social science 

teaching in elementary school as well as middle 

and high school. Wan-Chen Chang and Yu-Min 

Ku found, in their 2015 study that fourth-grade 

students involved in regular sessions of notetak-

ing instruction “significantly improved their per-

formance in notetaking and reading comprehen-

sion.” Again, students in the lower ability levels 

showed the greatest gains.4 

Let’s go back to the LaDuke article and ex-

plore recommendations for teaching with a for-

mal notetaking strategies at the elementary lev-

el. As already noted the authors recommend a 

structured sequence of before, during, and after 

reading and listening activities. The “before 

reading” techniques may be one or more of the 

following: 

 

 Motivational activities 

 Activating prior knowledge 

 Introducing key vocabulary 

 Discussing important concepts to be encoun-

tered 

 Developing metacognitive awareness of the 

task demands 

 

As the teacher moves students into the pri-

mary (during) reading content, students should 

be prepared to record their learning of reading 

material through notetaking. Wide varieties of 

notetaking techniques are available for elemen-

tary level students. LaDuke recommends two 

different notetaking approaches; both of them 

challenge the student to think critically of the 

material just read, consider how to extract key 

facts, synthesize those facts, and to record them 

in a concise manner.  

Using the example of a lesson on the Trans-

continental Railroad, as typical topic covered at 

the fifth grade level, the authors suggest using 

the following sequence of activities.  

 

Before Activities 

 

 Have a short discussion probing how much 

they know about the building of the trans-

continental railroad and how it helped trans-

form the country. During this time, propose 

a “compelling question and several support-

ing questions,” as suggested in the Inquiry 

Arc of the C3 Framework. For example you 

might ask, “Was the transcontinental rail-

road really needed” or “Do you think the 

transcontinental railroad was helpful in de-

veloping the nation?” 

 Display some archival photos of trains from 

the era and the famous meeting of the east 

and west locomotives (1869). 

 Review key vocabulary such as locomotive, 

telegraph, engineers, laborers, discrimina-

tion, immigrants, Union Pacific, Central Pa-
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cific, and foremen.  

 Locate key geographic points of interest in-

cluding: Sacramento, Promontory Point, Si-

erra Nevada Mountains. Omaha,  

 Briefly introduce key individuals including: 

Leland Stanford, Thomas Durant, Mark 

Hopkins, Charles Crocker, an Collis Hun-

tington.  

 

During Activities 

 

During the actual reading, one of the key 

points is for students to use a graphic organizer 

to bring structure to the reading and notetaking 

activity. LaDuke and team urge teachers to al-

low students to offer their own questions on the 

reading material as they read along and probe 

key concepts. Table 1 represents a simplified 

version of this approach that teachers may use 

for any topic in social studies. 

 

A more concerted effort to start the notetak-

ing process with fifth grade students might have 

the teacher pose “supporting questions” as the 

reading or listening moves along. The teacher 

stops when the specific topic is covered. Next, 

the teacher asks students, working independent-

ly or in pairs, to write a few sentences or 

phrases that help answer the posed question. 

Such an example might look like Table 2. 

At the completion of the table, students 

may share their findings, listen to other ideas, 

and add to their answers. The form would need 

to accommodate space for additional infor-

mation—varieties of formats allow students 

some customizing of their notetaking. Some 

teachers select questions posed in these notetak-

ing activities directly from the unit’s guiding, or 

essential questions. In this manner, students are 

attempting to engage and learn major content 

goals. 

 

After the Reading 

 

The various formative and summative as-

sessments of the unit should reflect the content 

of these notetaking questions. For example, the 

teacher may ask students to use their notes to 

write a one-page summary of the building of the 

Transcontinental Railroad that includes refer-

ences to all three of the stated questions for their 

table notes. A teacher can put students into 

small groups and ask them to consider one of 

the questions, such as physical challenges in 

building the railroad line, and debate the key 

points, and list the challenges in order of im-

portance. This activity is critical thinking and 

highlights to students the importance of bring-

ing “good notes” to the discussion.  

After the notes and activity are completed, 

students file them away in a physical folder, or 

in an electronic folder. Later, the teacher may 

elect to allow them to use some or all of their 

notes on one or more of their formal (graded) 

assessments. This include attempting to answer 

a key “compelling question.” I certainly encour-

age this practice, as it is common knowledge 

that when reading academic (textbook) material 

students later only recall 10% -20% of the con-

tent.5 However, if the student writes out the 

notes and reviews them before the assessment, 

content mastery increases—depending on how 

Table 1 
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the notes are studied.  

It is true that later in their adult careers, 

these students will need to have committed to 

memory some vocabulary and key skills to per-

form at an acceptable level. However, it is also 

true that much of the time in any career field, 

workers (white and blue-collar jobs) can review 

notes to help them complete a specific assign-

ment. In this way of thinking, students can pre-

pare at the elementary level to organize and ef-

fectively use their notes.  

 

Grade Level Suggestions for  

Notetaking Activities 

 

Beginning as early as kindergarten, teach-

ers can encourage students to record their read-

ing and learning in a variety of notetaking ap-

proaches. A favorite, and fun, way to get inter-

ested in notetaking is to integrate drawings, cut-

outs, stickers, etc. into a flipchart or flipbook. 

Beginning in second and third grade, teachers 

introduce students to more sophisticated 

notetaking techniques. For example, an effec-

tive way to introduce fourth grade students to 

their study of California is to have them re-

search and produce a “foldable.” Foldables, 

made popular by educator, Dinah Zike, focus on 

collecting and organizing information, lots of it, 

using a kinesthetic approach. Students enjoy the 

folding; there are many finished forms to create. 

Not only do foldables encourage creativity, but 

also students actually learn multiple techniques 

for organizing key information. The finished 

foldable products have students, “writing titles, 

vocabulary words, concepts, skills, questions, 

and main ideas on their tabs.”6  

Teachers in the intermediate grades can ex-

pand the simple two or three pocket foldable 

that primary teachers use. One way to do this is 

to add more pockets or folds that include critical 

thinking questions and answers. The possibili-

ties are endless. In effect, this is notetaking. 

Many teachers at the elementary level encour-

age students to review their foldables before 

taking a test or entering into group or class dis-

cussion. Photo 1 provides some idea of the vari-

ety of foldables in different grade levels.  

Geography concepts lend themselves well 

to foldables and make great study tools. Third 

grade students can grasp a few key bits of infor-

mation on each of the seven continents, design a 

foldable, and use it as a reference guide as they 

explore each area. In this manner, they add 

more graphic or written notes to their seven-

continents foldable as the unit moves along (See 

Photo 2).  

Using foldables with ELL students is also 

an effective strategy. Teachers modify the fold-

able task to allow students, working in groups, 

Table 2 
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to pool their knowledge to complete the task. 

Key vocabulary terms, to help them, are pre-

placed on the whiteboard, or given to them as a 

handout when the activity begins. Graphic rep-

resentations of key concepts are depicted that 

need to be matched to vocabulary, and students 

have the option to draw the image on the folda-

ble and label further information in written, as 

best they can.   

Audio notetaking is becoming more visible 

in social studies classrooms. This technique 

holds promise as an effective tool for students 

favoring listening over writing. With the availa-

bility of recording software on almost every 

electronic device including smartphones, Ipads, 

and computers, teachers can have students para-

phrase their understanding of a topic just read in 

class. Once uploaded to a secure school-

classroom website, students have the option to 

access the audio file from home and listen to 

their audio notes in preparation of a quiz, test, 

or project completion.7  

 

Summary 

 

Beginning in the elementary grades, teach-

ers can help students organize their learning 

with notetaking and prepare them for more so-

phisticated notetaking techniques in middle and 

high school—such as the Cornell Notetaking 

Method. Primary students use graphic symbols 

and drawings with some writing, while interme-

diate-level students are encouraged to write or 

audio record more extensive information. As 

students move higher up the grade levels, teach-

ers introduce advanced notetaking skills to en-

courage critical thinking, especially synthesiz-

ing information to answer major unit questions. 

Whether they write, draw, or verbally record 

their understandings of important vocabulary 

terms, geographic places, and historical events 

is not as important as the skills they develop to 

organize their learning and apply that 

knowledge. 
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Photo 2 

1The “shared responsibility” statement alludes to extensive use of literary sources and skills between the history-social 

science and reading/language arts curriculum. Students need effective literary skills to effectively analyze historical 

events, geographic contexts, and economic concepts  
2Rickards promotes the use of signaling words or phrases that can include “the solution is, therefore, or in conclusion.”   
3Ilter noted the critical importance of students to organize information in a way that allowed students to correctly recall 

and use that information days and weeks later. In addition, Ilter summarized, from other studies that formal and ef-

fective notetaking occurred during lectures, discussions, and debates.  
4Chang conducted this study in Taiwan. Students learned to highlight the main idea, reduce information in paragraphs, 

identify keywords, organize information with visual representation, and become aware of the text structure.  
5Edgar Dale’s Cone of Experience lists reading at the top of the cone. He suggests that students remember as little as 10% 

of what they read and 20% of what they hear.  
6Zike produces a variety of multi-grade level booklets highlighting the many-facetted approach that foldables can pro-

vide.   
7Merdinger concludes that many students in high school write too slowly and cannot keep their notes up-to-date. His class 

website allows students to access their recorded audio notes any time during the unit of study.  

Notes 
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Why We have to Teach Oral Communications  

by Erik Palmer 

Erik Palmer is an educational consultant from Denver, Colorado. Prior to be-
coming a consultant, he had a career in business as a commodity trader and a 

career in the classroom as a teacher of English and civics. As a consultant, 

Palmer is a frequent presenter at national, regional, and state conferences. He 

has given keynotes and led workshops for schools and districts across the US 
and internationally. Palmer focuses on improving students' listening and 

speaking skills, making argument and persuasion teachable.  

Recently, I had dinner with a young woman 

named Kelly who was in my class 21 years ago. 

She had contacted me to tell me about her life 

and her kids, and to let me know that I was the 

most important teacher in her long educational 

career. She said that I had taught her the one 

thing that was most responsible for her success. 

When a student looks you up 20 years later, it is 

a powerful and moving experience. I hope all 

teachers have an experience like that sometime. 

But I was also struck by what she picked as the 

most important lesson of all, the one that made 

the biggest difference in her education and pro-

fessional life: how to speak well. All educators 

know that the speaking well is important, of 

course, but it’s also something that we tend to 

shortchange in schools.  

In your classroom, it is your oral communi-

cation that controls the room and imparts the 

core lesson, but speaking is becoming even more 

critical in 21st century classrooms. Teachers and 

students connect across states and countries 

through Skype, and they share presentations 

with YouTube and podcasting sites. Presenta-

tions that used to be over in three minutes in 

class are now recorded and posted online giving 

them life on the web forever. Cell phones make 

it easy to record and showcase speaking skills, 

and sites such as Flipgrid make online discus-

sions possible. 

And what is true beyond school? Oral com-

munication is valued more than ever. In a survey 

of business executives and hiring managers done 

for the American Association of Colleges and 

universities, “able to effectively communicate 

orally” was the number one priority—ahead of 

working independently, critical thinking, team-

work skills and writing skills.1 If the purpose of 

education is to prepare students for success in 

life rather than success on the test, we have to 

adjust our priorities and give much more pur-

poseful attention to teaching speaking. Without 

doubt, people who speak well do better in life 

than people who speak less well.  

In spite of this, a very small percentage of 

time in any class is devoted to teaching speak-

ing. Why don’t teachers teach children how to 

speak well? One reason is certainly habit. We 

teach what we have always taught and social 

studies classes, while often highly verbal, have 
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not focused on teaching oral communication 

skills. Yes, every class at every grade level in-

cludes some speaking assignments: debates, 

discussions, book reports, “Socratic” seminars, 

and so on. Many teachers grade students on 

their level of oral participation in class. But 

what lessons are taught to prepare students for 

those assignments and activities? This is akin to 

giving students a test about the Bill of Rights 

without ever teaching students about the Bill of 

Rights.  

Additionally, most teachers, even if they 

acknowledge the importance of speaking well 

and recognize that students in their classes 

don’t speak particularly well, don’t know how 

to teach speaking. Certification classes and 

subsequent in-service training never have any 

classes about teaching speaking. Not one book 

in the recent catalog of the National Council of 

Teachers of English (over 200 titles!) is on oral 

communication. Conferences offered by educa-

tional organizations never offer sessions about 

teaching speaking. Teachers are unprepared to 

teach the number one language arts skill. Let 

me help by offering a practical, understanda-

ble, teachable framework that gives helps all 

students become competent, confident speak-

ers. 

There are two distinct parts to all effective 

oral communication. The first part is building 

the talk. Building refers to all of the things we 

do before we open our mouths. Sometimes we 

spend a lot of time thinking about what we are 

going to say, and sometimes we spend little 

time beforehand, but we always create the mes-

sage before we say it. Consider this talk:  

 

“In New Jersey v. TLO, the Supreme Court 

granted certiorari to consider the appropriate-

ness of the application of the exclusionary rule. 

The Court overturned the lower court ruling in 

a 7-2 decision and held that the search did not 

violate the Fourth Amendment.” 

 

What does that mean? I heard that during a 

student presentation about a landmark Supreme 

Court case. While that accurately describes 

what the Court did, I challenge the appropriate-

ness of these statements for the listeners. Most 

eighth graders are probably not familiar with 

“certiorari” (though if all students are research-

ing Supreme Court cases, the listeners in that 

situation may be) and probably no eighth grad-

ers understand the concept of exclusionary rule. 

What we have here is an example of a student 

presenting information that no one in the class 

understood or cared about. It happens all the 

time in our classrooms. Here is what happened 

in the situation above: the teacher gave each 

student a case to research; she gave them a date 

for an oral presentation; and she required cer-

tain content (name of the case, decision of the 

case, law the case was based upon). In this sce-

nario, the student got maximum marks. He ac-

complished what was asked. Unfortunately, the 

class learned little or nothing from his presenta-

tion. The teacher failed to help the students un-

derstand the first piece needed to build an effec-

tive talk: analyze the audience. Instead of tar-

geting classmates, the talks merely target the 

teacher’s requirements. Effective talks focus on 

the listeners: what will interest them, connect 

with them, be important to them. 

Whenever a speaking assignment is giv-

en—this includes mock interviews, discussions, 

debates, digital presentations, podcasts—begin 

with an explicit caution to students to think 

about the audience and design the talk for them. 

If the teacher had taught this lesson, a better 

talk would have resulted: 

 

How many of you have cell phones? Would 

you be OK with the principal taking your phone 

and looking at your text messages? My case, 
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New Jersey v. TLO, isn’t about cell phones but it 

is about a principal searching a student’s stuff, 

too, and like you, she wasn’t happy about it. 

 

Now, this old Supreme Court case is much 

more interesting to the class.  

The second part of oral communication is 

delivering the message which refers to what you 

do as you are speaking. I prefer calling this 

“performing” because the word performing has 

connotations that the word delivering lacks but 

that more accurately describe the task. There is 

no point to building a great talk if you cannot 

perform it. It is the performance aspect that 

scares people. No wonder. No one ever taught 

how to do it. There are six keys to effective per-

formance: 

 Poise—appear calm and confident 

 Voice—make sure every word is heard 

clearly 

 Life—have feeling/emotion/passion 

 Eye contact—look at audience members 

 Gestures—gesture with hands, face, and 

body 

 Speed—speak at an appropriate and varying 

pace    

 

Simple. Understandable. Teachable. Abso-

lutely guaranteed to improve oral language in 

your class. Of course, having a framework for 

understanding what it takes to be a competent 

speaker is not the same as having mastery of the 

skills. Mastery requires teaching. Each of these 

six skills can and should be taught with mini-

lessons. Just as you have a little lesson about 

islands and peninsulas, you should have a little 

lesson about adding life to talks. You teach 

about the state government, you should teach 

about hand gestures. You teach how to amend 

the Constitution, you should teach how to speed 

up or slow down for effect. Below is an  exam-

ple that demonstrates  how to add life and avoid 

monotonous speaking. Use this little speech:  

 

Tropical forests cover just 7% of the world, 

but these forests are home to more than half of 

the world’s plants and animals. A sad fact is 

that these forests are being destroyed. Each 

year, 40 million acres--about the size of the 

state of Washington--are cut down, killing the 

plants and animals that live there. 

 

Explain that adding life is critical for en-

gagement and that without it speeches are dull. 

Call on volunteers to perform the speech look-

ing for places to add emphasis. Perhaps the first 

volunteer will add life to the numbers to make 

them stand out.  

 

Tropical forests cover just 7% of the world, 

but these forests are home to more than half of 

the world’s plants and animals. A sad fact is 

that these forests are being destroyed. Each 

year, 40 million acres--about the size of the 

state of Washington--are cut down, killing the 

plants and animals that live there. 

 

Call on another couple of volunteers. Per-

haps they will emphasize other words. 

 

Tropical forests cover just 7% of the world, 

but these forests are home to more than half of 

the world’s plants and animals. A sad fact is 

that these forests are being destroyed. Each 

year, 40 million acres--about the size of the 

state of Washington--are cut down, killing the 

plants and animals that live there. 

 

Students easily see how adding life im-

proves impact and engages listeners. Every oth-

er aspect of performance can be taught with lit-

tle, targeted lessons, too. You can see more at 

pvlegs.com. 

The result will be a room full of competent, 

https://pvlegs.com/
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confident oral communicators. Those reports that 

bore the class? The biography presentations that 

are totally forgettable? The rambling, dull dis-

cussion comments? All gone, replaced by engag-

ing, well-spoken talks. 

The bottom line: we have shortchanged the 

most important language arts skill and missed 

opportunities for greatly improving the speaking 

that happens every day in our classes. Sure, 

teaching speaking will make all of your verbal 

activities better, but much more importantly, it 

will prepare all of your students for college and/

or career. Start now. 

Notes 

1Fulfilling the American dream: Liberal education and the future of work, (2019). Association of American Colleges & 

Universities. Retrieved from: https://www.aacu.org/research/2018-future-of-work 

https://www.aacu.org/research/2018-future-of-work


54 

Social Studies Review 2019-20 

Special Focus Article 

Four Ways to Integrate Social Emotional Learning  

into Social Studies 

by Scott M. Petri, Ed.D. 

Scott Petri has taught social studies at the middle school level and high school level since 2003. He has also 

served as a coordinator and small school principal in LAUSD.  He holds a Doctorate in Educational Leader-

ship and a Masters in Educational Administration from California State University Northridge, and a B.A. in 

Political Science from the University of San Diego. Dr. Petri is a former board member of the California 

Council for the Social Studies and a past President of the Southern California Social Studies Association. He 

can be followed on Twitter @scottmpetri and contacted via his website www.HistoryRewriter.com. 

Social studies instructors should be propo-

nents of integrating Social Emotional Learning 

(SEL) into their content instruction. Despite al-

most two decades of educational research, many 

teachers struggle to implement practices that 

help students improve their social-emotional 

skills. SEL constructs such as self-management, 

social awareness, growth mindset, and self-

efficacy have been reliably measured by the 

CORE Districts as part of a system included in 

California’s Local Control Funding Formula 

(LCFF) and continuous improvement school ac-

countability dashboard.  

Education advocacy organizations, such as 

Policy Analysis for California Education 

(PACE), WestEd, and The Collaborative for Ac-

ademic, Social, and Emotional Learning 

(CASEL) have disseminated research, but there 

is a shortage of published practitioner approach-

es. The blogosphere brims with ideas for inte-

grating SEL, but rarely includes student work 

that helps teachers visualize how strategies fit 

into their content instruction. Conversation cal-

endars, self-reflection, exam wrappers, and 

Graphic from Measuring Social Emotional Learning by the CORE Districts  

http://www.HistoryRewriter.com
https://coredistricts.org/wp-content/uploads/2018/12/SELValidityandReliability.pdf
https://www.cde.ca.gov/fg/aa/lc/lcffoverview.asp
https://www.cde.ca.gov/ta/ac/cm/index.asp
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quickwrites are four tools that can be easily in-

corporated into your classroom and improve 

your students’ SEL skills.  

 

Conversation Calendars 

 

Developed by Cris Tovani and featured in 

her 2011 book So What Do They Really Know, 

conversation calendars facilitate meaningful dia-

logue between teacher and student. Teachers 

should rotate prompts that inquire as to a stu-

dent’s self-management, social awareness, 

growth mindset, and self-efficacy struggles. 

Make sure you assign these at different times for 

each class period, otherwise you will have too 

many to respond to at once. These back & forth 

conversations strengthen teacher-student rela-

tionships and help educators empathize with 

their students.  

In the example below, I started a conversa-

tion calendar with my 10th grade World History 

students by asking them what they wanted to 

learn about the Holocaust.  

 

I would like to know why the Jews didn’t 

fight back or resist because it seem(s) as if the 

Germans just killed the Jews with ease. I want 

to learn if any groups or people tried to rebel 

over this power and try to support and help 

Jews. Who put a stop to all Hitler’s terror and 

how did people just let him do that?  

 

These questions showed evidence of self-

management, social awareness, and advanced 

critical thinking. I capitalized on this student’s 

interest in the Holocaust in a quick response.  

 

Have you seen the movies Anthropoid or 

Defiance? Anthropoid is based on the true story 

of the assassination of Hitler’s third in com-

mand, Reinhard Heydrich. Defiance is about the 

Bielski Brothers who led an armed resistance 

against the Nazis in Czechoslovakia. Also, take 

look at the Anti-Defamation League’s Courage 

to Care website which honors non-Jews who 

risked their lives to save Jewish people. Lots of 

unknown heroes there. 

 

These conversations are difficult to have 

when walking around supervising a class of 40, 

but reading and responding to a class’ set of cal-

endars can easily be done in one conference pe-

riod. After my note tapped into his intrinsic mo-

tivation, this student went on to view both mov-

ies and write an excellent essay on the Mexican 

Schindler, Gilberto Bosques Saldivar. Thanks 

SEL. 

 

Self-Reflection 

 

Formative assessment is the in-process 

evaluation of student comprehension, learning 

needs, and academic progress (eduglossary). I 

require students to reflect on the work they sub-

mit after we review the work of their peers. This 

is a process that takes time to develop. Costa & 

Kallick (2008) advise that students need exam-

ples of in-depth reflection that makes specific 

reference to the learning event, they should pro-

vide examples and elaboration, make connec-

tions to other learning events, and discuss modi-

fications based on insights from this experience. 

After reading student reflections, I do a 

whole-class debrief with good and bad exem-

plars. The excerpts below came after my stu-

dents delivered three-minute speeches on World 

War II.  

 

Throughout the year, I have written multi-

ple speeches. Each time I write one and say it in 

front of a group of people, I see a change in my-

self. Especially at the beginning of the year, the 

first speech I had written was lengthy and it had 

too much detail. The changes that I see from the 

https://twitter.com/ctovani
https://www.stenhouse.com/content/so-what-do-they-really-know
https://cristovani.weebly.com/conversation-calendars.html
https://www.adl.org/jan-karski-courage-to-care-award
https://www.adl.org/jan-karski-courage-to-care-award
https://docs.google.com/document/d/1d6n6SHbyEeHoWbYnCvlTLkDzsshXCKiuMfyMiR0c4E0/edit?usp=sharing
https://docs.google.com/document/d/1d6n6SHbyEeHoWbYnCvlTLkDzsshXCKiuMfyMiR0c4E0/edit?usp=sharing
http://www.ascd.org/publications/books/108008/chapters/Learning-Through-Reflection.aspx
http://www.ascd.org/publications/books/108008/chapters/Learning-Through-Reflection.aspx
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speech are the ability to connect to the audience, 

create a purpose, and the ability to speak in 

front of people in general. 

 

This student wrote a 558 word reflection 

that detailed how she had learned to craft her 

speaking style after participating in our school’s 

Academic Decathlon program. 

 

My work was a lot different than others be-

cause my speech was very unorganized. In my 

speech I had a lot of names that I couldn’t say 

and even if I did say them, I would say them 

wrong or not even say them at all, leaving a 

dead spot in my speech. Most of the class was 

reading every word off their paper or their 

phone, and I was one of them. The students who 

had their speech memorized really stood out. I 

was very confident and loud reading my speech 

at home, but got very shaky and nervous in front 

of the class. My legs were shaking and I could-

n’t speak correctly and I would want to correct 

that. 

 

This student learned more from watching 

the other speakers than I could have ever taught 

him. I didn’t need to give him any feedback. The 

next step in his growth would be to improve his 

goal-setting and self-efficacy skills. 

Peter Pappas, a Social Studies methods pro-

fessor at the University of Portland, has devel-

oped reflective prompts that align with Bloom’s 

taxonomy. Edutopia has also published 40 Re-

flection Questions for PBL that can be aligned 

to SEL constructs. Having students reflect on 

their efforts builds a growth mindset and im-

proves self-efficacy in addition to reinforcing 

the content you have taught. 

 

Using Exam Wrappers in  

Social Studies Instruction 

 

Exam wrappers provide teachers with a 

glimpse into a student’s capacity for self-

management, self-efficacy, and growth mindset. 

Students typically answer three questions after 

taking an exam: How did you prepare? What 

errors did you make? How will you study for the 

next exam? I modify these to address the Social 

Studies content I am teaching. Here is a form 

my students completed after a reading quiz on 

Patriots From The Barrio.  

This student demonstrated social awareness 

by acknowledging an unfamiliar military culture 

in the example below. 

 

I am extending what I am learning from The 

Patriots of the Barrio by going home and talking 

about it to my older brother who is part of the 

Reserve National Guards. I talk to him about it 

because he seems to know a lot of things going 

on that I don't really understand, so I find it in-

teresting when he clarifies things. 

 

Lastly, my school developed SEL quick-

writes that can be used as “do nows” or “exit 

tickets” at the beginning or end of class. These 

prompts can also be integrated into class discus-

sions, analyzed with other educators during in-

structional rounds, or used as ice breakers dur-

ing faculty meetings and professional learning 

network sessions. 

Integrating these SEL strategies into my 

classroom practices has helped me improve rela-

tionships with students. social studies teachers 

may determine whether SEL becomes a fleeting 

edu-trend, or a long-term improvement in school 

cultures. See the links below for additional ideas 

to help you incorporate Social Emotional Learn-

ing into your lessons. 

 

 

 

 

https://www.usad.org/
https://www.npr.org/sections/ed/2015/07/10/419202925/the-writing-assignment-that-changes-lives
https://www.teachthought.com/critical-thinking/44-prompts-merging-reflective-thinking-blooms-taxonomy/
https://backend.edutopia.org/sites/default/files/pdfs/stw/edutopia-stw-replicatingPBL-21stCAcad-reflection-questions.pdf
https://backend.edutopia.org/sites/default/files/pdfs/stw/edutopia-stw-replicatingPBL-21stCAcad-reflection-questions.pdf
https://teachingcommons.stanford.edu/teaching-talk/exam-wrappers
https://forms.gle/tiPmeKyeajQEnVXe9
https://www.amazon.com/Patriots-Barrio-Company-Infantry-American/dp/1594162999
https://docs.google.com/document/d/1ynWLuu8LQlLUTNmDQma4pqhG3eF9WNIDwETHboel_Jw/edit?usp=sharing
https://docs.google.com/document/d/1ynWLuu8LQlLUTNmDQma4pqhG3eF9WNIDwETHboel_Jw/edit?usp=sharing
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SEL Lessons 

 

Elementary School PK-6 SEL Lessons 

https://www.berkeleyschools.net/teaching-and-learning/toolbox/  

 

Middle School SEL Social Studies Lessons 

http://www.casel.org/wp-content/uploads/2017/08/SEL-in-Middle-School-Social-Studies-8-20-

17.pdf  

 

High School SEL Social Studies Lessons 

http://www.p12.nysed.gov/sss/documents/BerkshireSocialStudiesSELCrosswalkFINAL.pdf 

 

Combining SEL and Social Studies 

Building character using current events and history 

https://www.edutopia.org/blog/sel-social-studies-lessons-maurice-elias  

 

Sources 

 

Anti Defamation League (ND). Jan Karski Courage to Care Award. https://www.adl.org/jan-karski-

courage-to-care-award  

Costa, A.L. & Kallik, B. (2008) Learning and Leading with Habits of Mind. http://www.ascd.org/

publications/books/108008/chapters/Learning-Through-Reflection.aspx ASCD.  

Courage to Care Essay Prompt & Resources. (2017). https://docs.google.com/document/

d/1d6n6SHbyEeHoWbYnCvlTLkDzsshXCKiuMfyMiR0c4E0/edit?usp=sharing  

Eduglossary.org (ND) Formative Assessment def. https://www.edglossary.org/formative-assessment/  

Edutopia. (2011). Free Resources and Tools for Replicating Project-Based Learning. https://

backend.edutopia.org/sites/default/files/pdfs/stw/edutopia-stw-replicatingPBL-21stCAcad-

reflection-questions.pdf  

Finn, C.E. & Hess, F. (2019) What Social and Emotional Learning Needs to Succeed and Survive. 

https://www.educationnext.org/what-social-emotional-learning-needs-succeed-survive/ Educa-

tion Next.  

Freeman, S.M., (2014) Exam Wrappers. Stanford Teaching Commons. 

https://teachingcommons.stanford.edu/teaching-talk/exam-wrappers   

Marsh, J., et al. (2018)  Enacting Social-Emotional Learning: Practices and Supports Employed in 

CORE Districts and Schools. Policy Analysis for California Education. Stanford University 

https://www.edpolicyinca.org/sites/default/files/Report_SEL%20Practices.pdf  

Measuring Social Emotional Learning. https://coredistricts.org/wp-content/uploads/2018/12/

SELValidityandReliability.pdf CORE Districts. 

NPR (2015) The Writing Assignment That Changes Lives. https://www.npr.org/sections/

ed/2015/07/10/419202925/the-writing-assignment-that-changes-lives  

 

 

https://www.berkeleyschools.net/teaching-and-learning/toolbox/
http://www.casel.org/wp-content/uploads/2017/08/SEL-in-Middle-School-Social-Studies-8-20-17.pdf
http://www.casel.org/wp-content/uploads/2017/08/SEL-in-Middle-School-Social-Studies-8-20-17.pdf
http://www.p12.nysed.gov/sss/documents/BerkshireSocialStudiesSELCrosswalkFINAL.pdf
https://www.edutopia.org/blog/sel-social-studies-lessons-maurice-elias
https://www.adl.org/jan-karski-courage-to-care-award
https://www.adl.org/jan-karski-courage-to-care-award
http://www.ascd.org/publications/books/108008/chapters/Learning-Through-Reflection.aspx
http://www.ascd.org/publications/books/108008/chapters/Learning-Through-Reflection.aspx
https://docs.google.com/document/d/1d6n6SHbyEeHoWbYnCvlTLkDzsshXCKiuMfyMiR0c4E0/edit?usp=sharing
https://docs.google.com/document/d/1d6n6SHbyEeHoWbYnCvlTLkDzsshXCKiuMfyMiR0c4E0/edit?usp=sharing
https://www.edglossary.org/formative-assessment/
https://backend.edutopia.org/sites/default/files/pdfs/stw/edutopia-stw-replicatingPBL-21stCAcad-reflection-questions.pdf
https://backend.edutopia.org/sites/default/files/pdfs/stw/edutopia-stw-replicatingPBL-21stCAcad-reflection-questions.pdf
https://backend.edutopia.org/sites/default/files/pdfs/stw/edutopia-stw-replicatingPBL-21stCAcad-reflection-questions.pdf
https://www.educationnext.org/what-social-emotional-learning-needs-succeed-survive/
https://teachingcommons.stanford.edu/teaching-talk/exam-wrappers
https://www.edpolicyinca.org/sites/default/files/Report_SEL%20Practices.pdf
https://coredistricts.org/wp-content/uploads/2018/12/SELValidityandReliability.pdf
https://coredistricts.org/wp-content/uploads/2018/12/SELValidityandReliability.pdf
https://www.npr.org/sections/ed/2015/07/10/419202925/the-writing-assignment-that-changes-lives
https://www.npr.org/sections/ed/2015/07/10/419202925/the-writing-assignment-that-changes-lives
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https://historyrewriter.com/?s=student+reflection
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An Integrated Approach to SEL and Social Studies 

by Mary Hendra  

Abstract 

 An attention to SEL can be integrated into the social studies classroom to strengthen/deepen 

study of historical and contemporary events, better engage and meet students' needs, and facilitate 

connections.  In fact, SEL deepens the learning of history, and history learning with an attention to 

individuals provides ways to broaden students' understanding of themselves, their relationships, and 

their responsibilities to others in society.1  This article will include examples of an integrative ap-

proach, setting up a receptive and reflective classroom environment, and choosing/framing pieces 

which will build students SEL capacity. 

Social Emotional Learning (SEL) sets stu-

dents up to be better learners.2  In analysis of 

over 200 studies exploring the impact of explic-

itly teaching SEL skills, evidence showed sig-

nificant improvement in academic achievement 

alongside student behavior, feelings about 

school, and school safety.3  However, SEL 

doesn’t come from a single day, one-time les-

son. Even for adults, SEL happens throughout 

the day and needs to be built and reinforced 

over time. That doesn’t mean it needs to take 

away from core academic learning. To the con-

trary, incorporating an attention to SEL deepens 

historical understanding while simultaneously 

creating a more engaged and invested class-

room. 

 

Choosing Interesting Stories 

 

Teaching history is essentially the sharing 

of stories. We tell both overarching arcs of his-

tory such as “the development of Western Civi-

lization” and stories more limited in chronolog-

ical scope such as the integration of Central 

High School in Little Rock, Arkansas or the 

family behind the court case Mendez v. West-

minster. The latter may illustrate particular 

points in history, controversies, and shifts in 

human perspectives.  

The stories we choose to tell and the depth 

with which we explore these individual mo-

ments in history, can offer students examples of 

self- and social- awareness, decision-making, 

and relationship skills. When given the oppor-

tunity to explore in greater depth the views and 

choices of “ordinary people” in historical mo-

ments, students can consider: 

 Different perspectives and the impact of 

having a different point of view (an aspect 

of social awareness), 

Mary Hendra is Southern California Program Director for Facing History and Ourselves. She presents 
at conferences and workshops across California, collaborating with districts, cultural institutions, and 

CA County Offices of Education. She co-authored “Do our choices matter?...” in NCSS’s Teaching 

the C3 Framework, and regularly contributes to Learn+Teach+Share (lanetwork.facinghistory.org). 

http://lanetwork.facinghistory.org/
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 How one’s commitments or values influ-

enced the choice made in a moment (a con-

tributing factor to self-awareness), and 

 The way trust or loyal-

ty was built over time 

(one element in more 

explicitly considering 

the growth of a rela-

tionship). 

 

In exploring the lives 

of others, students can de-

velop their own maturity 

in building positive rela-

tionships and making de-

cisions which reflect a 

deeper awareness of self 

and others.  

 

What might this look like in a history class? 

 

Consider the Holocaust. It is naturally im-

portant to understand the big ideas and move-

ments which resulted in the violence of World 

War II and the particular targeting that resulted 

in genocide. But we can also learn from individ-

uals faced with the decision of whether to go 

along with the Nazi party or not.  This wasn’t a 

one-time decision for many individuals, but a 

daily choice. Here’s an example of two boys. 

Alfons Heck joined the Hitler Youth (HY) 

when a boy in Germany in the 1930s.It was a 

natural choice at the time and ultimately became 

mandatory for German boys. Alfons was attract-

ed and excited by the independence he received 

- being away from his parents, being treated as 

an adult.4  Feeling a strong sense of belonging is 

something our students also often seek. So, con-

sidering Alfons’ choice and actions at the time 

can help students explore the factors that might 

influence decision-making. At the time, the 

agenda-driven information given by the Nazi 

leadership limited feedback from others on the 

impact of his decisions, and students might see 

from this a limited social awareness.  After the 

war ended, Alfons reflect-

ed on the betrayal he felt 

when truly understanding 

the impact of their efforts, 

which gives students an 

opportunity to see an indi-

vidual grow in awareness 

of how he had been used 

and influenced as well as 

the perspectives of others.  

Hans Scholl joined the 

HY as well, but became 

disillusioned even in his 

youth. While he began his 

HY involvement with 

great enthusiasm. “He and his boys had sewn 

themselves a magnificent flag with a mythical 

beast in the center. The flag was something very 

special. It had been dedicated to the Führer him-

self.”5 In short time, however, Hans saw the 

things he valued dismissed and disparaged. The 

folk songs he loved collecting were banned. A 

favorite book was taken away. The flag itself 

was ordered replaced with the standard, pre-

scribed flag. Hans had to grapple with compet-

ing loyalties. Was loyalty to another more im-

portant to loyalty to one’s self? Was loyalty to a 

group - or even to the state - more important 

than loyalty to his own values and beliefs? 

In studying these two boys - the choices 

they made as the world around them shifted, the 

relationships they prioritized, and the thinking 

they articulated in the moment and in retrospect 

- we gain a deeper understanding of how the 

Holocaust could have happened. That in itself is 

an important goal for us as history teachers. At 

the same time by engaging students in reflection 

and analysis on the factors that motivated others 

in history - stepping into their shoes, trying to 
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understand what led them to act the way they did 

- we support the students' development of self 

awareness and perspective taking. 

 

Setting up your learning environment 

 

To take greatest advantage of this approach, 

in addition to choosing content like this it is im-

portant to create a learning environment which 

fosters reflective, inclusive, deliberative, and 

participatory behaviors. Facing History and Our-

selves has a number of strategies which can help 

with this. In one study, students shared these 

comments about the open learning environment 

created with Facing History: 

 

 The teacher encourages students to discuss 

political and social topics about which peo-

ple have different opinions. 

 The teacher listens to students’ ideas. 

 The teacher treats students as individuals, 

not as members of groups to which they be-

long. 

 

Social Emotional Learning happens in that 

particular space that balances both the challenge 

of new ideas (rigorous academic content) and 

emotional safety.6  In order to examine our own 

assumptions, we have to be free to be reflective. 

And, we need to really hear the experiences of 

others with some level of empathy.  Teachers 

play a critical role in this by incorporating a ped-

agogy which complements the content in teach-

ing SEL skills.7  Some of my favorite strategies 

for this approach (all from facinghistory.org) 

include: 

 Rapid-fire writing  

After reading a particularly resonant and 

complex text, I like having teachers or students 

do the steps of Rapid-fire Writing. In it, students 

re-read the text and their own writing several 

times—building self-awareness alongside close 

reading skills. They ultimately focus themselves 

through the process, which contributes to self-

management. If followed by group or class dis-

cussion about the issues that emerged for others, 

they can also build social awareness around how 

this particular issue is seen or felt by people with 

a range of perspectives. 

 Listen to Learn, Learn to Listen  

When it comes to current events, students 

come into the classroom with opinions formed to 

some degree already. In step one of this strategy, 

students get to write their own thoughts - deep-

ening their self awareness. As Joan Didion 

wrote, “I write entirely to find out what I'm 

thinking, what I'm looking at, what I see and 

what it means. What I want and what I fear.” 

This is followed by listening to others - building 

both the self-management to keep the focus on 

learning from another, and the social awareness 

to understand their partner’s perspective. This 

could also be a time to be attentive to relation-

ship skills as appropriate for the grade level. The 

final writing opportunity lets students consider 

what they learned as well as what they originally 

wrote, and perhaps come to a more nuanced un-

derstanding or decision. Imagine if this were to 

happen across political perspectives and around 

critical issues facing us today?   

 Text-to-Text, Text-to-Self, Text-World 

connections 

This strategy asks students to be conscious 

of the connections they are making, and to seek 

understanding of themselves and the historical 

piece by making those connections visible for 

further inquiry.  In doing so, students build 

awareness of themselves and others, examine 

and manage their own thinking, and explore re-

lationships from history to today. 

 

A Final Example 

 

Last summer, during a seminar that ex-
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plored Migration in the United States with an 

eye towards identity, Belonging, and Citizen-

ship, we delved into the film and study guide for 

Becoming American: the Chinese Experience.  

In one piece, the story of Anna May Wong is 

related.  Wong was an American movie star, 

landing roles alongside Douglas Fairbanks and 

others. However, the restrictions against interra-

cial kissing meant she could never be a leading 

lady on film. Instead, she was regularly limited 

to roles that reinforced negative stereotypes of 

Chinese while white actors played more nu-

anced or positive Asian roles. Here’s how explo-

ration of that one moment in history - one indi-

vidual’s perspective and experience of the his-

torical moment - could be leveraged for SEL 

alongside historical understanding.  

 Text-to-Text 

The movie The Farewell came out a few 

weeks after the seminar, and I made a text-to-

text connection comparing the portrayal of Chi-

nese culture in this all-Chinese cast to the roles 

relegated to Wong.  In contrast to a single image 

of what it means to be Chinese, The Farewell 

shows a diversity of experience and opinion 

among Chinese family members in relation to 

this one personal moment. Looking at the two 

films together allows a comparison of Chinese 

and American economic growth over time, an 

opportunity to consider motives and impact of 

migration, and, for social emotional skill devel-

opment, a consideration of how one person’s 

choices influences others they may or may not 

already know. This can help students heighten 

their social awareness.  

 Text-to-World 

An immediate connection students might 

make is to #OscarsSoWhite and other contem-

porary discussion about media representation. I 

also considered the impact of film in shaping 

perspectives. When I lived in the Soviet Union 

as a student, I was told by a Russian man that I 

really should consider marrying while there, be-

cause, he said, “we don’t hit our women.” I had 

never been hit by an American man, and was 

taken aback by the comment until I thought 

about the two most popular American films in 

the Soviet Union: Rambo and Gone with the 

Wind.  As this shows, students making a text-to-

world connection can both practice perspective-

taking and more clearly identify how their own 

position and perspective has been influenced by 

outside factors. 

 Text-to-Self 

My thoughts went beyond media for this 

question. As I considered how Anna May Wong 

was given role after role that reinforced negative 

stereotype, I asked when I had been put into par-

ticular roles based on gender norms.  Similar to 

the impact Wong’s playing those roles had on 

other Chinese Americans, I wondered if my 

stepping into gendered norms had an impact on 

others. Asking questions like this is one step to-

wards greater self-awareness and an attention 

towards decision-making that holds us responsi-

ble to others as well as ourselves. 

 

Endnotes 
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Walk in My Shoes:  
Developing Empathy in Middle Schoolers  

 

by Catherine A. Atkinson, Ed.D 

The role of a middle school history teacher 

encompasses more than simply teaching aca-

demic content and skills. Aside from teaching 

students about events and people from a specific 

time period, we have always shouldered respon-

sibility to teach students communication, collab-

oration, critical thinking, and creativity skills. 

However, in recent years, it has become apparent 

that students need support in furthering the de-

velopment of social and emotional skills. In fact, 

schools and districts have formally adopted 

goals that explicitly address personal skills de-

velopment for students which is not a bad thing 

for those of us who teach in the social sciences. 

Teaching middle schoolers about historical 

events and figures from the past provides teach-

ers the opportunity to introduce and support the 

development of social and emotional skills, more 

specifically the development of historical empa-

thy. The Collaborative for Academic, Social, and 

Emotional Learning (CASEL) defines social and 

emotional learning as the “process through 

which children and adults acquire and effective-

ly apply the knowledge, attitudes, and skills nec-

essary to understand and manage emotions, set 

and achieve positive goals, feel and show empa-

thy for others, establish and maintain positive 

relationships, and make responsible deci-

sions” (CASEL, 2019). Historical empathy is 

defined as the “ability of perceive history from 

the perspectives of those in the past” (Colby, 

2008, p. 60). The increased proliferation of so-

cial and emotional learning programs across 

school districts align to recent research that sug-

gests a marked improvement of “students’ aca-

demic performance and general school perfor-

mance” when social and emotional learning 

needs are addressed (Hardiman, 2012, p. 50).  

One only has to look at the media to find 

examples of the lack of empathy for people’s 

perspectives. The combative nature of exchanges 

and lack of civil discourse among adults are cre-

ating an environment in which it is becoming 

increasingly difficult for one to honestly express 

thoughts and questions (Pew Research Center, 

2019). Students are not only witnesses to these 

types of exchanges, but in some cases may mim-

ic this behavior among their own peer groups. 

As environmental factors play a role in how stu-

dents view themselves and the world around 
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them, educators need to help students develop 

sense-making or metacognitive skills to better 

understand the world around them (Bransford, 

Brown, & Cocking, 2000).  

The increased diversity in schools with stu-

dents from a variety of ethnicities further sub-

stantiates the need to help students develop em-

pathy. Banks et al., (2001) contend that “schools 

can make a significant difference in the lives of 

students, and they are key to maintaining a free 

and democratic society” (p. 197). However, this 

is dependent on developing students who are 

thoughtful and vested in civic life—defined as 

the ability to respectfully interact and participate 

with people who have differing personal, cultur-

al, political, and religious beliefs (Banks, 2016). 

CASEL defines social awareness as the “ability 

to take the perspective of and empathize with 

others [including those] from diverse back-

grounds and cultures” (Gehlbach & Hough, 

2018, p. 3). Therefore, as an educator, I have 

made it a goal to help my students develop his-

torical empathy. The hope is that as they learn 

how it feels to be in someone else’s shoes that 

they can transfer that knowledge to their current 

life.   

 

Practicing Empathy with Emojis 

 

One of the standards for world history in-

cludes tracing the “origins of Islam and the life 

and teachings of Muhammad” (California De-

partment of Education, 1998, p. 28). Students are 

first given the task to read the text, watch a vid-

eo, and then complete a cloze assignment 

(Taylor, 1953) using context clues and prior 

knowledge. From the cloze assignment, students 

are then asked to imagine Muhammad’s thoughts 

and feelings as the prophet of Islam. Students 

have to choose emojis that they believe best in-

forms how Muhammad felt during key points in 

the story of the origin of Islam. The narrative 

does not explicitly state emotions, so students are 

left to make inferences based upon what they 

have learned through the examination of a varie-

ty of media (e.g., print, video, images). Students 

also create a hashtag from Muhammad’s per-

spective that sums up one of the emojis used.  

The purpose of having students make infer-

ences of Muhammad’s thoughts and feelings 

based upon the story is to provide them an op-

portunity to put themselves in Muhammad’s 

shoes. The context of the time period was not 

necessarily a welcoming one for new religious 

ideas. An example from the cloze assignment 

states, “The wealthy merchants and religious 

leaders opposed Muhammad’s message because 

they feared he was trying to take away their pow-

er.  They beat and tortured his followers and 

threatened to kill Muhammad.” Students who put 

themselves in Muhammad’s shoes have to inter-

pret how they would feel if a powerful group of 

people threatened their safety. Some students 

may feel emboldened to strike back or defend 

themselves, while others may fear for their life. 

As Muhammad left no written records, the emo-

jis students use to depict Muhammad’s thoughts 

and feelings are left up to interpretation 

(see Appendix A). But the process of placing 

oneself in the shoes of a historical figure allows 

students to develop a sense of empathy for those 

who experience discrimination and persecution. 

During the process of this assignment, many 

students chose to discuss with peers appropriate 

emojis to convey certain thoughts and feelings. It 

is this type of academic discourse that is so pow-

erful. Students have to justify to their peers why 

they believe a particular emoji better depicts a 

certain emotion. This back and forth between 

peers allows students to share personal connec-

tions to the story, perhaps even about a time 

when they may have felt bullied or pressured by 
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their peers. An extension activity could include 

having students formally reflect on a difficult 

situation in which empathy from others would 

have been appreciated. 

 

Sensory Figures and Empathy Development 

 

The use of sensory figures in historical anal-

ysis is another activity that can help foster the 

development of empathy for middle school stu-

dents. The National Council for History Educa-

tion’s History’s Habits of Mind states that stu-

dents need to develop skills to “perceive past 

events and issues as they might have been expe-

rienced by the people of the time, with historical 

e m p a t h y  r a t h e r  t h a n  p r e s e n t -

mindedness” (National Council for History Edu-

cation, 2016). Situating students within the con-

text of a particular historical time and place is 

not an easy task. Therefore, when facilitating a 

lesson where students have to put themselves 

into the shoes of a historical figure, a general 

rule of thumb is the more resources students 

have at their disposal, the better. 

Sensory figures involve students perceiving 

the experience of a historical figure through the 

five senses: seeing, hearing, smelling, tasting, 

and touching. Some teachers give students an 

outline or template of a figure that the students 

then have to fill in with appropriate details. Oth-

er teachers may use an application like 

ThingLink so that students can import a picture 

and use pins to add details for the five senses. An 

easy tool I use that allows students to collaborate 

on a sensory figure task is Padlet. Padlet is an 

online bulletin board that allows the user to cus-

tomize the background, text, images, and for-

mat.  

For the sensory figure project on the samu-

rai, students were charged with the task of creat-

ing an inspiration board for a samurai that touch-

es on all of the five senses. The images, text, and 

overall design needed to convey the aesthetic of 

a samurai living during the 14th century. Using 

the context of the time, students are expected to 

incorporate the Bushido Code and explain the 

impact it had the samurai way of life. Students 

created posts in Padlet from the perspective of a 

samurai preparing for battle: What would a sam-

urai be seeing? Hearing? Smelling? Tasting? 

And touching? (see Appendix B).  

Students are always encouraged to share 

their work with peers prior to submitting it for 

teacher feedback. A single-point rubric is used 

both for reflection and peer review (see Appen-

dix C). Therefore, it is not unusual for students 

to engage in active discussions around why a 

samurai might be feeling or smelling certain 

things. Talking with peers gives students another 

opportunity to have to justify their point of view 

from a samurai’s perspective. The use of poems, 

images, videos, and text provide additional infor-

mation for students to make educated inferences 

about what a samurai would be sensing prior to 

battle. Stepping into the shoes of a samurai 

through the five senses is a unique way for stu-

dents to imagine what life was like for that par-

ticular historical figure in that place and time. 

Having students imagine the experiences of 

a person through the five senses may perhaps 

help students to not only become more self-

aware but also more socially aware of others 

from different cultures. By analyzing a code of 

conduct that strictly dictates the life of a samurai, 

students may also gain a better appreciation for 

rules and structure as well as the moral tug-of-

war between doing what’s best for oneself versus 

the greater good. An extension activity may in-

clude having students reflect on a difficult situa-

tion using the five senses as a means to better 
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understand how to regulate their emotions.  

 

Conclusion 

 

Being able to put oneself into the shoes of a 

historical figure gives students the opportunity 

to imagine and perhaps even appreciate the diffi-

cult decisions historical persons had to make. 

Giving students the means to practice and devel-

op empathy for people living in the past may 

perhaps encourage them to think before they 

speak. It’s easy to judge someone and their ac-

tions, especially through the present-day lens. 

However, walking in a historical figure’s shoes 

and imagining what they may have been think-

ing or feeling during a particularly difficult or 

pivotal time may provide students valuable in-

sight into the human psyche. Perhaps it may 

even prompt them to think twice before making 

quick judgments of the past and present. 
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Appendix A 

Student Examples of the Close Assignment 
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Appendix B 

Student Examples of the Samurai Sensory Figure Assignment 
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Appendix C 

Single Point Rubric for Sensory Figure Project 
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Framing an Inquiry Approach: 

The Skilled Use of Compelling Questions 
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Inquiry teaching? How difficult can it be? 

 

  Just have the students create some interest-

ing questions and you are off and running. Not 

so fast. It doesn’t quite work that way. 

While working with a group of 3rd, 4th and 

5th graders, I decided to have a “Tea and Talk,” 

an activity I adapted from NCSS Smart Briefs 

(2019), a weekly email chocked full of great ide-

as published the National Council of Social Sci-

ence. Since our students were researching the 

history of the local community, I invited five 

senior citizens who have lived in the community 

all their lives to meet with the students for tea 

(apple cider for the kids), fresh baked cookies, 

and conversations about changes the seniors 

have witnessed in the community over time.  

In the spirit of inquiry, I decided to have the 

children create their own sets of questions to ask 

the seniors. Due to a shortage of time and with 

no preparation on how to craft questions, I 

thought the students would have an innate 

knowledge of how to write compelling ques-

tions. Wrong!  

The students loved chatting with the seniors 

who in return were impressed by the eagerness 

of the children to listen. However, the questions 

were quite terrible, low-level, and some elicited 

only simple yes or no answers. Yikes! I should 

have saved some of the questions for this article, 

but I was so distressed with the results that I 

tossed them! 

What went wrong? First, as the lesson un-

folded, I knew immediately that my lack of 

planning had caused the “less than revealing” 

results. 

Perhaps the biggest challenge in inquiry 

teaching is to help children formulate compel-
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ling questions and to “hit the sweet spot between 

the qualities of being intellectually rigorous and 

personally relevant to students.” (Swan, Lee and 

Grant, 2015).  

Many children have lost their early eagerness 

for asking questions by the time they are in ele-

mentary school. If they do pose questions, they 

are generally directed to parents, teachers, or 

other authority figures. They expect to be given 

an answer. This type of question-asking is alto-

gether different from learning through an inquiry 

approach. “Compelling questions need to be 

worth investigating from an academic angle, but 

they also need to be worth exploring from a stu-

dent angle.” (Swan, Lee and Grant, 2015). 

Rich Carin proposes that an inquiry-based 

question should: 

 address an authentic problem or issue. 

 require the use of primary or secondary 

sources to answer it. 

 stimulate ongoing thinking. 

 raise additional questions, debate, and dis-

cussion. 

 demand supporting and corroborating evi-

dence. 

 have the potential for multiple “obvious” 

conclusions (Wiebe, 2017). 

Bruce Lesh (2010) provides help for creating 

an inquiry-based question with some of his own 

suggestions: 

 Does the question represent an important 

issue to historical and contemporary times? 

 Is the question debatable? 

 Does the question represent a reasonable 

amount of content? 

 Will the question hold the sustained interest 

of students? 

 Is the question suitable given the resources 

available? 

 Is the question challenging for the grade lev-

el and developmentally appropriate? 

 

What teacher has the time, energy and 

expertise to write these inquiry-based  

compelling questions? 

 

Fortunately, the History Social Science 

Framework for California Public Schools (2017) 

offers sample compelling questions for every 

standard. For the elementary grades, these are 

included in each chapter beginning with Kinder-

garten (Chapter 3) through Grade 5 (Chapter 8). 

For example, some questions listed for Grade 3 

include: 

 Why did people move to my community?  

 How has my community changed over time?  

 What issues are important to my communi-

ty? 

These questions can be a starting point to 

guide teams of teachers as they develop their 

own compelling questions. The questions listed 

in the Framework are meant to be illustrative 

rather than exhaustive. “Compelling questions 

come in all sizes and shapes. Some address wide 

swaths of content, while others take a more fo-

cused approach; some feature deep analysis, 

while others are more playful” (Swan, Lee, and 

Grant, 2018). The authors go on to state, 

“Wherever one starts with a question, the key is 

to keep pushing it in two directions—does it hit 

the right content notes and is it likely to get un-

der my students’ skin?” (Swan, Lee, and Grant, 

2018).  

 

If compelling questions frame an inquiry, 

supporting questions sustain it.  

 

They provide the infrastructure for lesson 

planning and help scaffold students’ investiga-

tions into the ideas and issues behind a compel-

ling question. A compelling question might be, 

“Why do we need rules?” Examples of support-

ing questions include, “What are some rules that 

families follow?” or “What classroom rules have 
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you followed in the past?”  (C3 Framework, pp. 

23-24). By design, compelling questions lead to 

arguments and supporting questions lead to ex-

planations (C3 Framework, p. 27). 

 

Is the inquiry method of teaching new to 

social studies education in California?  

 

What goes around, comes around! During 

the 1972-73 social studies textbook adoption for 

California schools, inquiry was a major focus. 

“Teaching Social Science by Inquiry” was the 

first chapter of the state-adopted book, The 

Teacher’s Role in Social Science Investigation 

by Lippitt, Fox and Schaible (1969), developers 

of the SRA Laboratory Units for Grades 5 and 

6.   In fact, the inquiry approach was popular 

beginning in the 1960s’. In 1969, an article in 

Today’s Education (Sugrue, & Sweeney), titled 

“Check Your Inquiry-Teaching Technique,” 

lists 34 criteria by which a teacher can rate her-

self to determine if she is an inquiry teacher.  

 

Questions are the first of four dimensions 

that take form in an Inquiry Arc.  

 

The focus of this article has been on the 

skilled use of compelling questions. However, 

the inquiry approach does not end there. The 

History Social Science Framework for Califor-

nia Public Schools (2017)  describes an Inquiry 

Arc as “… students need …to ask good ques-

tions and develop robust investigations into 

them; consider possible solutions and conse-

quences; separate evidence-based claims from 

parochial opinions; and communicate and act 

upon what they learn (California Department of 

Education. (2017).  

Andrew Miller states that the Inquiry Arc, as 

explained in The College, Career, and Civic 

Life (C3) Framework for Social Studies State 

Standards, is comprised of four dimensions: 

“one focused on questioning and inquiry; anoth-

er on disciplinary knowledge and concepts relat-

ed to civics, economics, geography and history; 

another on evaluating and using evidence; and a 

final one on communicating and taking ac-

tion” (Miller, 2019).  

 

So, how do you frame the teaching of so-

cial studies using an inquiry approach?                       

 

It all begins with a compelling question that 

sparks curiosity and guides the instruction. “By 

engaging in social studies inquiry, young chil-

dren can begin to see themselves as capable 

problem-solvers and active contributors to their 

communities and beyond” (NCSS, 2017). Fram-

ing the questions are but one of four dimensions 

of the Inquiry Arc. The other three dimensions 

are for future articles.  
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Middle School Review 

Using the C3 Framework in Middle School  

by Amy  Vigil 

Amy Vigil currently teaches 8th grade U.S. History at Roosevelt IB Middle 

School in the San Diego Unified School District and is a social studies meth-

ods instructor at San Diego State University. She recently completed her 13th 

year of teaching and was the recipient of the school site Teacher of the Year 

award in the 2014-2015 academic year. Amy is also a member of the Califor-

nia Geographic Alliance and a CGEP (California Global Education Project) 

advisory board member at San Diego State University. Amy received her 

B.A. and M.A. from San Diego State University. 

As a K-12 public educator working in mid-

dle school, I feel obligated to keep up with the 

times and offer a curriculum that is current, en-

gaging, and inclusive. This becomes an inherent 

challenge when students show up to what they 

believe is “History” class, where everything 

they will learn is old, outdated, and boring. Like 

many other social studies educators, I still walk 

into class on the first day trying to debunk the 

myths my students may have that we will be 

reading out of a textbook, taking notes, and pre-

paring for a test at the end of each chapter. For 

me, this starts by framing the question for my 

instruction like this, “How do I prepare students 

to be active participants in society on a local, 

national, and/or global level?” I think the an-

swer is to use examples, primary resources, ge-

ography, and ideas throughout history to relate 

to the present-day issues that students care about 

or want to know more about. Although there are 

several frameworks and standards, that guide 

social studies teaching, The C3 (College, Ca-

reer, and Civic Life) Framework is the guide 

that I use to hold myself accountable to provid-

ing a curriculum that is relevant to students. The 

C3 Framework offers a meaningful and ap-

proachable way to motivate students to take 

ownership of their learning and simultaneously 

apply skills that will prepare them, for college, 

career, and civic life beyond the classroom.  

If you have not yet read the C3 Framework, 

here is a “Reader’s Digest” version of the new 

document: There are two main parts that are or-

ganized around inquiry. The first part explains 

the rationale of the Framework and demon-

strates how asking questions helps to develop 

inquiry. The second part creates four dimensions 

to help teachers provide a rich curriculum based 

on inquiry. These are the four dimensions: 1) 

Developing questions and planning inquiries, 

2) Applying disciplinary concepts and tools, 

3) Evaluating sources and using evidence, 

and 4) Communicating conclusions and tak-

ing informed actions.  
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I suggest reading the Framework in its en-

tirety (a little at a time might help with digesting 

major concepts), but from my perspective, it is 

clear that providing an inquiry-based approach 

in social studies curriculum is the most viable 

way to prepare our students for the future. While 

this seems like a reasonable and impactful con-

sideration to setting up a class, it requires a lot 

of work if you are shifting your curriculum from 

the traditional sense. Here are some of the ques-

tions that come to mind as I have begun chang-

ing my approach to an inquiry-based strategy:  

 

 How do I implement this in my classroom?  

 How does this look to someone observing?  

 How do I know if I am doing it right?  

 How do I know my students are actually 

learning?  

 How do I assess my students using the 

benchmarks provided in the document?  

 

If these are the same questions you asked 

then you are beginning the first steps toward cre-

ating an inquiry-based curriculum that is sup-

ported by the C3 Framework.  

Here is the consistent approach to the ques-

tions around an inquiry-based curriculum (and 

pretty much everything else); start small, pro-

vide practice, make students think, and take 

chances. Coincidentally, the four dimensions of 

the C3 Framework match up well with my four 

approaches if you are looking for a place to start 

implementing these concepts and strategies in 

your classroom. The first dimension involves 

developing questions and planning inquiries—

and this is the place to start small. Challenge 

yourself to ask your students open-ended ques-

tions (orally or on assignments) that require a 

thoughtful response, rather than questions that 

have one answer. Middle school is the time to 

shy away from who, where, and when questions 

and ask the what, why, and how questions. An 

example of this that comes directly from the C3 

Framework states, “Was the American Revolu-

tion revolutionary?” In my classroom, I would 

add “Explain.” to the end of the question to 

avoid the obvious one-word answers most stu-

dents will want to give. It is important to ask 

students to explain, describe, provide examples, 

etc. so that they are encouraged to think and not 

simply answer questions for the sake of com-

pleting their assignment. In addition to the ques-

tion-asking by the teacher, students also need to 

practice asking questions and hearing other stu-

dents’ answers to their questions. To this end, 

the teacher may employ multiple strategies to 

get students out of their seats to talk and share 

ideas, but it is up to the teacher to facilitate a 

classroom encouraging students to write, talk, 

and share with others.  

One of the ways I get students developing 

questions and planning inquiries is by starting 

the year with peer interviews. This is unrelated 

to the historical content of the class, yet is a 

great start to practice the habit of writing, talk-

ing, and sharing with their peers. I randomly pair 

students together and provide a range of ques-

tions from, “What is your favorite color?” to 

questions that require more thought like, “There 

are two different types of people in this world, 

who are they?” After students interview each 

other from the list of questions that I have creat-

ed, they are required to write two to three of 

their own questions they choose to ask their 

partner and have a discussion based on what 

they have learned from each other. In the first 

weeks of school, this allows me to assess my 

students’ ability to write questions and converse 

with peers in a low-risk way. In addition, when 

students finish their interviews they are required 

to write their partner a note/letter that acknowl-

edges what they believe their partner is good at, 

what they both have in common, and words of 

encouragement for making it through the year. It 
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is a great informal assessment tool that helps me 

understand my student’s writing, question-

asking, and speaking abilities while also creat-

ing a classroom environment where students 

feel comfortable being vulnerable and partici-

pating in positive encouragement for their peers. 

Also, as students practice writing, question-

asking, and speaking tasks, the exercises be-

come more manageable for them to do when it 

is content driven. 

Since the content of our curriculum is social 

studies, it is important to refer to Dimension 2 in 

the C3 Framework to be reminded that social 

studies is not just history. According to the doc-

ument, the disciplinary tools and concepts in-

clude civics, economics, geography, and history. 

This dimension opens up the opportunity for 

students to have diverse exposure to current so-

cial and political situations that are relevant and 

meaningful to them. For example, an inquiry-

based unit on the fairness of the justice system 

exposes students to the Constitution, historical 

and current Supreme Court cases, democratic 

principles, and much more (like geography, 

which is not obvious, but adds value in the con-

text of regional differences in the United States). 

In order to create an inquiry-based unit on such 

a broad topic, the best strategy I have found that 

supports this is using the Socratic Seminar 

method. This approach requires students to con-

duct initial research using a variety of sources to 

research. Students are then more likely to be 

engaged and willing to work on additional activ-

ities. In this unit, students look at maps, pic-

tures, listen to podcasts, watch films, and read 

primary and secondary texts that address both 

historical and current topics. 

By the end of the unit, students participate 

in a Socratic Seminar to discuss whether the 

United States judiciary system is actually fair, 

based on their knowledge of the Constitution 

and their exposure to multiple past and present-

day resources and their practice of asking ques-

tions, and participating in a live discussion. This 

is one of those traditionally weak units as I be-

gan my teaching career, but improved as I tried 

new strategies and experienced what worked 

and did not work in each class. One of the most 

evolved components in this unit, over the years, 

has been the types of sources that students use 

to do research, which directly relates to dimen-

sion three in the C3 Framework. 

Students interviewing each other using questions they 

created. 

Students participating in a Socratic Seminar. The inside 

circle discusses while the outside circle evaluates their 

partner in the circle. 
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As the C3 Framework states, “Dimension 3 

includes the skills students need to analyze in-

formation and come to conclusions in an in-

quiry.” Simply stated, the sources that you 

choose for your students (and the sources they 

choose for themselves) matter. I realize this 

sounds like a tagline, but the content students 

evaluate should provide multiple perspectives 

and give students the opportunity to think, make 

connections, and reevaluate evidence based on 

new information. This is made possible by ei-

ther providing or requiring the evaluation of 

multiple perspectives from the past and present. 

Our classrooms are filled with very diverse pop-

ulations and all students want to see themselves 

in the history they study. Some of the resources 

I use for my 8th grade U.S. History and Geogra-

phy course are the Stanford History Education 

Group (SHEG), Gilder Lehrman Institute of 

American History, Library of Congress, Bill of 

Rights Institute, National Geographic Educa-

tion, and Newsela. These sources and many oth-

ers (like podcasts) are a reliable place to find 

content that is diverse and thought provoking 

for student study and activities. Student use of 

educational resources to practice writing and 

speaking content-related questions, in a discus-

sion forum, also helps prepare students to work 

toward dimension four, which is communicating 

conclusions and taking informed actions.  

Dimension four is the part of the C3 

Framework that pushes me to take chances in 

my teaching and be creative. Using the Socratic 

Seminar method has been the most successful 

way I have attempted to address this dimension 

because it inherently requires students to use 

evidence-based research to discuss their conclu-

sions, participate in a discussion, and hold each 

other accountable. If you are not using Socratic 

Seminar in your class I recommend attending a 

professional development and/or finding a trust-

ed colleague who is successful at using this 

strategy in their class and can offer you support. 

I started by asking an English teacher to share 

her great work and edited templates and practic-

es to fit what worked in my class. Also, to ad-

dress the part in dimension four where you take 

action, it’s ideal if teachers can create authentic 

experiences for their students such as presenting 

to your Parent Teacher Student Association 

(PTSA), the school board, city council, etc. 

However, the reality is that most teachers may 

not be able to create an authentic experience for 

their students. In this case, it is a great idea to 

create mock scenarios that allow students to fa-

cilitate the skills it would require in an authentic 

situation. I often create “Congressional Commit-

tees’ in my classroom where groups of students 

must solve issues of legislation that they must 

present to the entire Congress (which is the rest 

of the class). In any case, dimension four (as 

well as the others) requires students to practice 

skills and defend claims in real-world situations 

that are more impactful than taking an end of 

unit test.  

Each of the four dimensions of the C3 

Framework are designed to help teachers create 

an inquiry-based approach to their curriculum. 

When you look even closer at the Framework 

than the snapshot I provided, you will find that 

there is so much information provided to sup-

port inquiry in the classroom. Students care as 

much about current issues being talked about 

and debated daily as they do themselves. The 

C3 Framework gives us teachers the opportunity 

to provide a curriculum that students want and 

need. So whether you choose to address one or 

all four of the dimensions provided for inquiry, 

consider starting small, providing practice for 

your students, making them think, and taking 

chances. At least you will be trying, which is 

exactly what we want our students to do.  

 

 

https://sheg.stanford.edu/
https://sheg.stanford.edu/
https://www.gilderlehrman.org/
https://www.gilderlehrman.org/
https://www.loc.gov/
https://billofrightsinstitute.org/educate/educator-resources/teaching-with-current-events/
https://billofrightsinstitute.org/educate/educator-resources/teaching-with-current-events/
https://www.nationalgeographic.org/education/
https://www.nationalgeographic.org/education/
https://newsela.com/
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This is an example of an English Learner using claim and evidence to determine which historian believed the Decla-

ration of Independence was written for selfish reasons and believed it was for ideological reasons. *This assignment 

was adapted from the Stanford History Education Group. 

This is an example of direction for a student quickwrite 

after students have engaged with the content in the Pre-

amble.  
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High School Review 

Using Discussion Models to Fill the Gap  

Between Reading and Writing 
by Christopher Lewis, Ph.D.  

Christopher Lewis is a teacher at Mountain View High School in El Monte, CA. 
He has taught in the English and Social Science department for fifteen years. Cur-

rently, he is a teacher on Special Assignment supporting English Learners. Chris-

topher has presented at a number of conferences including CCSS, CATE, and 

NCTE. His research interests include youth adult dystopian fiction, civic engage-

ment, youth voice, and multiliteracies. 

How can social science teachers engage stu-

dents in structured discussions about primary 

sources? All students need structured support 

when learning to use appropriate academic and 

disciplinary language. This article will describe 

one way I created an inquiry-based discussion 

model that addresses all four domains in the 

social sciences. 

 

Historical Analysis Discussion Protocol 

 

In history classes, students struggle to move 

directly from reading primary and secondary 

sources to writing analytical responses. We ex-

pect students to demonstrate mastery of content 

knowledge and historical thinking skills. 

Graphic organizers can support students in cat-

egorizing information; however, they often fail 

to provide scaffolds for thinking a student’s 

move from receiving to producing knowledge. 

The following image represents an inquiry arc 

showing how the discussion model process that 

integrates a content and skill-based approach. 

Encouraging students to practice close-reading 

in history classes requires they have access to 

or already possess sufficient prior knowledge to 

support their analysis. 

Figure 1: Inquiry and Textual Analysis Process. This 

image shows an inquiry arc that addresses the four as-

pects of literacy development (reading, thinking, speak-

ing, and writing) and the textual analysis sequence. 

 

Implementing a discussion model can re-

duce the anxiety students feel when shifting 

from one skill-set to another, specifically from 

reading complex texts to writing analytical re-

sponses. There are five steps to this process that 

focus on a close-read of a document that is high 

interest and will incite valuable discussion.  
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1. Give a purpose for reading with an essential 

question. 

2. Read to identify the author’s main claims 

and evidence. 

3. Do a second read using historical investiga-

tor lenses. 

4. Participate in a structured discussion model 

where they ideally work in groups of four. 

5. Complete a structured written response using 

a paragraph frame. 

 

Crafting Essential Questions 

 

 The use of essential questions varies in pur-

pose and content areas. Some essential questions 

make the content relevant by addressing con-

temporary issues students may ask themselves 

outside of the classroom (Wiggins, 2007). For 

example, an essential question like, “Who de-

fines identity?” or “How do individuals combat 

oppression?” can be used during lessons about 

slavery or the Civil Rights Movement in United 

States history. The C3 Framework (NCSS, 

2013) defines compelling and supporting ques-

tions similarly, but explains how they “deal with 

curiosities about how things work; interpreta-

tions and applications of disciplinary concepts; 

and unresolved issues that require students to 

construct arguments in response” (p. 23). The 

C3 Framework encourages the use of compel-

ling questions to shape inquiry. In this way, stu-

dents constantly reflect on using multiple 

sources to respond to open-ended questions that 

intentionally incite argumentation. 

Multiple Reads. Students will need ap-

proximately 90 minutes to complete the inquiry-

based reading and discussion; however, depend-

ing on the complexity of the text, students may 

accomplish steps in less time. The first half of a 

class period focuses on reading and analyzing 

the text while the second half includes the struc-

tured discussion and written response. Engaging 

with historical texts often requires multiple 

reads. The first read of a primary/secondary 

source document should focus on macro-

structures including the identification of main 

claims and supporting evidence. Students use 

four main strategies to actively read: 

1. Numbering the paragraphs for easy reference 

in discussions and in written reflections; 

2. Circling key terms essential to the author’s 

argument and words that are confusing or 

have multiple meanings; 

3. Underlining the author’s main argument and 

mini-claims found throughout the text; and, 

4. Bracketing the author’s evidence, this could 

include statistics, anecdotes, historical terms/

concepts, or event descriptions. 

In addition to these “Marking the Text” 

practices, students ask questions and make com-

ments using marginal notes. By the end of a first 

read, the analysis covers the text. Having stu-

dents compare their markings and share their 

findings with the whole-class allows the teacher 

clarify any confusing aspects of the document 

and its time-period connection. 

A second read of the document requires stu-

dents to assume one of four historical investiga-

tor roles: historical context investigator, audi-

ence investigator, purpose investigator, and 

point of view investigator. As students go back 

to the text for a second time, they now focus 

their analysis by practicing the historical think-

ing skills. To support students in their analysis, 

there are historical thinking role cards, which 

include review questions on one side and sen-

tence frames for discussion/writing on the other. 

In groups of four, students use a graphic or-

ganizer to record and categorize their gathered 

evidence to support their findings based on the 

assigned historical investigator role. For exam-

ple, if a student is responsible for evaluating the 

intended audience of a document, she would 

look for claims and specific word choices that 
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might help her infer the intended audience 

based on textual evidence. After students have 

completed the second read, they now have the 

necessary information to participate in the 

group discussion. 

Structured Discussion Model. The pur-

pose of the discussion is to allow each investi-

gator to share the information they found in the 

document. Moreover, a subsequent written re-

sponse uses the content from the discussion. 

Verbalizing the content within a structured dis-

cussion gives students the opportunity to devel-

op and hear their arguments before committing 

them to writing. 

Having timed discussions is necessary. This 

is important for two reasons: first, each speaker 

needs uninterrupted speaking time so that the 

participants focus on listening; and second, stu-

dents need to embrace silence. Sometimes the 

speaker runs out of information to present and 

instead of letting the other participants jump 

into the discussion, the silence allows for quiet 

reflection. In the silence, the speaker may think 

of something additional to share. The academic 

sentence frames require the use of details from 

the document to support findings. For students 

that struggle to begin describing what they read, 

sentence frames provide structure and motiva-

tion to participate. There is one portion of the 

protocol that is unstructured and allows partici-

pants to ask each other clarifying questions, dis-

agree about findings, and make final conclu-

sions. 

Figure 4: Discussion Protocol. The complete discussion 

will only take 12 minutes, but the reading and writing 

tasks may take longer depending on the length and com-

plexity of the document. Depending on the document and 

needs of the class, the teacher can reorganize the order 

that historical investigators present.  

  

The final part of the task is a summary re-

sponse paragraph evaluating key aspects of the 

document. The shift from speaking to writing is 

Figure 2: The Historical Investigator Card. One side of 

the investigator card outlines the purpose of the role and 

provides students with guiding questions as they com-

plete a second close-read of the selected text. 

Figure 3: The Historical Investigator Role Card. The re-

verse side of the investigator role card provides sentence 

frames students use during the structured discussion. 

Sentence frames align with the guiding questions sug-

gested for the second read. 
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easier when students have interacted with the 

material and have information about the prompt 

to which they must respond. Students will be 

able to use the sentence frames used during the 

discussion to support their written analysis.  The 

goal of the summary is to review the significant 

aspects of the document in order to answer the 

essential question posed at the beginning of the 

unit/lesson. 

Figure 5: Written Summary Analysis. To better address a 

historical thinking skill or for a particular document, alter 

the language of the paragraph frame. To help students 

practice the use of academic language stems, they should 

write the entire paragraph instead of simply filling in the 

blank spaces. 

 

A final step is to have students read their re-

sponses aloud to their group or the whole class. 

By verbalizing their fully constructed response, 

students are getting additional practice review-

ing academic language usage. Additionally, it 

shows students the correlation between reading, 

writing, listening, and speaking skills. 

 

Conclusion   

 

A general observation about many class-

rooms is that teachers often spend more time 

talking than students. This article outlines an 

intentional and explicitly structured discussion 

model designed to provide students with appro-

priate scaffolds as they interact with content ma-

terial. For PDFs of the templates, visit https://

www.ateachersponderings.com   

Finally, there are a few lessons I learned dur-

ing the initial implementation of this analysis 

process.   

First, use the first few weeks of school to 

teach the content specific skills.  This discussion 

model cannot be used effectively unless students 

are familiar with the analytical thinking outlined 

on the investigator role cards. Therefore, try as-

signing the whole class one particular investiga-

tor role in order to model the thinking/

questioning strategies one at a time. A gradual 

release model will allow teachers to check stu-

dent understanding and ability to apply the 

thinking skills.   

Second, silence is okay. Sometimes students 

need silence to process their thinking and for-

mulate ideas and responses. The silence is also a 

way to break down some of the social barriers as 

classroom culture develops.   

Third, choose high interest and high impact 

texts. Completing two reads of a text and using 

the discussion model requires dedicated time to 

the process. In order to get students interested in 

https://www.ateachersponderings.com/speak-up-structured-discussion-model.html
https://www.ateachersponderings.com/speak-up-structured-discussion-model.html
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the topic. The essential question and selected 

text need to incite discussion and even differing 

opinions.   

Lastly, do not use this model for every unit. 

This is one example of a structured discussion 

model, but there are many others that can be 

used to increase student engagement and build 

students’ academic language. While the thinking 

skills will be addressed in almost every lesson, 

to keep the discussion fresh and effective as a 

motivational tool, use it sparingly. After a few 

attempts, students might start to practice the 

skill without the direct prompts. 

Including structured discussion models is an 

appropriate way to shift classroom practices 

from being teacher-centered to student-centered. 

Students are given the opportunity to struggle 

through content while simultaneously master 

literacy skills. Embedding discussion models 

might take a little extra time but as an instruc-

tional strategy, they address all aspects of litera-

cy development and apply to any content area. 
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Using Self-Portraits as a Starting Point in Native 

American Studies for Grades 3 to 5 
 

by Browning M. Neddeau 

California State University, Chico 

 

 I am enrolled in the Citizen Potawatomi Nation. I currently teach at California State University, 

Chico where I am jointly appointed as an Assistant Professor of Elementary Teacher Education and 

American Indian Studies. Prior to teaching in higher education, I was a public elementary school teach-

er in urban, low-income school settings. My scholarship is situated in culturally-appropriate representa-

tion of Native Americans in school curriculum, particularly in kindergarten through eighth grades. 

 

There are 573 federally-recognized tribes in 

the present-day United States of America. In the 

California elementary school classroom, there is 

a specific sequence for learning about Native 

American cultures and traditions. In third grade, 

students learn about tribes that are local to their 

area. By fourth grade, students are tasked with 

learning about California’s journey to statehood 

which includes exploring California Indian his-

tory. In fifth grade, studies are stretched to gen-

erally understand Native American history 

throughout the United States of America. Imag-

 Of Special Interest 

Abstract 

In California public schools, Native American studies is situated in grades three to five. The vari-

ance in how and what content is covered in Native American studies can lead to building or sustaining 

misconceptions about the rich cultures and traditions of Native Americans. This article provides a 

field-tested lesson exemplar using self-portraits to encourage teachers and students to reflect inward 

on their perceptions of Native Americans and to reframe how we teach Native American studies in a 

way that honors ancestors and acknowledges that Native Americans were here yesterday, are here to-

day, and will be here tomorrow. The lesson exemplar, aligned with the History-Social Studies Frame-

work, is designed to be a starting point for deeper conversations and explorations in Native American 

studies and is not designed to be a stand-alone unit of study. The lesson provides a beginning conver-

sation for other teachers to design and implement culturally-appropriate representation of Native 

Americans in our elementary school classrooms. 

Keywords: Native American, curriculum, misconceptions 
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ine for a moment that all tribes have their own 

right to self-govern and that not all governments 

may look or act the same. This is called sover-

eignty or the right to self-govern. As mentioned 

previously, there are 573 federally-recognized 

tribes. It is unrealistic to assume that a fifth-

grade teacher could teach about all of the 

unique differences and similarities regarding all 

of the tribes in the United States of America. 

Similarly, to ask a fourth-grade teacher to be 

able to teach about all of the unique differences 

and similarities regarding all of the tribes in the 

state of California is impossible given curricular 

space in an academic year. Given the expansive 

nature of the topic, teachers need to be especial-

ly careful not to generalize Native American 

cultures and traditions; therefore, potentially 

perpetuating misconceptions about Native 

Americans. 

As Loewen (2010) reminds us, curricular 

space and priorities in content coverage may 

vary widely across the nation. A narrowed cur-

riculum (Crocco, & Costigan, 2007; Darling-

Hammond, 2007) may further impede opportu-

nities to engage in academic content like social 

studies especially as accountability measures 

are more commonly centered on English lan-

guage arts and mathematics achievement. With 

the stresses of content coverage, content integri-

ty may suffer. Teachers are tasked to balance 

accurately painting history for their students. 

The result is a Native American studies curricu-

lum that is highly over-generalized and much 

more dependent on the teacher picking and 

choosing certain tribes and, perhaps, regions to 

briefly explore. It is at this crossroad of content 

integrity and culturally-appropriate representa-

tion of Native Americans in the school curricu-

lum that this article is situated. How can teach-

ers integrate Native American studies into their 

classrooms in ways that do not misrepresent and 

marginalize Native Americans rich cultures, 

traditions, history, and ongoing societal contri-

butions? 

With a shared understanding in the omni-

present concern for content coverage, my aim is 

to share a lesson plan that invites students and 

teachers to use their perceptions and, perhaps, 

misconceptions of Native Americans as a start-

ing point for deeper, honest, and accurate teach-

ing and learning. The lesson has been field-

tested in third- and fourth-grade classrooms as 

well as with teachers in California. 

 

Background 

 

Deloria’s (1998) work provides an historical 

perspective on the perception of Native Ameri-

can imagery and Indianness from the Boston 

Tea Party until more recent times. In this work, 

Deloria (1998) shows how societies dressed in 

replicated Native American regalia as part of 

their organization. Through time, the ac-

ceptance and understanding of Native American 

history and societal contributions as well as ste-

reotyped imagery became cemented into the 

minds of people as accurate information about 

Native Americans. Ganteaume’s (2017) echoes 

Deloria’s sentiments regarding the imagined 

Native American imagery and subsequent cul-

tural appropriation and extends this by calling 

the developed imagery as “white man’s Indi-

an” (Ganteaume, 2017, p. 14). King (2005) re-

minds us that we understand the world in which 

we live based on the stories that are shared with 

us. It is like the childhood game of telephone 

where you whisper a story into another person’s 

ear and they retell the story to the next person in 

their ear. By the end of the game, the story may 

be completely different. 

My experiences as a classroom teacher and 

invited presenter on Native American studies 

reminds me of these deeply engrained stereo-

types and misconceptions that have now been 
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passed down from generation to generation. Loe-

wen (2010) suggested that history textbooks fo-

cus on progress as the nation developed, not mis-

steps along the way. Schools adopt textbooks 

that skew the country’s development as mo-

ments in time toward becoming a nation. Stanton 

(2015) noted the Eurocentric narrative in text-

books where misunderstandings occurred be-

tween European settlements and Native Ameri-

cans which resulted in conflict and ultimate ex-

tinction of Native Americans. When I teach or 

present on Native American studies, I am very 

cognizant of these shortfalls, stories, in the cur-

riculum. Ganteaume (2017) reminds me that an 

identity marker for Indianness may be wearing a 

headdress. My Indianness, in general, escapes 

my students and audiences as my appearance 

does not necessarily match the narrative they 

experienced up to this point. 

 

Lesson Implementation 

 

The lesson, titled Self-Portrait, can be com-

pleted in as little as 30 minutes, but a larger 

whole class conversation extends the lesson to 

about 50 minutes in length. In the lesson, stu-

dents use colored crayons or pencils to draw por-

traits. Students can be given a mirror to help 

them draw details of their face. The use of col-

ored drawing utensils is important as color selec-

tion for the illustrations consistently provides for 

a starting point in discussing students’ work. The 

lesson is divided into five parts. 

The first part is to hook the students into the 

Self-Portrait lesson. Inform the students that they 

will be creating a self-portrait to help us study 

about others. It is not necessary at this stage to 

articulate what is meant by “other” as the stu-

dents need to experience the lesson as it unfolds. 

Second, provide each student with a piece of 

plain white paper and colored drawing utensils. 

Have each student fold their paper in half. On 

one half of the paper, have the student draw their 

self-portrait. Encourage students to use color in 

their illustrations. On the second half of the pa-

per, ask the students to draw where they live. At 

this point, students occasionally ask clarifying 

questions like if you expect them to draw their 

house, neighborhood, or city. I encourage stu-

dents to interpret the directions however they 

feel is appropriate. The openness in instructions 

allows for colorful conversations and insights 

later in the lesson. Teachers can modify the 

amount of directions to best reach their individu-

al student learning needs. 

Once both halves of the paper have illustra-

tions, instruct the students to turn their paper 

over. On one half of the paper, have students 

draw what they think a Native American looks 

like to them. On the second half of the paper, 

request the students to draw where they believe a 

Native American lives. Keep the instructions as 

consistent and open as possible to the first half 

of the lesson where students illustrated their im-

age and home. 

The third step in the lesson is to ask students 

to work with a partner or small group to discuss 

their illustrations. Encourage the students to 
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identify similarities within and between the il-

lustrations. The amount of time given for the 

partner or small group work may vary based on 

classroom learning needs. 

The fourth step involves facilitating a whole

-class discussion to elaborate on the partner or 

small group work. Ask students to share what 

they noticed, observed, and felt about the illus-

tration experience. What types of feelings or 

thoughts emerged for them? Depending on the 

classroom conversation, it is at this point that 

the teacher may choose to share some observa-

tions from the student illustrations. Some con-

sistent observations I have noticed include: dif-

ferent hair and skin colors for the self-portrait 

and Native Americans, different hair styles, dif-

ferent environments, a general feeling that a Na-

tive American lives in a tipi, regardless of tribe 

or region. 

The fifth and final step is to ask the students 

how the discussion relates to studying about Na-

tive Americans. It is from this final questioning 

that students start to identify their own precon-

ceived notions (or misconceptions) of what a 

Native American looks like and how Native 

Americans, as a people, are very diverse and 

could look and act just like them. To extend this 

lesson into different backgrounds and to foster 

an inclusive learning environment, I recommend 

Hoffman and Binch’s classic book, Amazing 

Grace, as an extension to the Self-Portrait lesson 

as it tells the story of an African American girl 

that challenges misconceptions of her peers.  

 

Lessons Learned 

 

I created this lesson to help teachers unpack 

students’ prior knowledge and to elicit a starting 

point for deeper and accurate teaching and 

learning in Native American studies past, pre-

sent, and future. As an enrolled Citizen Pota-

watomi Nation tribal member and through the 

lesson creation, my personal feelings of invisi-

bility in the school curriculum surfaced. I 

acknowledged the personal connection and im-

portance to the lesson and also took away three 

other lessons learned. 

First, misconceptions of Native Americans 

are deeply seeded in education. This important 

challenge far exceeds the aim of this article. 

Nonetheless, through multiple engagements 

with this lesson implementation, I would be re-

miss if I did not mention that misconceptions of 

Native Americans run deep in our pedagogy and 

narrative and were witnessed throughout my 

experiences in classrooms.  

Second, beginning a unit of study with look-

ing inward at our own perceptions on a topic, 

such as Native American studies, brought great-

er depth to conversations and generated an emo-

tional reaction that became a motivation to learn 

that was unanticipated. Students were eager to 

learn more when their perceptions or miscon-

ceptions were addressed directly instead of be-

ing focused on content coverage with the cloud 

of misconceptions lingering throughout the unit 

of study and rarely, if ever, being given atten-
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tion. 

Third, the lesson (on a rare occasion) was a 

trigger to students both in teacher training and 

the elementary school classroom. In teacher 

training, an occasional participant reported that 

they felt uncomfortable after they were asked to 

draw what they thought a Native American 

looks like; however, they did not report a lack of 

comfort when asked to draw where a Native 

American lives. In the elementary school class-

room, rarely did a student question the prompts, 

but there were times when a student was con-

cerned that they had an incorrect answer. The 

elementary school student appeared to have anx-

iety around uncertainty more so than sharing a 

potential misconception about Native Ameri-

cans. 

Overall, the lesson provided a space and 

place in the curriculum to allow students and 

teachers to be reflective, engaged, and effective 

in the teaching and learning about Native Amer-

icans past, present, and future. The entire class-

room community is lifted when the prior 

knowledge of students served are welcomed 

into the classroom in meaningful ways that en-

rich the curriculum. Furthermore, when multi-

ple voices and perspectives are invited into the 

curriculum, then the entire learning community 

grows tenfold. 

 

 

References 

Crocco, M. S., & Costigan, A. T. (2007). The narrowing of curriculum and pedagogy in the age of 

accountability: Urban educators speak out. Urban Education, 42(6), 512-535. 

Darling-Hammond, L. (2007). Race, inequality and educational accountability: The irony of 'no 

child left behind'. Race Ethnicity and Education, 10, 245-260. 

Deloria, P.J. (1998). Playing Indian. New Haven, CT: Yale University Press. 

Ganteaume, C.R. (2017). Officially Indian: Symbols that define the United States. Washington,  

D.C.: National Museum of the American Indian. 

King, T. (2005). The truth about stories: A native narrative. Minneapolis, MN: University of Minne-

sota Press. 

Loewen, J.W. (2010). Teaching what really happened: How to avoid the tyranny of textbooks & get 

students excited about doing history. New York, NY: Teachers College Press. 

Stanton, C.R. (2015). Beyond the margins: Evaluating the support for multicultural education within 

teachers’ editions of U.S. history textbooks. Multicultural Perspectives, 17(4), 180-189. 



93 

Social Studies Review 2019-20 

 Of Special Interest 

The Drama in Social Science 

by Angela Ward 

 Angela Ward was the 2018 recipient of the James Madison Fellowship for the 

State of California and is pursuing an MA in American History and Government from 

Ashland University. She also holds an MFA in theatre, and is the Arts Director and 

teaches at a Newport Beach, California high school.   award@pacificaoc.org 

Frederick Douglass would have been a fan-

tastic social science teacher. He understood hu-

man nature, and he transformed the nation with 

his dynamic, four-pronged approach to history 

and social justice in the United States. A Baptist 

minister, Douglass understood and utilized the 

power of performance, the relevance of religious 

texts, primary source documents, and Shake-

speare, and he used those four elements in com-

bination to educate the masses. His unique, the-

atrical approach to teaching serves as a good 

example to dedicated social science teachers, 

seeking to transform the lives of students and 

improve student outcomes. 

According to recent data, exposure to per-

forming arts, along with active participation in 

drama activities improves reading skills, aca-

demic performance, attendance, and general en-

gagement in subject matter (The Effects). Com-

bining arts with primary sources and religious 

texts can improve social science education. In 

every grade level, students can utilize theatre 

games and modes of performance to learn and 

provide evidence of content mastery. In fourth 

grade California history, for example, students, 

working in teams, could research the geography 

and weather of the California Mission trail, then 

“create the environment” through performance. 

Next they would role play human interactions in 

the environment, engaging as Native Ameri-

cans, Spanish soldiers in armor, priests, farm 

animals, etc. 

High school students in a U.S. History class 

can utilize similar strategies as they grapple 

with more complex ideas and multi-syllabic 

content vocabulary. In a unit on the Constitu-

tional convention, for instance, students could 

research the weather, the secrecy that mandated 

closed windows, the stuffy crowded chamber, 

and the health of the leading delegates. 

(Madison suffered from chronic and severe 

hemorrhoids, while Washington experienced 

persistent facial discomfort due to his dental 

problems, and the elderly Benjamin Franklin 

had to have others read his comments aloud, 

lacking the strength to offer them himself). Col-

laborative study and presentation of environ-

ment, circumstances and character at the Consti-

tutional convention is revealing. 

Using simple improvisation and primary 

source quotes for scripts, students can gain cul-

tural responsiveness, as they explore and portray 

mailto:award@pacificaoc.org
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people of different ethnicity, culture, or political 

loyalties. Acquiring and presenting mastery of 

content using theatre strategies also equips di-

verse students with qualities that are highly 

sought after by employers. Analytical and inter-

personal skills, capacity for teamwork, flexibil-

ity and adaptability are all marketable qualities 

improved by theatre in the classroom (Leptak-

Moreau). Exposure to diverse religious texts has 

similar benefits, as students investigate and un-

derstand the role of religion in daily life, and 

relationships between religion and culture.  

Performing Shakespeare, in combination 

with primary sources and religious texts, has 

unique value for three reasons. First, Shake-

speare wrote about the what would become the 

United States in The Tempest. Secondly, Shake-

speare’s works came to the colonies in the early 

seventeenth century, and were part of cultural 

and political life. Even the Puritans quoted 

Shakespeare, though many Puritans despised the 

plays; they couldn’t help quoting him because 

significant portions of the English language 

were “invented” by Shakespeare (Morrison). 

Thirdly, throughout the history of the United 

States, Shakespearean themes, plots, and literary 

devices continue to be appropriated in books, 

movies, songs, and political speeches. For more 

than two hundred years, the works of Shake-

speare were frequently quoted in speeches, sto-

ries, letters and arguments. A recent journal arti-

cle on Shakespeare purported that throughout 

the American founding period and beyond, 

Shakespeare became “the supreme artist, think-

er, poet. Not Homer, not Dante, not Goethe, not 

Chaucer, not Spencer, not even Milton, but 

Shakespeare was made the chief object of their 

study and veneration” (Adams). The argument 

that study of Shakespeare is Eurocentric may be 

true, but omitting Shakespeare creates deficits in 

understanding of culture and vocabulary. 

Such artistic deficits hurt the study of social 

sciences. As John F. Kennedy famously assert-

ed, “…art in a society reflects the quality of its 

civilization” (Kennedy). The arts are reflective 

of history, and as Aristotle wrote, they “hold a 

mirror up to human nature”. Deprivation of arts 

instruction deprives students of an analytical 

tool in understanding the world around them, 

and the role they play in that world. Moreover, 

the California History-Social Science Frame-

work in history still carries the motto “A story 

well told”. This motto is well served by includ-

ing Shakespeare’s stories and their references 

and parallels in American history and govern-

ment - and even young children can highly en-

gage with the material, as they understand how 

Shakespeare appropriated stories that became 

fairy tales into his plays. Shakespearean insults 

create hilarity and community in any class, and 

Shakespearean compliments are equally popular. 

Performance-based applications of Shake-

speare in the study of history is beneficial for the 

themes of racism, bigotry, patriotism, republi-

canism, propaganda and virtue found in the 

works. In learning Shakespeare’s language, both 

ELL and English speakers are on a level playing 

field; Shakespeare’s original words are unfamil-

iar to many students, having been abandoned in 

some classrooms across the nation in favor of 

“No Fear Shakespeare” and other parallel texts 

of similar ilk. ELL students may be deprived of 

any direct exposure to Shakespeare’s works due 

to the plethora of parallel texts and other retell-

ings, which is unfortunate for language learners 

because his works added approximately 2,000 

words to the English language. The language of 

Shakespeare was adopted early into American 

culture. 

Collaborative, performance-based engage-

ment with historical themes and specific works 

of Shakespeare relevant to those themes, con-
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nects students to each other and to persistently 

timeless social justice issues. 

Utilizing a four-pronged approach involving 

primary sources, theatre, global religious texts 

and Shakespeare allows students to grapple with 

historical questions “outside of the box”, while 

increasing their academic vocabulary and com-

munication skills. Like theatre, religious texts 

“hold up a mirror to human nature.” Historians 

maintain that theatre was an outgrowth of reli-

gion, while music and poetry are prominent fea-

tures in the diverse religions of the United States 

throughout its history, beginning with its indige-

nous populations (Boyea). Religion has been 

used to justify war and governance since the ad-

vent of government itself, and engaging with 

classic global religious texts is illuminating 

when examined in conjunction with other histor-

ical primary source documents. The United 

States has a broad spectrum of influential reli-

gious texts in its history. Native Americans prac-

ticed diverse religions over the entire North 

American continent, and rich secondary sources 

document many of them. The following reli-

gious quote from Sitting Bull is widely applica-

ble to students of every age, particularly in rela-

tion to current debates on immigration and race 

in the United States.  

 

I am a red man. If the Great Spirit had desired 

me to be a white man, he would have made me so in 

the first place. He put in your heart certain wishes 

and plans, in my heart he put others and different 

desires. Each man is good in his sight. It is not nec-

essary for Eagles to be Crows (Inspirational). 

 

Catholicism arrived in the Americas in the 

fifteenth century, with Protestantism following 

in the 17th century. Many students are unaware 

of the diversity of religion in the colonies and in 

the early development of the United States. 

While Catholicism and Protestantism were pre-

dominant, Native Americans, Jews, Muslims, 

and Unitarians incorporated powerful religious 

traditions into the building of the nation. Prima-

ry sources are readily available which lend cre-

dence to the role of religion in the United States. 

Both the Virginia Declaration of Rights (Mason) 

and the Memorial and Remonstrance Against 

Religious Assessments (Madison) demonstrate 

the existence of religious intolerance in some of 

the English colonies and in the fledgling nation, 

while Andrew Jackson's second inaugural 

speech highlights the popularity, and relevance 

of Deism in the States as he unabashedly refer-

ences his faith - knowing that many Americans 

would understand the vernacular he used.  

 

Finally, it is my most fervent prayer, to that Al-

mighty Being before whom I now stand, and who 

has kept us in his hands from the infancy of our Re-

public to the present day, that he will so overrule all 

my intentions and actions, and inspire the hearts of 

my fellow-citizens, that we may be preserved from 

dangers of all kinds, and continue forever a UNITED 

AND HAPPY PEOPLE. (U.S.) 

 

Role-playing between students, acting 

as Sitting Bull and Andrew Jackson, using the 

aforementioned quotes as a springboard for stu-

dent created and performed skits, could lead to 

epiphanies and discussion extending beyond the 

classroom. 

In addition to well-established Protestantism, 

Jewish populations flourished early in the Amer-

ican Revolutionary era, as evidenced by a 1790 

letter George Washington wrote to a Hebrew 

congregation thanking them for their favorable 

opinion of his administration (Washington). 

Muslims settled in the nation in the nineteenth 

century, contributing to westward expansion, 

and the first mosque was constructed in the 
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United States in 1929. 

Traditions of prayer found within various 

documents in American history reveal the rele-

vance of religion, as do the writings of Jefferson 

and Madison in their remonstrance writings for 

religious liberty. As students study religious 

texts, connections to historical and current events 

may become evident. Combining analysis with a 

smattering of theatre history and performance 

technique allows students with diverse learning 

styles to creatively engage with material. Moreo-

ver, students discover their own expressive, artis-

tic capability, which builds confidence in all are-

as. Finding and implementing performance-

based tools for the social science classroom is 

not complicated. One theatre game that would be 

highly effective for all grade levels is a games 

used in teaching Shakespeare called “Robot, ro-

bot controller” (Gibson). 

The teacher introduces vocabulary—in fourth 

grade it may be names of Native American 

tribes: Chumash, Gabrielino, Pomo, Cahuilla, 

Miwok, Yokuts, and Hupa. Students work in 

partners, with one acting as a robot, and one act-

ing as the robot controller. The teacher starts 

with four names, explaining, “Chumash means 

‘go’, Gabrielino means ‘stop’, Pomo means 

‘forward’, and Cahuilla means ‘back’”. The 

desks are moved out of the way, and the robot 

controllers use those terms to direct their robots. 

As students remember the names to obey the 

commands, they switch roles. Next, the teacher 

adds additional vocabulary: “‘Miwok means 

‘left’ and Yokuts means ‘right’, while Hupa 

means ‘jump’”. This is highly engaging, and in 

one class period students will learn correct pro-

nunciation and vocabulary. Later, the teacher can 

divide students into groups, giving them the 

name, and tasking them to create a tableaux vi-

vant (living picture) that will communicate 

something about the tribe to the class. Confi-

dence and performance complexity increase in-

crementally, and by the end of the year, students 

use acquired vocabulary to write their own 

scenes including analysis, primary and religious 

source texts, and Shakespearean literary devices 

like bombast or hyperbole.  

Artistic, performance-based approaches can 

be effective in small units of time, and can be 

utilized proportionally, even in Advanced Place-

ment (AP) classes. An AP class contrasting key 

speeches from Wilson and Henry Cabot Lodge, 

presented as a debate in which students present 

the arguments as two Greek choruses, forces stu-

dents to apply analytical acting technique to find 

and present main arguments. There is security in 

numbers, so students gain confidence in their 

presentational skills. Referencing primary 

sources in a theatrical format is not a new idea, 

nor is utilizing them along with religion and 

Shakespeare, as Frederick Douglass did. Howev-

er, in combining these elements, Douglass 

changed the face of the nation.  

In his deliverance of the “What to a Slave is 

the Fourth of July” speech, Douglass referenced 

the Declaration of Independence and the Consti-

tution, condemning their interpretation by white 

America, as well as white interpretation of au-

thentic Christianity. He used the powerful Shake-

spearean literary device of antithesis to drive 

home his point that racism, bigotry and hypocri-

sy defined the Independence Day holiday.  

In Shakespeare's Julius Caesar, Mark Antony 

lauds Brutus as an honorable man and then, with 

strong irony, outlines the hypocrisy of Brutus’ 

behavior, which smacks of dishonor and deceit 

(Shakespeare). Similarly, Frederick Douglass 

acknowledges Independence Day as a cherished 

American holiday celebrating freedom. In the 

next breath, Douglass provides data that Inde-

pendence Day was actually fraudulent, hypocriti-

cal, and ignoble.  
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 American History Special Article 

African-American Soldiers Welcomed Home:  

Red Summer of 1919 Washington Race Riot 

by Robert L. Stevens 

Professor of Education —University of Texas at Tyler  rstevens@uttyler.edu 

Abstract 

 African-Americans have fought in all American wars from the Revolution to the present. 

On November 11, 1918 the Armistice was signed ended WWI. African –American troops who 

had faced discrimination prior to the war, in spite of their courage during the war returned to the 

hostility of a racist society. Anti-black race riots broke out in twenty six American cities. In 1918, 

fifty-eight lynching took place, ten victims in uniform A year later in 1919, seventy-seven blacks 

were lynched. This essay explores the Washington Race Riot that also occurred in 1919. 

Introduction 

The impact of WWI was a turning point in 

African American history, a theme that is 

taught in grade eleven of the California History 

Social Science Framework. “In this course, stu-

dents examine major developments and turning 

points in American history from the late nine-

teenth century to the present. One of the themes 

that is emphasized is ‘the movement toward 

equal rights for racial, ethnic, and religious mi-

norities’.”1 When the war broke out in Europe 

in 1914, immigration to the United States was 

restricted which created severe labor shortages 

in northern cities. Rural blacks flocked to the 

north in search of economic and social opportu-

nities. Plessey v. Ferguson (1896) effectively 

institutionalized Jim Crow segregation that de-

nied blacks equal protection under the law and 

condoned vigilante mob justice. As a result 

blacks fled north. This movement, The Great 

Migration saw 500,000 black southerners be-

tween 1914 and 1920 leave rural areas of the 

south transforming the cultural landscapes of 

cities such as Chicago, Detroit, St. Louis, and 

New York. 

Though racial discrimination, sub-standard 

housing, job discrimination and white hostility 

welcomed rural blacks, they were, “no longer 

subjected to the indignities of Jim Crow and the 

constant threat off racial violence, southern mi-

grants experienced a new sense of freedom. The 

Great Migration marked a significant moment 

in the economic, political, social, and cultural 

growth of modern black America.”2 This migra-

tion coupled with African American participa-

tion in WWI, laid the foundation for black’s 

struggle for full citizenship. 

Unfortunately, most black Americans still 

lived in a racist cauldron. The United States has 

a tragic history of race riots since the earliest 
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slave rebellion of Nat Turner to the New York 

City draft riots in1863 where over 300 hundred 

citizens were injured, many of them police or 

soldiers and 119 fatalities occurred. “The United 

States has a brutal history of domestic violence”, 

writes Robert A. Gibson. “Of several varieties of 

American violence, one type stands out as one of 

the most inhuman chapters in the history of the 

world, the violence committed against Negro 

citizens in America by white people.”3  Since the 

end of the Civil War, 5,000 African Americans 

have been lynched. “The greatest number of 

lynching’s occurred between 1882-1903, for a 

total of 3,310 of which 1, 914 were blacks.”4 

During that era, the rationalization for lynching 

African Americans shifted from charges of 

blacks were planning insurrections to accusa-

tions of rape. When the facts demonstrated that 

conspiracies to overthrow did exist, white su-

premacists found that “the new justification not 

only served to excuse the barbarism of the lynch 

mob, but also supported the campaign to deny 

black Americans legislatively and judicially all 

protections under the Constitution.”5 A third ar-

gument was used to convince whites to maintain 

racial oppression as a result of the WWI and the 

post war riots that erupted in many of our cities. 

“The postwar cascade of racial violence con-

vinced national security officials that a national 

uprising of blacks, inspired and led by socialists 

and communists, was now underway,”6 writes 

David Krugler.  Although the Red Summer of 

1919 witnessed violence against blacks in 25 

cities, this essay will examine only one episode 

in the history of racial violence, the Washington 

Riot of 1919, our nation’s capital. 

 

Prelude 

 

“Within one week of Wilson’s declaration of 

war, the War Department had to stop accepting 

volunteers because the quota for African Ameri-

cans was filled.”7  In fact, percentage wise more 

blacks were drafted than whites. “Black Ameri-

cans were drafted in disproportionately high 

numbers. While blacks constituted ten per cent 

of the male population who registered for the 

draft, 12.5 per cent of all soldiers happened to be 

black.8 

 In France, black troops suffered the same 

discrimination as at home.  In spite of prejudice, 

the French army was in desperate of manpower 

and the War Department created two all-black 

infantry divisions. Though they still wore Amer-

ican uniforms but without proper equipment and 

no American Model 17 helmets, they were is-

sued French rations and rifles, most memorably, 

the distinctive sky blue Model 15 French Adrian 

helmet. 

Prior to the Armistice which was sign on the 

11th hour of the 11th day of the 11th month in 

1918 black troops were suffering from racial dis-

crimination and violence in the United States. 

Several riots broke out in the summer of 1917. 

The greatest number of race riots occurred dur-

ing and just after World War I. Gibson9 suggests 

two reasons for the violence: 1. Due to the Great 

Migration whites were being displace by blacks 

for jobs and residences and 2. The South was 

concerned about the possible demands of return-

ing Negro soldiers, who were unwilling to slip 

quietly back into the role of second class citi-

zens. 

 

Washington Riot of 1919 

 

“The Washington riot gave me a thrill that 

comes once in a lifetime…at last our men had 

stood up like men…I stood alone in my room…

and exclaimed aloud, ‘Oh I thank God, thank 

God.’ The pent up horror, grief and humiliation 

of a life time—half a century—was being 

stripped from me,”10 wrote a southern black 

woman to The Crisis praising blacks for fighting 
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back . Her feelings clearly reflects the attitudes 

of most blacks at a time when racial violence 

was escalating in America. The summer of 1919 

witnessed the worst violence towards blacks at 

any time in our history. No fewer than 25 riots 

broke out in both the north and south.  

From April to October, American cities ex-

ploded in an orgy of violence whose extensive 

bloodshed led black activist James Weldon 

Johnson to name it “the Red Summer.” Though 

no accurate records survive, “at least 25 major 

riots erupted and at least 52 black people were 

lynched,” McWhirter notes. “Millions of Ameri-

cans had their lives disrupted. Hundreds of peo-

ple—most of them black—were killed and thou-

sands more were injured. Tens of thousands 

were forced to flee their homes.”11 

“In 1919 the District erupted into what 

newspapers deemed a ‘race riot,’ but what can 

be more accurately described as a four-day race 

war.”12 The Washington race war follows a pat-

tern similar to the major twentieth century race 

riots:  

1.  In each of the race riots, with few exceptions, 

it was white people that sparked the incident 

by attacking Black people. 

2.  In the majority of the riots, some extraordi-

nary social condition prevailed at the riot: 

prewar social changes, wartime mobility, 

post-war adjustment, or economic depres-

sion. 

3.  The majority of riots occurred during the hot 

summer months. 

4.  Rumor played an extremely important role in 

causing riots. Rumors of some criminal ac-

tivity by Blacks against whites perpetuated 

the actions of white mobs. 

5.  The police force, more than any other institu-

tion, was invariably involved as a precipitat-

ing cause or perpetuating factor in the riots. 

In almost every one of the riots, the police 

sided with the attackers, either by actually 

participating in, or by failing to quell the 

attack.13 

Reminiscent of William Faulkner’s short 

story, Dry September the race war began. 

“Through the bloody September twilight, after-

math of sixty-two rainless days, it had gone like 

a fire in grass: the rumor, the story, whatever it 

was. Something about Miss Minnie Cooper and 

a Negro.”14 White veterans drinking in bars on a 

muggy Saturday night in July excited by a ru-

mor that the Metropolitan Police had arrested, 

questioned and released a black man suspected 

for sexually assaulting a white woman stormed 

out of the bars and marched into a black neigh-

borhood in Southwest DC. She was no ordinary 

woman, but the wife of a Navy man. The drunk-

en mob indiscriminately assaulted any black that 

crossed their path. “Thousands of white veterans 

in uniform snatched black people from street-

cars, sidewalks, and beat them without reason or 

mercy. Black women cried in the streets for God 

to save them.”15 

When whites realized that the Metropolitan 

Police would not intervene the violence spilled 

over into Sunday morning. And then the tide 

turned. By Sunday night armed black sharp-

shooters cleaned their rifles and scaled the roof 

of the Howard Theatre. The Washington Post 

reported: In the Negro district along U Street 

from Seventh to Fourteenth streets, the Negroes 

began early in the evening to take vengeance for 

the assaults on their race in the downtown dis-

trict the night before.”16 For the next four days 

whites and blacks fired at each other. Finally, 

President Wilson ordered 2,000 military service-

men to restore order in the nations’ capital. 

Hundreds of guns had been sold during the pre-

vious three days and it was questionable wheth-

er or not the soldiers could restore order. Fortui-

tously, it started to rain and it rained.  “For he 

makes his sun rise on evil and on good, and 

sends rain on the just and on the unjust.”17 It 
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rained until every man had lowered his gun. 

Rain had extinguished the embers of hate. 

Blinded by racism, the Justice Department 

blamed “Russian soviet interests” for sowing 

discord among the Negroes. Turning a blind 

eye, refusing to blame white mobs for the riot, 

Congressmen blamed the violence on com-

munist Russian agitators and refused to investi-

gate the Metropolitan Police Department’s inac-

tion. “Less well known, however, is the sus-

tained drive undertaken in 1919 to disarm Afri-

can Americans because of the fears there were 

plotting violent uprisings,”18 writes Krugler. 

One cannot lose sight of the fact that the reason 

blacks were arming themselves was because in 

most instances law enforcement either support-

ed white violence against blacks or stood mute 

when violence occurred. 

In spite of the courage of African American 

soldiers who bravely fought in WWI and the 

500,000 blacks who migrated to the north for 

better treatment, it would not be until the 1950-

60s through the Civil Rights Movement that 

their status as full citizens would be finally real-

ized. Free at Last, freed at last. 
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Teaching Activities: Using Primary Sources 

 

Activity #1. 

Using the Political Cartoon Analysis Worksheet analyze the following political cartoon. 

Their Christmas Tree- Judge, Dec. 16, 1922 as reprinted in The Afro-American, Baltimore, Dec. 29, 

1922. 

http://americainclass.org/sources/becomingmodern/divisions/text2/politicalcartoonsblackwhite.pdf 

Cartoon Analysis Worksheet 

Level 1 

Visuals      Words (not all cartoons have words) 

List the objects or people you see    1. Identify the cartoon caption or title. 

in the cartoon. 

 

2 Locate three words or phrases used by  

The cartoonist to identify objects or people 

within the cartoon. 

 

 

3. Record any important dates or numbers that 

appear in the cartoon. 

Level 2 

Visual       Words  

Which of the objects are symbols? 4. Which words or phrases in the cartoon appear 

to be the most significant? 

 

What do you think the symbol means? 5. List adjectives that describes emotions por-

trayed in the cartoon. 

Level 3 

A. Describe the action taking place in the cartoon. 

B. Explain how the words in the cartoon clarify the symbols  

C. Explain the message of the cartoon.  

D. What special interest groups would agree/disagree with the cartoon’s message? Why? 

 

Designed and developed by the Education Staff, National Archives and Records  

Administration, Washington, DC 20408 

http://americainclass.org/sources/becomingmodern/divisions/text2/politicalcartoonsblackwhite.pdf
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Activity #2 

 

After a white woman accused a black man of assault, white mobs in the hundreds at-

tacked the black residents of Rosewood over seven days, killing six, injuring many, 

leaving the town destroyed. 

 

Compare and contrast the following two editorials on the Rosewood, Florida, race riot, 

white and black newspapers, January 1923. 

 

Daily Sun, Gainesville, Florida, Jan. 6, 1923 (White) 

Words cannot express the horror of the tragedy at Summer and Rosewood in 

Levy (County). A brutish negro made a criminal assault on an unprotected white girl. As 

a result of this, two officers of the law were killed and another wounded. Five or six ne-

groes were killed and many others wounded. Houses were burned, indignation, venge-

ance and terror ran riot. We do not know how to write about it. We feel to indignant just 

now to write with calm judgement and we shall wait a little while. One thing, however, 

we shall say now—in whatever state it may be, law or no law, courts or no courts—as 

long as criminal assaults on innocent women continue, lynch law will prevail, and blood 

will be shed. 

 

 Pittsburg American, Jan. 19, 1923 (Black) 

Things have come to the place in this country that the only course for the Negro 

is armed resistance. The state refuses to protect us against the mob and the Federal Con-

gress has washed its hands of all anti-lynching legislation. Lynchers are free to prowl 

the earth and butcher any Negro who gets in their path. The only way for the black man 

then is to keep his powder dry and shoot back…It was a much needed lesson in racial 

solidarity that these southern Negroes at Rosewood gave their brothers in the North. 

 

Black & White, America in the 1920s, The Twenties in Contemporary Commentary, National 

Humanities Center, America in Class, 2012. 
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Book Review Corner 

The Field of Blood:  

Violence in Congress and the Road to the Civil War 

Author:  Joanne B. Freeman 

Review by Carolyn Waugh Rinetti  

Life was simpler then.  Except it wasn’t.  

Obviously it wasn’t to the people who lived in 

times past as they could not compare their lives 

to ours.  Nor was it even objectively simpler 

than our own as you soon learn if you examine 

the past in any detail. This is especially true if 

you examine life in Congress in the decades be-

fore the Civil War as Joanne B. Freeman does in 

her latest book, THE FIELD OF BLOOD. The 

issues seem pretty clearly defined to us today—

freedom vs. slavery, and the solutions stunningly 

obvious—immediate emancipation and equality 

for all. Yet navigating the maze of sectional and 

party politics in order to achieve those goals was 

a task that required the mind of a chess master 

who could envision a game board that had yet to 

exist.  Then imagine attempting that task with 

the threat of a cane to your back, a knife to your 

throat or a dueling pistol to your head.  That was 

life in the antebellum U.S. Congress. 

Professor Freeman selected as an entrée into 

the congressional conflicts of the 1820s, 30s and 

40s the life of congressional clerk Benjamin 

Brown French. French was a Forrest Gump-like 

figure who spent most of his adult life as a polit-

ical insider’s insider. His lifetime of being in the 

room where it happened spanned John Quincy 

Adam’s eulogizing of the Marquis de Lafayette 

from the floor of the House of Representatives 

to sitting a few feet from Lincoln on the speak-

er’s platform at Gettysburg—a platform he 

helped to arrange. French was also a newspaper 

man, an occasional poet and he recorded every-

thing.  Born in New Hampshire, French started 

his political life as a Jacksonian fan boy Demo-

crat and a staunch unionist who was willing, as 

were many, to appease southern slaveholders in 

order to preserve the Union. What he witnessed 

during his fourteen years as Congressional 

House Clerk caused him to transition from a de-

voted Democrat, with brief slow down for a 

Know-Nothing Party speed bump, to an equally 

devoted Republican. What French witnessed 

was nothing less than the southern “slavocracy” 

as it was called, bullying their political oppo-

nents into submission much as they did their 

slaves. Throughout French’s tenure in the House 

he watched southern representatives contort par-

liamentary rules, impose a gag rule, brandish 

Bowie knives and pistols and play the dueling 

card in order to maintain their power. Not that 

northerners and westerners during this time of 

sectional identity politics were not combative. 

They were just more inclined to use violent 
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words than violent deeds—until like the victim 

who simply can’t take it anymore they decide to 

fight back.  It was the norm in the decade before 

the Civil War for almost all representatives to 

enter the house chamber armed.  Clearly, it was 

nothing less than the breakdown of political dis-

course and the abandonment of the Union for 

party and section.  Sound familiar? 

What you learn about the antebellum Con-

gress in this book would make for a wonderfully 

absurd political satire except that it’s not exag-

gerated and they were all deadly 

serious. You learn that there 

were dozens of euphemisms for 

the drunkenness rampant in 

Congress including the charm-

ingly pastoral “chasing geese”. 

You learn that Congressional 

carpets were drenched with a 

very tangible stain of slavery—

the stain of juice from slave cul-

tivated tobacco that more often 

than not missed the spittoons. 

You learn that while fighting 

with any and all available weap-

ons was the norm, amazingly 

killing was not. Only one man 

died as the result of a Congres-

sional duel—a duel caused by his refusal to have 

a letter from an opposition newspaper editor 

placed in his hand by a fellow representative.  

According to the “code duello” this simple act 

was not only an insult to the giver’s honor but 

required a challenge that had to be met.  His re-

fusal to pick up a piece of paper cost this Con-

gressman his life. You learn that it took the 

mind of a Vegas odds maker to calculate the 

outcome of each Congressional conflict. What 

party and state did they represent?  Were they 

known as “fighters” or “non-combatants”? Old 

or young?  Drunk or sober?  Words or fists?   

Who was watching? Who was not? All politics 

were not only local they were intensely person-

al. As newspapers and the telegraph came of age 

a Congressman’s actions and 

personal honor appeared on 

national display and indistin-

guishable from that of his party 

and his constituents. It is not 

until northerners respond to 

years of southern bullying with 

their own threats of violence 

that it’s obvious in hindsight 

that a line of no return had 

been crossed, years before 

shots were fired on Fort Sum-

ter. While it makes subsequent 

and modern Congressional 

conflicts seem tame by com-

parison it is a cautionary tale of 

a time when party and self-

interest meant more than unity and country and 

also a reminder that there are some issues, such 

as slavery, over which there can be no compro-

mise. 
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Beyond Textbooks: 
Utilizing the California K-12 Online Content project  

for robust research and learning 
by  

Mary Beth Barber, California State Library 

Special Projects and Assistant to the State Librarian  

Special Online Resources 

In the summer of 2018 California began of-

fering online research information to California 

public school students and educators through a 

statewide program run by the California State 

Library (State Library) and the Riverside County 

Office of Education (RCOE). Public school stu-

dents and educators now have access to Califor-

nia supplementary material via computer, tablet 

or even phone, at no cost to local school districts 

through the California K-12 Online Content Pro-

ject. 

RCOE and the State Library initiated the K-

12 Online Content project in the 2017-18 budget 

year by launching a statewide subscription-

based online content program utilizing econo-

mies of scale to benefit all California students. 

These library resources, commonly called 

“library databases” by professionals, have sig-

nificant advantages over open-source infor-

mation available on the web. These include ad-

herence to student-data privacy rules, absence of 

advertisements, with content vetted and clearly 

sourced by professionals.  

After a thorough proposal and review pro-

cess, the State Library and RCOE selected three 

content providers to provide supplementary re-

sources that can significantly augment history 

and social science learning:  Encyclopædia Bri-

tannica, TeachingBooks, and ProQuest. 

Statewide access for all 6.3 million K-12 stu-

dents and the hundreds of thousands of public 

educators started in August of 2018. 

 

Britannica 

 

The most familiar company of these three is 

Encyclopædia Britannica, a publication that 

started in the 1700s and became a mainstay of 

libraries for centuries. Today’s online version 

maintains the main purpose as a general 

knowledge and information resource on a multi-

tude of subjects, fact-checked by professional 

researchers. This resource can provide general 

information from a trusted resource as an alter-

native to Wikipedia, for example. 

The digital version of Britannica utilizes the 

online platform in ways that were impossible 

with the print version. Examples include the seg-

menting of the articles by grade and reading lev-

els (elementary, middle and high), the inclusion 

of multi-media components, an audio reader, the 

incorporation of instant text-translation in doz-

ens of languages, instant citation creation, and a 

specialized platform for very young learners (pre

-K to second grade).  

Further, the subscription-based version for 
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1Background about this product prior to its acquisition by ProQuest in 2003 may be found at 

 https://blogs.proquest.com/sirs-issuesresearcher/tbt-the-history-of-sirs/. 

schools and libraries, called Britannica School, 

differs from what is available on the open web 

from Britannica in important ways. Examples 

include the absence of advertisements and abil-

ity to connect and save articles as PDFs or di-

rectly into systems like Google’s education plat-

forms. Because Britannica has a Latin America 

division, California students and educators can 

access Britannica Escolar, with entries written 

by Spanish speakers (versus computer transla-

tion). The entries can be read out loud in well-

accented Spanish for students and families more 

comfortable with audio learning versus reading. 

 

ProQuest 

 

ProQuest is a familiar name for many aca-

demics who rely on the vast storage of periodi-

cals provided through college and university 

libraries. This company, that began in 1938 as a 

university-level library-information company 

with film-based storage systems of microfilm 

and microfiche. It continues to be a mainstay in 

the academic arena. California students and edu-

cators have access to a huge well of content on 

the platform the company calls ProQuest Cen-

tral Student that rivals what colleges and uni-

versities have in their libraries, and the 

ProQuest eLibrary platform has general period-

icals and newspaper content.  

ProQuest also provides access to the SIRS 

platforms of SIRS Discoverer and SIRS Issues 

Researcher. These are ideal for beginning re-

searchers looking to examine controversial sub-

jects of today. A former teacher in the 1970s 

created the SIRS platforms -- originally named 

the “Social Issues Resources Series” -- as a 

compilation of information on contemporary 

social issues to complement textbooks and ad-

dress issues in a timely manner.1 The resource is 

now online and provides a curated set of sources 

on various high-interest topics. 

ProQuest also has CultureGrams, an 

online resource utilized for international studies 

that go beyond basic data. A series of independ-

ent publishers created the platform in partner-

ship with the David M. Kennedy Center for In-

ternational Studies at Brigham Young Universi-

ty, and then ProQuest acquired it in 2004. Cul-

tureGrams gives not only general information 

about countries worldwide, but also cultural, 

social and arts insights and multimedia re-

sources like recipes, interviews with local resi-

dents, music samples, and other components. 

As if these were not enough, ProQuest also 

includes Research Companion in its offerings, 

a media literacy and research guide with a series 

of videos and modules that work like an online 

introduction-to-research course. Segments for 

students include how to choose a topic, the ba-

sics of plagiarism, the importance of citations, 

etc.  

Also available from ProQuest is an academ-

ic eBook suite called School and Educators 

Complete for educators to utilize for profes-

sional development. This particular resource is 

principally for teachers and administrators, but 

may be used by experienced student researchers 

as well. 

 

TeachingBooks 

 

The newcomer to the library online-

resource field is TeachingBooks, a literacy tool 

that launched in 2001 to assist school librarians 

and teachers. The main goal of the resource is to 

https://blogs.proquest.com/sirs-issuesresearcher/tbt-the-history-of-sirs/
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enhance a love of reading, particularly at the 

younger grades. The site provides resources for 

thousands of books for children and teens.  

TeachingBooks provides not only back-

ground information but also author interviews, 

book trailers, author name pronunciation, audio 

excerpts, and additional resources that can be 

used in the classroom to pique children’s inter-

est in literature and reading. The principal pur-

pose of TeachingBooks is to enhance literacy, 

English language arts and development, and so-

cial-emotional learning by providing personal 

connections to authors. In addition, this resource 

can be used to integrate subjects for student en-

gagement like historical fiction or biography 

with history and social science.  

 

Looking forward 

 

The 2018-19 school year was the first time 

California public school districts had state-paid 

access to these resources. During this time stu-

dents and educators conducted over 7.4 million 

unique sessions and over 33 million actions: 

clicks, views, and downloads. The California 

State Library published a detailed report about 

this inaugural year in a document titled Califor-

nia K-12 Online Content Project: Going Beyond 

the Textbooks, available on the State Library’s 

website at www.library.ca.gov. (Scroll down 

after the mural and see the black-and-white “K-

12 Online Content” icon.) 

Usage is growing as word reaches class-

rooms through school librarians, curriculum 

leads, teachers on special assignment, and stu-

dents themselves. The project is funded with 

ongoing educational funding from the state 

budget (commonly known as Prop 98 funds), 

and is expected to continue for many years. The 

contracting review cycle is on a 5-year pattern, 

with an expected program analysis in spring of 

2021.  

In the meantime, the State Library and the 

various content providers provide no-cost train-

ing at county offices of education and district 

locations. If interested, please feel free to reach 

o ut  t o  t he  p ro gr am co or d ina t o r 

marybeth.barber@library.ca.gov or 916-323-

9758.  

http://www.library.ca.gov
mailto:marybeth.barber@library.ca.gov
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Geography Review Corner 

Using Google Earth and Google Docs  

To Create Maps 
by Al M. Rocca 

 Last issue I wrote about the effectiveness of using Google MyMaps as an investigative tool in 

learning history. You might also consider advancing cartography skills in your classroom with the 

tandem use of Google Earth and Google Docs. While it is true you can simply convert Google 

MyMaps to terrain view and get a similar look that one would have in Google Earth, the latter has 

more functions that help probe a geographic understand of any given region—small to large, and 

when the final Google Earth product is brought over to Google Docs, students can analyze and de-

scribe, in written form, their finished map. 

 Let’s take a look at how we might do this as a class activity with step-by-step instructions. 

The following example is for middle to high school students, but the technique can easily be adapted 

for grades 3-5. 

Pacific Island Mapping Project 

 You will be using the “Tools” menu in Google Earth to answer unique questions about your 

island. Please do not just try to look up the information in Wikipedia as you will need to include fin-

ished images from Google Earth. Watch this video to see a sample of the tools and skills needed to 

complete the mapping challenge.   

Examples of each step are shown at the end of these instruction: 

Step 1: Bring up Google Earth and type the island place name you have been assigned. Click on 

“Search” and the program will zoom to the island. Let it go until it stops. You should see the entire 

island fill up the screen. 

Step 2: Click “Tools” at the top of the screen, then on “Ruler.” Look over the Ruler Options box. 

You should see Line, Path, Polygon, Circle, 3D Path, 3D Polygon. Select “Polygon”. You will now 

see two options: “Perimeter” and “Area”.  For Perimeter select the option “Miles” for Area select 

“Square Miles.”  Click anywhere on the shoreline of your island and begin to click more points as 

you go completely around your island. You will see the perimeter and area numbers increase as you 

move around the island. When you get close to finishing the program will complete the polygon and 

https://drive.google.com/file/d/1-GbZQZ8_nTVtxM_cShbkmS7rMBKGOXdE/view?usp=sharing
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you will have your final calculations to report (Be as accurate with the shoreline as possible). You 

need to report both Perimeter in miles and Area in square miles. Take a screen shot of your work 

(make sure the Ruler box is showing in the screen shot as well as the name of the island (see my sam-

ple video as shown above). Save this photo. 

Step 3: Go to the right side of the screen to “Street View” (It is like a human statue icon).   Drag the 

icon to anywhere there is a road. Once the image photo of the street view comes up use the two move-

ment circles (the top one is labeled “Click to Look Around” and the circle below is “Click to Move 

Around.” Try both of these until you are happy with the view (see my sample in the video). When 

you are satisfied take another screenshot (make sure the locational information at the bottom right of 

the screen is showing so I know the latitude and longitude, elevation and eye altitude. Save this pho-

to. 

Step 4: Now click on “Exit Street View” (top right corner). You should see the regular satellite view 

from above showing your point on the road. Go the tool bar (top left of scree) and select “Add place 

mark”. The Yellow pin marker will appear on the exact spot of the road you selected. Also, a dialog 

box should have appeared. Click in the Name box to give your picture a name. You will see latitude 

and longitude also. In the “Description” area provide a few sentences about what you see in the photo 

(the general area of the place would be good to provide). When done click “OK” Take a screen shot 

of this and save the photo.   

Share Maps with Class 

There are several ways teachers can have students share their completed maps including inserting 

them into Google Docs and Google Slides. Once the maps are embedded, students can add descrip-

tions, photos, and audio comments.  

Depending on the number of computers available, you can have students do the activity individually, 

in pairs, or groups of 3-4. If students are assigned in a group, be sure to assign specific tasks for each 

student and you might consider having them switch roles after the Step 2. 

Extending the Activity 

Here are some ideas for this activity for different grades levels. In each of the scenarios below, stu-

dents can use either the English, Metric, or better yet, both systems of measurements.  

3rd grade: calculate the perimeter and square feet of their school yard, a neighborhood, any local geo-

graphic feature. 

4th grade: calculate the perimeter and square miles of California, their county, city limits 

5th grade: ditto above for the United States or any state. They could also map the size and extent of 

the 13 colonies, Appalachian Mountains, Confederate states vs. U.S. states in the Civil War,  

6th grade: ditto above for any of the ancient empires—usually defined by rivers and mountains. Medi-

terranean Sea, expansion of Roman Empire. 

7th grade: ditto above for breakup of the Roman Empire, feudal kingdoms, Holy Roman Empire, 
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Step 1: Here is a screenshot of the island of Maui sized in the computer screen and ready for students to begin their 

mapping of perimeter and square mile/kilometers. Notice all “Layers” (left) are off. 

Step 2: The student has begun to trace out the perimeter of Maui. Notice the box in the upper right; it calculates the 

miles marked out at this location from the beginning point. 
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Step 2 continued: The student has completed his/her trace of the island of Maui and their total miles traveled is noted in 

the dialog box. Students can now do a screenshot and save the photo.  

Step 3: Here the student has clicked on the “Roads” box under Layers (left side). The main roads of Maui are now visible 

and the student can move the “Street View” icon to any location on any road. 
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Step 3 continued: In Street View, the students maneuver around to select an interesting scene for that location. They take a 

screenshot and save the photo.  

Step 4: Lastly, the student can mark their Street View location. A dialog box allows them to write a description about this 

location.  
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Outstanding New Civil War Photos 

Library of Congress  —  Liljenquist Family Collection 
  
 There is nothing like using primary source material to engage students in the study of histo-
ry. Photographs are a powerful tool to let students “really see” what it was like: their faces, clothing, 
environment and social situation. The Liljenquist Collection is chockful of interesting photos you 
can download and use in your presentations or, better yet, in student group research projects. All 
photos have been digitalized at high resolution in three download file sizes to fit your classroom 
needs. Go to: http://www.loc.gov/pictures/   Then scroll down to the Liljenquist Collection 

 

 
 

Soldiers of a Rhode Island Infantry Regiment 

with three African American boys. 

Unidentified  young 

Union soldier. 



119 

Social Studies Review 2019-20 



120 

 



121 

 



122 

 

Notes 


