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ABSTRACT
This 44th yearbook of the National Council for the

Social Studies offers the elementary and secondary classroom teacher
practical ideas on how to teach United States history. Intended to
help teachers apply theory and objectives id the classroom, the book
consists of specific class-tested lessons which focus on how a study
of the American past might be made more relevant in meeting the needs
of students today. The yearbook is arranged in three major sections.
Part 1 is a rationale for why the teaching of United States history
should remain a vital part of the quest for relevancy within the
school curriculum. Part 2 concentrates on how students can begin to
better understand the nature of the discipline of history and bow the
teaching of history can assist students in further developing a mode
of inquiry, concepts, a sense of empathy, and ways for dealing with
suspected myths and dtereotypes. Eight sample lessons are included.
Part 3 focuses on how historical topics can be szpressly utilised to
assist students in coping with issues which may arise in the future.
Three sample lessons are !vncluded in this section. Major objectives,
teaching suggestions, and student and teacher resource materials are
provided for each lesson plan. (Author/11)
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Foreword

Innovation is a very much overworked word.
We have trivialize!! it in much of the educational
literature by applying it to a wide variety of ma-
terials. curricula, and teaching procedures.
Some of these may he genuinely innovative.
Many fall in the category of old wine in new bot-
tles. Thus what was previously termed a unit of
work may become a module or a learning pack-
age. An audio-visual device becomes a multi-
media presentation. The child-centered curricu-
lum becomes alternative learning styles.

This yearbook rightfully merits the term "in-
novative." It is addressed basically to the class-
room teachers. :ot to the curriculum designer. It
is practical. not theoretical. It demonstrates how
to do it rather than explicates grand designs.
And if these criteria do nut merit an innovative
label, then let the possessor of previous volumes
in the yearbook series try to place this one along-
side the others on his neat 10-inch-high shelf. It
won't fit evenly.

The difference in physical appearance of this
yearbook is not an insignificant item. It tacitly
transmits a non-standard message to the reader.
"I'm different." it says. "Don't judge me by the
old standards. And don't use me in the same
way. If we mutually respect these differences.
we might even live happily together in the chit

VII

But innovation per se is no virtue. Allan
Kownslar. the editor, and his various able chap-
ter contributors recognize this truism by incor-
porating within their novel lessons the kind of
cognitive content that has substance and the
kind of affective learning that gets under the skin
of the pupils. And if we accept change in behav-
ior as a working definition of learning, it is ap-
parent that the lessons contained in the hook are
highly calculated to achieve this goal.

A yearbook of this kind also tends to trigger off
some introspective thoughts about our teaching
field or at least that part of the social studies that
deals with history. It affords us the opportunity
to reflect on the history of the teaching of history.
To Herodotus history was the telling of a story.
To Ranke it was a meticulous effort to "tell it
like it really was" wie es eigentlich gewesen.
And well into the twentieth century the preva-
lent mode for the teaching of history conformed
to the "bucket theory"content poured from a
dispenser (teacher) into cranial containers (stu-
dents). It is rather significant that not a single
lesson in this yearbook is presented exclusively
or even predominantly in this expository mode.

Yesterday's fads have a way of becoming
today's style and tomorrow's fashion. What cur-
rent learning and teaching styles will became
the fashion of tomorrow? That, nobody can as-



sunnily say. But one prediction is safe. Some
new fads and styles will euu For example.
scientists are already experimenting %vith ways
of feeding data directly into the brain without
the "learner" even being conscious of the proc-
ess. Such learning could presumably take place
while the learner is sleeping. This should at least
give rise to some novel variations on students'
oft-heard themes about dozing through such and
such a course. But aside from these jocular im-
plications. what do such new learning processes
portend with respect to such persistent issues in
history teaching as what material should be

scheduled for inclusi,m in the curriculum. who
should determine what content should be se-
lected, and what values should the materials re-
flect? So the quest goes on. flow these and re-
lined questions are answered in 1974 is reflected
in part by the various chapters in this yearbook.
1 low they will be answered in 1984 and beyond
will be largely determined by the school chil-
dren who are now entrusted to us, the history
and social studies teachers of today.

Stanley P. Wronski, President
National Council for the Social Studies

VIII
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Purposes and Format of This Yearbook

There is no doubt that discussions of educa-
tional theory and formulation of objectives for
American history courses (or for any courses)
are invaluable experiences which contribute to
clarity and direction in teaching and in learning.
However, during the past few years. many
teachers have suggested that social studies pub-
lications should now deal more with how theory
and objectives can be applied directly in the
classroom The NCSS Publications Board, sensi-
tive lc this issue, requested that the content of
this yearbook. without ignoring in any way the-
ory or desired objectives, emphasize their prac-
tical application. The result was formation of
specific lessr s, created and class-tested espe-
cially for inclusion in this yearbook. which focus
on how a study of the American past might be
made more relevant in meeting the needs of our
students.

The yearbook appears in three sections. Part I
is a rationale for why the teaching of American
history should remain a vital part of the quest
for relevancy within the school curriculum. Sub-
sequent chapters focus on lessons which can be
used to implement that rationale in the class-
room.

Part II, "History in the Classroom." concen-
trates primarily unt how students can begin to un-

derstand better the nature of the discipline of
history and how the teaching of history can assist
students in further developing a mode of in-
quiry. concepts, a sense of empathy, and ways
for dealing with suspected myths and stereo-
types. Chapter 2 focuses on suggested ways in
which the basic processes of inquiry can be used
to illustrate the incomplete and interpretative
asuects of history. 0.1,. Davis in Chapter 3 deals
specifically with how students can utilize a proc-
ess of inquiry as they try to piece together what
may have transpired is the past. In Chapter 4
Cathy Dorminn and Mary Wright use the term
-lib 'ration- as the basis for a sample lesson on

opt development in an American history
course. Virginia Rogers and Ronald Atwood in
Chapter 5 saggest two ways in which students
can empathize with problems of people with
whom they are not familiar. In Chapter 6 Gerald
Ponder and Geneva Gay present a case study
which depicts formation of a historical myth, ap-
plications of that myth to a specific racial group.
and which shows how students might establish
criteria for detecting and checking the validity of
any suspected myth.

Part Ill focuses more on how historical topics
can he expressly utilized to assist students in
coping with issues which may arise in the future.



Francis Hunkins in Chapter 7 has a dual pur-
pose; first, to help students learn what questions
they can ask about a historical topic and sec-
ondly. how to utilize those questions in the fu-
ture when processing information, arriving at
conclusions. and judging the appropriateness of
those conclusions. Marsha Hohin in Chapter 8
uses objective historical data to help students
analyze and clarify what opinions they may
have about a question which might concern
them today and which should definitely concern
them in the future. In Chapter 9 Allen Lawrence
raises the question of whether the students
themselves are relevant to history by having
them consider how their present actions might
affect the future developments of our nation.
Chapter 10 contains a questionnaire which has
been developed and used by many teachers as a
tool in helping to evaluate available history
classroom materials. Vernon Adams in Chapter
11 speculates about what might result if more
students approached any examination of the
past by seeking out relationships between histor-
ical topics and relevant issues.

All the Chapters except 1. 10. and 11 contain
sample lessons designed to illustrate how major
points made in the rationale can function in
practice for elementary or secondary-level
American history students. These lessons are in-
tended primarily for use in grades 5 through 12.
since those are the levels at which most Ameri-
can history is taught in public and private
schools.

Chapters 2-9 follow a format which includes:

t. A brief introduction and rationale for suggested
use of the sample lesson plan and student materials

2. Title of the lesson or lessons
3. Intended student audience
4. Suggested time for classroom 115e of the materials
5. A description of materials included for classroom

use
8 NIajor objectives for the wsson

a. Objectives within the cognitive domain
(1) Knowledge goals
(21 Skill development

h. Objectives Nithin the affective domain
(11 Value e. trification
(21 Empathizing
(31 Social participation

7. Teaching suggestions
a. A brief overview of the lesson
b. !low to introduce the lesson
c. how to implement the lesson
d. How to conclude the lesson
e. Predicted outcomes (where appropriate)
f. Alternate teaching suggestions (How else this

lesson might he used and with what kinds of stu-
dents.'

8. Annotated bibliography of additional sources (both
secondary and original) suggested for teacher and/
or student use on the historical and educational
topic for that chapter

9. Student materials required in implement the
lesson in the classroom

(Teachers are encouraged to utilize in their
classrooms the sample lessons that appear in
this book. However, where the material is not in
the public domain and where the copyright is
held by a publisher other than the National
Council for the Social Studies, teachers should
write directly to the individual publisher for
permission to reproduce student materials for
classroom use.)

This format is partially the result of sugges-
tions made by the many teachers who helped to
evaluate the lessons which appear in Chapters
2-9. We are especially grateful for the criticisms
of those dedicated teachers and the time they
generously gave in assisting us during prepara-
tion of this yearbook. It was the particular desire
of all of us to share not only specific lessons but
also ideas, some old and some new. which might
he transferred directly to the history classroom.
inservice sessions, and teacher-preparation
courses. More tle anything else, we most sin-
cerely hope that this yearbook will be useful in
helping to make the teaching of history more
relevant to our students.

Allan 0. Kownslar
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"The need for relevancy led increasing numbers of
teachers to work toward making history signify
more than just the story of our pastmore than a
'story' neatly bound on printed pages with color
photographs between the hard covers of a textbouk."
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Is History Relevant?

Allan 0. Kownslar

A Beginning for Many of Us
Many of us who were teachers during the pre-

Sputnik era all too often regarded. the study of
history as nothing more than an experience for
students which involved memorizing and
quickly forgetting dates. events, and names of
people. It .was a learning process which embod-
ied little if any relevance to the present or prep-
aration for the future.' In such a sterile atmo-
sphere students failed to grasp how history can
enlarge life experiences, how it can enable man
and woman to know more about themselves. or
how history teaches the inevitability of change.
The goal. rather. was the accumulation of data
strictly for knowledge's sake.

Such primary emphasis on learning "the
story" was in part a result of patterning our
courses and teaching techniques after those
scholars under whom we had studied history.
This "filtering down" process resulted in history
courses in the elementary and secondary schools
that seemed irrelevant to most students.' Memo-
rization of "everything" from the past was not
one of !several goals but the primary reason for
teaching history.l We somehow failed to grasp a
point made recently by Edgar 13. Wesley that the
mandate for remembering historical data "has
never been established, and whatever need may
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once have existed has largely disappeared since
the invention of printing and other handy meth-
ods of duplicating and recording."'

Mass introduction during the late 1950's of
non-textual materials and hardware, described
by some critics as "gimmicks." contributed little
to relevancy. Phillip D. Ortega invented the term
"technorriculum"a "curriculum heavily in-
vested in gadgetry like tape recorders, slide pro-
jectors, el cetera, in the hope that somehow tech-
nology may help overcome what has been
otherwise deemed impossible." Unfortunately.
as many of us have come to realize, these gad-
gets were only as good as the educators who
used them." Instro Ionial television, team-teach-
ing. multi-colorm. Aalkboards. moveable chairs
or walls, supplementary textbooks, programmed
instruction, movies, and transparencies seemed
at first like wonderful additions to the teaching
of history or social studies. We soon discovered.
however, that they were wasteful and ineffec-
tive when their use in the classroom served only
as proof of Parkinson's Law of Triviality. It was
all too easy to have students memorize, rather
than analyze critically, what they saw on a trans-
parency, on television, or in a movie or what
they read in any textbook. Neither was it an ap-
proach likely to motivate a generation of blasé



students attuned to the multi-media of the Six-
ties.

Resistance appeared from students dis-
contented with their roles as passive note-takers.
passive listeners only. or passive memorize N.
The cry of "What good's this gonna do mer was
heard not only from dissatisfied ghetto students
or bored white. middle-class suburbanites. but
even from those in rural schools. usually the last
to rebel openly against what they regard as out -
(kited pedagogies. Students began to demand
tools which might enable them to cope with an
unpredictable future. Gimmickry alone was no
longer an acceptable alternative to relevant
learning processes.

The New Social Studies
and the Sixties

The need for relevancy led increasing num-
bers of teachers to work toward making history
signify more than just the story of our past
more that, it "story" neatly bound on printed
pages with color photographs between the hard
covers of a textbook. Emphasis was on having
students relate their own experiences with some
of the facts and figures spread before them in so-
cial studies texts. Efforts in that direction soon
became part of a curriculum revolution now
commonly referred to as the New Social Studies.

One approach led more teachers to encourage
students to realize that history is what hap-
penedthat no event is more "historical" than
another. although events can differ in the signifi-
cance historians place on them." We devised
new materials and teaching strategies which en-
abled students to understand that in examining
the contents of any secondary source. they were
reading what a historian or writer had said
about an event or period in history and that such
writings were interpretations. They learned that
an interpretation is the way a person pictures an
event: that it is another word for the conclusions
one forms from examining available historical
evidence. As part of this process. students began
to distinguish differences between original

sources and secondary sources. Very early in the
grades we wanted them to become aware of the
fact that an original source, whether it is histori-
cal evidence in the corm of a diary. letter, jour-
nal, or folklore. represents it first-person eye-
witness account on which historians base their
interpretations or secondary accounts.

As a result. students had ample New Social
Studies programs designed to encourage them to
discover how historians assembled all the avail-
able data at their disposal and then recorded
their interpretations of what happened and why
it seemed to happen. Most importantly.. it al-
lowed a class the opportunity to discover how
historical interpretations are formed and how
written history itself takes shape."

Another approach led students to discover
that most of what happened in the past has never
been recorded. They began to understand, as

Collingwood. Henry Steele Commager.
George Kitson Clark and many other historians
have long argued. that knowledge of the past was
a collection of fragments set down by observers
who did not tell everything.'" Those observers
had recorded what they thought was signifi-
canttheir interpretationsbut sometimes they
dismissed as unimportant what others may have
thought meaningful. This subjective reporting, a
trait of all human behavior. was now more fre-
quently demonstrated in the classroom. Elemen-
tary students examined diaries kept by school-
mates. conducted interviews with their fellow
students. pr wrote separate accounts of what oc-
curred on a class field trip. When compared,
their completed work 11811 ally demonstrated
their differences of opinion about what tran-
spired and why. Multiple accounts also illus-
trated that no one on the field trip could remem-
ber or even keep detailed notes on everything
that occurredthe point being that any two ob-
servers might emphasize different particulars
about an event and use different "facts- to de-
scribe it. There was, therefore, no such thing as a
"complete story.-

While experimenting with New Social Studies
techniques many teachers re-examined the use
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of formal written objectives as they acknowl-
edged that the study of history might well begin
with definitions of objectives one can expect stu-
dents to accomplish. There resulted a renewed
focus on goals within the cognitive domain. in-
volving a closer look at the mental processes by
which knowledge is acquired and analyzed.
Soon pioneers in the New Social Studies began
to classify various cognitive-type processes, with
major emphasis on modes of inquiry." Their
findings can he summarized in a five-step pro-
cess whereby the student was expected to:

(1) Recognize a problem. (For example: !low are we
able to know some things about American Indians
who lived long ago?)

(2) Arrive at a tentative conclusion or hypothesis in
answer to the problem. (We might be able to learn
more about early American Indians after exat-
ining available archeological finds. observations
by European explorers. and Indian folklore.)

(3) Analyze and interpret uvuiluble sources of infor-
mation about early American Indians under con-
sideration.

(4) Form and support u generalization in answer to
the problem. (We are able to learn much about
early American Indians through an examination
of a variety of available sources.)

(5) Synthesize or combine information. concepts or
generalizations about early American Indian life
with other peoples who long ago lived elsewhere
and arrive at a new generalization. (We are able
to discover much about early American Indians
for many of the same reasons that we can learn
some things about the ancient African.)

Emphasis on cognitive-type objectives in the
area of inquiry-oriented skill development did
not preclude the uses of factual data or more ba-
sic skill development in reading. speaking. lis-
tening. viewing or writing. Students must first
examine some data and perform some of the
more elementary intellectual skills in order to
analyze and interpret available information.
They then proceed to communicate its meaning
silently to themselves and perhaps orally to oth-
ers. This they continue to do while examining
material and questions associated with any so-
cial studies course. Students must first rem!.
view. or listen to something which will enable

5 is History Relevant,

them independently to recognize a problem or
begin to ask questions about it. The need for uti-
lizing some data and study skills becomes all the
more apparent if anyone has ever attempted to
inquire about nothing.

To proponents of the New Social Studies, de-
velopment of these inquiry-oriented skills be-
came all the more important if students were to
become educated critical thinkers. Applying this
five-step process in the study of history afforded
pupils the opportunity to show why their own
generalizations or syntheses were valid. Once
this procedure became second nature through
repeated practice, students were less likely to be
fooled or misled by vague statements, myths, or
stereotypes in textbooks, er those advanced by
some politicians, journalists, salesmen, teachers,
neighbors, or friends, and, equally important, by
the students themselves. Neil Postman and
Charles Weingartner have termed such training
the development of an ultra-sensitive "crap de-
tector."12

An integrated, disciplined, and consciously ac-
quired mode of inquiry often became a natural
approach for students as they viewed the world
around them. They developed an inner dis-
cipline relevant enough to equip them with the
courage and ability to question rather than al-
ways accept. to challenge what appeared to be a
myth or an unsupported generalization on any
matter of opinion which is treated as fact, and
they learned to form their own generalizations
and defend them when questioned by their
peers or teacher."

Closely integrated with development of in-
quiry skills, a renewed interest in concept-for-
mation enabled students to distinguish clearly
the meanings of terms used in recognizing prob-
lems. formulating hypotheses. testing their va-
lidity, and arriving at sound generalizations.
Within the framework of the New Social Studies
the term "concept** came to signify any word or
phrase which evoked an appropriate image. For
the student. development of any concept meant
to elaborate on the many definitions which ap-
plied to it."
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rulemakers. Once this occurs. or is about to oc-
cur, the point is made and the teacher must end
the simulation!

Particularly noteworthy is the effectiveness of
Star Power as students empathize with the
"haves" or "have-nots" and raise questions
which draw on historical parallels about the
uses of power in democratic or totalitarian so-
cieties. Causes which drive the "have-nots" in
the classroom to rtvolt can readily apply to other
forms of rebellionsthe Civil Rights movement
of the 1960's. the Civil War of 1861. or the Ameri-
can Revolution of 1776. Questions arise almost
without prompting: Did rebels during those his-
torical periods revolt for reasons similar to those
of the "have-nots" of Star Power? What other
reasons might you have for rebelling against cer-
tain forms of authority'? Could the feelings of :he
"hay . -nuts" in the class be compared to any ex-
perience of people living in poverty-ridden na-
tions of today?

Classroom strategies. like those employed in
Star Power, illustrate how history courses
should include pedagogics which allow students
to empathize with another group of people. past
or present: to afford. for example. white. middle -
class, suburbanite pupils the opportunity to em-
pathize with the unwritten rules of war. poverty.
hunger, or revolt.'" In other words. if teachers
are to have students pretend. let them role play
in a situation which reveals that questions in the
game have something to do with them." Only
then is a class prepared to relate to similar prob-
lems or experiences in the past. realizing that
their concerns. while significant. are not entirely
original fur this day and age.

As with empathizing. the teaching of Ameri-
can history within the framework of the "New"
New Social Studies also lends itself readily to
value clarification. By "value" is meant some-
thing cherished, represented by an altitude to-
Ward an object, an event. a type of behavior. 111' it
particular phenomenon.

%%due clarification. of course. does not mean
the imposition or inculcation of a value system.
but an attempt to have students carefully re-ex-

amine. explain, and justify whatever it is they
cherish and why. It involves having students
realize possible or logical consequences of posi-
tions they choose to take and assumes that no
one, has the "right" set of values, although
people may agree on many absolutes.'" Thus.
students need to analyze objectively those val-
ues held by others in order to better understand
their own. Any process of value clarification also,
requires that students "learn to identify their
own value assumptions along with those of oth-
ers. to project and evaluate consequences of one
value stance to another.":' In essence, students
should learn to appreciate diversity rather than
be told there is only one "right way."-'2 If we be-
lieve this, our responsibility is not one of train-
ing students Ind in educating them: not in in-
doctrinating them, but in developing classroom
strategies which produce a knowledgeable sense
of values that will endure for a lifetime.

These classroom techniques call for a greater
use of strategies which exploit the principles of
Socratic dialogue. Socratic questioning tech-
niques have strong motivational value as welch-
ers build from students' contributions rather
than their own. In a Socratic dialogue the teach-
er converses with a single student while the re-
mainder of the class listens. The purpose is to
help an individual student examine both un-
stated assumptions and the logical implications
of her or his position. while other students share
in the same learning process. Any such open
classroom dialogues are recommended only
with a relatively secure child. The length of time
for any dialogue depends on the interests of the
class. A short example of this method follows.
taken from actual transcripts of a recording
made in an American history class of junior-
high-school slow learners and nun - readers who
were just beginning a study of the Battle of Lex-
ington:

Teacher: This gets to the most important point:
Would you have foughi to hell) save Han-
cock and Adams?

Student: No.
Teacher: Why?

TEACHING AMERICAN HISTORY THE GUEST FOR RELEVANCY 8
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km nor the proposed solutions are unique to the
present.

Assume, which seems credible. for example.
that the extent to which any governmental offi-
cial has the right to keep policy matters a secret
from the public will remain a relevant issue.
Students in a secondary-level class discussing
this subject might support the right of a people to
live under a government free from any form of
censorship. To assist those students in further
clarifying the freedoms or rights and the respon-
sibilities inherent in that expressed value, the
teacher can take the class backward in time, ex-
amining recent issues first: (a) Our secret bomb-
ing of Cambodia from 1969 to 1971. (1)1 The "Jack
Anderson Papers" concerning the India-Paki-
stan War of 1971. (c) The Pentagon's Secret His-
tory of the Wur in Vietnam. (d) Secret investiga-
tions by the Central Intelligence Agency during
the Cold Weir. (el Undercover work conducted
by the Federal Bureau of Investigation on orga-
nized crime. Secret plans formulated by the
Allies prior to the Normandy invasion of June
1944. (g) The Army's 0.S.S. activities in deter-
mining Nazi operations during World kVar II. I
Closed foreign policy meetings between Presi-
dent Franklin D. Roosevelt and Prime Minister
Winston Churchill in 1940. (i) Activities of Presi-
dent Woodrow Wilson's George Creel Propa-
ganda Committee diming World War 1. (j) Closed
cabinet meetings conducted by President James
K. Polk during the Mexican War. fk I Closed door
proceedings of the Constitutional Convention of
1787, and Secret meetings held by Samuel
Adams and the Committees of Correspondence
immediately prior to the outbreak of the Ameri-
can Revolution.

Elementary students. starting from "the here
and now.- can begin a study of history backward
by first asking themselves: %That is my own city.
community. or neighborhood like today? I low
did it get that way? What sources or places will I
need to investigate in order to obtain possible
answers? Can I ever know all that ever hap-
pened in my community which made it what it is
today? Why or why not? What does my answer

show :ne about the study. of the history of any
community or people?

Students who are led to ask questions like
these feel involved. Lack of such involvement il-
lustrates how futile it is to train students to be
aggressive. independent, inquirers and then
force them to focus their curiosity. for example.
only on ways p.mple in the past made their liv-
ing. Teaching history backwards helps to avoid
this pitfall by teaching them to sense what is
worth learning and allowing them to play an ac-
tive role in determining the process of solution:*
Ilsc of the cyclical approach by teaching history
"backwards- stimulates students s they begin
not stopwith a contemporary issue of special
interest. After objective consideration of the
topic in its historical setting, the students go
about clarifying their own ideas concerning the
problem at hand. For whatever the areabe it
grammar. auto mechanics, music, or history
unless an inquiry seems in some way relevant to
students, it is unlikely that any real learning will
occur.

Real learning as part of the "New- New Social
Studies ultimately leads us to a point stressed by
Alvin Taller in Future Shock: namely, that our
society is often geared to prepare people for sur-
vival in a system that will possibly be dead be-
fore they are. Another writer. John Holt, like-
wise has emphasized how quickly knowledge
changes and how much of the data a student now
"learns- will someday prove false or inaccurate.
His theme is that we cannot know precisely what
knowledge will he needed forty. twenty. or even
ten years from now.'" Terry Borton has esti-
mated that a student who began the first grade in
1970 will, on reaching the twelfth grade, encoun-
ter four times the amount of knowledge of those
who began school twelve years earlier. Today's
problems are compounded by this projected ex-
pansion of knowledge which teachers cannot uti-
lize today because they cannot know what it will
be." Thus. teachers are faced with the problem
of how to educate students for an increasingly
uncertain future: as Charles Silberman put it
more cogently, teachers must deal with students

TEACHING AMERICAN HISTORY THE QUEST FOR RELEVANCY 10
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from related disciplines is ongoing. More signif-
icant, any proposal to abolish history from the
curriculum fails to consider adequately whether
it is the materials available or their use which
perpetuates irrelevanct-. Perhaps shortcomings
in the presentation of materials are responsible
for the cry of irrelevancea protest repeated all
too often during the past two decades by many
... dents who believed that teaching strategies in

history classes fostered a senseless examination
the past. If such criticism has validity, then

Cite quest for relevance should not suggest the
abolition of history courses but rather alteration
in the ways history classes have been taught.
Students must he led to understand how and
why a stud' of the past does have meaning and
practical application a.-; they face a difficult
present and an uncertain future.

Teachers of history or social studies have stu-
dents at best 180 out of their allotted 8.760 annual
hours, or only about Iwo per cent of the time in a
given year. What we do with students during
those crucial class hours should easily w!:hstand
the rigors of the Five-Year Test. In other words.
much of what we teach students should continue
to affect or to have an impact on them five years
thereafter. Having st'uli absorb large doses
of historical data will not provide us with a very
satisfactory evaluation. But history taught as a
quest for relevancy, incorporating the be.,«ial-
ides of the Old, the New, and the "New" New
Social Studies. should not only improve our rat-
ing but make the teaching of history more (Awl-
lenging each year For wherever it appears in
the school curriculum, a study of history can
readily serve as a vehicle by which students can
acquire an applicable mode of inquiry, develop
useful concepts. successfully emr-thize with the
past, continue to clarify values, learn to recog-
nize and to cope with suspected myths and ste-
reotypes, and to ask critical questions about the
past, present, and future. If our goal, then, is to
effectively teach American history as a quest for
relevancy, students should never need ask:
"What good's all this gonna do me?" They'll al-
ready know.

FOOTNOTES

'The lack of obvious relevance has occurred for many rea-
suns. the first of which can be traced to curriculum trends
(luring the past century. During the nineteenth century. for
example. the !%1cGoffey Eclectic Readers were supposed 10
provide training necessary In help make young Americans
well-informed citizens. VVhile examining the Readers. sal-
(lents supposedly learned the three R's with hero-worship a
major focus of the history materials. In the twentieth century
Russell Baker recently described such a "learning" process
as one in which those "among us who were cunning had
learned the importance of grades. Giant grades meant ihal
you were gelling ahead. and because we soon percei%ed Thal
it was important In gel ahead whether we were learning any-
thing or nor. we became grade pursuers of intense. Byzantine
artifice." Russell Baker. School Daze." San Antonio Ex-
press. September 13. 1972. p. 3E.

:Counteracting student boredom and the discipline prob-
lems so often associated with it has nol fallen quire so hard
on some experienced social studies classroom teachers who
began their careers before the New Math, New Physics, or
New Social Studies eras. Since the New Social Studies (lid
nor exist before 19131. none of these teachers had received the
formal academic training necessary lo cope with the Social
Studies Revolution. Long before the advent of Sputnik or be-
fore the New Social Studies even had a name. those leach-
ers. instead of pretending to represent a walking set of ency-
clopedias. remained the experienced leader. director, and a
constant and constructive critic lo student opinions. These
leachers found was to actively involve students in long -last-
ing learning processes. They somehow managed 10 find the
lime and energy to use their awn imagination and initiative
in dceloping new $$$$$ lerials and leaching strategies which
presented factual data in an appealing. challenging. and ef-
fective way lo their pupils.

'Perpetuating the trend of irrelevancy was the require-
ment begun in Massachusetts in 1827 ihal American history
be a required subject for pupils unending the equivalent of
presear-day public schools. The American Historical Axsoci-
Orion daring the 1890's and the National Education Asbocia-
lion in 1919 helped 10 solidify this trend by strongly recom-
mending the welching of European history al grade 7,
geography al grade 8. and American History en grade 9. Most
students in the early parl of Ihis century seldom matriculated
beyond grade 4, apparently a determining factor in nor re-
quiring more history for the high school grade levels. Similar
maul WS for other grade levels gradually increased until the
1940's when MIMI Slidell required students 10 study American
history in grades 3. 8. and II. More often than nor. their ex-
amination of the American past those grade levels repre-
sented three surveys of the American pall each hopef ally a
11111e more sophisticated than the previous one. Until the past
decade. publishing !erases of textbook materials tradition-
ally he : also encouraged this curriculum trend. Publishers
in parlicular (limed io rit,I( stockholders' matey on allegedly
radical new ie preaches hitth might fail on the marker.
Thus one American hislory textbook usually resembled all
the rest and likewise lagged far behind the latest research
and tea in techniques. S. Ambrose A. Clegg. Ir.. tied Carl
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E. Schonberg, "The Dilemma of I listnr% in the Elementary.
School: rroduct or Process!" tiurvul Education. May. 1968.
pp. 454-456; Frederick R. Smith and Benjamin Cox, New
Strategies and Curriculum in Social Studies, Rand McNally
and Company. 196W p. 114: and Edwin Fenton. The New So-
cial Studies. !lob, Rinehart and Winston. 1967, p. 2.

'One writer recently claimed alai this filtering-drown ptn-
tes% had resulted in the presentation of data -desecrated and
distorted beyond recognition.- See George E. McCully. -I I is-
tory Begins at Flame.- Saturday Review, Min 16. 1970. p. 75.

See Edgar Bruce Wesley. "Lees Abolish 1 iistor y Clauses,"
Phi Delta kappa). September. 1967.

"Phillip D. Ortego. "The Education of 11,1exicar Ameri-
cans." in The Chicanos. Nies Wan American Voices. Ed. Lott
wig anol lames Sautibanez 'eds.'. Penguin Hooks. 1971. pp.
168-161.

ForFora fuller discussion of this. see Chapters I and V in Neil
Postman and Charles Weingartner, Teaching As a Subversive
Activity. Dell Publishing Company. 1969.

Tut another way, "all men think about what happens:
there are befier and worse ways in which to go about it. With
the right kind of training. a person should he able to learn
how to do it lamer. and this should improve his competence
in life. This is where school history could he useful and rele-
vant." McCully. op cit., p. 86.

'The same procedure worked in reverse when a class ex-
amined the raw data or source maicrial cited by a historian
in footnotes used to support his interpretations. Once that
footnnted material had been examined. and sometimes com-
pared with any other kind of information the class found ap-
propriate. the students next formed their own conclusions
about how they would interp-t the available historical in-
formation. Placed in paragraph form, the topic sentence sig-
nified the conclusion and the remainder of the paragraph in-
cluded evidence and references which supported the thesis.
Conclusions were then compared to those offered by the his-
torian. with particular emphasis on possible reasons for any
discrepancies in interpretations.

'"See R. C. Collingwood,. The lieu of flistory Oxford. 1946:
Henry Steele Commuter. The Nature of History. Merrill.
1985; and George Kitson Clark, The Critical Historian. Heine-
mann, 1967.

"See. for examp!.. Harry K. Heyer. Inquiry in the Social
Studies Classroom A tetrutegy for Teaching. Charles E. Mer-
rill. 1971: Benjamin S. Bloom teal. Taxonomy of Educational
Objectives. Handbook I, Cognitive Donmin. Longmans.
Green and Company. 1956; C. Benjamin Cox and Byron C.
Massialas. Social Studies in the United States. Harcourt.
Brace and Vorld, 1967: Edwin Fenton, The New Social Stud-
ies, Holt. Rinehart and Winston. 1967: and Edwin Fenton

the New Social Studies for the Slow Learner A Rollo-
nule for a lunior High School AnieriLcr. I listort Course,
American I leritage and I lult. Rinehart and Winston. 1969.

See Chapter I in Postman and Weingartner. Teaching us u
Subversive Activity.

'For a fuller discussion of this point, see Nat !Imolai', Our
Children Are Ming. Viking Press. 1961$. pp. 31-34. femme
Bruner has described this as understanding of how gener-
alizations are formed; that what is learned is competence in
good problem - solving derformances. Jerome Bruner, l'he
Skill of Relevance or the Relevance of Skills," Saturday HP-
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view. April 18. It p. 67. On the subject of how the debunk-
ing of myths can he made relevant to students as they study
American life. see the teaching strategies suggested for use
by Harry K. Heyer, Director of Project Africa at Carnegie-
Mellon University. Heyer, in particular. utilized a mode of
inquiry to have students clarify values and refute myths
commonly associated with Africans living south of the Sa-
hara. Throughout the lessons, where the latest research find-
ings about sub-Sahara African life appear in the form of
written materials. slides. transparencies, and recordings.
students constantly compare available data to prevalent
myths or stereotypes about Africa. This includes those which
portray Africa as a hot, primitive. savage, dark continent
"filled with w nch-doctors, drums. straw huts. and rich depos-
its of precious gems." Similar teaching strategies and use of
available evidence are readily at hand for debunking myths
alum' American life, past and present. One needs only to be-
gin with Oliver La Forge's or Hazel W. Hertzberg's study
about myths commonly associated with the American Indian.
W. I. Cash made a classic examination of Southern white
chivalry in The. Mind of the South. Thomas F. Pettigrew set a
new pace with a treatment of popular prejudices, ideas, and
fallacies which concern Mucks in his Profile of the Negro
American. Henry Nash Smith debunked the yeoman farmer
and Garden of Eden images in his Virgin Lund: The Ameri-
can West as Symbol and Myth. Richard Hofstadter carefully
examined the agrarian myth in his Age of Reform. Feliciano
Rivera has a discussion in The uhicunos of faulty assump-
tions about Mexican-American contributions to our way of
life. And Janice Law Trecker recently made available a
study about stereotypes commonly associated with women in
Inited States history books which con limit girls' aspirations.

See Harry K. Beyer. Africa South of the Sahara: A Resource
and Curriculum Guide. Thomas Crowell Company. 1969.
p. V: Oliver La Faroe. "Myths That Hide the American In-
dian." American Heritage Magazine. October, 1956; Hazel
W. Hertzberg, "Issues in Teaching about American Indians."
Social Education, May. 1972, pp. 481-485. Here you may also
wish to examine the entire May. 1972. issue of Social Educa-
tion, which is devoted to teaching about American Indians:
W. J. Cash. The. Mind of the. South, Alfred A. Knopf. 1942;
Thomas F. Pettigrew, A Profile of the Negro American, D.
Van Nostrand, 1964: Henry Nash Smith, Virgin Lund: The
American West as Symbol and Myth. Harvard University
Press. 19511; Richard Hofstadter, The. Age of Reform: From
Bryan to F.D.R.. Random House and Alfred A. Knopf. 1955.
Feliciano Rivera, ''The Teaching of Chicano History." in The
Chicanos: Mexican-American Voices, Ed. Ludwig and lames
Santibafiez leds.p. Penguin Hooks, 1971: and Janice Law
Trecker. "Women in I I.S. History High School Textbooks."
Social Education, March, 1971, pp. 248-261, :338. A collection
of scholarly articles about most myths in American history
can be found in Nicholas Curds and Patrick Cerster, Myth
and the America) Experience. Volumes I and II. paperback.
Glencoe Press. 1973.

''For a more detailed discussion of concept formation. see
Harry K. Beyer and Anthony N. Penna leas. p. Concepts in the
Social Sciences, NI:SS Central Bulletin No. 45. 1971, and
faint's C. Tyson and Mary Ann Carroll, Conceptual Tools for
Teaching in Secondart Schools. Houghton Mifflin Company.
1970.



"The term "destiny" was another abstract idea which re-
ceived special attention as part of the New Social Studies
movement. Most adolescents are vitally concerned with
themselves and their possible destinies. Ask any group for a
definition of "destiny." and many will maintain that it signi-
fies-the inevitable lot assigned to an individual or to a group
of people. Some astute students may qualif% this definition
by staling that destiny can be partially determined by consid-
eration of past experiences and ore-planning on the part of
individuals or nations. A closer look at the concept in an
American history course focusing lin the nineteenth and
twentieth centuries can reveal even more variations of the
term. It can moan what John Louis O'Sullivan stated in 1845
that it was our manifest destiny to overspread the continent
allotted by providence for the free development of our
yearly multiplying millions ...." Yet the concept of national
or manifest destiny. like that of "discover." can signify dif-
ferent things to different people-especially when students
consider how certain individuals have viewed the destiny of
their people. Cecil Rhodes. a builder of the British empire in
Smith Africa. saw English national destiny as justification for
the fact that the English were "the first race in the world, and
that the more of the world (they inhabited). the better it
would be for the human race." Adolf Hitler in 1937 described
the bonds holding the German people together not as eco-
nomic interests. history. religion. or custom but "our com-
mon destiny. this 1.1)min:fling (Ammon destiny from which
none can escape. our life's destiny in the world." And Presi-
dent Lyndon H. Johnson twenty-eight years later proclaimed
that "For every generation. there is a destiny For some. his-
tory decides. For 'his generation the choice must be our
own ... Our destiny in the midst of change will rest on the
unchanged character of our people. and on their faith." After
students examine these or similar interpretations of destiny.
we can ask: Do these meanings of "destiny" agree? Do they
compare favorably with your own definition of "destiny'"?
Does "destiny." then. always assume the same meaning? See
John Louis O'Sullivan. "Annexation." Democratic Review,
1845; J. G. McDonald. Rhodes: A life. Robert M. McBride
and Company. 1928. p. 38: Norma" IV Ilayites (ed.l. The
Speeches of Adolf Hiller. Oxferd 1 Iniversity Press. 1942. pp.
939-941: and Congressional Record. 89th Congress. 1st Ses-
sion. pp. 985.986.

"'Richard II. Brown. "A Note to the Teacher." in Discov-
ering Imerire!! flirter% 1),% Allan O. Kownslar and Donal) H.
Frizzle. !hilt. Rinehart and Winston. 1970. p, XVI,

See R. Garry Shirts. Slur Power. Copyright 19fi9 by West-
ern Behavioral Sciences Institute.

!"Vallace Roberts. "No Place to Grow." Sotorda% Review.
March 21.1970. pp. (i2-64. 811.

"Postman and 1Veingartner. op. r il., p. 49.
'Sidney IL Simen. "Values-Clarification vs. In-

doctrination." Social Education. December. 197'1. p. 902. Fur
additional reading on value - clarification. see Robert I). Barr

'alues and Youth. NCSP Crisis Series Bulletins. No. 2.
1971: Lawrence E. Metcalf (NIA, 'alues Education. NCSS
Fert%-first Yearbook. t971: and Nlichael Serivn, "Values in
the Curriculum." Social ScaeorP Education Consorlaum
NeWsivIlvr. No. 2. 19116.

"'Social Studies Curriculum Guidelines." NCSS Task

Force on Curriculum Guidelines. Social Education, Decem-
ber. 1971. p. 858.

,,Charles A. Reich. The Greening of America. Random
[louse. 1970. p. 392.

-"Edwin Fenton (ed.). The New Social Studies for the Slow
Learner: A Rationale for u junior High School American Ilis-
lory Course, American I leritage and !loll. Rinehart and Win-
ston. 1969. pp. 47-48. Additional examples of such clarifying
responses can he found in Louis E. Raths, Merrill liarmin.
and Sidney II. Simon. Values and Teaching: Working with
Values in the Classroom. Charles E. Merrill. 1966.

''Fenton. The New Social SlueLes for the Slow Learner. p.
49. For additional examples of the Socratic dialogue. see
Donald W. Oliver awl Fred W. Newmarn Cases and Contro-
versy. The Public Issues Series. Harvard Social Studies Proj-
ect. American Education Publications. 1967.

'''Lawrence E. Metcalf and Maurice P. Hunt. "Relevance
and the Curriculum," Phi Della Kuppun, March. 1970. p. 359.

"John Holt. The Underachieving School. Pitman Peblish-
ing Corporation. 1989. p. 134.

."For a more detailed discussion of the cyclical approach.
see Fenton. The New Social Studies for the Slow Learner.
pp. 46 -5(1.

"Postman and Weingartner. op. cit.. p. 52.
"Alvin Toiler. Future Shock. Random lipase. 19711. p. 399.
"For a more detailed discussion of these points. see john

Holt. How Children Fail. Pitman Publishing Corporation.
1964. pp. 167-181.

"Terry Horton. "What's Left When School's Forgotten?".
Saturday Review. April 18,1970. p. 69.

"For a more detailed discussion of these points see
Charles E. Silberman. Crisis in the Classroom, Random
Douse. Inc.. 1970. Darold C. Shane made a point quite sim-
ilar to Silberman's when he wrote of children that "we must
espouse the more tanpihle goal of teaching them how to
learn." See Harold G. Shane. "A Curriculum Continuum:
Possible Trends in the 7(1's." Phi Della Kuppun, March, 1970,
p. :191. Jerome Bruner also recently elaborated en this point
by stating that any education for the Seventies and beyond
-hould provide a situation where a student can act on his
own --to be able to demonrtrate and to realize a sense of re-
sults-and provide models so that students can acquire and
structure them so as to be able to cope with new situations.
Jerome Bruner. Talk at "Educating a Nation: The Changing
American Commitment." Symposium on Education. The
Lyndon Baines Johnson library. January 24, 1972.

"Postman and Weingartner recently asked questions quite
similar in nature to these!. Their special plan was for all
educators to reflect on them and others they might generate.
Their questions included the following. all of which could be
utilized by students in history courses: "What do you worry
about most? What are the causes of your worries? Can any of
your worries be eliminated? I low? Which of them might you
deal with first? !low do you decide? Are there other people
with the same [emblems? How do you know? How can you
find out? If % ou had an important idea that you wanted to let
everyone (in !he w.irld) know about. how might yon go about
letting them know? ... How do you want to be similar to or
different from adults you know when you become an adult?
What. if anything, seems to you to be worth dying for? {low
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did ou come to believe this? What seems worth living for?
How did coil come to belie%a this At 11w present moment.
what would you k.! to 1w able to do? Why? What would you
have to know in order to be able to do it? What would you
have to do in order to gm to know it? ... At I e present 11 o-
ment. what would ou most like In 1w doing? 1 ice years front
noW? Ten years from now.? V hy What might MI thVP to 1111
II) realize these hopes? What might you have to give up in or-
der to do some or all of these things? . . . What is 'change'?
What are the most obvious causes of change? ... What kinds
of change's are going len right now ? Which are important?
liow are they similar lo or different from other changes that
have occurred? .. Where do new ideas come from? If
too wanted to stop one or the changes going on now (pick
owl, how would you go about it? What consequences would
you have to consider' What are the most important
changes that have occurred in the past ten years? Twenty
y ears? Fifty years? In the last year? In the last six months?
Last month? What will be the most important changes next

15 Is History Relevant?

month? Next ear? Next decade? !low can you
tell? ... %%liars worth knowing? I low to you decide? What
are some ways to go about getting to know what': worth
knowing?" Excerpted f rum Teuching .is et Subversive Aen..-
ity by Neil Postman and Charles Veingartner. Copyright
c 1969 by Neil Postman and Charles Weingartner. 1 Ism, with
permission of Delacorte Press.

"Margaret N.e.11). "Youth Revolt: The Future Is Now." Sol-
urduy Review. January 10.1970. p. 113.

'lerorne Bruner. "The Skill of Relevance or the Relevance
of Skills." Saturday Review, April IN. 1970, p. 68.

"See Neil Postman and Charles 'eingartner. The School
Hook, Delaco-te Press. 1971.

See disci.ssion of Harry Golden's comments in AllA
Newsletter. 1110. 1971, pp. 13-15: Edgar Bruce Wesle "Let's
Abolish History Courses." Phi Dritu Nommen, September.
1967: and George E. NIcrilly. "History Begin': at Ilome," Sot-
undo' Review. Ma Ili. 1970.



History in the Classroom

;)

PART TWO1



"Development of inquiry-oriented skills becomes all
the more important if students are to become educated
critical thinkers."



AIM

Allan 0. Kownslar

2

History As an Incomplete Story

Many students assume that a history textbook
is the history of whatever topic appears on the
title page. Few realize that all history is inter-
pretation. that we know only a small portion of
everything which happened in the past. In a
single! lifetime no one person can examine all
the evidence about an important set of events.
Nor can history textbook authors possibly read
all the literature produced about any major
event. Instead. they must make selections at
each stage of their investigative process. and se-
lection naturally implies interpretation.

II all this is so. then perhaps as teachers we
should begin our courses by educating students
to recognize that any history or story is both in-
complete and interpretative in nature. In the
process we can also show students how a,mode
of inquiry might be applied to any study of the
past.

Most students do not realize that they. as well
as all of us. use the processes of inquiry every
day. Without trying to oversimplify those pro-
cesses, consider. for example. how on the first
day of any school year your students might iden-
tify u problem (How much work is this teacher
going to require of us?). After several days of

19

class the students begin to form hypotheses in
answer to the problem (We have already had
three lengthy reading assignments: it seems we
will be doing a lot of work in this course.). Dur-
ing the year. the class will continue to check
their hypotheses for validity (The reading as-
signments require much effort, but the tests are
not so difficult. Maybe this course is not going to
require more work than any of my other sub-
jects.). Finally, at the end of the year. the stu-
dents will urrive crt u more definite conclusion
(The teacher did require a lot of work, but must
of us managed to meet satisfactorily the require-
ments of the course.).

And since inquiry is a part of all our ,,veryday
lives. it would seem only logical that such criti-
cal thinking processes should Itmd themselves
readily to the teaching of history in ways which
involve students. One way of actively hvolving
the students is suggested in the lesson plan and
student materials included in this chapter.
Throughout the lesson, special attention is de-
voted to how the basic processes of inquiry can
be used to illustrate both the incompleteness
and the interpretative characteristics of the dis-
cipline of history.



Sample Lesson for Teaching:
Inquiring about Early American Indian Life:
The Jumanos

Intended Student Audience

Suggested Time for
Classroom Use of Materials

Materials for Classroom Use

Objectives
Within the Cognitive Domain

Knowledge Gudis

Skill Development

LESSON PLAN

Upper elementary and secondary levels.

2-4 class periods 1100.-200 minutes)

Ten information cards on Jumano Indian Life. Student assignment sheet:
"Relating the Materials to Your Own Life." (Pages 29 -39.)

Major Objectives for the Lesson

Upon completion of this lesson the students will.

la) Know that the Jumano Indian way of life ceased to exist by 1800 A.D.
(b) Know that although incomplete, a variety of historical evidence is

available about the Jumano Indians of the Southwest
(c) Know that any written history is interpretation.
(d) Know that the history of any people or person must be classified as

incomplete.
le) Know that although incomplete. the history of any group or individual

can nevertheless tell us much about them.

Interpret and compare information from readings. sketches. and a
map.
Recognize a problem How are we able to know some things about a
people. the Jumano Indians. who ceased to exist by 1800 A.D.?
Formulate a hypothesis la tentative answer or educated guess) about
how we can learn something about that life.
Test the validity of the hypothesis by examining some available
evidence about te Jumanos.
Form a generalization about how we are able to know some things
about Jumano life
Make a listing of the sources or kinds of historical evidence available
about their lives
Write a paragraph or a short essay consisting of a topic sentences)
and additional sentences as supportive evidence which form the
students history of what occurred in one social studies class.
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Objectives
Upon completion of this lesson the students will: Within the Affective Domain

(a) Be willing to work in groups while examining and discussing sair...ies Social Participation
of available evidence about early Indian life.

Teaching Suggestions

To illustrate the incompleteness and interpretative nature of history.
this lesson first focuses on the Jumano Moo ma no) Indians who once in-
habited parts of the American Southwest. Students may view samples of
what we know about Jumano life by examining some of the many forms
of historical evidence available on Jumano culture.

The Jumanos are especially appropriate for illustrating how incomplete
the history of any people can be. Once a contented hunting and farming
populatinn which numbered about 15.000. the Jumanos by 1800 A.D.
had eased to exist. Plagued by poor crops and droughts. epidemics. slave
raids by Spanish troops. war parties from the Apache nation. and the false
lure of a better life by working for pay in Mexico's silver mines, the Ju-
manos either died or were quietly assimilated into the Mexican or Apache
cultures by the beginning of the nineteenth century. All that has remained
of their culture are bits of evidence recorded by early Spanish explorers
and ruins and artifacts discovered and studied in great detail only during
the past forty years by 3rcheologists and anthropologists. The history of
the Jumanos. then, is much like the story of many American Indian
tribes-- one of plunder. intrusions, epidemics, and finally, assimilation into
alien cultures It is also a history which is quite incomplete. since firsthand
accounts or any forms of recorded sources by the Jumanos either have
long since vanished or never existed at all

Typical examples of the kinds of historical evidence which are available
appear on the ten cards accompanying this lesson. A brief identification of
each follows
Card l contains questions to be considered as the students examine the

information on Cards 2 -10. The questions will help focus the students'
inquiry

Card 2 has a map which identifies all locations mentioned in the lesson
Card 3 contains a description of where the Jumano Indians lived and why

they ceased to exist as a people
Card 4 tells about how uncertain scholars are of the exact origin or correct

spelling of the word "Jumano
Card 5 is an account about early Jumano life by Cabeza de Vaca.
Card 6 is a 1583 account about early Jumano life by Perez de Luxan. an-

other Spanish explorer.
Card 7 is a 1583 account about early Jumano life by Antonio de Espeio,

a Spanish explorer.
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Introducing the Lesson

Card 8 is a 1581 account about early Jumano life by Hernan Gallegos.
another Spanish explorer

Card 9 contains a modern day drawing depicting one aspect of Jumano
life as described in 1581 by Gallegos

Card 10 contains an illustration showing how archeologists have been
able to reconstruct a typical Jumano pueblo-type dwelling

Before they examine the information about Jumano life, ask the stu-
dents What is the meaning of "historical evidence"? What kinds of his-
torical evidence might one expect to find available about a people. all of
whom had ceased to exist as much as two hundred years ago most of
whom had vanished even before the American Revolution of 1776 or be-
fore the United States was even a nation. To emphasize this point. on the
chalkboard draw the following time line, later substituting "Jumanos" af-
ter you have introduced the term for "the people we will next examine."

1400 1500 1600 1700 1800 1900 2000 AD
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1AP VIII nett
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Then ask How. for example. could we possibly begin to reconstruct a
history of a people who left us no written records and who ceased to exist
long before the inventions of radio, television. and movie or photograph
cameras) What kinds of evidence could we begin to search for) Student
suggestions could include artifacts, ruins, and possibly old written ac-
counts by other peoples who had observed Jurnano life

Whatever their answers. the students will have recognized a problem
for inquiry (How are we able to know something about a people who have
long since ceased to exist)) and offered some hypothesis or tentative an-
swers Maybe we can learn something about those people by studying
available evidence in the form of artifacts. ruins. or written accounts by
outsiders I

Then tell the students that they now are to imagine themselves as de-
tectives or investigators attempting to piece together a story that in the
past has remained a mystery This they will do while examining the
sample forms of available historical evidence we have on the Jumanos

Here you may wish to write on the board "How are we able to know
about the J umano Indians?". pronouncing aloud the term Jumano and ex-
plaining to the class that this was a group of American Indians most of
whom for many reasons ceased to exist at least two hundred years ago.
Then tell the class that in order to begin to determine how we are able to
begin to solve the mysteries of how the Jumanos lived. we will first begin
to look at some kinds of evidence available on their life -evidence that
has somehow survived long after the Jumanos vanished

Before your students examine that evidence. you may also want to pro-
nounce and write on the chalkboard the following locations, terms and in-
dividuals, telling the class that information about each will appear in their
materials re' this lesson These words are Rio Grande River. Rio Conchos

River. Chisos Mountains. drought. Cabeza de Vaca. Alonzo del Castillo.
Andres Dorantes. Estevanico. Perez de Luxan. Antonio de Espeio. pueblo.
Hernan Gallegos archeologist

For this assignment have your students work in groups of fives, dupli-
cating a set of cards for each group. and have them decide what story. al-
though incomplete, can be pieced together about Jumano life by using
evidence available on the cards For ease of handling and care. you may
wish to dry-mount and laminate each of the cards Depending on the
make .up of your class. you may also want to have each group contain cer-
tain representative proportions of what you regard as slow. average. and
bright students and allow each group, once formed. to select a leader to
later report its findings about Jumano tribal life

As part of each group's organization. you may wish to assign Card 1 to
the group leader and distribute Cards 2 10 to the other group members
The group leader can then ask the remainder of the group answers to
those questions which appear on Card 1 After the students have received
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the cards, allow each group adequate time to survey them. Emphasize that
while seeking answers to questions asked on Card 1. group members
should feel free to express different opinions as they begin to piece to-
gether the lives many Jumanos led. While working on this group project.
tell your students that they may take one or more class periods to com-
plete the assignment.

When examining information on the cards. you may prefer to have your
students, especially those who experience difficulty in communicating
orally or in reading. illustrate what they have read on Cards 3. 5. 6. 7. and
8. This would allow these pupils the opportunity to obtain a sense of ac-
complishment by being able to successfully contribute to the lesson other
than by speaking or reading.

Once the groups have completed their examination of information on
the cards. each leader should then be prepared to report group findings.
especially those in response to the last three questions which appear on
Card 1.

In completing this part of the lesson the students. while interpreting.
analyzing, and comparing information about Jumano life as it appears on
the cards. will have tested the validity of their hypotheses (by determining
if early accounts and archeological finds can tell us something about Ju-
mano life), and finally, will have formed a generalization (by reaching a
conclusion about how one can know about that life).

To facilitate group-work discussions when your students examine infor-
mation on Cards 2 and 3. you may wish to tell the class that recent studies
have shown that before 1000 A.D. the Jumanos were once part of the
Puebloan culture which at one time was scattered over a wide area that
included present-day Northern Arizona. New Mexico. Colorado. and Utah.
According to many scholars this distinctive and rich Pueblo culture was
based on a well-developed agricultural system where people raised beans.
squash. sunflowers, cotton. tobacco. and several different kinds of corn.
often by use of irrigation. Men worked the fields and did some hunting
while women kept house. prepared the food. and made elaborate baskets
and pottery. By 1400 A.D this Indian culture had spread southeastward
about 300 miles down the Rio Grande River past present-day El Paso and
at least 40 miles into present-day northeastern Mexico. While this migra-
tion of Jumanos occurred. they probably met and assimilated into their
tribes scattered bands of local Indians whose existence depended on a
hunting and gdiiiering culture. By the 1500's. the region down river from
El Paso and between the lower Rio Conchos and Davis and Chisos Moun-
tains came to be populated mainly by the Jumanos. There they generally
remained until their final assimilation into other Mexican cultures.

When discussing the information on Card 10. you may wish to tell the
class that according to one scholar of Indian life. the jacales (thatched-roof
huts) found today in the Big Bend-El Paso region are probably survivals
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derived horn the older Jumano pueblo homes The modern *al. for ex-
ample.

is usually small and normally is used only as a storehouse or shed. but other
wise it duplicates many of the features of the prehistoric houses A shallow
floor is excavated corner posts usually of cottonwood are raised anti horizon
tal stringers are lashed to them or rest in their crotches The walls and the roof
are normally made of prickly ocotillo stalks laid vertically and tied together.
over which a liberal coating of adobe is plastered These structures are cheap
to build and are surprisingly durable in this dry climate 1W W Newcomb. Jr .
The Indians of Texas Copyright c 1961 by the University of Texas Presc pp
242 243 Used by permission I

To be more specific during group reports of their findings. ask the stu-
dents How many points can you now list about Jumano life? How many
different kinds of sources have you examined about the Jumano Indians?
What are some other questions you might ask about Jumano life? Why
would you ask those questions? What other kinds of evidence might be
available about the lives of the Jumanos? Why would you look for those
kinds of sources? Where could one begin to look for those possible
sources? Even if we found all the evidence that was available today about
Jumano life. would this tell us everything about that life? Does this mean
we cannot ever reach any conciusions or decisions about the Jumanos?
Why or why not? Then conclude this part of the lesson by asking the stu-
dents to consider. before the next class meeting. whether a history of any
people. including themselves, would be an incomplete story

When the students reassemble. remind them that they have examined
some of the forms of historical evidence we now have available about the
Jumano Indians The students also reached some decisions on what we
can learn about Jumano life. realizing that because of the amount of lim-
ited evidence available we cannot piece together a complete history for
that group of early Indians Yet we are nevertheless able to learn much
about their life even from the evidence which is available Now the class
should be prepared to begin to consider if the nistory of any people or per-
son can ever be absolutely complete

Here you will need to duplicate and give each student a copy of "How
Complete Is Your Life History?". which asks them to consider (1) What
sources or kinds of historical evidence are available about your life? (2)
Once assembled and examined. could these sources be used to write a
complete history of your life? (3) If not. does this mean that someone
should never attempt to write a history of your life? (4) What is meant by
the term -interpretation"? (5) Suppose two or more people used that in-
formation on the Jumanos and each wrote a history or story about those
Indians Would their interpretations necessarily be the same? Explain why
or why not (6) Could two different interpretations about the Jumanos be
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different and yet valid? Explain why or why not. (7) If someone 'Wrote a
history of your life. how would the interpretations formed about you de-
pend on the available evidence? (8) Imagine that two or more people each
wrote separate histories or stories of your life. Could they arrive at differ-
ent interpretations about your life? Tell why or why not. (9) If you had two
or more histories written about your life, could the interpretations in each
be valid and yet different? Tell why or why not. And (10) Is it possible your
answers to questions 5-9 could apply to the writing of any history? Ex-
plain why or why not.

While the students, possibly working in groups of fours or fives, con-
sider these questions, you may need to ask also. What historical evidence
in this room or building might be useful to historians studying our lives
5000 years from now? Would that be the same kinds of evidence those
historians would seek to learn about how you lived?

When considering student answers to these questions, notice to what
extcnt the students maintain that sources about themselves could include
a diary. letters, report cards. school papers and tests, notes transferred in
class. photographs, home movies, tape recordings, school newspaper arti-
cles. and accounts or interviews conducted with family members, peers. or
teachers

Conclude the discussion by then asking: Even if all this evidenca was
assembled for each of you, would it still be enough for someone to write a
complete second -by- second account of your life? If not. what else
would a writer about your life have to have in order to write its complete
history? What. then, does all this tell you about pieciny together the his-
tory of any people whether it is about yourself. the Jumano Indians, or
anyone else?

The class should begin to realize (1) that the written history of any
people or person must be classified as "incomplete," (2) that although in-
complete, the history of any group or individual can nevertheless tell us
much about them, (3) that formation of any generalization greatly depends
on how available evidence or information is used. (4) that often more than
one conclusion on a common topic can be valid, depending on what as-
pect of the evidence is emphasized, and (5) that the writing and support of
any generalization is essentially interpretation based on the use of avail-
able evidence.

Before or after your students examine and discuss the questions with
"How Complete Is Your Life Hrtory?", you may wish, especially in the
case of elementary-level pupils, to have them prepare in one paragraph (or
a brief essay) a history or story of what transpired in class the preceding
day. In essence, the students should write a paragraph(s) with a topic son-
tencels) and supporting evidence in which they give their interpretation of
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what happened on the day before during which time the class completed
their examination of the cards depicting Jumano life

If you think some of your studen:s might require a review of paragraph
formation, write and discuss the following example on the chalkboard

The Topic Sentence. Today we still strive to leain more About unknowns

Supporting Evidence Space exploration for example has taken man to the
moon anu unmanned space flights have been directed as far as Venus. Mans.
Mercury and Jupiter Plans are now being made to send even men to Mars
someday

If by this time you have recognized those students who require special
attention in developing writing skills you may prefer to have them work in
teams of twos with more capable students If you feel your class is not yet
ready for paragraph formation. have the students write only topic sen-
tence:, igeneralillnonsi in answer to the central question

Whatever the case. have the students begin their -history'. by com-
pleting the following topic sentence

Our social studies class yesterday was

Once the students have completed their topic sentences and included
supportive evidence. encourage each pupil to tell what he concluded and
why Student generalizations in answer to the question may differ. and yet
each might seem valid When this occurs. write several of the different
topic sentences on the chalkboard and complete the paragraphs by includ-
ing student supportive evidence for each Those paragraphs which appear
on the board can then be used as the basis for comparing any answers
which are different and why they might differ

To facilitate a discussion of the paragraphs. ask the class Do these
paragraphs tell us everything that happened yesterday? Do they give us a
second-by-second account of all that happened? Would it be possible for
anyone to write a second-by second account of what all of us did during
yesterday's class period? Can these paragraphs nevertheless tell Us much
about what did occur? How can we account for the fact that not all the
paragraphs are exactly the same? Does this mean that only one of the
paragraphs is "'right "? What, then does all this tell you about piecing to-
gether the history of any people be it the Jumano Indians, this class, or
any other individuals or groups of people?

After completing this lesson. some of your students might also wish to
identify groups of Indians sir of any other ethnic groups who once lived in
your own area and seek out what kinds of historical evidence are now
available about them

This lesson might also be used in a course on American Indian Studies.
Minority Group Studies. or any course in which you wish to emphasize the
"'incompleteness- of history
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Additional References

For more information about Indian history. see Oliver La Farge. "Myths That
Hide the American Indian." American Heritage Magazine. October. 1956: Jay
David led ). The American Indian: The First Victim (anthology of readings by In-
dians). William Morrow. 1972. paperback: Peter Farb. Man's Rise to 4..ivilization
as Shown by the Indians of North America from Primeval Times to the Coming of
the Industrial State (a survey of Indian history). Dutton. 1968: Roger C. Owen.
James J F Deetz. and Anthony D. Fisher (eds I. The North American Indians (a
sourcebook of articles written by eminent scholars of Indian life). Macmillan.
1967. Stan Steiner. The New Indiaas (a discussion of Red Power). Dell. 1968.
paperback. and Ruth M. Underhill. Red Mans America (a survey of Indian his-
tory). University of Chicago Press. 1953

If you are interested in anthologies of American Indian folklore. see Cottie Bur-
land. North Americz Indian Mythology. Crowell. 1968: Stith Thompson. Tales of
the North Americe.i Indians. Indiana University Press, 1966. For additional
sources on Indian folklore. see Charles Haywood. A Bibliograkhy of North Ameri-
can Folklore and Folksong. Greensberg. 1951.

For sources containing illustrative materials on Indian life, see The American
Heritage Book of Indians. Simon and Schuster. 1961: Norman Feder American
Indian Art, Abrams. 1965: and Our Indian Heritage," Life Magazine, July 2,
1971.

For a report on the need for more Indian involvement in the educational sys-
tem, see "Indian ParticipaLon in Public Schools." Social Education. May. 1971.
pp 452-465.

Student Materials for
"Inquiring about Early American Indian Life: The Jumanos"

follow on pages 29-39
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CARD 1
Questions To Consider for Cards 2-10

For Card 2
1. Where did the farming Jumanos live?
2. Where did the hunting Jumanos live?
For Card 3
1. At one time, about how large was the Jumano population?
2. What were five reasons why the Jumanos ceased to exist?
For Card 4
1. How much do we know about the exact origin of the word "Jumano"?
2. How little do we know about the correct spelling of the term "Jumano"?
For Card 5
1. Who was Cabeza de Vaca?
2. How is it that we are able to know about his visits with the Jumano Indians?
3. How many things can you list about Jumano life just by reading Cabeza de

Vaca's account?
For Card 8
1. Who was Perez de Luxan?
2. How many things can you list about Jumano life just by reading Luxan's ac-

count?
For Card 7
1. Who was Antonio de Espejo?
2. What was a "pueblo"?
3. How many things can you list about Jumano life just by reading Espejo's ac-

count?
For Card 8
1. Who was Hernan Gallegos?
2. How many things can you list about Jumano life just by reading Gallegos' ac-

count?
For Card 9
1. Describe what you see .n the picture on Card 9.
2. Can modern drawings like this one help us to lear'n more about Jumano life?

Tell why or why not.
For Card 10
1 What is an archeologist?
2. How have archeologists learned about early Jumano homes?
3. What have archeologists learned about early Jumano homes?
For Cards 2.10
1. How, then, are we able to learn anything about Jumano life?
2. Think back about all you have learned about the now-vanished Jumano In-

dians. Do you think you now have a complete picture of their life? Tell why or
why not.

3. Can you make any decisions about Jumano life? Explain why or why not.
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CARD 2
A Map Locating the Jumano Indians

Between 1400 and 1800 A.D. the Jumano Indians lived in the areas shown on
the following map.
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CARD 3
The Jumano Indians

As you can see by the map on Card 2. the Jumano Indians long ago lived either
as settled farmers or as hunters. Those who rmed wrestled their living from gar-
den plots between the valleys of the Rio Grande and the lower Rio Conchos Rivers.
Jumanos who spent most of their time hunting for a living usually settled between
the Chisos and Davis Mountains in Texas. At one time. both of these groups of
Jumanos may have numbered as many as 15.000 people.

By 1800. however, all the Jumanos had vanished. Some had been killed by
Spaniards seeking Indian slaves to work in Spanish silver mines in Mexico. Other
Jumanos died while working in those mines. Some were killed by warlike Apache
Indian tribes from the Great Plains. Faced with severe droughts or dry spells and
poor crops in the early 1700's, most of the rest of the Jumanos left their lands and
were finally absorbed into either the Spanish-Mexican way of life in Mexico or sur-
rendered and became buffalo hunters with the feared Apache tribes of the plains.
Thus. by 1800 it became impossible for anyone to be able to locate and identify a
full-blooded Jumano. They had simply ceased to exist.

Although gone. the Jumanos nevertheless left behind some evidence about
their ways of life. Examples of that evidence are what you will examine on Cards 4-
10.

Adapted from W W Newcomb. Jr lerhans of leAas From Prehistoric to Modern limes, Copyright
1961 by the University of Texas Press. pp 226. 228 232 235 Used by permission
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CARD 4
The Word "Jumano"

To show how little we are able to know about the Jumano Indians. the exact
origin of the word Jumano is unclear. No one is quite certain whether it is an In-
dian or a Spanish term.

Even the correct spelling of Jumano remains a mystery. The Spanish explorers
who were the first known Europeans to meet the Jumanos spelled the word many
ways. These can be seen in the diagram below.

Different Spanish Spellings of the Word Jumano

Sumana Xumana Jumana Humana mane Xoman

Adapted horn Newcomb. Indians of Teras, p 226 Used by permission
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CARD 5
Cabeza de Vaca and the Jumanos

Cabeza de Vaca was one of the best known of the European explorers to ac-
tually view Jumano life. He was a member of a Spanish expedition sent to conquer
the vast area between Florida and eastern Mexico in 1528. The 300-man expedi-
tion went ashore on the west coast of Florida. but then decided to build barges and
make their way by water along the coast to Mexico. Before long, however, all the
barges were lost in storms. Cabeza de Vaca's barge went aground on the Texas
coast. Of the 300 men who began the trip to Mexico. only four arrived there: Ca-
beza de Vaca. Alonzo del Castillo. Andres Dorantes. and a black named Esteva-
nico. Those four men spent eight years (1528-1536) among the Indians of Texas.
sometimes as captives, sometimes as traders, and sometimes as medicine men.

After his arrival in Mexico City. Cabeza de Vaca wrote about his experiences
and had them published in a book called a journal. The following selection from
that journal is an adapted English translation from the Spanish written by Cabeza
de Vaca. In this selection Cabeza de Vaca described one part of Jumano Indian life.

The Jumanos fill the half of a large bowl with water. and throw on the fire many
stones of such as are most convenient and readily take the heat. When hot. they are
taken up with tongs of sticks and dropped into the bowl until the water boils from the
heat of the stones Then whatever is to be cooked is put in. and until it is done they con-
tinue taking out cooled stones and throwing in hot ones. They boil their food.

Adapted from Frederick Webb Hodge led 1. The Narrative of Alvar Naez Cabeza de Vaca.- Span
ish Explorers in the Southern United States. Scribner's. 1907. p 105
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CARD 6
Perez de Luxan and the Jumanos

Perez de Luxan was a member of another Spanish expedition to explore the
Southwest. In 1583 he wrote the following descriptions of Jumano Indian life.

Upon our arrival there came to us in procession and singing. more than two hundred
Jumano Indians. men and women. They presented us with shawls, tanned deerskins.
paints. and ornaments like bonnets with colored feathers which they said they obtained
from the direction of the sea

These people cover themselves with well tanned skins of the buffalo The women
wear some sort of tanned deerskin poncho and other tanned deerskins as skirts. carrying
as cloaks tanned skins of the cattle These people wear their hair long and tied to the
head The men have their hair cut very short. lip to the middle of their heads. and from
there up they leave it two fingers long and curl it with minium paint in such a way that it
resembles a small cap They leave on the crown a large lock of hair to which they fas-
ten feathers of white and black birds such as geese. cranes. and sparrow-hawks

The Jumanos tan hides and make them usable by beating them with stones until they
are soft

Adapted from George r' Hammond and Agapito Rey Eveddrun into New Mexico Made by An
tuns° de Espe/o. 1582 1583. as Revealed in the Journal of Diego Peret de Luxan. Quiyira Society
Publications. I, 1929. pp 67 57 58
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CARD 7
Antonio de Espejo and the Jumanos

Antonio de Espeio came to Mexico as a cattleman but eventually became fa-
mous for exploring much of New Mexico and West Texas. As an explorer for
Spain. he met the Jumano Indians. In the following account he tells about some
parts of Jumano life in 1583. The term **pueblo" as used in this selection was one
the Spanish explorers used to describe many of the Indian villages in the South-
west. A description of how the Jumanos made a pueblo home is on Card 8. An il-
lustration of one such pueblo home appears on Card 10

After we convinced the Jumanos we meant no harm to them. all the people came
down within half an hour. making musical sounds with their mouths similar to those of
the flute They kissed the hand of the priest with us. whom we had along And all, both
young and old. offered everyone maize. beans. gourd vessels. buffalo skins. and bows
and arrows

At every pueblo we visited. the Indians kissed the priest's hand and brought presents.
and in all these pueblos we were received with much rejoicing and music which they
made with their mouths as I have described above Besides this peaceful and friendly
greeting they were treated to dances and ether celebrations. They madc music by beat-
ing their hands while sitting around a big fire They sing. and in time with the singing
they dance. a few rising from one side and others from the opposite. performing their
dances two. four, and eight at a time

Adapted from Hammond and Rey. op cit .#1) 60. 62. 67 Newcomb. Indians of Texas. p 244
Used by permission
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CARD 8
Hernan Gallegos and the Jumanos

Hernan Gallegos was another Spanish explorer of present-day Mexico and Texas.
In 1681 he wrote the following descriptions of Jumano life as he first saw it.

We saw a piece of copper which an Indian carried about his neck tied with some cot-
ton threads. Another carried a copper sleigh-bell Some of the Indians who came to
meet and see us carried white and colored coral shells. although not of fine quality. sus-
pended from the nose. they also had turquoises Among the things they presented to us
were two bonnets made of numerous feathers.

Standing on top of their houses they showed great merriment on seeing us These
houses resemble those of the Mexicans. They,build them square. They put up the bases
and upon these they place timbers, the thickness of a man's thigh. Then they plaster
them with mud Close to them they have their granaries built of willow, after the fashion
of the Mexicans. where they keep their provisions and their harvest of mesquite and
other things

Adapted from George P Hammond. and Agapito Rey The Rodriguez Expedition to New Mexico.
1581-1582 New Mew:0 Historical Review. II. 1927. pp 257. 260. 256 Used by permission
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CARD 9
room 40 ""

A Modern Illustration of Jumano Life 'Pr

Since we do not have available any paintings done of Jumano life while those
people lived, some artists today have tried to recreate what explorers such as Her-
nan Gallegos had written about those now-vanished Indians. You may recall, for
example, on Card 8 that Gallegos had written about the Jumanos: "Standing on
top of their houses they showed great merriment on seeing us." An artist recently
took that quotation and other early descriptions of Jumano life and drew the fol-
lowing picture. It shows how some Jumano Indians may have greeted those early
Spanish explorers.

t "*M. MOMa

mair1181.11,

Illustration from Newcomb. Indians of Teias. p 240 Used by permission
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CARD 10
A Jumano HomeArcheological Finds

As you now know. the Jumanos settled in the area between present-day El
Paso and the Big Bend on the Rio Grande River. There they built pueblo-type
homes. We are able to know this because of the diggings done by archeologists.
scholars seeking to learn more about early people by studying the articles (arti-
facts) or housing they left behind. The archeologist usually selects a spot where he
believes early people once lived and then digs for their remains or searches the
ground and caves in that area.

By digging :c, and around some old Jumano pueblo homes, archeologists were
able to learn many other things about Jumano Indian life. An archeologist's recon-
struction of pueblo homes of the 1500's follows. It is a reconstruction much like
the one the modern-day artist used for the drawing on Card 9.
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Based on Newcomb. The Indians Tends. p 242 Used by permission
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STUDENT ASSIGNMENT SHEET
Relating the Materials to Your Own Life

You learned that a history of a people such as that of the Jumano Indians will
probably always be incomplete. Yet. how complete is the history of any people or
of any person? How complete. for example. is the history of your life' Think about
this as you consider the answers to the following questions.

1. What sources or kinds of historical evidence are available about your life?

2. Once assembled and examined. could those sources be used to write the
complete history of your life?

3 If not, does this mean someone should never attempt to write a history of
your life?

4 What es meant by the term "interpretation"?
5 Suppose two Or more people used that information on the Jumanos and each

wrote a history or story about those Indians. Would their interpretations nec-
essarily be the same? Explain why or why not.

6 Could two different interpretations about the Jumanos be different and yet
valid? Explain why or why not.

7. If someone wrote a history of your life. how would the interpretations formed
about you depend on the available evidence?

8. Imagine that two or more people each wrote separate histories or stories of

your life Coula they arrive at different interpretations about your life? Tell why

or why not.

9. If you had two or more histories wri.ten about your life, could the inter-
pretations in each be valid and yet different? Tell why or why not.

10. Is it possible your answers to questions 5-9 could apply to the writing of any
history? Explain why or why not.
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te taglOsq.

"Teachers confront inquiry teaching initially and
must consider how it 'fits' them, not as new fashion but
life style."
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structional plans. Some of us American history
leaChOrS still thIVO IlOrS111111

with such materials in productive study (we
have called it "research-). (;onsequently. we
can "work through'' the materials in advance of
class use or along with the class. Inquir teach-
ing really does add a luster to our role as
leacher: we have no obligation to he the -An-
swer MOW- Itilther. Illlr ill1SW1.'rti are those of a
more knowledgeable person who continues to
learn. And that is truly addition to our role!
Further, teachers in this setting help to resolve,
and often do solve thorny and vexing matters.

Here, one conspicuous concern must be ad-
dressed. While this chapter and, really, this
yt.arhook, communicate strongly a commitment
to inquiry teaching in American history. the au-
thors do not want to he over-stood. Plainly, as ex-
perienced teachers, we are aware of the desir-
ability of pacing. of change of focus, of varietN.
lust as historians every day do not inquire in the

same way. they need to read secondary ac-
counts, to read accounts in different fields or
areas from which they direct their principal
studies. to talk to colleagues about matters his-
torical and not historical !geographic, artistic,
culinary, athletic, etc.). to dilydrOOM even. Ilow
much more so do pupils need such variety in
their school history! So, inquiry teaching, Yes!
NI not in excess if it becomes a dull repetitive
process.

A caveat about the inquiry lesson in this chap-
ter. II is neither "leacher-proof" nor "pupil-
proof.- II carries no guarantee of success, even
though it has been used productively with blin-
d! eds of pupils. For some classes there will he
no pop or sputter at all. On the other hand, it will
work beaulfully with a number of classes a ml
should serve, at lean:, as the springboard for
hundreds of lessons featuring inquiry in leach-
ing American history,

Sample Lesson for Teaching:
Inquiring about
Conditions of Life During the Civil War

Intended Student Aedience

Suggested Time for
Classroom Use of Materials

Materials for Classroom Use

Objectives
Within the Cognitive Domain

Knowledge Goals

LESSON PLAN

Upper elementary throur:i secondary levels.

uidss sessions.

Five letters written at the time of the Civil War (pp. 51-55).

Major Objectives for the Lesson

Upon completion of this lesson the students will:

(a) Know several conditions of life during wartime.
(b) Know that letters communicate svrnin'iically as well as literally and

that information obtained from letters must be understood from those
vantage points.
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(c)

(d)

(e)

if)

(g)

(h)

la)

d)

(e)

tg)

hl

Know that data from solaces may be checked fo validity through re
sort to accepted critical standards.
Know that much of the data obtained from sources is related directly
to the questions one asks about the source.
Know that historical sources, while incomplete in a variety of ways.
may provide an investigator much information
Know that interpretations garnered from one set of sources may not
be generalized easily to cover all circumstances (in this case, families
or even Confederate families)
Know that many of the questions about history cannot be answered
with the available evidence, and that incomplete evidence is a neces-
sary condition of historical activity
Know that reasonable intei-pretations based on the same sources may
be quite different

Gather and interpret information from original and secondary sources
Use one's own experience and intelligence to suggest ideas, ex-
plane...ions and information,
Formulate hypotheses, to suggest sources useful to test. g these hy-
potheses. and to test the hypotheses if possible
Formulate questions about the substance of an historical source to
guide collection of '.ita
Critcize historical sources using appropriate canons of validity.
Staid generalizations on the basis of dat7 collected and impressions
garnered
Write a paragraphs) constituting an historical account of conditions of
life during the Civil War.
Reflect and criticize both the conclusions and procedures of inquiry.

Upon completion of this lesson the students will

la) Empathize with both the writers and the recipients of the letters.

Publicly state and comment critically on both substantive data and
feelings, personal and those inferred from inquiry.

(c) Participate both as an individual and as a group member in the inquiry.

(d) Be receptive to a range of data about an historical problem, data both
complete. and not definitive

(e) Tolerate ambiguity and possible wide differences in interpretations of
data.

43 Inquiring about the American Experience

Skill Development

Objectives
Within the Affective Domain

Emphathizing

Social Participation

Value Clarification



Lesson Overview

Introducing the Lesson

Teaching Suggestions

This lesson focuses on twin objectives. First. it directs attention to the
qualities of living during wartime. the American Civil War, on both home-
front and battlefield. Second, it necessitates attention to the nature and
conditions of a special type of historical evidence, letters.

The five letters which constitute the basic sources for the lesson are
those preserved by three generations of a family. These letters are used
with thq permission of Mrs W.D. Price. Route 1. Athens, Georgia. Appre-
ciation is expressed to John L. Davis. social studies teacher. Lampasas
(Texas) High school. for his assistance on several matters during the prep-
aration of this chapter. The letters may be reproduced for class use in con-
nantion with the lesson developed in this chapter. They have not been
published for at least two reasons. They were private and personal to the
family. carefully preserved and cherished, the only family material extant
from the Confederate years of the family. Also, they seem not specially un-
like other letters already published. Perhaps for both reasons, they serve
as productive sources for study.

The letters were written at various times during a period of a year by
four sons of Prior L. Davis. a farmer near Athens, Georgia. These sons. in
order of birth. were James W.. (sham J. (Bud). C.W. (Charlie). and W.L.
(Willie). They. along with their younger brother. Robert. had enlisted on
different occasions and their units were assigned to different Confederate
armies. Two of the brothers, Charlie and Willie, died in battle. Following
the end of the war. (sham and Robert. two younger brothers, and a wid-
owed sister left Georgia for Texas where they established small farms in
Shelby County.

Only these five letters have survived the century. Other letters were
written by the soldier sons to their family, and their father wrote to them.
No accounts of wartime life were written by any family member and only
threadbare reminiscences of their few stories remain as oral tradition in
the family. Evidence from U. S. Census records reveals that the father and
sons had the rudiments of schooling. Essentially, the five letters provide
the only available evidence of lives and conditions of living by this family
during the Civil War.

Most school history accounts of the Civil War direct major attention to
the overarching political, economic, and military features of the war. Con-
sequently, to begin this lesson. ask pupils questions such as: Have you
wondered as I have about what it was like to be a soldier in this war?
Wonder what families at home thought about when their sons were away
fighting? What kinds of effects did this war have on people at home? Were
the soldiers and families at home concerned about the political and social
passions motivating the war? The ensuing discussion likely will yield a
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range of moons and personal preferences. Consider each suggestion as
important and possible. Later. indicate that such ideas or hypotheses can
be verified or tested by recourse to appropriate, authentic sources. Now,
the task is to decide what types of sou -cos one would seek. Responses
likely will include newspaper articles, diaries, photographs. memoirs, let-
ters, and official records. As sources are suggested, write them on the
chalkboard or overhead projector transparency in a column. Continue the
discussion by determining which of the types of sources might be consid-
ered closer to or further from the individual. A newspaper article, for ex-
ample. might be the account of an observer or a narrative written by an in-
dividual. A third column might indicate a consensus judgement about the
accessibility of the sources named.

Distribute the mimeographed letters, making sure that pupils do not re-
ceive the set in the same order. At this time tell pupils that this collection
of letters has been held by generations of the same family since the Civil
War. These letters, of all that were written by family members during that
war, are the only ones that survived. Tell them. also, that the family home
was a small farm near Athens, Georgia.

Then, ask pupils to read the letters for impressions of life during war-
time. After a first reading, ask them to list those impressions on a sheet of
paper.

The key purposes of this introduction are to motivate pupils to inquire
behind the interpretive generalizations in historical accounts, to recognize
a problem for inquiry and confront some problems in the inquiry process.
Also important is for pupils to recognize that their ideas are important, to
themselves and to the group.

Impressions of the letters may be predicted to vary widely. Accept all
the impressions proffered and list as many as you can on the chalkboard.
Impressions invariably include ones like: the father surely didn't write to
his sons; the letter writers sure were stupid (or couldn't spell); the letters
don't contain anything historical; one son apparently was going blind.
With older pupils and ones who have more experience with such tasks,
you may want each pupil to make a personal list of impressions. After a
number of responses are available. ask the class to review the list. Do all
impressions,"go together"? What was the original assignment? Likely, in-
dividuals will recognize at least two groupings of impressions: Those hav-
ing to do with life during wartime (the assignment) and those reflecting
personal judgements about the sources, the letter writers, the times, and
the war itself. After grouping impressions according to categories like
those above, ask pupils to save the list for reference, to add to and/or de-
lete from. Note with them the value of both types of impressions.

You may find it productive to have pupils discuss their impressions of
life in wartime with two or three others in a small group. Following the dis-
cussion. ask pupils to write a paragraph about conditions of life during the
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Implementing the Lesson

Civil War using evidence from the letters. Paragraphs should have topic
sentences and contain a, least two other sentences.

By this time. pupils will be well into this inquiry. Some probably will say
they have too much to work with. Others will lament too few facts to state
a generalization. Still others will be asking questions about the letters.
their form and contents.

The list of impressions and the paragraph constitute two types of first
or tentative accounts (or hypotheses). Both signal the importance of iden-
tification of evidence prior to preparation of an account or a set of inter-
pretive statements or generalizations. They are both seen as tentative and.
thus. may be altered as other evidence becomes available. Further, this ac-
tivity signals that interpretations are sought as a major product of the
study. Pupils should save those paragraphs in their notebooks after they
have discussed them with others in small groups and/or in the entire class.

As this lesson develops, you may well decide to use an instructional
plan that provides a number of occasions for pupils to work in small
groups of three or four. Such a plan has been particularly useful when
ideas are to be generated and accounts are to receive a fist critique. Indi-
vidual preparation of working papers/documents is deemed essential for
personal use throughout the study.

Important early in the study is formulation of questions about the let-
ters. One set of questions inevitably has to do with the validity of the evi-
dence. Another is concerned with information desired to make under-
standing more complete.

Validity should not be taken lightly, but neither should it consume most
of the instructional time. Do plan time for assessing validity with respect
to both external and internal criteria. External criticism, having to do with
judgements about the source's genuineness, should include attention.
among other things, both to the composition and form of the letters. For
example. the misspelling of many words and the spelling of words accord-
ing to pronunciations rather than a dictionary confirm the level of school-
ing known to have been held by the letter v'riters. Also, the form of each
salutation seems consistent with the understood formality of written ad-
dress of sons to fathers. One example appropriate to external criticism is
the nature of the letters. Each appears to be a personal letter, perhaps
written under hasty as well as rustic circumstances. None, therefore, at-
tempts military reports (e.g.. as from a scout to a field commander) even
though some information of possible military value is included.

Very useful to the lesson development is the formulation of questions
about the letters, the answers to which are believed to add information.
This task has been initiated fruitfully as a homework assignment. Individ-
ual lists can be expanded by both small groups and the entire class. Like
other productive thinking activities, some individuals will generate long
lists. others few questions. Some questions will concentrate on locations
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(Where is Natchitoches. Louisiana?). on relationships (Is C. W. the same
as Charlie?), on behavior (Why don't the boys write their mother?), on ac-
tions (Why did the boys not ask about crops?). With lists of questions be-
gun. two other steps are important. Pupils should give attention to pos-
sible sources useful to answering the questions. A list of sources and their
symbols might be class-developed and pupils could use the appropriate
symbol to designate their judgement. Also, as the study proceeds, pupils
should list by the question any answer(s) determined or located. Some
classes have found helpful a chart like the one below:

Question Possible Source Answer-Sources

What are "gaunders"?

Why would soldiers at
front send home car-
tridges they needed to
fight with?

Medical book of
period

"jaundice"
class discussion

In some situations, you may want to add another category to the chart la-
beled "Judgement of Validity of Answer." Pupils will find that a number of
their answers are "possible" and ones generated from speculation in the
absence of available evidence. In such situations, they should concern
themselves with validity: some possibilities are simply more possible than
others. Their judgements could range, for example. from "Substantial" to
"Doubtful." Other categories could be developed.

As questions are formulated, specific attention should be given to the
nature of personal letters. This examination can provide insights into mat-
ters of both symbolic and literal communication. Every letter can be stud-
ied in this focus and results related directly to understanding some of the
conditions of life in this family at the time. For example, in the letter of No-
vember 6, 1863, W. L. writes ". . . with the exception of my eyes they are
very weak and the Smoke from the camp fires appears to be rank poison
to them. so you need not be surprised at any time to hear that you have a
blind Son." This passage describes with considerable imagery one dimen-
sion of a soldier's camp life. Dramatically, W. L. communicates this un-
pleasantness. Pupils frequently ask, on the other hand, "Is W. L. really go-
ing blind?" Clearly, no evidence is available to respond directly. Careful
rereading of the letters, particularly at the beginning, indicates W. L.'s
loneliness from family and frustration at not receiving mail from home.
These feelings seem to be underscored by the reference to blindness
which may have been an exaggeration to describe the campfire, to con-
trast his good health with that of his brother, and to elicit sympathy and a
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letter from his family. This speculation does not invalidate the possible
literalness of the blindness passage. Nevertheless, it suggests a symbolic
interpretation of the communication as possibly more powerful .than the
literal understanding. In treating this concern, discuss with pupils how
they write personal letters. Do they write descriptions of events? describe
feelings? Do they ask for love, empathy, understanding? The letter writers
were vast distances from home in terms of time and facilities to transmit
mail. (Some pupils may want to investigate mail and transportation serv-
ice in the South and North during those war years. Such projects could
add to the overall inquiry.) How might pupils write their parents to com-
municate feelings like those held by the letter writers?

Through the foregoing activities, pupils will have generated more,
rather than less, ambiguity They probably will have more questions unan-
swered than answered. They very well should possess more specific
knowledge and generalizations about conditions of life of soldiers and
families at home than they held prior to study. They will have used proce-
dures for examining historical sources that they will find useful in sub-
sequent inquiring.

Several class meetings before the final session of this stuoy, assign the
writing of a paragraph about other conditions of living during the Civil
War. The paragraph should be available for the final class study session.
Take care to remind pupils of the necessity for each paragraph to have a
topic sentence and several other sentences. Depending on the age and
writing experience of the pupils you may want to require the inclusion of
evidence to support their generalizations, either in the text or as footnotes.

During the discussion of the interpretations (paragraphs). be sure to
comment and elicit pupil reactions to interpretations presented. Com-
ments should relate to such matters as relationship of evidence to gener-
alization, the adequacy and applicability of the generalization. and the in-
conclusiveness of the account. A particularly important concern is the
differentiation between appropriate speculation and projecting fiction. Pu-
pils should expect questions such as these from you end classmates:
"Why did you say that?" "Didn't you go beyeid the evidence?"

Then, referring to the account written early in the study. ask pupils to
compare their second version with the first. Individually or in small groups,
they can list similarities and differences. In the subsequent discussion, ask
them to state explanations for these differences. Emphasize the continuing
tentativeness of interpretations, contributions of extended inquiry (both
answers and unanswered questions), and changed and/or substantiated
impressions as study continued.

Convenient to review and summary of the lesson is an extended dis-
cussion about conditions of life during Civil War. You can ask questions
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like Which conditions of living did we not learn about? How can we ex-
plain why we didn't learn about these? How might we learn about them?
Are the conditions of living we learned about applicable to other families
and situations in the South? in the North? in other wars? How could we
verify our ideas?

These concluding activities should facilitate pupils' intellectualizing Predicted Outcomes
about (or reflectively examining) their experiences in inquiry. The final ac-
count or history they prepare is personal evidence about the gener-
alizations they stated, the evidence they amassed and analyzed. and the
feelings they hdve about the inquiry. Their comparison of first and second
accounts helps them review impressions. substantive matters. and inquiry
procedures. They should also be able to recognize some impressive values
as well as shortcomings of letters as historical evidence and of the histo-
rians' need for additional sources and viewpoints. Much classroom evi-
dence of such outcomes will be manifest as pupils talk openly throughout
the inquiry. particularly in the final session. about their own feelings about
what and how they are learning. Pupils are helped to identify how. in every
study. they learn substantive material as well as about themselves, their
adequacy. competence. and power.

Alternate Teaching
Some individuals may find productive the process of beginning to edit Suggestions

these letters. Using published letters, singly or collections. in historical
journals, they can note elements in these letters which merit comment.
explication, and identification. Using some standard and easily available
secondary sources (e.g., atlas, accounts of the Civil War). they should be
able to make a good start. For items they believe should be explained and
for which they have no information, they should be encouraged to indicate
the type of source they believe would be particularly helpful.

A beneficial discussion may be based on the relation of these wartime
letters to letters from soldiers to family (and friends) in other wars or times
of extreme stress (e.g.. expedition to Antarctica). What types of informa-
tion and feelings would pupils expect to find in other personal letters in
other wars? Why? How might these hypotheses be tested (sources. proce-
dures)?

To extend their study. some individuals could read other collections of
Civil War letters, both North and South. from soldiers as well as family
members. These letters could serve as further tests of generalizations as
well as provide additional evidence for other generalizations about condi-
tions of living.

Some pupils may enjoy further speculating about the family back home
to whom the Davis boys write. What might the family have been like?
What did they do during the War? What might they have written to their
soldiers? How might they have kept up with the conduct of war opera-
tions?
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Additional Rlarancas

Many of the good secondary accounts of the American Civil War contain infor-
mation about conditions of life on battlefronts and at home. both North and
South. Standard and popular references to soldier life are Bell I. Wiley's The Life
of Johnny Reb. Bobbs-Merrill. 1943. and The Life of Billy Yank, Bobbs-Merrill,
1951 The Wiley volumes heavily use soldiers' letters as sources for inter-
pretations. Also useful are Philip Van Doren Stern. Soldier Life in the Union and
Confederate Armies. Indiana University Press. 1961: Bell I. Wiley's The Plain
People of the Confederacy, Louisiana State University Press. 1943, and Em-
battled Confederates, Harper and Row. 1964. and George W. Smith and Charles
Judah. Life in the North During the Civil War, University of New Mexico Press.
1966

As additional general background. you may find informative works like E. B.
Long. The Civil War Day-by-Day, An Almanac 1861-1865, Doubleday. 1971;
Paul M. Angle. A Pictorial History of the Civil War Years, Doubleday, 1967; Mary
Elizabeth Massey. Ersatz in the Confederacy, University of South Carolina Press,
1952; and Mary Elizabeth Massey. Bonnet Brigades. Alfred A. Knopf. 1966. Use-
ful specialized studies can also be helpful. including volumes such as Paul E.
Steiner. Disease in the Civil War, Charles C Thomas, 1968. and Robert C. Black.
The Railroads of the Confederacy, University of North Carolina Press, 1952.

Many Civil War letters from soldiers have been edited and published in both
monographs and state and local history journals. Such sets of correspondence
provide added background to study of other collections of letters. Examples of ed-
ited letters are. from a Confederate soldier. Seymour V. Conner led.). Dear Amer-
ica, Jenkins Publishing Co.. 1971, and from a Union soldier, Margery Greenleaf
led.). Letters to Eliza, Follett. 1970.

An additional exercise to complement this one could focus on how Black
slaves felt during the Civil War Here the amount of available evidence is severely
limited by the fact that most slaves were not allowed to learn to read and write.
However. material on this subject is available in R. Ethel Dennis. The Black People
of America. Illustrated History, McGraw-Hill, 1970; John Hope Franklin, From
Slavery to Freedom. A History of Negro Americans, Third Edition. Knopf, 1967;
Langston Hughes and Milton Meltzer. A Pictorial History of the Negro in America,
Third Revised Edition. Crown. 1968; and Charles Crier Sellers. Jr., "The Travail of
Slavery," in The Southerner as American, University of North Carolina Press,
1960 Especially see James A. Banks. "Teaching Black Studies for Social
Change." in Teaching Ethnic Studies Concepts and Strategies, 43rd Yearbook.
National Council for the Social Studies. 1973.

Student Materials for
"Inquiring about Conditions of Life During the Civil War"

follow on pages 51-55
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LETTER #1

May the 18-1863

Dear FatherI have written to you again and againStill it Seems
impossoble for me to here from you through the placies from which I
wrote are now all in the hands of the Yankeys I have nothing of interes
to communicate I am well and getting along very well I belong to
the C. S. Light Batery as you know if you got my last letter
We are encampted near Grant Ecore Lousisianna though we expect to
nove back towards Alexandria in a few days. We had Several days of
hard fighting Since I wrote to you last Capt. 0. J. Semmes our
cammander was captured near Franklin.
If you receive this pleas write immediatly and let me know where all
the Fooks are So that I may write to them all, More if I can once here
from you and know that you get My letters I can then write you
Something historical
Direct yours to me Care Semmes' Batery near Nachetoches
Louissianna

Yours as ever

J. W. Davis
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LETTER #2

Nov 6th 1863
Camp Mil ledge artillery
Culpeper county. Va.

Mr. P. L. Davis

My Dear Father. after waiting a very long time for an answer to my
last letter to you I have come to the conclusion to write again. knowing
your disposion and exactly how you are about writing I wish you to
understand that I do not feel offended in the least at your delay. but at
the Same time I think you could. afford to write to me onced in every
three or four months. for my Dear Father, I can assure you that there is
nothing, that affords me with more pleasure, than to receive a letter
from you. and will you not increase my pleasure by writing to me
oftener than you have heretofore. I received a letter from Charley not
very long Since he was near Atlanta when he wrote to me but I have
heard through other communication that he moved near chatanooga. I
also heard that he had been Sick but was geting well. poor fellow I fear
he will have a hard time out there in enfentry I much rather he had
joined some artillery Company I think artillery is much lighter Surfice
than enfentry. and I have tried bouth. I have not heard from Isham
persorily Since he left home the last time. I am thinking that he will
have a hard time also with his many diseases. as to myself I am as
sound to day as I was when I joined the army. with the excepion of my
eyes they are very weak and the Smoke from the camp fires appears
to be rank poison to them. so you need not be surprised at any time to
hear that you have a blind Son. I think that there is a chance for me to
come home between this and next febuary and if there is even a half a
chance I certainly will make us of it. a good posion of our army are
building huts for winter quarters but we have not commenced yet nor I
do not know how loing before we will we are in camped near culpeper
courthouse we have had Some very bad weather this fall I do not Think
that we will have much more fighting to do in Va until next Spring. you
will give my love to ma and all the children. nothing more but

remain your ever Dear Son

W. L. Davis
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LETTER #3

Feb 20th 1864

Camp. 66th Ga Regt Near Dalton Ga

Mr. P. L. Davis.

Dear Father again I make it conveint to write to you. I am feeling
better this morning than I have felt in some time. though I think I am
taking the (launders. which is. & have been very comon here. Pa I
have just taken another march. we left here last wednesday morning.
& went some near twenty miles. for to work on the Road. we worked
all day Thursday & then marched back that night; There has A good
many of the soldiers left from around here for Alabama. I think we will
Leave soon for Mobeil Ala: at least all I see look in favor of it. I hope
you have recd. my Letter Stating all about the other march: Pa W. W.
Brooks & I is going to send A box home in which I sent an old pair of
shoes. & a little Bag of cartridriges. these roped up in a peice of News
paper you can tare up & use the Balls & pouder. those in brown paper
please save for me: & my old shoes I wishe you would have fixed up
for me. & keep them until' I call for them; I have nothing more to write.
that will enterest you. the Box you & Ma sent me was a great treat:
Give my love to Ma & all of the Chrildren, tell ma to Remember me to
little sister nothing More, only I Remain
P.S. Direct yours Your Devoted Son
to Stephens Brigade instead Charlie
of wetson's

Isham Sends his love Tender mine to all my friends.
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LETTER #4

Feb 25th 1864

Camp on the hillside at Dalton. Ga.

Mr. P. L. Davis.

Dear father in or- to let you know where I am. & what is doing. I
write this: we left our Winter quarters Tuesday. & have been here on
the side of A mountain ever since: we are now cooking up 8 days
rations. & expect as soon as we get them cookid we will leave; the
fight is. & has been going on all the week, at least skirmishing, I hear
different reports concerning it. therefore I donot now know who is
geting the best of it. we have heard the reports of the cannons ever
since we have been here. The fireing is much plainer to day than it has
been; it seems by that. that our men is falling
Back.
If we meet them I think they will get A lickiip The men are all in good
spirits. & have Great confidence in old hope we will whip them
Good. I am Black & dirty. we are on a rec hill, & it is very dusty
only at night then the smoke is so thick that you cant see any distance
at all. nothing more, My love to all. Isham is with the wagon train
about 10. or fifteen, miles below here. My speccial Love to Ma;

in great hast Your Devoted Son

C. W. Davis.
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LETTER #5

March, 7st 1864

Dear Father my ink had hadly dried on my letter when we received
ordirs to report on the front lines immediately. So we made the
necessary preparations and moved off as Soon as posible and after
Staying out there two days we have returned to our old camps without
any fight. the exitement arisen from a cavelry raid made by the yankie
cavelry They wase badly whiped and driven back like Sheep, We are
exspecting the Spring campaign to open in these quarters Soon,

nothing more
Yours

Bud

P.S. the case of Small pox that I spoke of prove to be a very bad case.
it has been seened to the hospital, no one else has taken it yet
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"For the student, development of any concept means
to elaborate on the many definitions which apply to it."
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Objectives
Within the Cognitive Domain

Knowledge Goals

Skill Development

Objectives
Within the Affective Domain

Empathizing

Social Participation

Value Clarification

Lesson Overview

Major Objectives for the Lesson

Upon completion of this lesson the students will

(a) Know representative arguments made by those opposed to the
Women's Equal Rights Movement of the 1970's.

(b) Know representative arguments made by those favoring the Women's
Equal Rights Movement of the 1970's.

(c) Know that the concept "liberation" can be applied to many move-
ments throughout American history.

(d) Know that "liberation" can have different interpretations.

(a) Read, compare, and recall information about the Women's Equal
Rights Movement.

(b) Recognize a problem.- Can the concept of "liberation" have more than
one meaning or interpretation?

(c) Form hypotheses about whether the concept "liberation" can have
more than one meaning or interpretation.

(d) Test the validity of the hypotheses by examining available evidence in
which the term is used or implied by those who oppose or support
the Women's Equal Rights Movement.

(e) Form a more definite conclusion about how the term "liberation" can
be interpreted.

Upon completion of this lesson the students will:

(a) Empathize with those opposed or favorable (or both) to the Women's
Equal Rights Movement.

(b) Be willing to participate in group discussions while examining a rele-
vant and historical topic.

(c) Be willing to attempt to analyze objectively their own values and
those held by others.

Teaching Suggestions

Even before the Seneca Falls Declaration of 1848. many women partic-
ipated in movements whose primary objectives were attainment of equal
economic, social. and political rights with men. At times those movements
succeeded in meeting their objectives. This has been apparent with (1)
adoption of the Nineteenth Amendment to the Constitution. which
granted women the right to vote. and (2) recent Supreme Court decisions,
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which barred discrimination against women by local. state and national
legislators (1971). and which upheld the legality of abortions for women

who sought them (1973).
Many people seeking more comprehensive legislation in the area of

women's liberation have staunchly supported ratification of the proposed
Equal Rights Amendment see Card 5 in Set I) Critics of that proposed
amendment, however, often attach a different connotation to the libera-

tion associated with it This lesson will focus on representative samples of

some views sympathetic to and some views opposed to the Women's
Equal Rights Movement of the past decade. This lesson will also empha-
size (1) different meanings which can be attached to the concept of libera-
tion. (2) ways in which the term "liberation- can be developed more fully.
and (3) examples of other liberating movements in American history.

Student examination of views which support and oppose the Women's
Equal Rights Movement of the past decade will involve use of two sets of
data cards

Cards in Set I include background material and views opposed to the
Movement
Card 1 --Questions which can guide student inquiry through Cards 2-6.
Card 2 An account by J H. Plumb in which he describes how women by

1971 had managed to liberate themselves socially. economically, and
politically

Card 3 An excerpt from an account by Elsieliese Thrope in which she ar-
gues that women are more liberated than men.

Card 4 Part of an account by Jacqueline Himelstein in which she argues
that the Women's Lib Movement is having adverse effects on older
housewives.

Card 5 A description of the proposed Equal Rights Amendment to the
Constitution.

Card 6---An argument by Phyllis Schlafly in which she states her main
reasons for opposing adoption of the Equal Rights Amendment

Cards in Set II include background material and views supportive of the
Movement
Card 1 -Questions which can guide student inquiry through Cards 2-9.
Card 2 Another account by J. H Plumb in which he describes what lib-

eration from household duties has done for many middle-class women.
Card 3 -Recent data depicting general economic and political statistics

on the female population of the United States.

Card 4 Present data depicting specific examples of female employment
in the United States

Card 5 A description by a working Black woman in which she relates
some of her problems

Card 6--An account about problems facing many Mexican-American
working women
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Introducing the Lesson

Implementing the Lesson

Card 7 -A brief essay depicting the problems of many Indian-American
women.

Card 8 Advice from Shirley Chisholm about what role women should
play in politics.

Card 9 An argument by Bella S. Abzug in which she states her main rea-
suns for support of the proposed Equal Rights Amendment.

Before the students examine information about the current Women's
Equal Rights Movement, ask the class for a definition of the concept "lib-
eration." (For example, the process of providing new liberties to someone
or freeing something from previous controls.) Then ask if the term has re-
ceived any widespread or popular usage with any recent or current move-
ments Here some of your students might mention the Black civil rights
movement of the 1960's, student unrest during the past decade. the
growth of Chicano groups, the American Indian Movement (AIM). and es-
pecially the Women's Equal Rights Movement, sometimes referred to as
Women's Lib. Conclude this part of the discussion by asking how people
today might define the term "liberation" when associating it with the
Women's Equal Rights Movement. Would everyone attach the same
meaning to it? In other words, could a person's opinion of the Women's
Equal Rights Movement affect how he or she might interpret the term "lib-
eration."

Whatever the students' response. they should have recognized a prob-
lem for inquiry (Can the concept of "liberation" have more than one mean-
ing or interpretation?) and offered some hypotheses or tentative answers
(Perhaps meanings associated with that concept depend on a person's
view of the issue associated with it.).

Then tell the students that they will now examine representative sam-
ples of how many Americans recently viewed the Women's Equal .Rights
Movement. They will also read about the proposed Equal Rights Amend-
ment.

As the class examines the cards in each set, you may wish to have your
students work in six groups. You may want to duplicate both sets of cards
and perhaps dry-mount and laminate them so that each group can have
complete copies. Depending upon the make-up of your class, you may
want each group to contain representative proportions of what you regard
as slow. average, and bright students and allow each group, once formed,
to select a leader to report group findings.

Once each group has selected a leader. remind the students that they
have already offered some tentative answers about how people might in-
terpret the term "liberation," especially as it applies to the recent (and
present) Women's Equal Rights Movement. Now the class will examine
examples of how some Americans have interpreted that Movement, be-
ginning with the information on cards in Set I.

TEACHING AMERICAN HISTORY THE QUEST FOR RELEVANCY 60



Emphasize that while seeking answers to the questions on Card 1,
group members should feel free to express different points of view Once
the students have answered those questions, each group leader should be
prepared to report group findings to the remainder of the class

To facilitate student discussion of group findings about information on
the cards in Set I. ask what seemed to be the major arguments of those
opposed to the Equal Rights Movement Are there any other arguments
the students can list in opposition to the Equal Rights Movement? List all
arguments on the board under the category of -Arguments Opposed to
Equal Rights

If some students note that the military draft mentioned on Card 6 is
no longer in effect, ask if it is possible we will again have a draft system
in the future If so. how might this affect women with passage of the Equal

Rights Amendment? Here too you may also wish to tell the class that
today more women are volunteering for military service and many are now
becoming policewomen high risk occupations which in the past were
usually reserved for males

Then ask if any members of the class are opposed to legislation such as
the Equal Rights Amendment Ask if any ire opposed to the Equal Rights
Movement in general Ask the students to give reasons for their views Are
there any new meanings or interpretations they can now add to the term
"liberation"?

Once your class has completed a discussion of cards in Set I. introduce
Set II to the students Before the groups examine information on those
cards, emphasize that this set of cards will contain arguments in support
of the Equal Rights Movement. As they consider those arguments, the stu-
dents are to decide (1) if the views expressed on the cards can add other
interpretations to the term "liberation- and (2) how those views differ
from opinions expressed on the cards in Set I

To facilitate student discussion about information on the cards in Set II.
ask what seemed to be the major arguments of those favoring the Equal
Rights Movement Are there other arguments you can list in support of the
Movement? List all arguments on the board under the category of "Argu-
ments in Favor of Equal Rights."

Ask if any members of the class would oppose any of those arguments.
How many would agree with them? Did any new interpret-lions of the
term "liberation" emerge from the information on these cards new
meanings which you can now add to your original listing? In addition to
the information on the cards in both sets. are there any new meanings
which the students can now think of to add to that listing? How many
meanings do they now think can be applied to the term meaning of "liber-
ation"?

In completing this part of the lesson, the students will have tested the
validity of their earlier hypotheses (by determining if other interpretations
could be added to their original ones for -liberation") and. finally, will have
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Additional Teaching
Suggestions

arrived at a broader generalization (by forming a more comprehensive def-
inition about what the term means).

If you use a lesson such as this one early in the school year. the stu-
dents should be prepared to determine how the concept of liberation ap-
plies to other areas of American history. For example. how does 'libera-
tion" apply to conquest of our first Native Americans. the American
Revolution of 1776. the slavery question prior to 1860, the Civil War. or
labor union and massive immigration movements of the nineteenth and
early twentieth centuries? With each of these areas the students could
consider. (1) Would an American Indian have defined "liberation" the
same as a European conquistador or later Anglo settlers or missionaries?
(2) Would an American rebel of 1776 have interpreted the term "libera-
tion" in the same way as King George III? (3) Would an American Black
slave have interpreted "liberation" in the same manner as a slave owner?
(4) Would a staunch member of the Confederacy who supported the doc-
trine of secession have defined "liberation" the same way Abraham Lin-
coln did? (5) Would organizers of our early labor unions have interpreted
"liberation" the same as did our early business tycoons and proponents of
Social Darwinism? (6) Would an Asian-American living in California in
1880 have interpreted "liberation" the same as those legislators who
drafted laws restricting immigration from the Far East? (71 Would newly
arrived Jews. Italians. Irish. Czechs. Poles, and Scandinavians to the
United States around 1900 have interpreted "liberation" the same as the
city ward bosses who soon controlled many of their lives? (8) Would non-
English-speaking Cubans who immigrated here during the late 1950's
have defined "liberation" the same as "established" residents then living
in Florida? (9) Could the same be true of Puerto Ricans who have moved
to New York City during the past twenty years? (10) Would an in-
tegrationist of the 1960's have defined "liberation" the same way a segre-
gationist would have defined it? (11) Would a Chicano living in the South-
west interpret the concept in the same manner as members of the ruling
landed aristocracy? (12) Would many students now define "liberation" in
the same way as their parents? Is it possible that all these kinds of people
may have had different interpretations of the same term? What. then, can
this signify about the interpretation of any concept or "big idea"?

Additional References

For additional information concerning the frontier woman, see William
W. Fowler. Woman on the American Frontier (biographical accounts of
frontier life) Bancroft, 1884; Nancy Wilson Ross. Westward the Women.
Knopf, 1945: Shirley Sargent. Pioneeis in Petticoats (a survey of Yosem-
ite's Early Women from 1856-1900). Trans-Anglo. 1966; Helena Hunt-
ington Smith. "Pioneers in Petticoats," American Heritage Magazine, Feb-
ruary, 1959. and Edwin Tunis, Frontier Living, World. 1961.
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For sources containing information on the women of the Roaring 20s
and the Great Depression. see Bruce Crawford. "Whose Prosperity?". The
Readers Digest (an article describing the inequality of wealth found in the
American society of the 1920's). August. 1929. Doris Faber, Petticoat
Politics (survey of women fighting for the right to vote from the 1840's
until 1920). Lothrop. Lee. and Shepard, 1960. John Anthony Scott led I.
Brother. Can You Spare a mime? The Great Depression 1929-1933.
Knopf. 1969. and Dorothy Thompson (Mrs Sinclair Lewis). Is America a
Paradise for Women? No." The Reader's Digest. August. 1929.

If you are interested in additional information concerning women during
World War II. see LaVerne Bradley. "Women at Work," The National Geo-
graphic Magazine (excellent portfolio of women in occupations created by
the war). August. 1944. LaVerne Bradley. "Worne,i in Uniform." The Na-
tional Geographic Magazine (another excellent portfolio of women work-
ing in occupations demanded by wartime), October. 1943. and Mattre E.
Treadwell. The Women's Army Corps. U S. Government Printing Office.
1954

For additional information concerning roles of women today. see Caro-
line Bird. Born Female. McKay Company, 1968: Sara Davidson. "An 'Op-
pressed' Majority Demands Its Rights." Life. December 12. 1969: Elisie-
hese Thrope. But Women Are the Favored Sex." The Reader's Digest.
May. 1972. Anne Grant West. "Women's Liberation, or Exploding the
Fairy Princess Myth." Senior Scholastic. November 1. 1971: "Who's
Come a Long Way Baby?... Time. August 31. 1970. and "Galluping Atti-
tudes." Saturday Review. February 17. 1973. pp. 41-42

For sources containing illustrative materials on the role of women since
the frontier days. see William Cole and Florett Robinson. Women Are
Wonderful! (a history of women in cartoons since the mid-1800.$),
Houghton. Mifflin. 1956; Agnes Rogers. Women Are Here to Stay (histon-.
cal portfolio of women since the turn of the century). Harper. 1949: Cyn-
thia Frichs Epstein. WOritan's Place (numerous graphs illustrating the role
of women within society), University of California, 1971. and George P
Shultz led Li 1969 Handbook on Women Workers (statistical guide on
women workers). U S Government Printing Office. 1969

If you are interested in additional songs about women's liberation. see
John Greenway, American Folksongs of Protest. University of Pennsylva-
nia. 1953

For more information about how women have been presented in social
studies programs. see Janice Law Trecker. "Women in U S. History High
School Textbooks,- Social Education. March. 1971. Janice Law Trecker.
"Teaching the Role of Women in American History." in Teaching Ethnic
Studies. Concepts and Strategies. 43rd Yearbook. National Council for the
Social Studies. 1973. and Elizabeth Burr. Susan Dunn. and Norma Far-
quhar. "Women and the Language of inequality." Social Education. De-
cember. 1972, pp. 841 -845

For more information about selected ethnic minority cultures. see Low-
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ell K. Y. Chun -Noon, "Teaching the Asian-American Experience." James
A. Banks. "Teaching Black Studies for Social Change," Carlos E. Cortes.
"Teaching the Chicano Experience." Jack D. Forbes. "Teaching Native
American Values and Cultures," and Francesco Cordasco and Diego Ca-
stellanos. "Teaching the Puerto Rican Experience." all in Teaching Ethnic
Studies: Concepts and Strategies. 43rd Yearbook. National Council for the
Social Studies. 1973. For additional information on American Jews. see
Anita Libman Lebeson, "The American Jewish Chronicle." and Moshe
Davis. "Jewish Religious Life and Institutions in America." in Louis Fin-
kelstein (ed.). The Jews: Their History, Culture, and Religion. Third Edition,
Vol. I. Harper and Row. 1960. A highly readable volume for secondary-
level students is Ruth Gay. Jews in America, Basic Books. 1965.

Student Materials for
"What Is Liberation?

A Closer Look at the Women's Equal Rights Movement"
follow on pages 65-79
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SET ICARD 1
Questions to Consider for Cards 2-6

For Card 2
1. According to this account. what was life like for many women in 1733?
2. According to the author of this account. what two factors have brought about

the liberation of women?
3. How does the author of this account seem to define the term "liberation'?

For Card 3
1. What were some reasons the author of this account gave for believing women

are the favored sex?
2. How does the author of this account seem to define the term "liberation"?

For Card 4
1 According to this account. what has the Women's Liberation Movement done

to many older housewives?
2 Does the author of this account seem to feel this is a form of liberation?

For Card 5
1. What is the proposed Equal Rights Amendment to the Constitution?
2. What are some things this proposed amendment would eliminate?
3. Can the term "liberation" be applied to this amendment? Explain the reasons

for your answer

For Card 6
1. According to this account. what would the proposed Equal Rights Amendment

do to women?
2 Do you think all this is a form of liberation? Explain the reasons for your answer.

For Cards 2-6
1. According to the information on all these cards. how is the term "liberation"

used
2. Is this the same as your use of the term? Tell why or why not.
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SET I-CARD 2
In 1733 everything preservable. from pigs to mushrooms, had to be preserved.

Fruits were jammed and crystalized. There were no mixers, no shredders. no liquid-
izers. Nor was it only food that the women prepared. Even a young boy's shirts and
nightgowns were made at home or by a gentlewoman who lived ten miles away
and was noted for her splendid needlework. And. of course. his sisters' petticoats
and dresses were made by themselves or by their mother.

There were worse chores. The streets and the roads of the countryside were in
bad weather a mess of mud and water. women could only keep their houses clean
by getting down on their knees and scrubbing. They finished late in the day. We
can scarcely imagine the hard work that went into maintaining even a small house-
hold water had to be fetched from wells. candles made. lamps filled, and firewood
carried. Except in the highest classes. women worked. perhaps slaved would be a
better word. in their houses.

The terrible fate of many women was still more terrible by the fact that marriage
was so closely bound up with the giving over of their property to their husbands.
Naturally. some women sought escape. A few succeeded in trade. either by sheer
business ability or by obtaining their release from drudgery through the death of a
husband or father.

This was but a hundred years ago. Although women still cry for liberation, and
links of their old shackles still chain their lives. the freedom, the opportunities. and
the range of experience now open to women border on the incredible. This
change is one of the most outstanding and the most remarkable of modern times.

Such liberation as women have enjoyed up to this time is usually explained by
two factors: the spread of education. and the dedicated fighting spirit of women
themselves. especially those significant suffragettes who, in order to achieve pas-
sage of the Nineteenth Amendment in 1920. chained themselves to railings, threw
themselves under the hooves of race horses. or starved themselves in prison to the
point of death. These heroic women certainly helped their cause. but only because
the tide had already turned toward the gaining of their feminist goals.

What is still hard for people to see is that the technological and scientific revolu-
tion in which mankind has been involved with ever-increasing speed during this
past century has greatly affected every social and personal relationship, no matter
how seemingly private. It is a process whose end is nowhere in sight. Scien-
tifically-based industry had brought wealth and freedomeven to the poor and
the disadvantaged.

This wealth, and the personal freedom it creates. springs from two sources: the
rise in the value of labor and the growth of the consumer society. Go to the most
wretched slum in urban America or to a desolate village in Appalachia and there
you will find canned goods of every description. wrapped and sliced bread. pack-
aged meats. and vegetables. not to mention refrigerators, vacuum cleaners. run-
ning water, and heat. Move from the ghettos to middle-class suburbs and the ease
of household management becomes even more markedwith washing machines.
dishwashers, and electrical gadgets for quick preparation of food.

Adapted from J H Plumb. "Up From Slavery." Horizon. Summer. 1971. pp 80-81 Used by per-
mission of J H Plumb



SET I CARD 3
If Women's Libbers don't stop their commotion, their rumblings of discontent

and pleas for equality. we might end up getting what they are asking for. And who
wants equality when we women are doing so much better now?

Biologically. legally, temperamentally and just about every other way that mat-
ters. we women are the favored sex Physically, males have several strikes against
them Men suffer from more ulcers. more heart trouble. and die younger.

We women have things going for us in other areas, too. From the moment Baby
Girl appears on the scene. she will have it soft Someday. if she chooses. she can
find herself a man to look after her She may or may not choose to have children.
Or she may want to go to work and support herself Whatever, she has a choice.. .

Legally. I think we women have things going for us in a big way. too. When we
get married we are saying to this man that he will have to look after us. support us.
pay life and hospital insurance for us and take care of whatever children we may
produce together What's more, if the marriage does not work out, he will be re-
quired. in most cases. to continue to support us and the children --and if he
doesn't. he will go to jail

Today. I can work full-time. part-time. or not at all. I can get civic-minded, work
on the problems of air pollution. help the Red Cross. or just play bridge if I am so
inclined I can go into politics or write magazine articles. Men don't have all lovely
options And you know what worries me? Unless we stop making equality noises.
men might wake up and realize what they have been missing.

Adapted from "But Women Are the Favored Sex," by Elsieliese Thrope The Reader's Digest, May
1972 Copyright 1972 by The Reader's Digest Assn Inc Used by permission
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SET I-CARD 4
The privilege of remaining a nonworking wife in the years past middle age is fast

disappearing. and thus the choice that women have traditionally enjoyed of staying
home or working will soon almost vanish.

The main push of Women's Liberation has been toward increasing women's
choices particularly in the job market They've pushed for equal status and equal
pay for women.

The sad thing is that a lot of women in these older age groups might really pre-
fer to remain at home because the kinds of jobs available to them ar:: not very ex-
citing.

And it's very likely that we're going to find a lot of pretty unhappy older women
around.

Jacqueline Himelstem. Women's Lib Pushing Many Older Housewives Out of Home.- National
Enquirer. April 29. 1973. p 3 Copyright National Enquirer, Lantana. Florida Used by permission.
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SET I CARD 5
Progress toward passage of a constitutional amendment to eliminate all forms

of discrimination against women was d major goal of many Americans in 1973
The proposed amendment which has been considered by Congress since 1970.
was finally passed by both the House of Representatives and the Senate in 1972
However. the proposed amendment will become the law of the land only if three-
fourths (38) of the state legislatures ratify it within seven years In its final form,
the amendment. if accepted by the required number of state legislatures. will

11) Wipe out state laws that impose special limits on the types of jobs women
may take and the number of hours they may work

121 Eliminate laws limiting women's r:ghts in some states to handle property and
start businesses on an equal basis with men
End discriminatory admissions practices by state colleges and graduate
schools. and bar discrimination against women in hiring and promotions in
public sch9ols and colleges

(4) Forbid discrimination against women in state ar.11ocal government jobs
15) End laws treating women more hars14 in a number of criminal situations --for

example. one state statute which permits women to be jailed for three years
for continual drunkenness but men for only 30 days

(6) Abolish state laws that give women less favorable treatment than men in the
handling of their children's property. and more favoraole treatment in cases of
child-support and child-custod

In its proposed form, the Equal Rights Amendment reads as follows

Sec tio-, 1 Equality of rights under the law shall not be denied or abridged by the
United States or by any State on account of sex

Section 2 The Congress shall have the power to enforce, by appropriate ligisla
ton the provisions of this article

Section 3 This amendment shall take effect two years after the date of rat-
ification
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SET I-CARD 6
The ERA (Equal Rights Amendment) will take away from women their most t

portant rights the right NOT to take a lob. the right to care fo their own babies in
their own homes, and the right to be financially supported by their huslands.

The laws of every state now require a husband to support his wife and children
and to provide a home for them to live in.

The ERA will remove this obligation and make his wife equally responsible to
provide a home for the family and half their financial support.

If the ERA is ratified. a p^n-working married woman will no longer be able to
get credit because stores and banks would have no assurance of being repaid.

The ERA will make women subject to the draft and for combat duty, on an equal
basis with men

The ERA will wipe out all the protective labor legislation designee; to safeguard
and beneht women who do manual labor and industrial work.

Most women want to preserve our -right to be a woman.- The ERA would be a
step down for American women.

Phylhti Schlafly The ERA Will Ta'.e Away from Women Their Most Important Rights.- National
Enquirer (June 3 1 913) p 10 Copyright National Enquire,. Lantana. Florida Used by permission
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SET !ICARD 1
Questions to Consider for Cards 2-9

For Card 2
1 According to the author of this account, what problems has the Industrial Revo

lution created for many middle-class married women?
2. Could these problems be a form of "liberation"? Explain the reasons for your

answer.

For Ca1 3
1 According to these data. how has the status of women compared to that of

men since 1970?
2 What did the President's Commission on Population Control conclude about

the status of women?

For Card 4
1 According to these data, how has the status of women recently compared to

the status of men in the area of jobs?
2 How do you suppose the author of this account would define the term "libera-

tion"?

For Cards 5. 6. and 7
1 According to these sources. what are some problems many Black, Mexican-

American. and American-Indian women face? Do the problems differ?
2. Do these problems seem to contraoict any arguments presented on cards in

Set I?

For Card 8
1 What problems had Shirley Chisholm encountered as a woman-politician?
2. What did she recommend women do to improve their status in life?

For Card 9
1 According to the author of this source. why should women support adoption of

the proposed Equal Rights Amendment?
2. Does this author seem to contradict any arguments presented in the cards in

Set I?

For Cards 2-9
1 According to information on all these cards. how is the term "liberation" used?
2. Is this the same as your use of the term? Tell why or why not
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SET II-CARD 2
The Industri II Revolution has steadily provided women of all classes with more

leisure. For the middle-class married woman. however, this new freedom has
created almost as many problems as it has solved. With commercial. .ichnical,
and professional activities still male-dominated. with their lives still cluttered with
the vestiges of household duties and motherly cares, and still, alas. the victims of
social beliefs that regard women as essentially decorative or domestic. many of
them are faced with the boredom of ever-increasing leisure Indeed, one might ar-
gue that middle-class women are now the victims of liberation. They have been
freed from their age-old tasks, from their constant toil within the basic social unit,
the family. yet have been given little in exchange

The freedom of women from their burdens owes moi to cheap electricity and
the supermarket than it does to those women seeking the right to vote before
1920.

Adapted from J H Plumb. Up From Slavery. Horizon, (Summer. 1971). p 81 Used by per-
mission of J H Plumb
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SET II-CARD 3
On April 1. 1970. the total population of the United States was 203.211.926

There were 98.912.192 males and 104.299.734 females Female children born in
1971 were expected to live more than seven years longer than male children born
in the same year And, according to doctors and scientists, women were not only
expected to live longer than men. they were also found to be healthier during their
lifetimes

Yet, despite the fact that they are a majority in this country. in 1973 there were
no women senators. and only 14 women representatives out of a total of 435.

Nearly half of all American women work at lobs outside the home. And more
than half of all working women are the sole support of a family. They are usually
paid less than men for the same work, and they are barred from certain jobs by old-
fashioned state and local laws. Generally, they have less chance for advancement
in their lobs even when they have worked for long periods of time. Minority women
have suffered the greatest discrimination in jobs.

Additional information about the status of women in the United States resulted
from a study several years ago when the President and Congress established a
Commission to study the growth of our population and the impact such growth
will have on the American future The Commission examined nearly every aspect
of life in the United States In its final report it made the following comments on
women in the United States

Women in the United States occupy a separate and unequal status uncler the law
Under most laws women were allowed few rights. and our Constitution was drafted on
the assumption that women did not exist as legal persons. The legal status of women
has improved in the past century with the adoption of the Nineteenth Amendment.
which gave women the right to vote. alteration of some laws. and passage of some posi-
tive legislatio-, But equal rights and responsibilities are still denied women in our legal
system We believe this should be remedied The right to be free from (1,scrimination
based on race. color. or creed is written into our fundamental document of government
We believe the right to be free from discrimination based on sex should also be written
into that document

Population and the AMPIICall Future The Report of the Commission on Population Growth and
the American Future. The New American Library. Inc . 1972. p 156
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SET II-CARD 4
Working Women: Problems They Face

Recently, three social scientists at the University of Michigan surveyed Ameri-
can workers on many of the problems they faced, their job satisfaction, and their
working conditions. Much of their study focused on women workers. The following
selection shows what they discovered about the problems faced by working
women.

Many of us are now aware that the average American working woman earns less
than the average working man. To be exact. she earns only 58 percent of what an
equally qualified man would make. . . women do not receive pay and benefits com-
mensurate with their achievement. They are far worse off than equally qualified men.. .

We found, overall, that the average woman earned $4.372 less than the average
man We further found that the median woman would have to earn 71 percent more
than her current salary to equal the income of a man with her achievement sccres.

The discrepancies between a woman's expected income and her actual salary were
often extraordinary. ..

For example for the past two years (Miss W. 29) worked as one of two heads of a
major department in a large discount store. She gets very good fringe benefits. but a
salary of $3.120$6.477 less thin a man with her supervisory responsibilities. .

Mrs G.. age 26. is employed as a house director at a college dormitory: she works 45
to 50 hours a week ( "night and day." in her words) with no scheduled days off. . . . She
has completed college and some graduate training. but thinks that her job demands only
a high-school education. Because her income is inadequate to meet monthly expenses.
she will probably try to find another job soon. . . . Mrs. G. earns $3,000 a year. . . . Her
salary is $11,832 less than that of a man of comparable experience and skills.

Miss B has been a secretary for some 30 years, working 40 hours a week in a brick-
yard She has a college degree. for which she makes $3,600 a yearor $7,613 1..ss
than a man with her skills and experience. ..

It turned out that fully 95 percent of the women were earning less than they de-
served ..

Teresa E vitin. Robert P Quinn. and Graham L Staines. A Woman Is 58% of a Man." Psycho/
ogy Today 1.,1arch. 19731. pp 89-90 Quoted from Psychology Today Magazine. March. 1973
Copyright Communications/Research Machines. Inc
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SET IICARD 5
A Black Woman Speaks Out

In the following selection Margaret Wright, a Los Angeles community leader,
speaks out on some of the problems facing some black women in the United
States

Black women have been doubly oppressed On the lob, were low women on the to-
tem pole White women have their problems They're interviewed for secretarial instead
of the executive thing But we re interviewed for mopping floors and stuff like that.
Sometimes we have to take what's left over in Miss Ann's refrigerator This is all ex-
ploitation And when we get home from work. the old man is wondering why his dinner
isn't cooked on time

Margaret Wright. "I Want the Right To Be Black and Me from Black Women in White America
A Documentary History, Random House. 1973, p 607. cited in "Storming the All Electric Dollhouse"
by Mary Reinholz in the West Magazine. Los Angeles Times. June 7. 1970
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SET IICARD 6
The Chicanas

The following account reflects some of the problems that Mexican-American
women face today.

Many Mexican American women or Chicanas must deal with even more prob-
lems than do the men of their race. These women have been forced to serve in
capacities which require them to be wives. mothers. and. along with their hus-
bands. breadwinners as both cope with the problems of providing a family with
enough clothing, minimum medical care. a more balanced diet. and decent housing.

Consider. for example. a typical weekday in the life of a Chicana. It begins
before sunrise when she must prepare hreakfast and get the older children ready
for school. After breakfast, she must leave her preschool-age children in the care
of a nearby neighbor or relative. More often than not, she must then travel a
lengthy distance across town by bus to perform housework for very low wages at
the home of an affluent family. This is because she probably had to drop out of
school after the eighth or ninth grade in order to help support her own younger
brothers and sisters. While at work, she continues to worry about her own children
especially those who will arrive home from school and be unsupervised for at
least two hours prior to her arrival. Once home again that evening. she must
also contend with the problems of a husband frustrated because he too was a
school dropout and had failed to acquire skills which would have prepared him for
a better paying job. Such a life allows the Chicana little time or money for her own
entertainment.

Based on interviews conducted by Allan 0 Kownslar. April. 1974
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SET IICARD 7
American Indian Women Today

American Indian women have also taken steps to gain equal rights and improve
their condition. The following selection. from The New Indians. by Stan Steiner.
describes some of the efforts they have made to assert themselves as women and
as Indians

Tens of thousands of Indian women have come into the cities For the last decade
they have been leaving the reservations in growing numbers. not to seek their for-
tunes but to find a tulle). freer life for themselves Many have made the trek to the
cities simply to find the poorest of jobs

More often than the tribal men. these tribal women have been able to cross the cul-
tural divide from rural to city life without losing their way The men often leave. un-
nerved by the hectic pace of urban life. the ghettoes of crowded rooms. the smoggy sky.
and the humiliation of unemployment lines

In the cities. the power of the women has been recognized by the various Indian com-
mittees Election of tribal women to the leadership of these urban Indian centers has
been a wonder in modern Indian life The San Francisco Indian Center. for instance. had
four women on its board of directors and one man. Of the seven officers of the California
group. three were women The Indian Center of Chicago had three women on its board
of directors and one man

Los Angeles. Minneapolis. and New York City clubs of urban Indians all have women
among their leaders So do the Indian centers in other cities. almost without exception

We adapt like crazy; said Mary Lou Payne of the young Indian women The women.
especially the younger women. are more resilient and flexible. more accepted and ac-
cepting. more capable of outward change and inner stability than their he 5ands are at
times No one adapts like an Indian. if given half a chance." the Cherokee girl said.

Stan Steiner. The New Indians. Harper & Row 1968. p 224 Used by permission
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SET IICARD 8
Women and Politics: Representative Shirley Chisholm

Shirley Chisholm represents a Brooklyn. New York. district in the Congress of
the United States She is the first black woman ever elected to the House of Rep-
resentatives In 1972. she ran for the Democratic nomination for the position of
President In addition to her duties as a congresswoman, she is also active in the
movement to change and improve the status of women in the United States The
following selection is taken from a speech made by Representative Chisholm at a

conference on women's employment held in Washington. D.0 . in 1970.

I'm a politician I have been in politics for 20 years. and in that time I have learned a
few things about the role of women in power And the major thing that I have learned is
that ivomen are the backbone of America's political organizations They are the 'etter
writers. the envelope stuffers. the telephone answerers. they're the campaign workers
and the organizers Perhaps it is in America. more than any other country. that
the proof of the old saying. "The power behind the throne is a woman" is most read-
ily apparent

The harshest discrimination that I have encountered in politics is anti-feminism. both
from males and brainwashed females When I first announced that I was running for the
United States Congress. both ma.es and females advised me. as they had when I ran for
the New York State Legislature. to go back to teaching a woman's vocation and
leave the politics to the men

I believe that women have a special contribution to make to help bring order out of
chaos in our nation today because they have special qualities of leadership which are
greatly needed today And these qualities are the patience. tolerance. and perseverance
which have developed in many women because of suppression And if we can add to
these qualities a fund of information about the techniques of community action, we can
indeed become effective bringers of change

In a speech made a few weeks ago to an audience that was mostly white and all fe-
male. I suggested the following. if they wanted to create a change You must start in
your own homes, your own schools. and your own churches I don't want you to go
horrid and talk about integrated schools, churches. or marriages if the kind of integration
you're !alking about is black and white I want you to go home and work for. fight for.
the intevration of women into American society

Heahrigs Botot., the Special Subcommittee on Education and Labor. House of Representatives.
9 1 st Congress 2m1 Session United States Government Printing Office, 1970. pp 909 915 passim
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SET II-CARD 9
The common myth is that women belong at home taking care of the kids Let's

get one thing straight For every woman at home, there are dozens working in
kitchens, in laundry rooms. in dirty backbreaking jobs. in work beneath their abili-
ties They are exploited and underpaid

For years we women have been told that we can't balance our checkbooks,
even though we do most of the consumer.buying Were told women are fragile.
though its perfectly all right for us to lift children. lug home groceries and move
furniture

We hear opponents of women's rights ask "What more do women want?"
What we want is what we still haven't got full equality with men in our social.

legal, economic and political institutions
If the women who oppose the ERA (Equal Rights Amendment) understood

what it really meant in terms of their own lives and dignity, they would be out de-
manding its passage

"Bella S Abtug VVe VV,Int Full Equality with Mel.. We Still Hdve d Long VVdy to Go National
Enquirer June 3 19731 p 10 Copyright Nationdi f ',gutter Lantana Flondd Used by permission
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"If teachers are to have students pretend, let them
role play in a situation which reveals that questions in
the game have something to do with them."
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aimed at the primary level of an elementary
school program: minor modifications in the in-
structions can he easily made and the same ac-
tivities used in working with older, more mature!
students. Appalachian Coal Miners is a simula-
tion game which would likely he most beneficial
to the more mature middle school. junior and se-
nior high students. It is suggested that a teacher
review the objectk es and suggested activities
for each of the lessons and use his professional
judgment to determine the appropriateness of
one or more of these activities, making whatever
modifications that seem appropriate.

Sample Lesson for:
Developing Empathizing Skills

LESSON PLAN

Primary level and above.

10 to 30 minutes for each activity.

Selected pictures and tapes.

Major Objectives for the Lesson

Upon completion of this lesson the students will.

FOOTNOTES

11'ebster's Seventh New Collegiole Dictionary. G. and (:.
%Ierriani Co.. 1969.

'Fannie R. Shane!. and George Shale!, liole-Playing for
Social Vulues. Prentice-I tall. Inc.. 1967.

'Virginia XI. Rogers and ;Marcella I. Kysilka. "Simulation
Games- -What and 1Vhy.'"I he Instructor. I.X IX. No. 7, 94 95
1111 arch win.

isme for example "The Sound of 50 Years.- Coordinator:
Ton) Simon. Source: Scholastic Nlogozine, Copyright 1970,
l'Allinnbia Broadcasting System.

Richard Brown led.). The Minion Side of .1mericon
History. Ginn and Company. 1970.

-The Sloop, The Fourth Street Brigade in Ad ion. 136 Ave-
nue C. New York. New York 111009.

Misfire. Kahan (;ap. Georgia, :1115101.

(a) State two to five observations based on a picture, a series of pictures,
or a tape.

(b) Describe two to five differences in individuals shown in two different
pictures or heard on two different tapes

(c) Orally predict an action which might follow a situation represented by
a picture or tape.

Upon completion of the lesson the students will.

(a) Orally infer specific feelings or emotions of people shown in the pic-
tures or heard on the tapes.

(b) Verbally infer the cause(s) of an emotion or action.
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Intended Student Audience

Suggested Time fiat
Classroom Use of Materials

Materials for Classroom Use

Objectives
Within the Cognitive Domain

Skill Development

Objectives
Within the Affective Domain

Empathizing



Lesson Overview

In addition to these behavioral outcomes. another pu;pose of the activi-
ties is to develop a caring attitude.

As used in this chapter the term "observation" refers to a perception
using any of the senses (not just sight). An "Inference" is a tentative con-
clusion based on limited observations.

Teaching Suggestions

In order for individuals to be able to empathize with one another, they
must be good observers; they must be able to infer feelings or emotions
based on their observations; they must be able to infer differences in val-
ues: they must understand that individual actions are influenced by their
valuer.: and. they must be able to infer cause and effect relationships rela-
tive to emotions. The activities in this lesson focus on these fundamental
process skills and ideas.

Four short activities are suggested rather than one large block or unit of
instruction. The activities will require (a) the analysis of pictures and/or
tapes. and (b) the ordering. or sequencing, of events.

Introducing. Implementing.
end ACTIVITY 1 The first set of activities can be led by the teacher, or di-
Concluding the Activities rections may be written out so that individual students or small groups of

students may participate independent of the teacher. If the teacher is
working with the students. the students should respond orally rather than
in writing

Select a number of magazine pictures which focus on individuals or
small groups of individuals. The pictures should include easily observed
cleci that can serve as a basis for inferring an emotion or situation. Some
pictures may show only the face of an individual; others may show one or
more persons in a setting. Select pictures exhibiting a variety of emotions.
such as anger. fear, compassion, anxiety, joy. surprise. thoughtfulness. and
depression. For ease of handling and care, the pictures might be dry-
mounted and/or laminated. If students are to respond to the questions in
writing, put an identifying numeral or letter on the back of each picture.

Ask the students to carefully look at a particular picture and then re-
spond to questions that include or are similar to the following:

1 How do you think the individuals) is (are) feeling?
2 Why do you think this (Encourage students to be specific about observations

from which they infer emotions Distinguish between observations and infer-
ences )

3 Might the person(s) be feeling a different emotion than the one you inferred?
Give an example

4 Have you ever felt this way? Why?
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5 What do you think ittiqht happen next to this person,
6 If you inferred an unpleasant emotion what possible action rnipht the per

songs) take in order to .! better?

Repeat the procedure for other pictures

ACTIVITY 2 Ask th9 students to select pictures from magazines or to
draw pictures that show an individual expressing an emotion specified by
the teacher. Students should be asked to defend their choices. Can a par-
ticular facial expression reflect more than one emotion? Consideration
might also be given to the practice of exhibiting one emotion while hiding
the way we really feel

ACTIVITY 3 The teacher tapes several short segments for students to
hear These segments might include two people arguing. a person crying.
a person laughing. or a person expressing self - doubt. insecurity or fear. Af-
ter listening to each segment. questions like those in Activity 1 could be
considered

ACTIVITY 4. Facility with the basic process of ordering, or sequencing.
events can serve as an intellectual tool to aid students in inferring cause
and effect relationships. which can be useful in developing empathy To
help develop this process at the elementary level a teacher can select
groups of pictures. for example. from magazines, comic strips, or old stu-
dent workbooks that have sequencing possibilities. Three to five pictures
per group are usually adequate: it is helpful to place an identifying numeral
or letter on each picture in a group and clip them together or place them in
an envelope to keep the groups separate. Ask the students to examine the
pictures in a group and order the pictures; that is, line them into a row so
that the order (sequence) tells a story or shows how something happened.
For some groups of pictures more than one sequence may seem logical to
the students Encourage the student to explain what is happening in his
sequence Any seriously given explanation that is reasonable to the stu.
dent can surely be accepted by the teacher. Students might compare their
sequence with a different one and discuss the possible consequences of
things happening in the different orders. This activity might also be dis-
cussed relatn, to understanding school-day events such as a dispute or
accident on the playground. In these and similar cases the order of events
would likely be important. but would unlikely be agreed upon by all princi-
pals and witnesses

For this activity a comic strip divided into separate pictures might be a
good place to st in Variety and complexity can be introduced as desired
from this point of almost certain success Some students. for example.
may wish to make their own comictype frames to be sequenced and in
terpreted by a peer.
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Lesson Plan for..
Appalachian Coal Miners: A Simulation

Intended Student Audience

Suggested Time for
Classroom Use of Materials

Materials for Classroom Use

Objectives
Within the Cognitive Domain

Skill Development

Objectives
Within the Affective Domain

Empathizing

Lesson Coe.. iew

Introducing the Lesson

LESSON PLAN

Middle school. junior and senior high and college.

3 to 6 hours

Role Cards. Ledger Sheets. Fixed Costs Sheets. Expenditure Rules. Chance
Cards. Bank Loan Transaction Poster. Product Poster. Spinner, and a mail
order catalogue (Student Materials pp. 93-1 11).

Major Objectives for the Lesson

Upon completion of this lesson the students will

(a) Describe four to eight economic conditions of mining families in Ap-
palachia.

(b) Describe four to eight social conditions of mining families in Appa-
lachia.

(c) Compare these conditions to their own.
(d) Infer cause and effect relationships regarding social. emotional and

economic problems common to Apoalachian mining families.

Upon completion of this lesson the students will:

(a) Describe how one might feel if placed in circumstances common to an
Appalachian mining family.

Teaching Suggestions

Coal mining camps have largely disappeared from the Southern Ap-
palachians. and the lives of contemporary miners have become more di-
ver: 3 and difficult to characterize and understand. However, the impor-
tance' of better understanding an important element of an often studied
but poorly understood region prompts us to proceed. utilizing a simulation
game as a mechanism.

Prior to playing the game. the teacher should duplicate the following
materials in the indicated amounts for a single class. Teachers with
multiple sections should multiply the number of ledger sheets by the num-
ber of sections.
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Role Cards (one copy of each)
Ledger Sheets 115)
Fixed Costs Sheet (151
Expenditure Rules (15)
Chance Cards (number indicated on master list)
Bank Loan Transaction Poster (1)
Product Poster (1)
Spinner (11

Pair the students One student can work alone if the class is smaller

than 30 students. or three can work together. if the class is larger than 30
Verbally present some information included in the following In-

troduction but do not read the Introduction to your class or attempt to tell

them everything in it

Many factors have operated to prevent Appalachia from sharing fully in the
economic growth of the world's wealthiest nation One of the most obvious fac-
tors is the geography of the region The rugged terrain for many years formed an
isolating 'oarrier which only recently has been pierced by good highways

The earliest settlers of the Southern Appalachians were freedom-loving. highly
independent individuals Feeling no great need to associate closely with other
persons. they rejected the frontier settlements where people clustered in greater

numbers They were fair hunters and farmers
As generations passed. the progress in agriculture and education made in

many other parts of the country was not generally shared by Appalachia Children
in mountain families tended to marry and locate in the immediate vicinity of their
parents. often in another part of the same hollow This practice reduced the al
ready small acreage of tillable land

For generations many outsiders who came into the mountains did so to exploit

the mountaineer This practice made him wary of interaction with the outside
world It also tended to confirm his belief that the outsideworld was basically cor-

rupt. and he saw no value in 10111111g it
Mountain families most often live in small frame houses which are built near or

into the side of a steep hill Typically. the house has four rooms. one of which is a
kitchen It is sometimes difficult to differentiate among the other three. since each

may contain a bed. if that much space is needed
A mountaineer tends to be fatalistic in his outlook A common attitude is

Things are not too good new. but they very well may get worse There is an atti
tude that whatever happens was meant to be. and is likely the will of God Al.
though statements such as the latter are common in Appalachia, relatively few

mountaineers have a religious conviction to the point of being active in a church

As a matter of fact. mountaineers are generally not loiners They typically do

not plan very far ahead and do not want to commit themselves for future erideav

ors It .',as beer, suggested that a mountaineer does not work as much to "get
ahead- as he does -to live Of course there are many exceptions to this gener-
alization as well as others made in this Introduction

Possibly one of the strongest contemporary links with the outside world is tele

vision Almost all families. no matter how humble the house and furnishings. have
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Implementing the Lesson

a television In this mountainous area a television set must be connected to a
cable system for good reception The cable service requires a monthly expen-
diture of funds

Coal mining in the region has greatly changed during the past 20 years Mining
companies have taken advantage of technological advances so that the labor
force requirements are much smaller for each unit of coal removed. Mining is still
the most hazardous major occupation in this country. although recently enacted
legislation appears to have the potential of improving mine safety somewhat
With the technological advances, the skills required of workers have changed
drastically. A man proficient in handling a pick and shovel might be very poorly
equipped for operating or maintaining a complex piece of mining machinery.
Thus. many individuals who spent several of their younger years as miners are
poorly qualified to work in a modern mine In recent years strip mining has be-
come a common method of removing coal from the ground. In 1972 more coal
was removed in Kentucky by strip mining than was taken from underground
mines. For the same year. almost half of the coal mined in West Virginia was re-
moved by stripping.

The development of more and better hard-surfaced roads into the region has
made it possible for individuals in the area to work elsewhere. while frequently
driving back to their cultural base. Miners may drive 25 miles or more one way to
work. Some mountaineers live and work in large industrial cities. driving back to
their homes in the mountains on weekends.

While a strip miner is not as likely to be seriously injured or killed as a miner in
an underground mine, the work is still quite hazardous The fatalistic attitude of
the miner likely enables him to function effectively in a deep mine day after day. It
provides him with the attitude. when your time is up. its up. and there's nothing
you can do about it

Workers at some mines are unionized while others are not. Deep under-
ground mines are usually unionized; strip mines tend to be non-union. Strikes. the
weather. available transportation. earth slides. cave-ins and the price of coal are
some of the major factors which influence the regularity with which mines oper-
ate

(Note to the teacher A miner would not typically prepare a written budget. In
this game the student will be provided a Ledger Sheet which will influence him to
prepare a short-term budget This bit of structure is thought to be mechanically
necessary for playing the game. This element of the game should be discussed
during the Debriefing Session )

Distribute Role Cards (character sketches): have one student of each
pair identify "himself." his job. and tell the class at least two other things
about "himself." (Discourage the student from reading everything on the
Role Card aloud to the class./

Distribute Ledger Sheets.

Read the following rules to the students:
Miners in this game are paid twice monthly Each pay period. i e . two weeks,

vill constitute a round We will play ten 110) rounds. i a . five 15) months. For ease
computing salary. the game uses a five-day work week and ten days for each
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full pay period We begin the game on October 1 It is fall. the weatl- sr has beer
good. and the mines were Open all ten work days during the previous two weeks
Multiply your daily take-home pay by ten to calculate your income for this pay pe
nod Foremen already have their total pay determined

Your take-home pay is your gross earnings minus Social Security. income
taxes and hospitalization It might be noted here that medical coverage for a
union worker in, quite comprehensive for all members of the family while coy
erage for a non-union worker and his family typically provides for hospital and
emergency care only. paying about 95% of that cost

As in reality, every family has a multitude of expenses too small and numerous
to include on the Ledger Sheet Items such as lunch money school supplies.
linens postage. some minor clothing articles, and tobacco are lumped together in
a Miscellaneous category on the Ledger Sheet At least ten dollars ISIO 00) must
be allocated for this purpose each month

Distribute Fixed Costs sheets and the Expenditure Rules and tell the
class

Read the Expenditure Rules before malung decisions about how to spend your
money Try to make decisions that the character you are playing would make You
should note that some bills are due monthly while others may be paid bimonthly
You will receive another check on October 15. the amount will be determined by
how many days you work during the next two-week period You may add cate
gormes or items to the Ledger Sheet. if it is helpful to your record-keeping

(Depending on the age of the participants. the teacher might need to go over
the Expenditure Rules or answer questions pertaining to them I

When your students have had an opportunity to allocate their earnings
for October 1. they should be instructed to enter these amounts on their
Ledger Sheet, under Oct 1.

Request one partner to check the other's computations to insure that
all money is accounted for Any unspent money should be entered as
-Savings Account... although in reality the cash might be kept at home
rather than deposited at a bank. This money may be drawn upon at any
time.

Announce that round oi.^ is completed Allow questions at this point to
make sure participants ur '.2..tiand the rules of the game and have their
Ledger Sheets completed f. round one

Read Round Notice for October 15
There is a special fall sale on kitchen appliances Stoves refrigerators and

freezers can be bought for 30°,0 off during the next two weeks

Then read or paraphrase the following
The mines seldom operate as regularly in the late fall and winter as in the sum-

mer and early fall due to inclement weather Strikes. equipment breakdowns arid
other problems can affect mine operations anytime To determine how many days
the mines will operate during the next two weeks. Frank -Bubba- Howard. fore
man for Big Sandy. arid J I Bowers. foreman for Srnokey Ridge. will each spin
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the Spinner. (The teacher should record the results for the October 15 pay period
on the board for liach mine I

As in reality. v nforeseen events can affect our income and expenditures. Each
miner must draw a Chance Card to see lf such an event has affected him during
the Oct 1-Oct 15 pay period. (Have participants read their Chance Cards aloud
for this 'mind only )

Calculate your income based on the chance elements and the number of days
the mine was open Enter your expenditures on your Ledger Sheet.

(Allow plenty of time for partners to consider their situation. negotiate loans.
calculate income. etc Display charts of Bank Loan Transactions and Products and
a catalog containing general merchandise to use as a pricing source.)

Sequence for subsequent rounds.

(1) Teacher reads Round Notice (not nest ary for all rounds). Those
Notices are

November 1 There is an opening at Smokey Ridga 111 for an explosive setter.
No experience necessary. This is a union lob and pays $40.00 a day before de-
ductions. (Note for teacher Take-home pay for a man with four dependents
would be S33 00 See Fixed Costs sheet if miner had other than four depen-
dents I

December 1 There are lust 2:. shopping days left until Christmas At this time.
you wil! have 20 minutes to make uut your shopping list and decide what gifts. if
any, you want to purchase this month. (Note for ten: Jr The teacher can either
have several Christmas catalogs available for students to use or he can make a
chart with specific items and prices listed.)

.lanuary 1 The annual inventory sale is now in progress. You can purchase a
brand new color television for one-third off the original price.

February 1 After many months of negotiating, leaders have announced this
morning that there will be an increase in wages amounting to $2.00 per day take-
home pay for union members

(2) Foremen spin for number of work days.

(3) Miners di aw Chance Cards.

(4) Miners fill out Ledger Sheet.

The game should not advance from one round to the next. however, un-
til all miners have completed their calculations. Allow time for bank trans-
actions. pricing of articles, or transactions among miners. Occasionally
miners may negotiate between themselves to buy or sell second-hand au-
tomobiles or appliances or for services. such as 3 ride to work. If needed.
the teacher can be the final judge of the validity of a transaction. After
each two or three rounds. the teacher should collect the chance cards and
shuffle the stack.

At the end of the game a debriefing session is held where some of the
following questions may be discussed by the students. It is important that
the teacher accept all seriously given responses. especially when students
express their feelings about a situation.
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If the teacher will write down a few ideas that seem important to the
players or tea'.her while the game is being played, it may help in selecting
questions for the debriefing that are appropriate to the students' reactions
to situations in the game.

The teacher should allow students to discuss freely questions of inter-
est about the game All the questions included here need not be consid-
ered; neither must the questions that are used be asked in any particular
order. The teacher should try to build on the feelings and the interests of

the students.

1 What were your goals in the game?
2 What feelings did you have as you played the game? Viewed the

movies/pictures? Read the books/articles?
3. Which aspects of the game did you think were realistic/unrealistic?
4. Which role would you rather play? Why?
5. How would you describe Appalachian coal miners in general. based

on the game? How can we find out if our descriptions are accurate?
6. What does "poverty" mean?
7. Could these people make a living doing something else? Why or why

not? If they could, why don't they?
8. How might the life of a coal miner in other parts of the country/world

differ from that of an Appalachian coal miner?
9. What forces work against the miner? In his favor?

10 What are some of the positive aspects of the life of Appalachian min-
ers? The negative aspects? What solutions can you suggest to re-
solve the negative aspects?

11. Does age or family responsibilities of the miner affect his ability to get
ahead?

12. If you played the game for more rounds, do you think it would make a
difference in your situation? If so. in what respect?

Ttl, following questions might be used if students are going to do addi-
tional esearch on Appalach,"

13 What is the background (heritage) of the people of Appalachia'
14 What caused the poverty of Appalachia? Are all Appalachians poor?

(Check economic conditions of Pike County, Kentucky for example
15 Has a large percentage of mountaineers of Appalachia always mined?

If not. what means of livelihood did they previously have
16 What occupations other than mining are now prevalent in Appa-

lachia? How do other occupations compare with mining economi-
cally?

17 What effect does mobility or lack of mobility have on these people?
18. Do you see any remnants of frontier life? If so. what are they?
19 Can you think of similar situations (or possibilities of similar situ-

ations) in other parts of the world where industrial society invades or
disrupts rural people?
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The teacher might suggest some additions to the game such as building
in the alternative of a strike. roles of teen-agers with the option of going to
school or working in the mines. welfare or food-stamps. or writing roles for
family members and playing in family groups. Follow-up activities might
build on the interests of the students in finding out more about miners.
mountaineers. Appalachia. poverty in the United States, and perhaps com-
paring the life of an Appalachian miner with a person living in a ghetto or
on a small farm. A student might do library research on the Appalachian
coal miner, and then make up a more complete story about the role he
played. based on his research.

Additional Raforanoas

We have attempted to capsulate minimum information for participation
in this simulation. Additional background reading before. during. or follow-
ing the game would make the study more meaningful. Your library may
have some helpful materials on this topic. Listed below are references that
we have found to be especially beneficial. One of the films might be
shown to the class prior to participating in the game.

Books: Jack E. Weller. Yesterday's People, University of Kentucky
Press. 1966: and Harry Caudill. Night Comes to the Cumberlands, Little.
Brown and Company. 1963.

naps: "Appalachia: Rich LandPoor People": 59 minutes. $8.00.
#3626: Audio-Visual Service: University of Kentucky: Lexington. Ken-
tucky 40506. The following films can be rented from the Community Film
Workshop Council of Appalachia. Box 332. Whitesburg. Kentucky 41858.
"Whitesburg Epic"; B-W. 10 minutes: $20.00: "UMWA 1970: A House
Divided": B-W. 15 minutes: $30.00: "Coal Miner: Frank Jackson": B-W.
12 minutes: $25.00: and "Appalachia Genesis": Color. 30 minutes: price
upon request.

Other references: "Region Made by Problems." Regions of the United
States from Our Working World, Elementary Social Studies series, Sci-
ence Research Associates. 1973; Kirby and Rich Kline. "They Can't taut It
Back." Recorded by David Portugal. Capon Bridge. W. Virginia. Killion Run
Records; R. Garry Shirts. "Simulations. Games. and Related Activities
for Elementary Classrooms." Social Education. March. 1971. pp. 300
304: and Virginia M. Rogers and Audrey H. Goodloe. "Simulation Games
As Method." Educational Leadership, May. 1973. pp. 729-732.

Student Materials for
"Appalachian Coal Miners: A Simulation"

follow on pages 93-111

TEACHING AMERICAN HISTORY. THE QUEST FOR RELEVANCY 92



ROLE CARDS

(Duplicate each character sketch on a separate sheet and give each pair one Role
Card. I

Role Card for
Mark Walton

You are 26 years old and live with your wife and three young children. You have
a high school education and have lived in the same community. except for an un-
pleasant two-year period of factory work in a large city. You rent a four-room
frame house for $55.00 per month and own an eight-year-old automobile which
costa an average of $15.00 per month for repairs. You are a union coal cutter in
Smokey Ridge #1 with a take-home pay of $33.00 per day. You are making pay-
ments of $20.00 per month on a color television set with eight payments remain-
ing.

Role Card for
James E. Smythe

You are 37 years of age and a non-union bulldozer operator at the Big Sandy
Strip Mine. You live with your wife and five children in a five-room frame house
which you rent for $60.00 per month Your take-home pay is $29 00 per day. Vv.:
own with no debt a sixyear-old and an eight-year-old automobile. However, re-
pairs on these automobiles average $30.00 per month. You are buying a new re-
frigerator with payments of $22.00 per month (12 payments remaining) and a
black-and-white television with payments of $10 00 per month (four payments
remaining)
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Role Card for
J. T. Bowers

You are 45 years old and a foreman at Smokey Ridge #1. an underground mine.
You have advanced in the mine, beginning as a driller when you finished high
school. Except for four years in the service, you have worked in the mires since
you were 18. You have a wife and five children, one of whom is married but sepa-
rated. has a small baby. and lives with you and your family. You are paid twice a
month with a take-home salary of 5375.00. Mine shutdowns of less than a
month's duration do not affect your salary. Two of your children have eye dis-
orders; the eight-year-old has just gotten a pair of glasses for which you owe
$25.00 and the seven-year-old needs them also. Your oldest son. J. T. Bowers. Jr..
is presently working at a drive-in restaurant in a nearby town and contributes
$20.00 per month for household expenses. Your family lives in a six-room frame
and log house eight miles out of town. Mortgage payments are $70.00 monthly.
You own an eight-year-old pickup truck for which maintenance costs run about
$10.00 per month and a two-year-old automobile with payments of $75.00 per
month 112 payments remaining). Your refrigerator does not work well and upkeep
on your old black-and-white television costs an average of $5.00 per month.

Role Card for
David Lee Carter

You are 48 years of age. You have a wife and an adolescent living with you; a
grown son works in a factory in Detroit. You have been a miner for 27 years. and
have just recently completed a three-year rest period for tuberculosis. You load
coal deep in a union mine. Smokey Ridge #1, and your take-home pay is $32.00 a
day You have an eighth-grade education. Your family has lived in this area since
the coal boom of the early 1900's, and you now live in a four-room frame house on
the edge of town. You have a second mortgage on the property, which when com-
bined with the regular mortgage payment totals $85.00 nonth. You own an
eight-year-old automobile which requires an average of $15.00 per month for re-
pairs. Your wife has arthritis and requires medication, which is completely covered
by your union insurance. You own an old black-and-white television.
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Role Card for
James Justin McDermit

You are completing 17 years as a union coal loader at Smokey Ridg- '41, an un-
derground mine. You are now 35 years of age and live with your wife and six chil-
dren. Your take-home pay is $34.00 per day. Y0'.1 are renting a four-room frame
house ($55.00 monthly) which is located up a hollow about twelve miles from the
mine. One child is severely allergic and has to have weekly injections which are
covered by your union insurance. Another child has a learning disability and has
been recommended for a special school. which would require transportation t,/ the
parents over a distance of 28 miles (round trip) at an additional expense of $8.00
per week (excluding depreciation of the automobile). The family television (color) is
two months old with monthly payments of $20.00(17 payments remaining). You
have a nine-year-old automobile which is worn out ane will not run. You are about
to choose between buying a three-year-old used car with monthly payments of
$50 00 for 24 months or a new car with payments of $90.00 per month for 36
months A down payment of $300.00 and yotu old car will be required to swing
either deal

Role Card for
John David Martin

You are in charge of equipment maintenance at Smokey Ridge #1, an under-
ground union mine. You are 38 years old and have worked with equipment in deep
mines since you wera 16. You have worked in other mines prior to your present job
and have lived in this community all of your life Your father, an uncle end a brother
were killed in a mine explosion three years ago. Your wife died of tuberculosis last
year. and you are left to care for six children. The oldest child is a girl, sixteen years
of age. who has dropped out of school to take care of the house and the other chil-
dren. Your take-home pay is $34 00 per day. You now rent c five-room frame
house for $60.00 per month. You lack two payments of $10.00 each on a refrig-
erator and ten payments of $25.00 each on a color television. You would like to
boy or rent a larger house and hue a housekeeper so that your daughter could
complete her junior and senior years in high school. The housekeeper would cost
$15.00 per week. Rent on a six-room frame house would be $65.00 per month
and mortgage payments on a three-bedroom brick ranch-style house would be
$140.00 per month.
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Role Card for
Jimmy Dan Hardin

You are 22 years old and 'lave two ye; lrs of college. You worked summers in a
non-union mine until you were 20. By that time you were quite frustrated with col-
lege. and you greatly missed the peace and quiet of the mountains. You, therefore.
quit college and began working full time at Smokey Ridge #1. an underground
union mine. where your take-home pay is $32.00 per day. You married a woman
from a large city while in college, and you have one child. However, because your
wife became very unhappy after you moved back to this community, you have re-
cently divorced. Your ex-wife has moved with the child to a nearby urban area, and
you pay $75.00 per month f..:( child support. You are a fireboss and were injured
last year while inspecting a worked-out portion of the mine for accumulated gas.
Your father worked in the deep mines for 45 yearn he has black lung disease and
can no longer earn a living. You help supplement his retirement check by giving
him $20.00 per month. You are sending $40.00 per month to a younger sister
who is attending a neart. $r college. You are living in an unfinished three-room cabin
that you are building mar the top of the area's tallest mountain. You have bor-
rowed $8.000.00 from a bank for this venture and are paying it back at $100.00
per month. including interest. You are driving a four-year-old convertible for which
you owe two more payments of $68.00 each. You have purchased a minimum
quantity of used make-shift furniture and have no television.

Role Card for
Claude Thomas Bowers

You moved to this community to oegin mining during an economic boom of
World War II and have since lived here with your wife and mother-in-law. YOU are
62 years old; you are an active member of your church; you work as a main-
tenance man in Smokey Ridge #1. an underground mine, where you earn a take-
home pay of $27.00 per day. You own a new pickup truck. a new television set.
and modern kitchen appliances and furniture throughout your ranch-style brick
house. You owe only for the pickup truck with monthly payments of $85.00 (20
payments remaining). Your mother-in-law has a bad heart. and medical expenses
for her average $40.00 per month.
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Role Card for
Harry V. Hardin

You are 54 years old and, as a non-union worker, operate a gigantic power
scoop shovel at the Big Sandy Strip Mine. You have 35 years' experience in mining
and were once trapped for two days in an underground mine cave-in. You have a

recurring respiratory problem which causes you to miss an average of one day of
work per month. You have unpaid medical bills of $100.00 and own a two-year-
old automobile for which you make payments of $70.00 per month (12 payments
remaining). You. your wife and your mother live in the downstairs portion of a two-
story frame house. Your take-home pay is $27.00 per day. All of your seven chil-
dren are married and live away from home, except for one daughter. She is married
and lives upstairs with her husband and three children. Since your son-in-law is
unemployed, his family depends on you to pay the total house rent of $90.00 per
month and utilities of $35.00 per month. You also help buy school clothes and
other necessities for their children. which averages $15.00 per month. Your
mother sells hand-sewn quilts through a cooperative souvenir shop in the nearby
town for which she receives an average of $20.00 per month. You are making pay-
ments of $15.00 per month on a new refrigerator (14 payments remaining) and
you recently sold your old television set to pay a $29.50 traffic fine your son-in-
law received.

Role Card for
Frank "Bubba" Howard

You are 35 years old and a non-union foreman at the strip mining operation of
Big Sandy. Your take-home pay is $330.00 each pay period and that income is not
affected by mine shut-downs of less than two weeks. Your mortgage payments are
$85.00 per month on a three-bedroom stone and frame home, where you live with
your wife and three children. You have a three-year-old pickup truck and are mak-
ing payments of $70.00 per month on a two-year-old automobile (eight payments
remaining). Your family owns debt-free all of the modern appliances in the home.
including a new color television.
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Role Card for
Robert Gene Mose ly, Jr.

You are a 42-year-old non-union truck driver, loading at the Big Sande Strip
Mine. Your income is variable, depending on how much coal you haul, but you av-
erage $45.00 per day above expenses related to truck payment. maintenance and
taxes. Except for a three-year stint in the Army. you've spent your working years
driving a coal truck. Initially you drove for another person, but now you are in the
process of buying your own vehicle. Your wife is a school teacher and her take-
home pay is $520.00 per month, September through June. You have four children,
all of whom are in school. You are buying a modern three-bedroom brick home
with mortgage payments of $160.00 per month. You are also buying a one-year-
old automobile with monthly payments of $92.00 (12 payments remaining). The
family television, which is black and white, is quite old and doesn't work well; you
spend an average of $5.00 per month for repairs on it. Mrs. Mose ly would like to
buy a home freezer as soon as possible.

Role Card for
Billy Joe Hardin

You are 19 years old and operate a coal-cutting machine in an underground
union mine. Smokey Ridge #1, where your take-home pay is $34.00 per day. Your
father was killed in a mine accident and you now support your family, which con-
sists of your mother and five younger brothers and sisters. You have a tenth-grade
education. having quit school when your father was killed. You did odd jobs for two
years until you were old enough to work in the mine. You have lived in the same
house in this community all of your life. The house is a five-room frame structure
which is owned by the family. You own a one-year-old automobile with payments
of $82.00 per month (26 payments remaining). You also make payments of
$25.00 per month for a color television (10 payments remaining). Several of your
younger brothers and sisters do odd jobs after school and on Saturdays and earn
enough to contribute an average of $10.00 per month to help with household ex-
penses.
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Role Card for
Laddie P. Points

You are a 28-year-old non union truck driver, loading at the Big Sandy opera-
tion. You drive a truck owned by someone else and earn a take-home pay of
$17.00 per day for the support of your mother and yourself. You are renting a four-
room trailer for $60.00 per month and make payments of $62.00 per month on a
two-year-old automobile (12 payments remain) A drinking problem keeps you in
trouble with the law and causes you to miss an average of one day of work per
month.

Role Card for
Stephen John Truman

You are a 41-year-old power shovel operator (non-union worker) at the Big
Sandy Strip Mine. Your left knee scarcely bends as the result of an accident in an
underground mine, but it does not affect your operation of the power shovel. You
have a recurring respiratory problem which causes you to miss an average of two
days of work per month. You rent a four-room frame house for $55.00 per month
for your wife and teen-age son. You have two other children in college (living away
from home) who depend on you for a minimum of $20.00 per month. Your take-
home pay is $28.00 per day. The family is making payments of $42.00 per month
on a five-year-old car which you bought used; six payments remain. The family
owns few modern appliances, but those are paid for with the exception of a used
portable black-and-white television-set. You still owe $15.00 for that set.

Role Card for
Jessie Lynn Howard

You operate an auger at the non-union Big Sandy Strip Mine. You are 24 years
of age and have been a miner for six years. Your take-home pay is $29.00 per day.
You live with your wife and four small children in a four-room frame house renting
for $55.00 per month, and you are making payments of $85.00 per month on an
automobile that is one-year-old (20 payments remaining). You are also making
payments of $33.00 per month on a color television with five payments remaining.
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FIXED COSTS
(This information should be duplicated and made available to each pair by the teacher at
the beginning of the first round It should be used in conjunction with the Expenditure
Rules
Utilities 4-Rm. House. $25 00 monthly

6Rm House. $3000 monthly
Ranch Style. $35 00 monthly

Phone is additional $8.00 per month; not required.
Cable T.V. is additional $5.00 per month: not required.

House rentals 4-Rm. Frame House. $55.00 monthly
6-Rm Frame House. $65.00 monthly
2-Story Frame House. $80.00 monthly

Food Costs: Each 2-week

No. of
Persons

1

2

Pay Period

Minimum
Subsistence

$15
25

Average
Subsistence

$25
45

Above
Average

3 33 57 7.

4 41 69 7

5 49 81 7

6 57 92 7

7 65 102 7

8 73 112 7

9 81 122
10 89 132

Wages: (Take -home pay)

Union Non-Union No. of Dependents

$31.00 $26.00 1

32.00 27.00 2

32.00 27.00 3

33.00 28.00 4
33.00 28.00 5

34.00 . 29.00 6
34.00 29.00 7

35.00 30.00 8
35.00 30.00 9
35.00 30.00 10



EXPENDITURE RULES

!Questions. may arise pertaining to rules not listed here. The teacher should make up rule
that he feels is realistic Games usually run smoother if the students art: not forced to re-
member too many rules Experimenting with various options is considered a valuable learn-
ing experience.

1. Rent/ mortgage must be paid on the first of the month.
2 Utility bills are due on the first of the month. If they are not paid by the 10th an

overdue charge of $2.00 will be added to the bill. If the total, including the pen-
alty. is not paid by the 10th of the next month, the utilities are turned off. The
full amount due plus a $15.00 service charge must be paid before they will be
turned back on.

3 The minimum food bill must be paid each pay period. The minimum amount is
considered bare subsistence. If a miner wants his family to be healthy, he can-
not pay only the minimum for very long.

4. Hospitalization is paid monthly by non-union workers or it is discontinued with
no coverage. Union workers and their families are completely covered with no
direct cost to themselves. Rates for non-union workers are:

Single, $14.00 per month; Family, $22.00 per month.
5. Car maintenance is on a cash basis. If it is not paid. the miner and his family

must pay for a ride with another miner. The cost of this must be negotiated
with another miner in the game.

6. Union dues of $8.00 must be paid each pay period or membership is dropped
and the miner loses his job.

7. Money can be borrowed from the bank if the miner has the equivalent in collat-
eral or normally earns the equivalent in one month. If the note is not paid as
agreed. the items mortgaged will be confiscated by the bank or his wages will
be garnisheed. A new house may not be purchased during the game; money
may be saved toward a down-payment.

8. To obtain a clear television pii..ture in this area the set must be connected to a
cable system. The cost is $30.00 for the initial hookup and $5.00 per month
for service. If your character sketch indicates that you own a television, you
may assume the connection fee of $30.00 has already been paid.

9. If you are making payments on a car, insurance is included. Otherwise, in-
surance is $6.00 per month for liability only, $10.00 per month for both liability
and collision ($100.00 deductible on one's own car).
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CHANCE CARDS
lEach or the following chance elements should be typed un a separate card prior to initiat-
ing the game with the class Numerals in brackets indicate that multiple copies of that card
should be typed. Each miner will draw one chance card at the beginning of each period, be
ginning Oct. 15 After action suggested by the chance card is taken, the card should be
placed on the bottom of the stack Shuffle the cards before the game is begun and again
after each three comecutive pay periods I

You have been promoted to an area supervisory position (non union) over three
mines. This promotion means that you will receive a steady net income of

$425.00 every two weeks and mine shut-downs of less than 30 days will not af-
fect your income.

For deep miners only: A large coal rock fell from overhead near the working face
and resulted in a bad bruise and cracked bone in your foot. As a result of this injury,
you lose two weeks of work. Workmen's compensation pays 80% of your expected
salary for this period. All medical expenses are covered.

For deep miners only: While attempting to board a moving man-trip. you fell
and suffered a broken arm. You will be unable to work for three months beginning
with the next pay period, but receive workmen's compensation equal to 80% of
your expected salary for this period. All medical expenses were covered.

For strip miners only. A defective explosive injured six men at your mine. You
suffered a concussion and severe bruises. You lose two weeks of work for the cur-
rent pay period and one week of the next. However, you receive 80% of your ex-
pected salary from workmen's compensation during this period.

A heavy piece of equipment overturned killing two men and injuring several oth-
ers. You are fortunate to have only sustained a wrenched back. You lose the two
weeks of work for this pay period and will lose two days during the next pay pe-
riod. You receive 80% of your expected salary through workmen's compensation
for the lost time.
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One of your children has to have an emergency appendectomy. The total bill is
$400.00 If you are a non-union worker but have hospitalization insurance, it cov-
ers $325.00. If you are a union worker, all expenses are covered.

Two members of your family are struck by influenza. The total doctor and drug
bills are $20.00 for non-union workers. Union workers' families are fully covered.

A member of your family has to have an impacted wisdom tooth cut out. Your
dental bill is $50.00. Non-union workers must pay $15.00 of this amount; union
workers pay nothing.

A member of your family has to have an infected foot lanced. The office calls
plus antibiotics cost $12.00 for non-union workers, nothing for union workers.

For deep miners only: Medical tests have just revealed that you have black lung.
You are not eligible for workmen's compensation; however, you are eligible for a
disability pension of $200.00 per month. (Disregard this chance card if you are un-
der 45 years of age.)

.

Congratulations! Your wife has just given birth to another child. Remaining
medical expenses of $50.00 must be paid within the next 90 days if you are a non-
union worker. All expenses are paid for a union worker.
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The transmission of your automobile has gone out. Repairs of $75.00 will be re-
quired in addition to your regula' maintenance costs. If your car is less than one
year old. the warranty will cover this expense

An appliance store in a neighboring town is having a sale of color televisions.
You can buy a console for $400.00 or a portable for $250.00. This sale is good for
this two-week pay period only.

You ran over a sharp rock in the road and ruined a good tire. Warranty on this
tire covers half of the cost; you have to pay the other $15.00.

If you have outstanding medical, automobile, or appliance bills of over $200.00,
you must pay a minimum of $30.00 this pay period or face a law suit.

Your mortgage payments are increased $5.00 beginning this month. (Disregard
this card if you are not buying a home 1

A freak accident at home caused you to knock over your television set and burst
the picture tube. Repairs will cost $145.00 if you own a color set or $50.00 if you
own a black-and-white set.
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Your television set is not working properly. If the set is less than a month old,
the warranty will cover the repairs; otherwise, it will cost you $20.00 to repair it.

A member of your family sold two hand-sewn quilts. Add $60.00 to your in-
come for this period.

A member of your family sold two home-cured hams; add $45.00 to your in-
come for this pay period.

You worked two Saturday afternoons to help your boss build an addition to his
house. He paid you $20.00 which should be added to your income for this pay pe-
riod.

Your boss paid you $10.00 for helping him build a shed in back of his house.
Add this amount to your income for this pay period.

You worked overtime one day this week; add $15.00 to your income for this
pay period.
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You worked overtime one day this week. Add S10.00 to your income.

You worked overtime two days this week; add $20.00 to your income.

You have been sued for non-payment of an old debt; you may settle out of court
for $80.00 or you may have the case tried in court. If you decide to go to court. flip
a coin. Heads you win and must pay only a lawyer fee of $50.00; tails you lose and
must pay the $80.00 plus costs and fees of $90.00.

You made a trip to a nearby town to visit relatives and discovered a big sale.
You may purchase any household item for 20% off the list price. Good for this pay
period only.

You may purchase any household item for 10% off the list price. This card is
good for two pay periods.

You may purchase any household item for 30% off the list price. This card is
good for the current pay period only
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A close relative died and you had to buy a new suit for the funeral. This cost.
$55.00.

You need new work clothes. Pay $25.00 for them during the current or the next
pay period.

You need a new pair of heavy work gloves: pay $5.00.

One of your children needs a new winter coat; pay $20.00.

One of your children needs a new pair of shoes; pay $8.00.

You were caught speeding one morning when you were late for work. Pay a fine
of $29.50 and subtract $5.00 from this pay period for arriving late to work.

Heavy rains caused a mud-slide which demolished your house but injured no
one. Insurance covers the loss, but you must move to other quarters until it is
rebuilt. (Applies to homeowner or renter.)

TEACHING AMERICAN HISTORY. THE (1!.:v'i,"T FOR RELEVANCY 108



Property taxes are due in the fall, if you are a property owner. your taxes are
$55.00 and must be paid by December 1 to avoid penalty. If riot paid by that date.
the penalty is an additional 1% per month. (Disregard this card if drawn after De-
cember 1.1 [2 cards'

Nothing happened. 16 c:idsi

School clothes for your children cost $30.00 during the current pay period.
(Disregard this card if you have no school-age children.) [2 cardsi

. For deep miners only: You have been switched to an evening shift for the next
month. Your take-home pay wi;: increase $10.00 per week for that month. [2
cards]

lleavy rains caused a mud-slide which damaged your home. Insurance covers
repairs but you and your family have had to remove a lot of mud and debris. [2
cards'

Traveling at a high rate of speed you rounded a curve on a narrow mountain
road and met a loaded coal truck. While your car (or pickup truck) was "totaled"
when you were forced to run off tie road. you escaped with only minor bruises and
two cracked ribs Subtract two days pay for recovery. If your vehicle was insured, a
replacemcnt will cost only $100 JO, if it was not insured. you receive no com-
pensation for the loss. 12 cards)
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1.

BANK LOAN TRANSACTIONS
(The following information should be put on a poster and displayed in front of the
class during the game I

12-month Cash Loans
PRINCIPAL MONTHLY PAYMENTS

(Interest, Service Charge, Principal)
$100 00 $10.00

200 00 19.00
300 00 28.00
400.00 37.00
500.00 46.00

36-month Autuinobile Loan (with trade in)
Compact $76.00
Intermediate 88.00
Full size 98.00
Halfton pickup truck 88.00

PRODUCTS POSTER
Here the teacher should construct a poster which includes pictures (possibly

from magazines) and the cost of various items that students might want to pur-
chase during the game. The poster might include a television, car, stove. refrig-
erator. freezer. dishwasher, washer-dryer. vacuum cleaner and boat The teacher
should list a good approximation of the current retail prices for these items.
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SPINNER
Construct a spinner with the "face" as shown. Construction paper and a round-

head paper fastener can be used. Care should be taken to insure that the spinner
is turning freely and is unbiased. Numerals indicate the number of days the mine
is open during a two-week period.

6 8

4

2

10

r

10 days-210°
9 days 30°
8 days 30°
6 days 30°
4 days 30°
2 days 30°

Paper fastener in center

Stiff paper spinner

Paper disc

Paper base
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"Historical myths exist precisely because they so
effectively embody human values that they influence
our perceptions of reality and the way we at least say
we behave."

4



Gerald A. Ponder and Geneva Gay

6
What Can Be Done with Myths?

By "myth." as I use the word here. I do not mean
an idea that is simply false. but rather one that
so effectively embodies men's values that it pro-
foundly influences their way of perceiving real-
ity and hence their behavior. In this sense myths
may have varying degrees of fiction or reality.

Richard Hofstadter in
The Age of Reform

Myths. social scientists tell us. are an integral
part of the character and culture of a people. In
historical terms myths provide a romanticized
version of the past. a view of antiquity not en-
tirely as it was. but rather as it should have
beenor perhaps as we need to remember it.
Often myths are fanciful hits of folkloresuch
as Parson Weems' tale of George Washington
and the cherry tree which may serve to endow
national heroes with superhuman powers. Or
they may provide an Often needed escape mech-
anism, allowing us to reminisce about the "Good
Old Days" when. we are certain, life was much
simpler and times were much better. But myths
can also function as insidious masks. hiding the
"closed" areas of social problems and perpetu-
ating simplistic and outdated interpretations of
the past and present. Only when the South was
confronted by the civil rights movemont of the

113

1960's, for example, did it begin to question its
Gone with the Wind self-image of beautiful
plantations, Scar lett O'Hara womanhood, and
happy slaves. And many Americans still cling
tenaciously to the Horatio Alger myth of per-
sonal efficacy and its converse, that this nation's
poor continue in their state of poverty because
of shortcomings their character.

Because historical myths tend to he accepted
at face value and because they are not frequent
subjects of classroom investigation, teaching
about myths in American history presents some
rather involved problems. As Hofstadter sug-
gested in the quote at the beginnini if this chap-
ter, historical myths exist precisely because they
so effectively embody human values that they in-
fluence our perceptions of reality and the way
we at least say we behave. Because reality exists
only as we construct it in our minds, it is difficult
to argue didactically that one reality construct is
more valid than another. Certainly if our goal is
to provide students with the skills to "debunk"
the myths imbedded in their value systems, it is
logically improbable that they will oblige us by
now automatically and spontaneously question-
ing long-standing beliefs. Heightened awareness
of the factors involved in value systems based on
myth and an increased understanding of alterna-
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(c) Know that the belief in the melting pot ideal has included the belief
that all groups, regardless of their race, religion, or ethnic origins.
could be assimilated into American society.

(d) Know that the melting pot ideal has included the belief that a unique.
homogenous American culture would develop from the fusion of
many different cultures.

le) Know that the melting pot theory has been accepted by many Ameri-
cans over a long period of time because it seems to express a basic
American value faith in the democratic ideal.

(a) Analyse and interpret information from primary source readings.
(b) Formulate a hypothesis about the values of Americans by examining

evidence contained in their writings.
(c) Pose questions to consider in determining whether the values ex-

pressed in these writings were carried out in practice.

Upon completion of this lesson the students will:

(a) Be willing to publicly state and defend their agreement or dis-
agreement with the values expressed in the melting pot ideal.

(b) Be willing to participate in group discussions on the analysis and inter-
pretation of pieces of historical evidence.

Teaching Suggestions

The myth of the melting pot offers one example of the way selective in-
terpretations of historical processes become commonly accepted as valid
explanations of the past and present. This occurs, as the Hofstadter quote
suggested. because these idealized interpretations or myths effectively
embody the values of a people. From its beginning this country appears
to have been plagued by an identity crisis. Especially during the years fol-
lowing the Revolution, there is evidence that many citizens of the new na-
tion consciously asked themselves what Americans were Were they
merely transplanted Europeans. still bound culturally by the ways of the
old country. or were they a new entity. a product of the condition in the
new land? Most Americans seem to have opted for the latter choice, justi-
fying their distinctiveness by claiming that a new culture had been created
from the fusion of various European backgrounds. In time this supposedly
unique ability of the American cultureto strengthen itself by "melting"
the customs and traditions of diverse peoples iiito a common heritage
came to be pared as an expression of the democratic nature of American
society and resulted in the adoption of the melting pot as an official na-
tional value; witness, for example. the proud statements of almost every
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President that America is "a nation of immigrants" and the double mean-
ing of the national motto, E Pluribus Unum.

The student materials to be used in this lesson represent expressions of
belief in the melting pot ideal through almost two hundred years of Amer-
ica's history. Separately. each evidence sheet is an example of one individ-
ual interpreting a social and historical process according to his own value
system. Collectively the evidence sheets demonstrate the development
and perpetuation of a historical myth. Brief descriptions of each evidence
sheet and its role as an illustration of the development or perpetuation of
the melting pot myth follow:

J. Hector St. John Crevecoeur (Krev-coorl. a Frenchman, expressed
the optimism of many new Americans who found themselves in a society
with no formal class structure in the early national period. Note that the
evidence for his predictions of "a new race of men" is derived from obser-
vation of intermarriage among people of different nationalities. The "in-
gredients" in the melting pot here are all northern Europeans.

Ralph Waldo Emerson, writing over half a century later, includes Afri-
cans and Polynesians in the ingredients of his "new race," even though
slavery was still spreading and nativist sentiment against immigrants was
rising. Like Crevecoeur. Emerson's faith was in the future, rather than the
present, and his belief was that a new culture as well as a new society
would be created. Unlike Crevecoeur. Emerson offers no evidence to sup-
port his belief, but rather supports his assumptions by the analogy of the
Corinthian Brass.

Frederick Jackson Turner's most significant contribution to American
history was, of course, his thesis of the importance of the frontier in the
development of America. This passage from Turner's paper indicates the
degree of common acceptance of the myth of the Melting Pot as he uses
the myth to support his claims for the role of the frontier.

By 1909. as these excerpts from Israel Zangwill's play indicate. the
myth of the melting pot was being celebrated as God's own handiwork.
The Melting Pot opened in New York in 1908, at the height of the "new"
immigration from southern Europe, and played to large audiences all over
the United States for five years.

175 years after Crave.... . Jr first expressed his faith in the melting pot of
America. Arthur Schlesinger underscored the strength and longevity of the
myth by ranking it fifth in a ii$t et ten American contributions to world civ-
ilization. Here the cycle of the myth has come full circle, from Crevecoeur's
faith that the melting pot would determine the course of the future to
Schlesinger's assertion that it did. in fact. explain much of America's past.
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Since this lesson and the two that follow form a unit dealing with the
expression of a belief on a national level and the testing of that belief for
validity. you may want to begin by posing some general , :estions about
Values and beliefs and their ability to explain reality. Befo you distribute
the evidence sheets. ask the students such questions as: What is a value?
Do all people have values? Are all people's values alike. or do some people
operate under different sets of values? From where do we get our values?
How do values affect the way we behave or act? Can a country have val-
ues. just as an individual does? What are some of the values you think the
United States has as a country? How might a country acquire its values?
Do the values expressed by a whole nation affect the way it acts?

The goal of the lesson introduction is to have students recognize some
key problems for inquiry. which include: (1) How does a nation acquire its
values? and (2) What is the relationship between a generally accepted
ideal or value. and the way a nation such as the United States acts?

Students should also suggest some tentative answers or hypotheses to
be tested. such as: (1) A nation may originally acquire its values by adopt-
ing those held by a large portion of its citizens: (2) These values are then
transmitted by one generation to the next; (3) Values or ideals influence
the way nations act just as they influence the actions of individuals; and
(4) Nations. like individuals, tend to believe they act according to their
stated values. regardless of how they actually do behave.

The introduction to this lesson dealt with very general and perhaps
even vague concepts. with the goal of having students state hypotheses.
or tentative answers. to the questions. In this section. students should test
their hypotheses about the expression and development of national values
by working with a specific example. the ideal of the melting pot. You may
wish to have your class work on this assignment in groups. duplicating a
set of evidence sheets for each group. As there are five evidence sheets. a
group of five maybe the most convenient. with one student in each group
responsible for the questions relating to a particular evidence sheet. When
the groups have formed and students have had time to look over the evi-
dence sheets. write questions like the following on the chalkboard or a
transparency. or distribute dittoed copies of the questions to each group.
Questions are given that relate to each evidence sheet as well as to the
group assignment.

Introducing the Lesson

Predicted Outcomes

Implementing the Lesson

1. What did Crevecoeur believe would happen to individuals coming to Questions for Evidence Shoot

America?
2. What evidence, if any. did he give to support his statements?
3. What is meant by the term "values"?
4. How do you think Crevecoeur felt about the process he described?

What statement can you make about his oval values?
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Questions for Evidence Sheet
2

Questions for Evidence Sheet
3

Questions for Evidence Sheet
4

Questions for Evidence Sheet
5

1. What did Emerson believe was happening in America?
2. What evidence, if any, did he give to support his statements?
3. What did Emerson believe would happen to the cultures of the groups

he describes?
4. What do you think his personal feelings about this process were

1. What process did Turner describe in this paragraph?
2. What did he believe caused this process to happen? What evidence. if

any. did he give to support his claims?
3. How do you think Turner felt about the process he described?

1. Describe the phenomenon Zangwill believed was happening in Amer-
ica. What did he call it?

2. What did Zangwill believe was causing this process to happen? State
reasons for your answer.

3. What is the tone of this passage? How do you think Zangwill felt about
the process he described?

1. What term did Schlesinger use to characterize America? What are the
characteristics of the process he described?

2. What evidence, if any. did Schlesinger give to support his claims?
3. What do you think his personal values were with regard to the process

he described?

Questions for Evidence Sheets
1-5 1. What definition or definitions of the term "melting pot" seems to

emerge from these readings?
2. Do the five authors seem to regard the melting pot idea as an actuality

or more as an ideal to be achieved?

When each student has answered these questions, ask the groups to
share their information and prepare a one sentence summary of the melt-
ing pot theory as seen through the eyes of these five men. In preparing
their summary you may wish to have the groups consider other questions
in addition to those posed previously. For example. it may be desirable for
students to consider such factors as the time span covered by the group of
writings and to speculate on the nationality or ethnicity of the authors as
indicated by their last names. Then have each group report its summary
sentence. justifying it to the rest of the groups.
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By this point the students will have analyzed evidence and contributed
to the production of a summary sentence regarding the melting pot theory
They should now have a grasp of the factors involved in the melting pot
ideal and some feelings for the value system implied in the writings.

Once the groups have reported their summaries of the melting pot the-
ory and those summaries have been discussed. the lesson may be con-
cluded in two phases First, ask the students to express and defend their
own values with regard to the melting pot ideal. Finally, as a transitional
exercise to the next lesson. ask the students to pose key questions which
would allow them to test the validity of the melting pot ideal as expressed
in the writings on the evidence sheets. Examples of these questions might
include If the melting pot theory is a reality, how would a foreign visitor
expect American society to look? What things would he look for What
patterns would the visitor expect to see all Americans speaking the same
language. playing the same games. and laughing at the same kinds of
lokes? What. in other words. would be the result of a true "melting pot'"?

The preceding questions are only examples. Your students will un-
doubtedly think of different ones -and perhaps better ones. However, the
specific questions your students use are not as important as their realizing
that questions such as these play a vital role in the process of historical in-
quiry. As historians, they have been confronted with generalizations about
the melting pot theory of history that have been asserted. but not tested
for validity. Before they can verify or debunk the theory, they must know
what to look for, and it will be the questions they pose that guide their in-
quiry.

Predicted Outcomes

Concluding the Lesson

Predicted Outcomes

Evidence Sheets 1-5 for
"Inquiring about the Development of a Myth:

The Melting Pot"
are on pages 131-135
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Sample Lesson for:
Inquiring about the Validity of the Melting Pot Theory:
The Case of Black Culture

Intended Student Audience

Suggested Time for
Classroom Use of Materials

Materials for Classroom Use

Objectives
Within the Cognitive Domain

Knowledge Goals

Skill Development

LESSON PLAN

Upper secondary levels

4 or 5 class periods 1200 -250 minutes/.

Film "Black History: Lost. Stolen. or Strayed." Selected articles and
poems (Evidence sheets pp. 136-143).

Major Objectives for the Lesson

Upon completion of this lesson the students will:

(a) Know that many Blacks and other minorities have been system-
atically excluded from full participation in American society.

(b) Know that exclusion from full participation in American society
caused many Blacks to develop a unique culture of their own.

(c) Know that America is a culturally pluralistic society instead of a
monolithic society or a melting pot.

Gather and analyze information about how many Blacks have been
excluded from American society.
Gather and analyze data about the effects of these exclusionary poli-
cies and practices. and how many Blacks have responded to them.
Know how to distinguish between mytns and realities American
history and culture with regard to many Black Americans.
Recognize and /or identify problems involved in distinguishing myths
from realities in American life, histo;y, and cultures.
Formulate hypotheses about identifying myths in American life, his-
tory, and culture relative to many Blacks.
Test the validity of the hypotheses by examining data which attest to
the exclusion of many Blacks from mainstream society and their re-
sponses to this exclusion.
Formulate generalizations about the use of laws, articles, personal
commentaries, poetry. etc. as historical evidence about the invalidity
of the melting pot theory for many Americans.
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Objectives

Upon completion of this lesson the students will Within the Affective Domain

(a) Begin to empathize with those Blacks and people from ethnic groups Empathizing
who have been denied full participation in American society.

(b) Clardy and/or modify racial attitudes and values relative to many Value clarification

Blacks in American society

(c) Consider the advantages and disadvantages of participating in efforts Social participation
to end discriminatory and etichisinary policies and practices used
against many Blacks.

Teaching Suggestions

The film. articles. and poems suggested for use in teaeling this lesson
are designed to show the "myth" of the melting pot idea relative to the po-
sition and treatment of many Black Americans.

The film "Black History: Lost. Stolen ur Strayed" by CBS News
presents a summary of how many Blacks have been ignored in American
history. the effects of this exclusion. and Black responses to it. The film
can be purchased for $575.00 or rented for $35.00 from BFA Educational
Media. 2211 Michigan Avenue. Santa Monica. California. 90404.

The articles Isee Evidence Sheets pp. 136-141) present four different
points of view which illustrate how or why many Blacks have been sys-
tematically excluded from full participation and unqualified acceptance in
American society. They illustrate institutionalized discriminatory practices
which have reflected the attitudes and beliefs of the American majority.
These beliefs say. in effect, that people of color are inferior to whites and
ought to be relegated to an economic caste system and a position of sec-
ond-class citizenship The first article. writteil in 1883. deals with racial
discrimination aydinst Blacks. The second presents a list of state laws
passed between 1876 and 1945 which were designed to enforce racial
distinctions and separation by prohibiting interracial marriage. The third
article. written in 1919, argues that most Blacks are "unknown" to white
Americans. yet knowledge of them is a prerequisite to the realization of
social equality. The fourth article is concerned with "what it meant to be
Black" in American society in 1962

Poems by Black authors. Langston Hughes. Claude McKay. and Paul
I awrence Dunbar, illustrate (1) the effects of the exclusion of Blacks from
unqualified entry into mainstream society. and (2) the kinds of responses
Blacks have made to this exclusion. (Evidence Sheets pp. 142 -143.)

121 What Can Be Done with Myths,

Lesson Overview



Introducing and Implementing
the Lesson

Show the film. "Black History: Lost. Stolen. or Strayed." This film will
serve as a means of orienting the students or creating a frame of reference
from which to proceed to an analysis of why the melting pot ides has not
worked in the past for most Black Americans. It explains how numerous
cultural contributions of Blacks have been ignored in telling "America's
Story"; the formulation and perpetuation of stereotypic images of Blacks.
especially through motion pictures; the effects of the dehumanization and
degradation of many Blacks on their own self-concept and the attitudes of
many White Americans toward Blacks; and how some Blacks began to
counteract the negative influences of prejudicial and discriminatory atti-
tudes and actions.

After the students have seen the film, ask them: (1) What is "prej-
udice"? (2) What is **discrimination"? (3) Do the two terms differ in mean-
ing? Then have them:

(1) Discuss their general reactions to the film.
(2) Identify ways mainstream America had closed its door to Blacks

which were evident in the film.
(3) Discuss how Black Americans have been stereotyped according to the

film.
(4) Explain the process much of white America used to create and project

an "image of Black Americans" which violated the principles of the
melting pot idea.

Ask:

(a) Do you think social conditions of Blacks have changed drastically
in America since this film was produced? Explain why or why not.

(b) Do you think we are closer to or farther away from realizing a true
melting pot than when this film was made in 1967?

Predicted Outcomes As a result of viewing, discussing, and debriefing this film. the studiultb
will have:

(1) Become sensitized to analyzing weaknesses in the assimilationist the-
ory.

(2) Witnessed specific illustrations of how Blacks were systematically de-
nied rights of total entry into American society.

(3) Experienced or gained soma insights into the process of formulating
hypotheses. collecting and analyzing data. and testing the validity of
hypotheses.

(4) Begun to develop empathy for and understanding of how and why
Blacks developed negative concepts of self.

(5) Begun to understand why America is. in reality. a culturally pluralistic
society.
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If you are maple to obtain "Black History Lost. Stolen. or Strayed," Alternative Teaching
have the students take whatever time seems necessary to consider the Suggestions
following questions before they examine the selected articles and poems
in this lesson.

(1) What is "prejudice"?
(2) What is "discrimination?
(3) Do the two terms differ in meaning?
14) What is meant by "assimilation"?
15) Based on what you already know about American Blacks, do you think

they have been assimilated into American society? Tell why or why
not. (You may later change your answer if you wish.)

(6) What kinds of evidence can you cite which show that the melting pot
idea has existed for many people in American history?

(7) What kinds of evidence can you cite which might prove that a melting
pot does not exist or has not existed for some people in American his-
tory? (Here the students might offer evidence which applies not only
to many Blacks but to other racial or ethnic groups as well.) For re-
sponses to question 7, student suggestions might include:

(a) Stereotypes of Blacks, Chicanos. Native Americans. Asian Ameri-
cans, or Puerto Ricans.

(b) Ideas about superiority and inferiority
(c) Previous discriminatory practices against people of color in law.

politics, education, economics, religion, and social activities.
such as.

(1) Denial of citizenship rights in the nineteenth century to Chi-
nese by the California Constitution.

(2) Blacks being barred until the 1960's from voting by poll
taxes, literacy tests, and "grandfather clauses."

(3) Laws prohibiting interracial marriages.
(4) Segregated schools prior to 1954.
15) Japanese placed in concentration camps during World War II.
(6) Lynchings. riots of the "Red Summer of 1919" and treatment

of "freedom riders," marchers and boycotters during the late
1950's and early 1960's.

(7) Existence of reservations, ghettos. barrios, Chinatowns, and
"Little Japans" across the country.

18) Previous laws prohibiting Blacks and other people of color
atom testifying in court or serving on juries.

(9) Police brutality against some ethnic minorities.

Secondly. students might be asked to list some ways in which Blacks
and other ethnic groups have responded to being closed out from enjoying
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the benefits of mainstream America. They may suggest that some groups
have. in varying degrees:

(1) Passively accepted their lot as inferior, second-class citizens.
(2) Actively protested discrimination and oppression by marches, boy-

cotts. sit-ins. voter registration, riots. etc.
(3) Written protest poetry and prose, sung protest songs, etc.
(4) Developed alternative institutional structures, norms, mores, and val-

uesthat is, culturesto satisfy their needs and regulate their lives.

Furthermore, they might be asked to locate resources that could be
used to find supportive evidence to corroborate or refute their opinions
and ideas.

Predicted Outcomes St .dents will have begun to recognize several problems for inquiry,
such as:

(1) How to qo about identifying, compiling, classifying, and analyzing data
which document the existence of cracks in the melting pot theory.

(2) How to go about interpreting and understanding the effects of the in-
consistencies between theory and practice of American life on Blacks
and other ethnic groups.

13) How to determine whether the responses of ethnic groups to being
barred from full participation in American life are legitimate and vi-
able.

They will also have begun the process of formulating hypotheses about
how to proceed to answer these questions or find so!Jtions to the prob-
lems. (We might be able to learn why the melting pot is a myth and the re-
sponses of Blacks to this myth by examining personal commentaries,
diaries, laws, economic practices, poetry, prose, and songs, political acti-
vism, and cultural characteristics or life styles of Blacks, and other ethnic
groups. who live on the periphery of mainstream America.

Next, expiain to the class that two sets of data by which to test the
validity of the melting pot idea as it was relative to Blacks will be exam-
ined next. The first set (Evidence Sheets 1-4, pp 136-141) discusses
exclusionary practices. The second set (Evidence Sheets 5-6. pp. 142-
143) illustrates Black poetry in response to being excluded from total
acceptance into mainstream society.

A*1( the students to also consider several general questions when read-
ing the selected articles and poems. These may be written on the
chalkboard or dittoed so that each student will have a copy of them. The
questions are: (1) What are the general principles underlying the theory of
the melting pot? (2) Do these selections document the nonexistence of a
melting pot relative to many Blacks? (3) Do these selections help to ex-
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plain the true nature of American society? (4) Do these selections help to
explain how many Blacks have responded to being excluded from full par-
ticipation in American life? 15) Has it been possible for Blacks to fulfill their
human needs-----physical, social and personal needs for love, respect. secu
ht.,. or acceptance and regulate their lives?

Additional questions accompanying each selection appear as a means
of further stimulating class discussion

Discussion of the articles and poems should focus on whether or not.
both overtly and covertly. individual and institutional means have been
used to exclude many Blacks from mainstream society. Here the students
should be willing to question whether the melting pot idea has ever been a
reality for most Blacks. The students should also consider why most
Blacks established separate sets of cultural rules and norms to govern
their lives. The students should also be able to form generalizations about
the similarities between the Black treatment and response. the reaction of
other ethnic groups, and whether America for many became a culturally
pluralistic society rather than a melting pot.

Concluding the Lesson and
Predicted Outcomes

Evidence Sheets 1-6 for
"Inquiring about the Validity of the Melting Pot Theory:

The Case of Black Culture"
are on pages 136-143
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Sample Lesson for:
Drawing Conclusions about Myths

Intended Student Audience

Suggested Time for
Classroom Use of Materials

Materials for Classroom Use

Objectives
Within the Cognitive Domain

Knowledge goals

Skill development

Lesson Overview

LESSON PLAN

Upper secondary levels.

1-2 class periods (50-100 minutes).

Two question sheets and one process-application form (pp. 144-1461.

Major Objectives for the Lesson

Upon completion of this lesson the students will:

(a) Know that myths have central themes, and that these themes are ex-
pressions of human values and often national values.

(b) Know that myths. when they begin, are based on observable evidence.
(c) Know that myths are examples of generalizations that will not with-

stand verification with objective evidence.

(a) Hypothesize about the characteristics of historical myths.
(b) Test hypotheses about myths by reviewing evidence on the myth of

the melting pot.
(c) State generalizations about the characteristics of myths on the basis

of evidence.
(d) (Optional) Apply the criteria for recognizing and testing a myth by in-

vestigating a historical myth of the student's choice.

Teaching Suggestions

The first two lessons in this unit presented evidence about development
of the theory of the melting pot -and materials that challenged the va-
lidity of that theory as it applied to Black Americans. In general terms. the
lessons provided a case study in myth analysis; students first described
the parameters and analyzed the assumptions underlying the myth of the
melting pot as romanticized by various authors through centuries of time;
this was followed by an analysis of discrepant reality. The overall goal of
this concluding lesson is for students to generalize beyond the specific ex-
ample contained in the first lessons and establish criteria for detecting any
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historical myth. Materials for this lesson consist of two analysis sheets and
one process-application sheet (pp. 144-147), each containing a series of
questions designed to guide student thinking. The first analysis sheet
deals with means for describing the characteristics of a suspected myth.
These include, again in Hofstadter's terms. a description of the values im-
plied by the suspected myth. the length of time. in historical terms, that
the suspected myth has existed, and a list of behaviors that students
would expect to find if the suspected myth actually describes what has
occurred. The second analysis sheet asks students to relate the kinds of
evidenco they would expect to find to either verify or debunk the sus-
pected myth. to determine what kinds of sources they should seek, and to
describe the criteria they would use to decide whether a piece of evidence
supports or contradicts the assumptions implied in the suspected myth.
The process-application sheet provides, in outline form, guidelines for
investigating a suspected myth.

Before you distribute the analysis and application sheets, ask your stu-
dents to recall the discussion on values and their relationship to behavior
that preceded the first lesson in the unit. Then ask the students to consider
whether the process they used to test the validity of the myth of the melt-
ing pot might be used to test other suspected myths in American history.
After this introduction, distribute the student materials for use either by in-
dividuals or in groups, as before. When the individuals or groups have ar-
rived at tenable answers to the questions on the sheets. have them share
their answers with the rest of the class, with the goal being to have the
class reach consensus on a set of cetera for describing and testing a sus-
pected myth.

To repeat. the goal of this lesson is to have students describe the 6an-
eral process involved in recognizing and testing a suspected myth. To do
this, students must abstract the steps in this procedure from the specific
case study of the first two lessons. Finally, the students should be able to
apply the process to a suspected myth other than that of the melting pot.
To accomplish these steps successfully, students should recognize the fol-
lowing when working through their materials:

(a) A myth is an interpretation of a past event or historical process that
embodies the expression of human or national values. Though the
myth was originally based on factual evidence, it tends to become in-
creasingly fictional with the passage of time. Though myths become
more fictional as they are repeated through the years, they become
more and more accepted as fact because the belief in the values ex-
pressed in the myth continues to persist, and common acceptance of
the myth serves to justify continued belief in the earlier values.
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(b) It is possible to test whether a suspected myth is true or not by care-
fully asking what we would expect would have happened if the myth
is accurate. Then we can seek evidence to determine whether the ex-
pected occurrences did, in fact, occur.

This process of "myth-debunking" is closely related to the procedures
of the historical method. as indicated on the process-application sheet.
On this sheet, students are first asked to state the suspected myth to be
tested. This important first step should point the way for succeeding steps.
As an example, take the myth of the innate goodness of outlaws such as
Jesse James or Bonnie and Clyde. These are examples of the recurring
pattern of the Robin Hood myth, where an essentially good-hearted per-
son is forced by circumstances beyond his control to turn to a life of crime.
The outlaws then continue to exhibit their justness by robbing only se-
lected rich banks or men and by then sharing their loot with others less
fortunate. A hypothesis for testing the validity of this myth might include
the statement, "If Jesse James (or Bonnie and Clyde) really were good-
hearted souls, then they must have given large amounts of their money to
people who were poor." This "if . . . then" statement suggests the kind of
behavior that would result if the value assumption underlying the state-
ment is correct. Following the statement of the hypothesis, the next step is
to search for evidence to corroborate or reject the hypothesis. Here several
important considerations involved in the historical method come into ef-
fect. These have to do with the validity of evidence. Two kinds of criticisms
are employed by historians to check evidence. The first of these is external
criticism. External criticism attempts to ascertain whether the piece of evi-
dence is real or not. That is. if the source is supposed to be a letter written
by a certain person. is it reasonable to believe that it is? If, for example, the
letter was supposed to have been written by a semi-literate backwoods-
man, and it contained no misspelled words or incomplete sentences and
was written in the elaborate style of Victorian prose, it would be reason-
able to doubt its authentic):y. The second type of criticism is internal criti-
cism. Internal criticism asks: Can we believe what the document says? If,
for example. we find a letter from Jesse James to his mother stating that
he gave a large sum of money to pay a widow's rent, his statements would
be questionable, in that people often falsify information about themselves.
The final step' in the process is to reach a generalization, or conclusion,
about the suspected myth based on the evidence gathered in the.preced-
ing steps.

As a final step in the unit, you may wish to test the students' ability to
apply the process of "myth-debunking" to a new myth. American history
is full of examples of myths of varying degrees of difficulty and interest.
Many of these have to do with people, as in the cases of Jesse James,
Bonnie and Clyde, and Wyatt Earp; or in the cases of George Washington,
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Andrew Jackson. or Davy Crockett. Others concern more global proc-
esses. as with the melting pot. the Horatio Alger myth, or the myth of
peaceful progress. which asserts that the history of this country is one of
continual progress marked by an absence of violent upheavals. Some con-
cern myths which have emerged about different peoplesNative Amen-
cans. Asian Americans. Jewish Americans, Puerto Ricans, and Mexican
Americans as well as the many myths associated with American women
and with American men Whatever the case. interpreting our people's
past by examining beliefs about ourselves offers a challenging. if contro-
versial. means for studying American history.

Student Materials for
"Drawing Conclusions about Myths"

are on pages 144-146

Additional References

To provide a clearer and more workable understanding of the concepts and
teaching strategies presented in these lessons. a variety of sources may be con-
sulted For the context and an elaboration of Richard Hofstadter's ideas on myths
in the American past. see his The Age of Reform From Bryan to F.D.R.. Random
House. 1955 The quote used at the beginning of this chapter appears on page
24 For more on the myths in American history. see W. J Cash. The Mind of the
South. Alfred A Knopf. 1942. and Henry Nash Smith. Virgin Land: The American
West as Symbol and Myth, Harvard University Press. 1950.

The melting pot theory receives direct treatment in Milton M. Gordon's Assimi
lation in American Life The Role of Race. Religion, and National Origins. Oxford
University Press. 1964. Nathan Glazer and Daniel P Moynihan. Beyond the Melt
ing Pot. M I T Press. 1963. and Melvin Steinfield's Cracks in the Melting Pot:
Racism and Discrimination in American History. Glencoe Press. 1970 Gordon's
work explains the concepts of assimilation and acculturation. while Steinfield's
contains many useful primary sources adaptable for student use An invaluable
source for understanding the effects of the "melting pot" on immigrants is Oscar
Handlin's classic The Uprooted. Grosse! and Dunlap. 1951.
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The theory and strategies of value clarification may be found in a variety of
places, including Louis E. Raths, Merrill Harmin, and Sidney B. Simon, Values and
Teaching. Charles E. Merrill, 1966; and Lawrence W. Metcalf, editor. Values Edu-.
cation, the 41st Yearbook (1971) of NCSS. Additional sources relating to the
melting pot and inqu:ry suategies are available in a number of textbook series as
well as in anthology texts like William E. Gardner, et al., Selected Case Studies in
American History. Allyn and Bacon. 1970

You will find Otto Lindermeyer's book. Of Black America; Black History: Lost.
Stolen, or Strayed, Discus Book. 1970, a useful supplement to use in conjunction
with the film. "Black History: Lost. Stolen. or Strayed."

For additional information and more detailed explanations of discrimination
against Blacks. and their responses to this treatment, as explained through pri-
mary documents. see. Richard Rash's Black America: Accommodation and Con-
frontation in the Twentieth Century. D. C. Heath and Company. 1969: Joanne
Grant's Black Protest: History. Documents, and Analyses 1619 to the Present,
Fawcett Publishers, 1968: Thomas Frazier's Afro-American History: Primary
Sources. Harcourt, Brace, and World. 1970; George Ducas and Charles Van Do-
ren's Great Documents in Black American History. Praeger Publishers, 1970: Lat-
he Austin. Lewis Fenderson and Sophia Nelson's The Black Man and the Promise
of America, Scott. Foresman and Company. 1970: and Langston Hughes and
Arna Bontemps' Book of Negro Folklore, Dodd, Mead and Company, 1958. and
Poetry of the Negro: 1946-1970. Doubleday and Company. 1970.

If you wish to expand this study to include other ethnic groups as well as
Blacks. consult these references for materials: Bruce Glasrud and Alan Smith's
Promises to Keep A Portrayal of Nonwhites in the United States, Rand McNally
and Company. 1972: Melvin Stenfield's Cracks in the Melting Pot: Racism and
Discrimination in American History. Glencoe Press. 1970: William Ryan's Blam-
ing the Victims, Pantheon Books. 1971; James Zanden's American Minority Re-
lations. Ronald Press Company, 1966: and Kathleen Wirth's The Other Ameri-
cans. Minorities in American History. Fawcett Publications. 1969.

Any examination of how myths have plagued other ethnic groups should also
include Geneva Gay. "Racism in America. Imperatives for Teaching Ethnic Stud-
ies": David Ballesteros, "Social Justice and Minorities ": Barbara A. Sizemore.
"Shattering the Melting Pot Myth": and Larry Cuban. "Ethnic Content and 'White'
Instruction," all in Teaching Ethnic Studies Concepts and Strategies, 43rd Year-
book. National Council fot the Social Studies. 1973.
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Evidence Sheets 1-5 for
Inquiring about the Development of a Myth:
The Melting Pot
appear on pages 131-135

EVIDENCE SHEET 1

What is the American, this new man? He is either an European, or the descen-
dant of an European. hence that strange .mixture of blood, which you will find in no
other country. I could point out to you a family whose grandfather was an English-
rlian, whose wife was Dutch. whose son married a French woman, and whose
present four sons now have four wives of different nations. He is an American
who, leaving behind him all his ar ient prejudices and manners, receives new ones
from the new mode of life he has embraced, the new government he obeys. and
the new rank he holds. He becomes an American by being received in the broad
lap of our great Alma Mater. Here individuals of all nations are melted into a new
race of men, whose labors and posterity will one day cause great changes in the
world.

J. Hector St. John Crevecoeur, 1782

From Letters firm an A metican Palmer. Albert and Charles Boni, 1925. reprinted from the original
edition London. 1782. pp 54 5
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(Inquiring about the Development of a Myth: The Melting Pot)

EVIDENCE SHEET 2

Well, as in the old burning of the Temple at Corinth, by the melting and inter-
mixture of silver and gold and other metals a new compound more precious than
any, called Corinthian brass, was formed; so in this continent.asylum of all na-
tions.-- the energy of Irish. Germans. Swedes. Poles, and Cossacks. and all the Eu-
ropean tribes. -of the Africans. and of the Polynesians.will construct a new
race, a new religion, a new state, a new literature, which will be as vigorous as the
New Europe which came out of the smelting pot of the Dark Ages. or that which
earlier emerged from the Pelasgic and Etruscan barbarism.

Ralph Waldo Emerson, 1845

From Eniersun s Journal quoted by Milton M Gordon. Asp/Watson in A merscan Life The Role of
Race. Relsgoot. and National Clowns. Oxford University Press. 1964. p 117
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(Inquiring about the Development of a Myth: The Melting Pot)

EVIDENCE SHEET 3

The frontier promoted the formation of a composite nationality for the American
people .. . In the crucible of the frontier the immitgants were Americanized. liber-
ated. and fused into a mixed race. English in neither nationality nor characteristics.
The process has gone on from the early days to our own . . . the tide of foreign im-
migration has risen so steadily that it has made a composite American people
whose amalgamation is destined to produce a new national stock . . . It is not
merely that [the West] was growing rapidly and was made up of various stocks
with many different cultures. sectional and European; what is more significant is
that these elements did not remain as separate strata underneath an established
ruling order. as was the case particularly in New England. All were accepted and
intermingling components of a forming society. plastic and absorptive. Thus
the . . . West was teaching the lesson of national cross-fertilization instead of na-
tional enmities. the possibility of a newer and richer civilization. not by preserving
unmodified or isolated the old component elements. but by breaking down the
line-fences, by merging the individual life in the common producta new product.
which held the promise of world brotherhood.

Frederick Jackson Turner
American historian, 1893

Frederick Jackson Turner. The Frontier in American History. Henry Holt and Co . 1920. pp 22 3.
190. 350 -51
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(Inquiring about the Development of a Myth: The Melting Pot)

EVIDENCE SHEET 4

America is God's Crucible. the great Melting Pot where all the races of Europe
are melting and re-forming! Here you stand, good folk, think I, when I see them at
Ellis Island. here you stand in your fifty groups. with your fifty languages and histo-
ricl, and your fifty blood hatreds and rivalries. But you won't be long like that,
brothers. for these are the fires of God you've come tothese are the fires of
God .

Germans and Frenchmen, Irishmen and Englishmen. Jews and Rus-
sians into the Crucible with you all! God is making the American . . . Yes. East

and West. and North and South, the palm and the pine, the pole and the equator.
the crescent and the cross --how the great alchemist melts and fuses them with
his purging flame! Here shall they all unite to build the Republic of Man and the
Kingdom of God. Ah, Vera. what is the glory of Rome and Jerusalem where all na-
tions and races come to worship and look back. compared with the glory of Amer-
ica. where all races and nations come to labour and look forward.

Israel Zangwill
American playwright, 1909

Israel Zangwill. the Me twig Pot The Macmillan Co . 1909. pp 37. 199
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(Inquiring about the Development of a Myth: The Melting Pot)

EVIDENCE SHEET 5

America has been. in the best sense of the term. a melting pot. every ingredient
adding its particular element of strength. Many other peoples. it is true. are also of
mixed origin. but the American achievement stands alone in the scale. thorough-
ness. and rapidity of process and. above all. In the fact that it has been the out
co.re not of forcible incorporation but of peaceful absorption.

Arthur M. Schlesinger
Atnerican historian, 1959

From Anhui M Schlf;S111(Wf Out ten Contributions to Ow litation rho Atlantic Monthly March.

1959 quoted in Melvin Steintield ied I Cracks in the Me Itirty Put. Glencoe Press. 1970. p xvi Used

by permission of Mrs Arthur M Schlesinger arid the publisher
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Evidence Sheets 1-6 for
Inquiring about the Validity of the Melting Pot Theory:
The Case of Black Culture
appear on pages 136-143

EVIDENCE SHEET 1
Report of the Committee on Grievances at the State Convention of

Colored Men of Texas, 1883

While reading the article on page 137. think about possible answers to these
questions.

(1) According to the report. what were the reasons which account for Blacks
(called colored people) being denied their citizenship rights?

(2) What were four examples of discriminatory practices discussed in this article?
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(Inquiring about the Validity of the Melting rot Theory: The Case of Black Culture)

(Evidence Sheet 1 continued)

Mr Chairman and Gentlemen

We. your Committee on Grievances, bey leave to make the following report We find
that the denial to the colored people of the free exercise of many of the rights of citizen-
ship is due to the fact of there being such great prejudice against them as a race This prej-
udice was engendered from the belief which underlay the institution of slavery, and which
kept that institution alive, and built it to the enormous proportions which it has attained;
that is. the belief that the Negro was intended by the Divine Creator as servants .nd me-
nials for the more favored laces. hence, was not to be accorded the rights and privileges
exercised by other races

Free Schools: The Constitution. and laws made in pursuance thereof. make provisions
foi the education of the youth of the State. without regard to race or previous condi-
tion

What we complain of is. that notwithstanding the Constitution. laws, courts, and the
Boaid of Education have decided that provision. of each race must be equal and impar-
tial Many cities make shameful discrimination because the colored people do not own
as much property on which to pay taxes as the white people do, in proportion to the num-
ber of children in each race They utterly refuse to give colored schools the same provision
as to character of buildings, furniture, number and grade of teachers as required by law.
The result of this discrimination is that. the white schools of such cities show good fruit.
while the cc,lored show poor fruit or none at all . .

Hallways. Inns and Taverns: The ,:riticisms and censures of many, that colored pe;-
sons in demanding admission to the first class cars are ... unjust ar.d unwarranted. For
those who censure know that if the companies were to furnish accommodations for col-
ored passengers holding first class tickets, equal to the accommodations furnished white
passengers holding the same, though such accommodations be in separate cars, no com-
plaint will be made. But selling two classes of passengers the rime kind of tickets, at the
same time and price, certainly sell to them the same accommodations and privileges. The
colored peoole. like any other class of citizens, will contend for the right in this matter as
long as our Constitution reads, all men when they form a social compact have equal
rights." and even longer.

As for accommodations at public inns, taverns and hotels, we have the same right as
other races to be accommodated on equal terms and conditions. though we cannot compel
them to accommodate us in the same room. at the same table cr even in the same build-
ing. but the proprietor can be compelled to make provision as good

Adapted from Proceedings of the State Convention of Colored Men of Texas, Held at the City of
Austin. July 10 12. 1883. as quoted in Thomas g. 7racier led I. Afro American History Primary
Sources. Harcourt. Brace and World 1970. pp 17o 83 Original Proceedings in the University
Library University of Michigan Ann Arbor
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(Inquiring about the Validity of the Melting Pot Theory: The Case of Black Culture)

EVIDENCE SHEET 2
Other Racial Distinctions in State Law

These samples of racist laws were accurate when compiled. On June 12. 1967.
the United States Supreme Court ruled that states cannot outlaw marriages be-
tween whites and nonwhites. Although some laws have been repealed. the follow-
ing table describes the legal situation only a decade ago. As you examine this sum-
mary of laws. ask yourself: (1) For whom are these laws primarily intended? (2) Do
these laws illustrate America as a Melting Pot?

Statutes Which Prohibit Miscegenation (marriage between people of different
races)

STATE
Alabama

Arkansas
Delaware
Florida
Georgia
Indiana
Kentucky
Louisiana
Maryland

Mississippi
Missouri
Nebraska
Nevada

North Carolina
Oklahoma

South Carolina
Tennessee
Texas

Utah
Virginia

EXPLANATION
Marriage between whites t.nd Negroes prohibited. Marriage of person

of Caucasian blood to Negro. Mongolian. Malay. or Hindu void.
Marriage between white and Negro or mulatto illegal.
Marriage between why.) and Negro or mulatto void.
Marriage between white and Negro or mulatto illegal.
Marriage between white and person of any other race void.
Marriage between white and Negro void.
Marriage between white and Negro or mulatto void.
Marriage between white and person of color void.
Marriage between white and Negro. Negro and Malayan. or white

and Malaya.) illegal. punishable by up to ten years.
Marriage between white and Negro or Mongolian void.
Marriage between white and Negro or Mongolian void.
Marriage between white and Negro. Japanese. or Chinese void.
Marriage between white and person of black. brown. or yellow race

prohibited.
Marriage between Negro and white prohibited.
Marriage of person of African descent to anyone who is not African

prohibited
Marriage of white to Negro. Indian. mulatto. or mestizo void.
Marriage of white and Negro prohibited.
Marriage of person of Caucasian blood and person of African blood

void
Marriage between white and Negro. mulatto. or quadroon void.
Marriage of anyone who is not white or part white and part American

Indian prohibitvd.

From Melvin Steinheld. Cracks in the Melting Pot Racism and DISCIIIIIInatIOn In A mencan History.
Glencoe Press. 1970. pp 208 210 Reprinted with primission of the publisher

TEACHING AMERICAN HISTORY THE QUEST FOR RELEVANCY 138



(Inquiring About the Validity of the Melting Pot Theory: The Case of Black Culture)

EVIDENCE SHEET 3
Views of a Negro During the Red Summer of 1919: A Letter from

Stanley B. Norvell

The letter on page 140 was written by Stanley B. Norvell to Victor F. Lawson.
editor and publisher of the Chicago Daily News and member of the Chicago Com-
mis.sion of Race Relations. The commission was created to study the causes of
the Chicago riot of July. 1919. and recommend solutions to the problem

In the midst of the Great Migration and after the First World War came what
James Weldon Johnson called the Red Summer of 1919. During the Red Sum-
mer- -so called because of the blood that flowed in the streets- -there were race
riots in at least twenty-two United States cities, and seventy-four Blacks were
lynched.

After the Chicago riot of July. 1919, the ,r;avernor of Illinois created the Chicago
Commission on Race Relations, composed of six Blacks and six Whites, to study
the causes of the riot and mak suggestions for avoiding future disturbances. The
Commission's report, published as The Negro in Chicago, was a telling indictment
of Chicago whites. Unfortunately. its suggestions for the most part were ignored.

Victor F. Lawson. the white editor and publisher of the Chicago Daily News, re-
ceived the letter shortly after being appointed to the Commission. The Black au-
thor of the letter, Stanley B. Norvell, wrote to inform Mr. Lawson and the Com-
mission that these was a "new Negro- in Chicago. No longer were Blacks going to
sit back and be acted upon. They were going to take the initiative and strive
actively for the justice due them.

While reading Norvell's letter, think about possible answers to these questions.
11) Why did Blacks know Whites but Whites did not know Blacks? (2) What rea-
sons were given for the growing tensions between Blacks and Whites? (3) What
recommendations .t. !re suggested for improving Black-White relations? (4) Are
this author's viewpoints useful for understanding Black-White relations in modern-
day America? Tell why or why riot

(Letter by Stanley B Norvell on next page)
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(Inquiring about the Validity of the Melting Pot Theory: The Case of Black Culture)

(Evidence Sheet 3 continued from page 139)

My Dear Mr. Lawsor.
Few white rien know the cause )of the riots). for the simple reason that few white

men know the Negro as an entity. On the other hand, I daresay that almost any Negro that

you might meet ol, the street could tell you the cause. because Negroes have become

highly suspicious of white men. even such white men as they deem their friends ordinarily.

The Negro has always be..n and is now largely a . dependent upon the white man's gen-

urusity and charity for his livelihood, and for this reason he has become an expert cajole of

the white man and a veritable artist at appearing to be that which he is not. . . . "Conning"

the white man has become his profession, his stock in trade. Take for example the Negro in

Chicago--and Chicago is fairly representative sixty per cent of the male Negro popu-

lation is engaged in menial and servile occupations such as hotel waiters. dining car wait-

ers, sleeping car porters. barbershop !loners. billiard room attendants. etc.. where "tips"

form the greater part of their 'wages; Thirty per cent are laborers and artisans, skilled and

unskilled. governmental and municipal employees; while the remaining ten per cent are

business and professional men . .

The white man of America knows just about as much about the mental and moral cal-

ibre. the home life and social activities of this class of colored citizens as he does about the

same things concerning the inhabitants of the thus far unexplored planet of Mars. . . .

The five hundred thousand Negroes who were sent overseas to serve their country (in

World War lj were brought into contacts that widened both their perceptions and their per-

spectives, broadened them. gave them new angle l on life, on government, and on what

both mean They are now new men and world men. if you please. . . .

What the Negro wants and what the Negro will not be satisfied with until he gets is that

treatment and that recognition that accords him not one lot or title less than that which

any citizen of the United States is satisfied with He has become tired of separate but equal

rights He wants the same rights .

We ask not charity but justice .

. . We have surely proven by years of unrequited toil and by constant and unfaltering

loyalty and fealty that we are worthy of justice that we ask. For God's sake give it to us!

Adapted from William Tuttle led I. Views of a Negro. During the Red Summer of 1919." Journal

of Negro History. Vol LI (July. 1966). pp 211 218 Used Courtesy of The Association for the Study

of Afro American Life and History. Inc . 1407 14th Street. N W . Washington. D C 20005
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(Inquiring about the Validity of the Melting Pot Theory: The Case of Black Culture)

EVIDENCE SHEET 4
Louis Lomax argues that there are common experiences shared by all Black

Americans, which have caused them to develop a sense of brotherhood.
As you read this selection by Lomax. think about the following questions: (1)

What is the main point of the article? (2) What do you think the author meant
when he said, all American Blacks 'pay dues'"? (3) What effects have "paying
dues" had on American Blacks?

Despite the absence of a classic culture, the American Negro is a people. There is now a
tie that binds us all while yet allowing for the variegated lives we live. We call each other
"brother. arid we congregate together to eat "soul" food and listen to -soul" music. We
are from Muslim Leader Malcolm X to the United Nations' Ralph J. Bunche -"Lodge
Members Ask a Negro about soul music, soul food, his brothers, and what a lodge mem-
ber is. and, chances are, he will laugh and walk away. But while laughing and walking he
will bump into a fellowlodge member. and they will take off to eat some soul food while
listening to soul music And they will call each other "brother"

All American Negroes "pay dues Dues- is the fee one pays for bong black in Amer-
ica If you are a musician, "dues" is the price you pay when you see white musicians take
tunes and concepts you created and make millions while you tramp the country un one-
nighters, if you are a writer, "dues is the price you pay for being relegated to "Negro"
themes when your real interest could very well lie somewhere else: if you are a college pro-
fessor, on ar -integrated" campus. "dues" are what you pay when students make you a
specialist on the Negro and approach you with sympathetic condescension. if you are just
a common man and that is what most of us are "dues" are what you pay when rents
are high, apartments are filthy, credit interest is exorbitant, and white policemen patrol
your community ready to crack heads at any moment In a phrase, "dues- are the day-to-
day outlay psychological and economic every black American must make simply be-
cause he is black And a "lodge member,- as anyone who stopped laughing at Amos and
Andy long enough to think should realize. is a fellow Negro who, of course, also pays dues.
Soul music and soul food d re the mystical oneness with certain rhythms and the cooking
we have enjoyed while forging ourselves into a people welded together by common suffer-
ing

Louis Lomax the Negro Revolt Harper and How. 1962. pp 42 --43 Used by permission
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(Inquiring about the Validity of the Melting Pot Theory: The Case of Black Culture)

EVIDENCE SHEET 5

As you read this poem by Paul Laurence Dunbar. ask yourself:

1. What did Dunbar seem to mean by Blacks wearing masks in American society?
Why was this necessary?

2. W.E.B. Dubois once said that Black Americans have a double identity or a dual
personality. Is this similar to what Dunbar was talking about in his poem?

3. What effect do you think this attitude and/or behavior may have had on Black-
White relations in American society?

WE WEAR THE MASK

We wear the mask that grins and lies.
It hides our cheeks and shades our eyes.
This debt we pay to human guile;
With torn and bleeding hearts we smile.
And mouth with myriad subtleties.

Why should the world be overwise.
In counting all our tears and sighs?
Nay. let them only see us while

We wear the mask.

We smile. but 0 great Christ. our cries
To thee from tortured souls arise.
We sing. but oh. the clay is vile
Beneath our feet. and long the mile
But let the world dream otherwise.

We wear the mask

From W D Howells the Complete Poems of Paul Laurence Dunbar. Dodd. Mead and Company.
1935. p 11 Used by permission

TEACHING AMERICAN HISTORY THE QUEST FOR RELEVANCY 142



(Inquiring about the Validity of the Melting Pot Theory: The Case of Black Culture)

EVIDENCE SHEET 6

While reading these poems, think about these questions.

1. What seems to be the point of the poems by Hughes and McKay?
2. Do you think that the "dream" in Hughes' poem is the same as the "American

dream"?
3. How might recent Black reactions to exclusionary practices be considered illus-

trations of a "deferred dream exploding"?
4. What advice did McKay offer to Black Americans?

IF WE MUST DIE'
Claude McKay

If we must die, let it not be like hogs
Hunted and penned in an inglorious spot,
While round us bark the mad and hungry dogs.
Making their mock at our accursed lot.
If we must die, oh, let us nobly die.
So that our precious blood may not be shed
In vain, then even the monsters we defy
Shall be constrained to honor us though dead!
Oh. Kinsmen! We must meet the common foe
Though far outnumbered. let us show us brave.
And for their thousand blows deal one deathblow!
What though before us lies the open grave?
Like men we'll face the murderous. cowardly pack.
Pressed to the wall, dying. but fighting back!

DREAM DEFERRED'
Langston Hughes

What happens to a dream deferred?

Does it dry up
like a raisin in the sun?

Or fester like a sore
And then run?
Does it stink like rotten meat?
Or crust and sugar over
like a syrupy sweet?
Maybe it lust sags
Or does it explode?
like a heavy load?

'Claude McKay. Selected Poems of Claude McKay. Bookman Associates. 1953. p 36. Reprinted
with permission of Twayne Publishers. Inc

?Copyright 1951 by Langston Hughes Reprinted from The Panther and the Lash by Langston
Hughes by permission of Alfred A Knopf. Inc
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Analysis Sheets 1 -2 and Process-Application Sheet for
Drawing Conclusions about Myths
appear on pages 144-146

ANALYSIS SHEET 1

In the previous lessons you have examined a myth about the American
past. that of the "Melting Pot." Using the characteristics of this myth as ex-
amples, see if you can now make some statements about myths in general by
answering the following questions:

1. What is a myth?

2. Does a historical myth ever have any basis in fact?

3. Why does a myth come into existence?

4. Why does it continue to exist?

5. What happens to a myth as time passes?

6. If a suspected myth really did explain what actually happened. what kinds
of events or behaviors would you expect to find? What kinds of things
would you not expect to find?
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(Drawing Conclusions about Myths)

ANALYSIS SHEET 2

On this sheet, state the conclusions you have drawn about the use of evi-
dence to test a suspected myth by answering the following questions:

1. If you suspect that something you have heard or read is not true, what
kinds of evidence would you look for to determine whether it is true or
false?

2. Where would you go to find the evidence you need? To secondary sources
such as textbooks? Why or why not? To primary sources such as newspa-
pers, letters, or autobiographies? How would you know whether to be-
lieve what you find there? How can you tell the difference between a fact
and an opinion?

3. When you do find evidence related to the suspected myth you are investi-
gating, how will you decide whether the evidence supports or rejects the
suspected myth?
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(Drawing Conclusions about Myths)

PROCESS-APPLICATION SHEET

On this sheet an outline is provided for you to apply the process of checking
out a suspected myth. Your teacher will help you with more specific instruc-
tions if you need them.

I. Statement of the suspected myth:

II. Hypothesis about the suspected myth to be tested:

III. Evidence that tends to support the myth Validity of evidence

IV. Evidence that tends to reject the myth Validity of evidence

V. Generalization: The suspected myth is (true, false) because:
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PAR 11 TI

Coping with Future Issues



"Throughout the study of history one can guide
students in formulating questions that will serve as
handles for analyzing ideas, movements, and
developments."
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opportunities to focus students' attention on %vhy
people ask questions %%Ali consideration being
directed to some of the follotying reasons: to ob-
tain information. to check insights. to uncover
relationships. to discover basic assumptions. Io
formulate conclusions. and to judge %vlietlier
these conclusions are %varranted or useful. Pu-
pils will have opportunities to suggest other rea-
sons for posing questions.

The lesson assumes II la, students have not re-
ceived any depth treatment previously about the
American city in the nineteenth century. Of
course SI11,11! Stlidntti trill hilVV storm. back-
ground kliovIc ilgi.. of the topic. but the... stn.

dents certainly wi!I find opportunities to con-
sider Ihe topic from different vantage points and
to generate varied foci for their investigations.
Of course. if the majority of students has had
prior consideration of the topic. Ihe question
types employed in introducing the lessons and
the directions and depth of the investigation in
response In particular questions will he differ-
ent from that indicated in the examples. But. one
need not feel that the lesson must be taught as
specifically indicated in this chapter. Horridly,
readers will be triggered into divergent thinking
about ways to leach the lesson and schemes to
utilize questions and questioning strategies.

Sample Lesson for Teaching:
The American City in the Nineteenth Century
Questions We Can Ask

LESSON PLAN

Intended Student Audience Upper elementary levels and lower secondary levels.

Suggested lime for
Classroom Use of Materials

Materials for Classroom Use

Objectives
Within the Cognitive Domain

Knowledge Goals

Skill Development

5-7 class r

8 pictures.. " t. ch which depict political. economic. social. and cultural
aspects of city life. 5 data charts (pp. 162-166).

Major Objectives for the Lesson

Upon completion of this lesson the students will

(a) Know the various reasons for the growth of cities in America during
the last century. They will be able to list these reasons and to generate
arguments as to why these factors facilitated the growth of cities.

(a) Identify the various stages in technological growth affecting the
American city during the nineteenth century.

(b) List the major inventions that affected the growth of cities and will ex-
plain. when asked. why these inventions affected the city as they did

(c) Summarize when asked the various working conditions in factories.

TEACHING AMERICAN HISTORY THE QUEST FOR RELEVANCY 150



(d) Be able to point out the several major causes for persons emigrating
to this country and migrating to the city

le) Write reports describing the major living conditions of immigrants and
workers in the American city.

(f) Be able to generate and evaluate four major conclusions regarding the

growth of cities in America and the life style of the majority of persons
in these cities

(g) Be able to gather. interpret Ind compare information from several
sources of data which include maps, charts, and pictures.

(h) Be able to respond to questions at six specific cognitive levels as de-

fined by Bloom's Taxonomy.
(i) Be able to generate their own questions relating to the topic at the

various cognitive levels as defined by Bloom's Taxonomy.

(I) Be able to incorporate their questions into a questioning strategy that
will guide them in processing information in order to arrive at con-
clusions about the city.

(k) Be able to employ various diagnostic schema to judge the effec-

tiveness of the questions raised throughout the study of the history of

the rise of the American city.

Objectives

Upon completion of this lesson the students will. Within the Affective Domain

(a) Exhibit, through verbalization, that they appreciate the contributions Appreciation

various groups of individuals have made to the growth of American

cities.
Ibl Value the functions of questioning as a way of learning new data.

Teaching Suggestions

This lesson has a dual purpose first, ts, assist students in becoming
knowledgeable of the types of questions one can generate regarding a
topic and also how to respond and utilize these severai types of questions

in processing information, arriving at conclusions, and judging the appro-
priateness of these conclusions, second, to provide students with opportu-
nities to employ questions and questioning strateoies to arrive at con-
clusions relating to the rise of the American city in the last century.

A large percentage of the American public lives in cities. Indeed, one
can make a sound case that all persons living in the United States are af-
fected by cities whether they live in them or not. Today, many cities are
confronted with myriad problems, but these problems cannot be under
stood without an analysis of them in a time dimension Cities are contin-
uing to grow with overflow populace spilling into the suburbs. In order to
comprehend the current growth and growth patterns of cities, students re-

quire opportunities to raise questions about the past growth of cities.
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Introducing the Lesson

Predicted Outcomes

One reason for the focus on American cities in the nineteenth century is
because during this time American cities achieved a "take off" point in
which necessary ar ,..ufficiont conditions for rapid growth of urban cen-
ters appeared. fh : migration and immigration great numbers of
people entered the ...nits creating a labor market as well as affecting de-
mand. Inventions sth as steel. the skyscraper, the elevator, the tele-
phone. the electric light. the automobile, and myriad others enabled man
to alter the shape and size of his cities. Truly, cities, after a rather slow
growth in the eighteenth century, were "off and running" in the nine-
teenth. Students need to know those reasons and have opportunities to
posit questions to assist them in obtaining high-level understandings.

The sample lesson includes the following topics: factories and workers
(technology: various ages affecting the growth of cities; inventions assist-
ing the city to develop; the influence of transportation on the city: and mi-
gration and immigration as they affected the city's growth. These topics
are only suggestive and. as the lesson develops, other related topics could
be generated by the students and/or teacher. Also, the materials sug-
gested are for the basic theme and other materials should be provided for
the processing of each topic. Additional materials are inclu..:ed in the bibli-
ography at the end of this !asson.

Before the students begin the lesson, select from available magazines
eight pictures. two of each which illustrate political, economic, social, and
cultural dimensions of city life. Display these pictures on the class bulletin
board and have the students observe the pictures and the phrases "Politi-
cal Parts of a City" (for pictures A-B. "Economic Parts of a City" (for pic-
tures C-D, "Social Parts of a City" (for pictures E-F, and "Cultural Parts of
a City" (for pictures G-H. After observing the pictures and the appropriate
phrases accompanying each, have the students record their reactions. Al-
low ten minutes for this brainstorming, and then ask students to share
their reactions with classmates. How many reactions are statements and
how many are questions? Record in two columns on Chart I (p. 162)
the major statements about the city and the major questions about the
city. Have students explain their reactions and during the discussion direct
their attention to the questions raised, allowing sufficient time for discus-
sion. What types of information will the questions provide? What pro-
cedures for gaining answers do these questions suggest? What types of
answers do you think you will get if you pursue the implied method of
analysis? Are any of the questions asking you to formulate a conclusion?
Are any of the questions requiring 3 judgment as to how livable cities are?

By focusing attention to their questions. students will be required to re-
act to the questions raised and to begin to consider the implications of
posing certain types of questions and how these types can guide their
processing of information. Most likely, if the students have not done this
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before, they will have questions loading up on the knowledge and com-
prehension levels Their questions will relate to specific facts such as the
number of cities, populations of cities, locations of cities. activities of

cities, and what someone has said about cities. Rarely will students with-
out initial guidance raise questions asking for solutions to problems or fo-

cusing on key elements or relationships between elements, or asking for
generalizations and the evaluation of them at the various cognitive levels

as defined by Bloom's Taxonomy Those levels with definitions of each
are.

1) Knowledge (those behaviors and test situations which emphasize the
remembering, either by recognition or recall, of ideas. materi31, or
phenomena).

(2) Comprehension (those behaviors. objectives, or responses which rep-
resent an understanding of the literal message contained in a commu-

nication).
(3) Application (to apply something which requires comprehension of a

method. theory, principle, or a: traction).
(4) Analysis (emphasis on the breakdown Jf material into its constituent

parts and detection of the relationships of the parts and of the way

they are organized).
(5) Synthesis (putting together of elements or parts so as to form a

whole--combining parts in such a way as to constitute a pattern or
structure not clearly there before).

(6) Evaluation (making judgments about the value, for some purpose, of

ideas. works. solutions. methods. or materials).

This initial activity can create a receptivity for discovering the types of

questions E.Id ways of incorporating them into strategies and can identify

student needs for careful use of questions. Also. the activity can set the
stage for possible directions for investigating the topic of cities in the nine-

teenth century

With the total class group. emphasize that when investigating any topic

one needs to generate questions and that the more carefully thought out
the questions the more likely one will uncover meaningful information and
formulate useful generalizations. Indicate that this lesson really has a dual
purpose: to .get them aware of and asking good questions and to learn
about the American city in the nineteenth century.

From the list of questions generated in the lesson introduction, select
questions that can be classified at the various cognitive levels according to

*Beniamin Bloom led I. Taxonomy of Educational Objectives Handbook 1 Cognitive
Domain. Longmans Green and Co 1956. pp 62. 89. 120. 144. 162. and 185
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Bloom. Most likely the questions will be at the knowledge and compre-
hension levels which should now become evident to the children. Ask the
pupils how they might rephrase some of these questions to get at higher
levels of thinking to discover some basic understanding of the city. From
this activity questions such as the following might be phrased: What are
some of the reasons cities exist? What are some conditions necessary for
a city to grow? How does the economic base of a city affect population
numbers? What is the relationship between the people living in the sub-
urbs and transportation? How did transportation affect the early growth of
cities? Explain how certain inventions affected the growth of cities? How
did some inventions adversely affect the growth of cities? What were
some of the adverse effects of the immigration movement? What can you
tell about how people adapt to their environments? How might man solve
problems of the city?

Most of these questions are designed to elicit more than memory. and
even those questions at the lower cognitive levels are woided so as to
suggest ways i t which information might be processed later at a higher
level. One would not necessarily identify for pupils the specific cognitive
levels at this phase of the lesson, but one can mention that some of these
questions ask us to engage in problem solving, others ask us to look for
important information, others ask us to form some conclusions, and still
other questions require that we judge the worth of our conclusions. Later.
the children can learn that these questions can be classified as knowledge.
comprehension, application, analysis, synthesis, and evaluation.

At this stage of the lesson, indicate to the class that not only can they
ask questions c.f specific types. but they also can position these questions
in various sequences. Oise productive sequence would be to ask questions
focusing on facts, the knowledge /eve/ (for example. "How many people
lived in our city in 1880?"); then some questions asking or understanding.
the comprehension level ("Do you think people living in our city in 1880
lived a good life?"); then some questions relating to problem solving, the
application level ("How could you begin to determine if those people lived
a good life?"); then some questions dealing with looking at key elements
of the city, the analysis level ("What aspects of the city in 1880 would
have allowed the people to live a good life?"); then some questions deal-
ing with producing a conclusion, the synthesis level ("Using the variety of
ev.Jence you have available about how people lived in our city in 1880.
what can you now conclude about that life?"); and finally some questions
asking judgment of their conclusion. the evaluation level ("Which part of
your answer about those people is a conclusion and which parts are state-
ments of fact?"). Other sequences can be suggested once children be-
come more skilled in question formation.

In group discussion have students generate needs for considering the
topic of cities in the last century. These needs can be recorded by each
student on Chart 11 (p. 163). On the chart the pupils can record the need,
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the information to satisfy the need, and a specific example. In analyzing
the data chart. students can generate topics they wish to investigate and
formulate a key question or questions to trigger their investigation.

Pupils can be teamed with a classmate for analyzing their topics. Before
they begin their investigation, they can record possible questions relevant
to each topic. These questions can be placed on Chart III (p. 164) in
dicating possible directions of investigation A sample of how a student
might arrange his questions in relation to the topic follows on page 156.
The teacher could also develop such an avenue in planning for the lesson.
.Note that the questions only are developed for two avenues and focus on
a question which would provide a conclusion to the investigation

For the sake of discussion. let us assume that your students. with guid-
ance, generate the following topics: the growth of industry in the cities
(13chnology). various ages of industry; inventions assisting the growth of
industries and cities; the arrival of migrants and immigrants in the city.
Many of these topics can be related to materials listed at the end of the
lesson in the bibliography.

Students in teams select the topics and map out their questions using
Chart IV (p 165) Before they begin their investigation, they can judge
each other's questions as to worth. Tell the students: In the "Ideal" column
write the questions you wish to raise regarding your topic and indicate in
parentheses the cognitive level of the question. Is the question centering
on facts or your understanding. or requiring you to analyze or synthesize or
evaluate data. As you are investigating the topic, jot down the questions
you are really using or if you are asking these questions orally. record them
on tape for later analysis. Record these "actual" questions you raise under

the Actual column and see if they agree with the questions you originally
planned. If tney do put a plus under the agreement column; if they do not
agree, place a minus. You should strive to have the questions you use in

your investigations agree with the questions you plan to use. Here the stu-

dents should also determine what types of information they wish to ob-

tain from utilizing these questions. Once they determine they have ques-
tions that will assist their investigation they begin to process information

relating to their particular topic.
The means of obtaining information in response to the questions raised

can vary according to the materials available and student learning styles.
Some students may wish to read support materials; others may combine
the support materials with films and filmstrips, and others may analyze

newspapers of the past century for information.
You must provide students sufficient time to process their information,

to respond to their questions, relating to the topics selected. Perhaps two

or three lesson periods can be scheduled for this lesson phase. Information
gathered in response to the questions is recorded on data charts, and new

questions indicated for further investigation and sharing with the total
class are listed.
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SAMPLE CHART
Name:

Lesson:

Yo..r Objectives:

Date:

First Question: What were some reasons for the growth of the city in the 19th Century?

(R) Arrival of people (R) New inventions (R) New values

IQ) When did some people
begin arriving?

IQ) Where did the people
come

IQ) What were some reasons
for these people arriving?

IR) Mid-1800s. Many came from
central southern Europe.

R I Some people came for new
opportunities. some came to
escape famine. others came
because of war situations.

IQ) Where did the people settle?

IR) In the eastern cities

IQ) What effect did these increased
numbers have on the city's
development?

(Q) What were some of the
inventions?

$
IR) Steel. elevator

I
(Q) How did steel assist in the

development of the city?

V
(0) What statement/s can we offer

to explain why cities seemed to
"take off" during the mid-
1900s?

IR) = Response IQ) = Question
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According to our example. there are four major topics for investigation.
growth of industry, various ages of industry. inventions helpful to the city's
growth, and arrival of migrants and immigrants. While your students are
investigating these topics. provide guidance where needed, suggest mate-
rials when necessary. and allow children the opportunity to visit the learn-
ing resource center as required. if you have one.

Here you may also wish to have some students use single concept film
loops to view events that happened in the cities. Other students may wish
to listen to tapes on appropriate topics.

The obvious outcome of this implementation stage of the lesson is that
students will have obtained information about the American city in the
nineteenth century. They will have gathered facts, understandings, and
hopefully some conclusions relating to the various dimensions of the city's
growth. But, the most important outcome is that your students will have
had opportunities to work with several types of quest lns. They will have
had time to plan questions to guide their investigations, and they will have
had opportunities to utilize these questions in various investigatory se-
quences. They should have come to some conclusions about the power of
questions and how one can utilize questions in the processing of informa-
tion. They also should have gained some sense of appreciation of those
peoples who contributed to the growth of American cities.

After several days of study. have your pupils share the results of their
investigations. This sharing can take several variations: you can have pu-
pils role-play historians at a conference on the American ci'y to report
their research findings. Other "hi.itorians at the conference can challenge
the conclusions of their -colleagues.- This conference does not need to be

a total class activity. Several groups of pupils can meet in separate ses-
sions to consider conclusions relating to the growth of cities. Group con-
clusions can possibly be written as position papers to be presented to the
total class convention.

Pupils also may wish to make special presentations to the class or to
make video-reports for a television presentation to the school body via
closed circuit video programming.

Assume that your lesson has the convention of historians as the se
lected activity. Pupils present their conclusions and address themselves to
the challenges of their peers. The important aspect of this concluding ac-
tivity is that pupils are encouraged and assisted to raise questions relating
to the procedures of investigation. e.g., the questions raised and mapped

out for the investigation. This they can do by completing the top half of
Chart V (p. 1661. Such analysis should increase pupils' consciousness of

process and further emphasize the power of particular types of questions
when inquiring into historical topics.
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Predicted Outcomes

Alternate Teaching Strategies

In this aspect of the convention, pupils can share their reaction avenues
as recorded on Chart III, perhaps having them on transparencies for all to
consider. Pupils would have to defend their questions. Pupils would also
have to evaluate the effectiveness of their peers' questions and, by com-
pleting the bottom part of Chart V. especially the effectiveness of their own
.4uestions. Did my or others' questions raised really get me or them to
focus on the types of materials and situations that would assist me or
them in learning about the American city in the nineteenth century? Did
my questions focus primarily on facts? Did my questions or those of others
in the class assist me or them in gaining understanding of written materi-
als, whether primary or secondary sources? Did the questions guide me in
processing data such that basic assumptions relating to building cities
were uncovered? Did my questions center on the central themes of some
authors' statements? Did my questions enable me to analyze various hy-
potheses raised to determine if sufficient evidence existed to support
them? Were my questions productive in guiding me in deriving certain
generalizations? Finally, were my questions of any assistance in allowing
me to judge whether tentative conclusions arrived at were warranted?
Here some of the diagnostic schema might be used.

As part of their summation, have students list on a master data chart
the major conclusions relating to the American city. as well as major con-
clusions relating to the question and its use in inquiring. An offshoot of
this emphasis on questions could relate to having pupils at a later time be-
gin to analyze specifically the questions used by historians and the ones
they asked in their class investigations.

After experiencing this -convention." your pupils should have gained
some understandings relating to the American city and should know the
reasons for their conclusions. The focusing on the questions as well as the
conclusions of the investigation also should make your pupils quite knowl-
edgeable about the question and how it can be utilized in particuiar strate-
gies to make investigations meaningful and productive. Certainly. with pu-
pils continually focusing on their questions, they are becoming aware of
the types of questions. and they are becoming analytical. Students
throughout the lesson and certainly in the concluding section of the lesson
have been active in dealing with the history of the city. At no time were
pupils passive receivers of information presented by the teacher. For much
of the time, they assumed prime responsibility for their inquiry: they had
opportunities to make history exciting study.

One alternate procedure has already been suggested. that of having pu-
pils make special presentations for video-tape programs to the schools.
Those who did this would, most likely, be individuals really interested in
doing depth study of some aspect of the topic.

Another alternate strategy would be to have some pupils write "If. . .
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then" stories in which they would focus on some "If" situation and then
write a "scenario" of some possible development For example. some pu-
pils might have suggested that "if the masses of immigrants had entered
the country on the west coast. then the development of cities in the last
century would have been. etc." Or "if gold had been discovered in the Ap-
palachian Mountains, then the migration of people wouid have been .

A si mila1 .4enue could have been to have pupils focus on cities not dis-
cussed in the lesson and to determine if similar factors were operating in
their development during the last century. The findings could have been
placed on audio-tapes for pupil use in interest centers set up in the class-
room.

Of course. pupils also can generate alternative strategies for investigat-
ing this topic and we need to allow out pupils opportunities to demon-
strate some creativity in how they will approach a topic.

Process objectives explicit in this lesson could readily be applied to
other topics for consideration by secondary-level students. Inquiry into
other topics might include questions those students could ask about cur-
rent or possible future movements by ethnic or racial groups such as
American Blacks, Chicanos, or Indians. Another topic for consideration
could. in addition to the material which appears in Chapter 4. include a
closer examination of the Women's Rights Movement in American history
and its possible future. Each topic could begin with student examination of
recent photographs depicting a selected movement and continue with ap-
plication of the basic teaching strategies and accompanying data-ques-
tionnaires presented in this chapter. For that matter. the five data-ques-
tionnaires used in this lesson on the American city could be used in the
suggested sequence by students as they begin to investigate any relevant
topic of their own choosing which has origins in the American past and
implications for the future.

Whatever the case, this chapter has presented a history lesson with an
emphasis on particular content. but more importantly on the process of
questioning. The lesson was designed to enable students to become
knowledgeable of the types of questions. to become skilled in incorporat-
ing questions into strategies. and finally to achieve realization that ques-
tions are powerful tools in the processing of information.

The lesson presented in this chapter is to get the teacher thinking about
ways to teach history that will involve students in the processes of the his-
torian. The lesson was presented to demonstrate the centrality of the
question to all phases of education. in this case the teaching of history.

As was stated at the beginning of this chapter, the quality of the ques-
tion determines in large part the quality of the investigation. Students ex-
penencing this lesson would hopefully have opportunities to generate and
react to questions that will challenge them to arrive at meaningful con-
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clusions. Without careful attention to the question. teaching history runs
the danger of becoming mired in memorization and regurgitation of facts
about events. places, names, and outcomes. But events, places. names,
and outcomes do not comprise the study of history. The study of history in
the schools is or should be involved in the analysis of events, places, per-
sons and outcomes to determine the reasons why certain events occurred,
to understand the roles persons played in these events, and to uncover the
causes for particular outcomes and the consequences of certain outcomes
for a particular era or even for the present and future. History is a quest for
understanding the total fabric of people. Such understanding requires
pupils to experience and to raise questions in meaningful strategies. This
lesson offers some suggestions as to how to provide opportunities for
working with the question and questioning strategies so that students will
know what to ask, how to ask, and when to ask it in the study of history.

Additional References

The following references are not limiteo to the American city in the nineteenth
century However. one may wish to utilize the basic ideas suggested in this
lesson and apply them to the study of some other aspect of the city whether with
a past or present focus. Also. some of these materials are appropriate for several
grade levels. The grade level at which one is functioning would determine to some
degree the depth of coverage and the types of questions to use with the materials.
For example. some of the film loops on the city can be used at any level, the varia-
tions existing regarding time spent in generating questions relating to these loops,
types of questions generated. and the degree of response sophistication accepted
in the pupils' answers.

For those wishing to make comparisons of the cities of the last century with
cities in the current century, see Modern American Cities. Quadrangle Press. This
book. based on articles from the New York Times Magazine. A Modern City: Its
Geography by Harold M. Mayer, published by the National Council lot Geugraphic
Education, provides information useful for a current geographical analysis of the
city. Additional suggestions for study about the city can be found in Richard Wis-
niewski led 1. Teaching About Life in the City. 42nd Yearbook, National Council
for the Social Studies, 1972.

For expanding the topic of growth of American cities, the Urban Growth Trans-
parencies produced by Hubbard Scientific are useful. There are eight trans-
parencies growth of urbanization, growth of a coastal city, growth of a river city.
growth of an inland city, city shapes, city land use, standard metropolitan areas,
and walled cities. These transparencies can be used to supplement some of the
pupils' investigations when discussing why cities grew as they did in the last
century.

In focusing on the many dimensions of the city, you may wish to use filmstrips
stressing certain aspects of the city. Media Research Associates produces five

The author expresses his appreciation to Ms Judy Fichter of the Auburn. Washington.
Public Schools for assisting in the materials search
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filmstrips under the collective title of A City Is Many Things. Many of these film
stn, ncentrate on the city as it currently exists. but they can be used to deter-
mine it functions of today's city have changed from the functions of cities in
the last century The five filmstrips are "A City Is People at Work,- "A City Is
People at Leisure. -A City Is Services." "A City Is Transportation,- -A City Is
Buildings

There are many kits available c n the city Most deal with the city today. bid one
can use these in a unit on urban development of which the lesson on cities in the
nineteenth century could be a part The New York Times produces a kit entitled
Embattled Metropolis having filmstrips. LP records, and duplicating masters The
Times also produces a kit containing similar types of materials entitled Problems
of the City

For teachers wishing to stress the comparison of cities of the past century with
those of the current century. there are several sources of filmloops. Ear ling Com-
pany produces nine color filmloops under the general title of Today's Cities. These
filmloops deal with the size of the city, movement in the city. energy for the city.
transactions within the city, renewing the city. problems in the city. taking care of
the city, life styles in the city. and contacts between the city and country. Double-
day Multimedia also produces nine filmloops under the title of Life in a City. The
loops deal with modern industry in a city. modern transportation in the city. edu-
cational uses of land, cultural uses of land in the city. automation and its effects
on modern industry. public recreation facilities in cities. obtaining water in a city,
the supply of water for urban areas, and the motion picture and TV industry.

Urban Studies Film loops produced by Hubbard Scientific provides pupils with
opportunities to focus on specific dimensions of the city aerial view. cross sec-
tion. contrasts. population, occupation, recreation, culture. government, trans-
portation. industry. commerce These loops can be used to compare the current
aspect of these dimensions with their beginnings in the last century.

Student Materials for
"The American City in the Nineteenth Century

Questions We Can Ask"
follow on pages 162 -166

Nib
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CHART I
The City

Major statements about city Major questions about city

Suggested ways to begin your research:
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CHART II
Rationales for Considering the Topic of Cities

Rationale (need) for Information needed
investigation of the to satisfy the reason

topic for the investigation

Specific example
of a city

Key questions to trigger investigation:
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CHART III

Name:

Lesson:

Your Objective/s:

Date:

First Question:

. i MD -- - --
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CHART IV*

Name:

Lesson:

Date:

Ideal and Actual Levels of Questions

Ideal Actual Agreement

1.

2.

OM

'Note This form is an adaptation of a form for the teacher as found in Hunkins. Questioning Strategies and Techniques. Allyn and
Bacon. 1972. p 118 Used by permission



CHART V*
Name:

Lesson:

My Objective/s:

Date:

IMINI =MIMI i AMIN Win l MID all IMGMB---- - - -- OM UNWIND MI1Mo IMMI 111MOI =MO - - --

My Question

1.

2.

Whether knowledge, com-
prehension, application,
analysis, synthesis, or
evaluation.

Purpose of Question

IMED1 MD GED MD NW ----- --- - - --
My reactions to my questions and their use:

allIMININI INMAN, i 10=11111 OM MI f SIMS ME MINI l MEMO 0=11111111=111111MINNI 11.1111111111 f IMP i

'Note This is an adaptation of a form for the teacher's use as found in Hunkins. Questioning Strategies and Techniques, p 128
The pupils would have to have been introduced to the various cognitive levels of questions as defined by Bloom's Taxonomy Used
by permission



"Use of historical data nonemotional in nature has
become a vital part of having students analyze what
opinions they possess about contemporary issues."
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Sample Lesson for Teaching:
Who Is Qualified for the Presidency?

Intended Student Audience

Suggested Time for
Classroom Use of Materials

Materials for Classroom Use

ebjectives
Within the Cognitive Domain

Knowledge goals

Skill development

Objectives
Within the Affective Domain

Social participation

Value Clarification

LESSON PLAN

Upper elementary and secondary levels.

1-2 class periods (50 -100 minutes).

15 data Lards (pp. 178-186). each containing biographical information
about a well-known American. Student question sheet (p. 187).

Major Objectives for the Lesson

Upon completion of this lesson the students will:

(a) Know what qualifications a person should have in order to serve as
President of the United States.

(a) Interpret data presented on a series of cards.
(b) Recognize a problem about what kind of person would be best quali-

fied to serve as President of the United States.
(c) Forn,ulate a hypothesis in answer to the problem.
(d) Test the validity of the hypothesis by examining evidence concerning

the qualifications of fifteen prominent Americans, six of whom served
as Presidents.

(e) Form a generalization or more definite conclusion about what kind of
person is best qualified to be President.

Upon completion of this lesson the students will:

(a) Be willing, to work in groups while examining and discussing available
evidence on possible or actual presidential candidates.

(b) Publicly state additional factors in deciding who is qualified to serve
as President.

(c) Identify their own values in deciding who is best qualified to serve as
President.
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Teaching Suggestions

As long as our present form of constitution=' government exists, many
citizens will continue to be concerned about what kind of person is best
qualified to be President. This lesson focuses on that concern by having
students (1) examine biographical data about fifteen individuals prominent
in past or present American history, (2) determine if they feel that data re-
flects the background a person should possess before assuming the Presi-
dency, and 13) consider what other information should also be examined
when one tries to decide who would be the best Chief Executive.

Omitted from the available data are the name, sex, and time when each
of the fifteen people was active in American life. This has been done in an
effort to eliminate from consideration as many preconceived notions or
prejudices as possible while the students begin to clarify their thoughts
about what makes a person well qualified to serve as President.

Available biographical data on each of the fifteen cards are under six
general headings. (1) colleges attended, (2) religion, (3) major occupa-
tions, (4) years married, (5) number of children. Ind (6) age. Actual identi-
ties and brief summaries about the fifteen Americans whose biographical
data appear in the cards follows:

Card 1 Data about Warren G. Harding. as of 1920. Harding served as Re-
publican President from 1921 until his death in 1923. During the third
year of his administration, the public learned of the Teapot Dome c.
scandal and other graft in some federal agencies. Although his adminis-
tration was racked with scandal, no evidence to date has linked him
with it. Scholars of the Presidency generally regard his term as one of
the most ineffective in American history.

Card 2 Data about Franklin D. Roosevelt, as of 1932. The American
people elected Roosevelt President four times. Because of his New
Deal programs designed to combat the severe financial depression of
the 1930's and his leadership during World War II, many historians
have classified him as one of the most effective Chief Executives ever to
hold that office. Some of Roosevelt's critics, however, felt that he mis-
used the power of he Presidency by exerting extensive political pres-
sure on Congress in order to secure passage of the New Deal legisla-
tion He served as President from 1933 until his death in 1945. An
attack of polio in the early 1920's left Roosevelt's legs partially para-
lyzed for the remainder of his life.

Card 3 Data about Cesar Chavez, as of 1974. Chavez, the son of poor
migrant.worker parents. is the founder and leader of the National Farm
Workers Organization. He has been especially active in unionizing the
Mexica, American farm workers of southern California. His most no-
table success occurred with the NFWO's nationwide boycott of non-
union-picked lettuce.
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Card 4 Data about Chester A. Arthur, as of 1881. Arthur. who was nomi-
nated on the Republican ticket for Vice-President in 1880 through the
efforts of Roscoe Conk ling and his powerful and corrupt New York ma-
chine. became President after the assassination of James A. Garfield.
Although associated with a corrupt political group. Arthur surprised
most people upon becoming Chief Executive by actively lobbying for
civil service reform to abolish the spoils system and by vigorously prose-
cuting members of his own party accused of defrauding the federal gov-
ernment. He served as President from 1881 to 1885.

Card 5 Data about Eleanor Roosevelt. as of 1949. Eleanor Roosevelt,
wife of Franklin D. Roosevelt. became one of our country's most active
champions of the poor. minority groups. women's labor unions, and civil
rights. As Franklin Roosevelt's wife, she constantly served as an unoffi-
cial advisor for many of his New Deal domestic policies. After her hus-
band's death in 1945. Mrs. Roosevelt was appointed a United States
delegate to the United Nations.

Card 1 Data about Benedict Arnold. as of 1779. Before he joined the Brit-
ish in their attempt to defeat the rebels during the American Revolution.
Arnold had served George Washington with distinction during military
campaigns from 1776 to 1779. Distressed with financial worries and
with a feeling of not receiving adequate recognition from the Continen-
tal Congress for his services. he abandoned the American cause and be-
came one of the most well-known traitors in American history.

Card 2 Data about Martin Luther King, Jr., as of 1968. Before he was as-
sassinated in 1968. the Reverend Martin Luther King, Jr., had become
one of the most active champions of the non-violent civil rights move-
ment. Beginning with his successful boycott of segregated city buses in
Birmingham. Alabama. King rose to become leader of the Southern
Christian Leadership Conferenceone of the most effective organiza-
tions to lobby for the federal civil rights legislation during the 1960's.

Card 3 Data about Andrew Jackson as of 1829. According to most histo-
rians of American life, Jackson was one of our most forceful Chief Exec-
uti Js. As President. Jackson asserted the supremacy of the federal
government when South Carolina attempted to nullify federal tariff
laws. His opposition to any form of monopoly was evident in his veto of
legislation to recharter the powerful and half-public Bank of the United
States.

Card 4 Data about Ida M. Tarbell. as of 1904. Ida Tarbell was among the
more well-known muckrakers of the Progressive Era. Her articles ex-
posing corruption appeared in popular magazines of the day, such as
McClure's. and her detailed history of the economic activities of John D.
Rockefeller and his Standard Oil Company helped to influence later Pro-
gressive legislation designed to curb the evils of monopolistic business
practices.
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Card 5 Data about Alexander Hamil.on. as of 1804. Until his death in a
duel with Aaron Burr. he had servJ his country as an advisor to George
Washington. His arguments for adoption of the federal Constitution
were instrumental in its final approval. His financial genius helped to
establish the young U.S on a firm financial footing during its early years.

Card 1 Data about George Washington. as of 1789. To George Washing-
ton fell the difficult task of organizing a national government that had to
unite what had been thirteen separate states into one country. Histo-

rians of his two administrations are in general agreement that he not
only succeeded in his domestic and foreign policy programs but man-
aged to calm, as best as anyone could. the constant Thomas Jefferson-
Alexander Hamilton disputes over what powers the federal government
should have exercised during its early years.

.Card 2 Data about Henry B. Gonzales. as of 1974. Henry B. Gonzales
was the first Texan of Mexican ances,ry ever to serve in the United
States House of Representatives Since his first term. which began in
1961. he has been an active spokesman opposed to any legislation up-
holding or facilitating the principles of segregation. He has also been
active in slum clearance projects. in advocating stricter controls on
lobby groups. and in attempts to provide and maintain conservation of

our natural resources
Card 3 Data about George C. Wallace, as of 1974. Until the attempted

assassination on his life crippled him in 1972. George Wallace had

been an active and outspoken proponent of the cause of states rights.
This was especially evident when he began his first term as Governor of

Alabama (a position he now holds). ran as a presidential candidate for
the American Party in 1968. ai.J campaigned as a Democratic can-
didate for the Presidency in 1972. Since the attempt on his life, Wallace
has been paralyzed from the waist down.

Card 4 Data about Shirley Anita St. Hill Chisholm. as of 1974. Shirley
Chisholm in 1969 became the first black woman ever to serve in the
United States House of Representatives. A Democrat and native New
Yorker. Representative Chisholm has been especially active in the cause
of black Amencl and equal rights for all women. In 1972 she was a
candidate for the Democratic nomination for President of the U.S.

Card 5 Data about Abraham Lincoln. as of 1861. With the exception of
George Washington and Franklin D. Roosevelt. probably no other Presi-
dent ever entered office facing such immense problems as did Abraham
Lincoln. Historians of Lincoln's life generally agree that he did as much
as any Chief Executive could have to lead the Union to victory in the
Civil War. and attempt to heal the wounds of that conflict for both the
North and the South. On numerous occasions before and during his
Presidency. Lincoln suffered periods of severe mental depression. His
untimely assassination occurred in 1865.
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In the case of Harding. Roosevelt, Arthur. Jackson. Washington, and
Lincoln the biographical data conclude just before they became President.
Data on Arnold end when he deserted the rebel cause during the Ameri-
can Revolution. Information on Tarbell concludes after she had reached
the height of her journalistic career. Data on Hamilton continue until his
death at the hands of Aaron Burr. Material on King concludes with his
death in 1968. Information about Chavez. Gonzales, Wallace. and Chis-
holm continues to 1974 since all four are still active in American life.

Before the students examine information about those fifteen Ameri-
cans, ask the class for definitions of the terms (1) "qualifica, ins" and (2)
"qualified." Other than the requirements listed in Article II, Section I of the
Constitution. what qualifications should one look for in a candidate for
President of the United States? Record all student responses on the board.
Here you may need to remind the class that according to Article II. Section
I of the Constitution. any candidate for the Presidency must be a natural
born citizen of the United States, must be at least thirty-five years old, and
must have been a resident of this country at least fourteen years before
the presidential election. Nearly all of those individuals whose biographical
data appear on the cards possessed or now possess those qualifications.

Whatever the students' responses to the central question. they will
have recognized a problem for inquiry (What kind of person would be best
qualified to serve as President of the United States?) and offered some hy-
potheses or tentative answers (We can begin to make a listing of qualifica-
tions we would like a President to possess.).

Then tell the students that they will now examine some qualifications
possessed by a selected number of prominent Americans. For this part of
the lesson you may wish to have your students work in six groups with five
members each, duplicating two copies of each of the three sets of cards.
This would allow Groups One and Two to examine the five cards in Set I;
Groups Three and Four to examine the cards in Set II; and Groups Five
and Six to examine the cards in Set III. For ease of handling and care. you
may wish to dry-mount and laminate each of the cards. Depending on the
make-up of your class. you may also want to have each group contain rep-
resentative proportions of what you regard as slow, average. and bright
students and allow each group, once formed, to select a leader to report
its findings.

Once each group has selected a leader. have the class notice that no
names or dates appear on the cards. only basic biographical data about
each of the still unidentified individuals. Emphasize that the data on the
cards are about actual people who have been or are still active in Amen-
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can life. Then tell the students that as they examine the data about those
Americans, they are to decide how they would answer the following two
questions. which you should write on the board

1. Based on the data your group has available about these five people,
which one of them do you think would be best qualified to serve as
President of the United States?

2. Which do you think would be least qualified to serve as President?

Emphasize that while seeking answers to these questions, group mem-
bers should feel free to express different opinions.

Once the students have made their decisions, each leader should then
be prepared to report group conclusions. When those reports are made to
the remainder of the class. each leader should tell why the group decided
what it did. Here the important thing is not who was selected but why
those individuals were chosen.

As each group leader reports. write on the board the card numbers of
those individuals selected as best and as least qualified. Once all leaders
have reported. beside each number write the name of the person they
have selected fog each choice. As you write the names of those individ-
uals, ask the students what the; can recall about each. To assist student
responses. you may wish to rey on the summary-descriptions for each
card which previously appeared in this lesson plan. Continue this identifi-
cation until all fifteen people have been discussed, regardless of whether
they were selected as the best or least qualified to be President.

During discussions which identify each of those fifteen prominent
Americans, some students may be surprised that the person they selected
as best qualified may be an individual they normally would not have en-
dorsed in an election for the Presidency. The reverse could be true of those
selected as least qualified.

To facilitate additional student discussion of data on the cards, ask. for
example, why lack of a college education did not seem to thwart George
Washinc'on's, Andrew Jackson's, or Abraham Lincoln's chances to be-
come President? Apparently many people in 1789. 1828. or 1860 did not
feel Washi,igton, Jackson. or Lincoln needed a college degree. Why do
you suppose most people then felt that way? Do we think a President
today should have a college education? Can this illustrate how we have
changed in some of our attitudes about the Presidency since 1860?

Next point out that some of the people whose biographical data ap-
peared on the cards came from poor economical backgrounds. This was
especially true of Cesar Chavez, Henry B. Gonzales, and Abraham Lincoln.
Should this keep Chav,z or Gonzales or have kept Lincoln from holding
our highest elective office? Abraham Lincoln also suffered from periods of
acute mental depression. Should this have kept him from becoming ow
Chief Executive?
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Concluding the Lesson

Predicted Outcomes

Additional Teaching
Suggestions

Before students consider the next part of this lesson, ask them if they
used their earlier criteria (offered at the beginning of this lesson and re-
corded on the board) as the basis for why they selected whorti they did as
best and as least qualified to serve as President. Is an examination of lim-
ited data such as those which appear on the cards sufficient for a person
to decide which candidate is best qualified to serve as President? Would
you now add other factors to your original listing before deciding who
would make a good President?

Someone in the class will probably maintain that more should be
known about a prospective candidate for the Presidency. When this oc-
curs, tell the students that they will now consider what other factors
should be examined. Here you will need to duplicate and give each stu-
dent a copy of "Who Is Qualified To Be President?". While students con-
sider the fifteen questions on that sheet, you may prefer to have them
work in groups again with group leaders reporting the groups' conclusions
to the class. The questions ask if age, religion, marital status, children,
education, and previous occupations should be factors in selection of a
presidential candidate The questions also ask if other factors should be
considered (for example. a candidate's position on issues of the day). The
last question asks the stuaonts to then form a more definite conclusion
about when someone is qualified to be President. To facilitate student dis-
cussion of these questions, you may also need to ask: Do you think some
voters would consider only data similar to those which appeared on the
cards? Are those kinds of data important when considering a presidential
candidate? Should other factors also be considered? If not, why not? If so,
what other factors should be considered?

Once the students have discussed answers to all those questions, ask
them what factors they can now add to their original listing. Why would
they now add those factors?

In completing this part of the lesson the students will have tested the
validity of their earlier hypotheses (by determining if any factors should be
added to their original listing) and. finally. will have formed a gener-
alization (by reaching a ire dafini e conclusion about what kind of per-
son would be best qualified to serve as President).

By beginning with objective hosturical data. the students will aiso have
become more aware of the need to further clarify and analyze what opin-
ions they have about a question which might concern them today and
which should definitely concern them in the future.

Some of your students might wish to use this kind of card format and
compile a new set for classroom considers on of candidates prominent in
upcoming city. county. or state-wide elections Each of those new cards
should also contain the candidate's stand on issues of the day.
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Another suggestion especially for use by upper secondary-level stu-
dents would be for them to use questions 1 15 from "Who Is Qualified To
Be President?" as the basis for conducting a school-wide poll. Once they
have made their compilation. your class could then decide what con-
clusions could be reached about school population attitudes toward desir-
able presidential qualifications.

Additional References

If your students wish to learn more about the individuals whose biographical
data appeared on the cards in this lesson. they can consult the references listed at
the bottom of each card Sources with a more detailed examination of those indi-
viduals can be sound under biographical card catalogue listings in most school
and public librami::

For more information about our Chief Executives. see the special issue by
American Heritage Magazine entitled The Presidency" (August. 1964). In-
augural Addresses of the Presidents of the United States from George Washing-
ton to John F Kennedy. U S Government Printing Office. 1961, is available in
paperback for classroom use Another paperback which would benefit your more
advanced secondary level readers is America's Eleven Greatest Presidents. Mor-
ton Borden led I. Rand McNally. 1971 The Borden volume contains selected arti-
cles on how historians have rated Washington. John Adams, Thomas Jefferson.
Andrew Jackson. James Polk. Abraham Lincoln, Grover Cleveland, Theodore
Roosevelt. Woodrow Wilson. Franklin Roosevelt. and Harry Truman.

For additional studies concerning value clarification of political issues and
about political socialization, see Part IV. "Political Science in the School Pro-
gram.- in Political Science in the Social Studies. edited by Donald Riddle and
Robert S Cleary. 36th Yearbook of the National Council for the Social Studies
Especially appropriate for teachers of elementary and secondary students are the
articles by David Easton. Jack Dennis. John Jarolimek. Jack Allen. and H H

Additional references to value clarification can be found in footnote 20 of
Chapter 1 in this yearbook

For a recent study closely related to the question of who is qualified to be Pres-
ident. see James David Barber's The Presidential Character Predicting Perfor-
mance in the White House. Prentice-Hall, 1972 Barber examines in detail the
personalities of Presidents from William Howard Taft to Richard Nixon and con-
cludes that a study of their backgrounds could have led us to predict how suc-
cessful their administrations would have been before they became President

Student Materials for
"Who Is Qualified for the Presidency?"

,ollow on pages 178-187
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SET I-CARD 1
College attended: Ohio Central College

Religion: Protestant

Career: Major occupations

Editor of a newspaper
Director of a bank. lumber company and telephone company
State Senator
Lieutenant Governor
U. S. Senator
Temporary chairman of a major party's national convention

Years married: 29

Number of children: None

Age at this date: 55

Source: Dictionary of American Biography. Charles Scribners s Sons. VIII. 1932. pp 252-254

SET I--CARD 2
Colleges attended: Harvard University, Columbia University

Religion: Protestant

Career: Major occupations

Farmer
Lawyer
State Senator
Assistant Secretary of Navy
Governor
Vice-Presidential candidate

Years married: 27

Number of children: 6

Age at this date: 50

Source The National Ciclopaecha of American Biography XXXVII University Microfilms. A Xerox
Company 1967. pp 1 -3
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SET I-CARD 3
College attended: None

Religion: Roman Catholic

Career: Major occupations

Director for a community service organization
Founder and director of a farm worker's organization
Served in United States Navy
Honored for distinguished public service by the American Institute for Public

Service
Second recipient of the Martin Luther King, Jr. Nonviolent Peace Prize.

Years married: 29

Number of children: 8

Age at this date: 47

Sources: Who's Who in AlliellCd. Marquis Who s Who, Inc . 1972. p 550. Current Biography Year
book 1969. H W Wilson Co 1970 pp 86-89

SET I CARD 4
College attended: Union College

Religion: Protestant

Career: Major occupations

School teacher
Lawyer
Served in U.S. Army
Aid to a Senator
Collector for Port of New York
Chairman of major party's state committee
Vice-President of U.S.

Years married: 22

Number of children: 3

Ago at this date: 51

Source: Dictionary of American Biography. I. Charles Scribner s Sons. 1928. Pp 373 375
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SET I-CARD 5
College attended: None (Private secondary schooling in England)

Religion: Protestant

Career: Major occupations

Teacher
Journalist
Member of a labor union (trade union league)
United States delegate to the United Nations
Chairman of the United Nations Commission on Human Rights
Endorsed by a President for the Nobel Peace Prize
Noted public speaker

Years married: 27

Number of children: 6

Age at this date: 65

'Mince: Current Biography Who's News arid Why. 1949. The H W Wilson Co. 1950. pp 528-
532
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SET II-CARD 1
College attended: None

Religion: Protestant

Career: Major occupations

Investor
Druggist
Bookseller
Brigadier General in U. S. Army

Years married: 1st spouse: 5 years until spouse's death
2nd spouse: 1 year

Number of children: 3 by first marriage

Age at this date: 38

Source: Dictionary of American Biography. I. Charles Scribner's Sons. 1928. pp 362-367

SET II-CARD 2

Colleges attended:
Morehouse College. A.B. and L.H.D.
Crozer Theological Seminary. B D.
University of Pennsylvania
Boston University. Ph.D.. D.D.

Harvard University L.L.D.
Central State College
Morgan State College

Religion: Protestant

Career: Major occupations

Protestant minister
Teacher of Philosophy at Harvard
President of a civil rights organization
1 of 10 outstanding men for the year according to Time Magazine
Nobel Peace Prize winner
Noted public speaker

Years married: 15 Number of children: 4 Age at this date: 37

Sources: Current Biography Yearbook 1965 H W Wilson Co . 1966. pp 220-223. Current Barg
raphy Yearbook 1968. H W Wilson Co 1989. p 457
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SET II-CARD 3
College attended: Ili nL

Religion: No specific denomination

Career: Major occupations

Land speculator and farmer
Lawyer
Member of U. S. House of Representatives
U S Senator
U. S. Judge
Commander of U. S. Armed Forces

Years married: 38

Number of children: none

Age at this date: 62

Source Dirtionaly of 4meticail Blogi,aphv Chwles Scribner s Sons IX. 1932. pp 526 531

SET II-CARD 4
Colleges attended: Allegheny College

Study at the Sorbonne. University of Paris in France

Religion: Protestant

Career: Major occupations

Teacher
Magazine editor
Associate editor of America Magazine
Member of American Historical Association
Member of American Economic Associaticn
Served on two Presidents' councils
Author

Years married: Unmarried Number of children: None
Age at thig date: 47

Source: the National (yclopaedia ol American Biography. Vol 14. University Microfilms. A Xerox
Company. 1967. pp 11 I -112
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SET II-CARD 5
College attended: Columbia University

Religion: No spocific dent inination

Career: Major occupations

Writer
Served as Lieutenant Colonel in Army
Lawyer
Member of a congress
Member of a constitutional convention
Secretary of the Treasury

Years married: 24

Number of children: 8

Age at this date: 47

Source! Dictionary al Arotoric.orr Biography. Charles Senbnei s Suns. Viii. 1932. pp 171 -179
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SET III-CARD 1
College attended: None

Religion: No specific denomination

Career: Major occupations

Surveyor
Farmer
Commander-in-chief of Armed Forces
Chairman of a constitutional convention
Member of Congress

Years married: 40

Number of children: none

Age at this date: 57

Source: Dictionary of American Biography. XIX. Charles Scribner's Sons. 1936. pp 509-513

SET III-CARD 2
Colleges attended: St. Mary's. University of Texas

Religion: Roman Catholic

Career: Major occupations

Public relations
Probation officer
Member of city council
State Senator
Member of U. S. House of Representatives
Served in U. S. Navy

Years married: 34

Number of children: 8

Age at this date: 58

Sources. Who's Who III America. I. Marquis Whos Who Inc . 1972, p 1187, Current Biography
Yearbook 1964 H W Wilson Co . 1965. pp 15/-159
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SET III-CARD 3
College attended: University of Alabama

Religion: Protestant

Career: Major occupations
Lawyer
State Assistant Attorney General
State legislator
U. S. judge
State Governor
Party candidate for Presidency
Served in United States Air Force
Noted public speaker

Years married: 1st spouse: 26 years until spouse's death
2nd spouse: 3 years

Number of children: 4 by first marriage Age at this date: 55

Sources: Who's Who on Ameroca. 11, Marquis Who's Who Inc . 1972. p 3300. Current Biography
Yearbook 1963. H W Wilson Co . 1964. pp 454-456

SET III-CARD 4
Colleges attended: Brooklyn College. Columbia University

Religion: Methodist

Career: Major occupations

Teacher
Consultant on child welfare
Member of state legislature
Member of U. S. House of Representatives
Candidate for nomination for the Presidency
Named outstanding graduate of Brooklyn College
Noted public speaker

Years married: 25 Number of children: none Age at this date: 40

Sources: Who's Who in America. I. Marquis Who s Who Inc . 1972. p 559. Current Biography
Yearbook 1969 H W Wilson Co . 1970. pp 92-95
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SET III-CARD 5
College attended: None

Religion: No specific denomination

Career: Major occupations

Postmaster
Lawyer
U. S. Representative
Store owner
State Congressman
Served as Captain in U. S. Army
Noted public speaker

Years married: 19

Number of children: 4

Age at this date: 51

SOUIV4s. Dictionary of American Biography. XI. Charles Scribner's Sons. 1933. pp 242-249
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Discussion Questions
Who Is Qualified To Be President?

1 Should age be a factor in choosing to vote for a presidential candidate?

2. Should religion be a factor in choosing to vote for a presidential candidate?

3. Should marital status be a factor in choosing to vote for a presidential can -

didat e?

4. Should the number of children be a factor in choosing to vote for a presiden-

tial candidate?

5. Shouid educational background be a factor in choosing to vote for a pretAden-

tial candidate?

6 Should a person's sex be a factor in choosing to vote for a presidential can-

didate?

7. Should previous occupations be a factor in choosing to vote for a presidential
candidate?

8. Should personal appearance be a factor in choosing to vote for a presidential

candidate?

9. Should personality be a factor in choosing to vote for a presidential can-
didate?

10. Should ethnic background be a factor in choosing to vote for a presidential
candidate?

11. Should other factors be considered? If so. which ones?

12. Do you think most vo.ars consider all those facto's? Tell why or why not. How
could you begin to determine how many factors voters consider about presi-
dential candidates?

13. What qualifications are most important to you when considering who might

make a good President?

14. What qualifications are least important to you?

15. When. then. do you think someone is best qualified to hold an office such as
the Presidency?
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"When you do something, no matter how minor, you
set off an explosion of reactions whose often conflicting
effects scatter in all directions."
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mita:: for example. the arms race. drug addic-
tion. and unemployment.

Even looking at the matter scientifically. eni-
ronmental problems are nowhere near so
simple. because nature is so stupendously huge
and complex. All that science has brought to
hear on the study of nature has still yielded no
more than a glimmering of that enormity. Re-
sponsible ecologists are the first to concede that
whatever they might suggest as technical solu-
tions would be no more th,,n tinkering. and some
say their function is only to help us become more
aware of how we are wrecking what nature built
up over billions of years.

Here is a classic example of how the social
studies can really matter. Scientific tinkering is
no long-range answer. Instead we must chimpe
our whole approach to life: from "bigger and
Netter" to ways of living that are more respon-
sible. more meaningful. more in keeping with
the eternal ntness of things. Social studies do not
have the -answers- either. They do offer stu-
dents an opportun;ty to approach a critical prob-
le by dealing with what life is all about. Some
will say this is the job of religion. and indeed the
social studies, meaningfully approached. deal
with some of the same issues as religion.

About critics of the environmental movement:
Some have complained that it distracts from the
needs of the poor and those of minority groups.
One trouble with this argument is that pollution
affects everyone, whether black. white. brown,
or green: in fact. there is more of it concentrated
in central-city ghettoes than anywhere else.

Other critics say that just when (1w dis-
advantaged are taking hope that they may finally
come into possession of the prizes middle-class

191 Am I Relevant to History? The Environment

people enjoy. they could he cut off from those
goods by the anti-materialism of the environ-
mental movement. But is the middle class happy
with what it has wonthe suburban home filled
with gadgets beyi. d the wildest dreams of an-
cient potentates? It not. Olherwise, how to ex-
plain in those same suburbs, dope. divorce, alco-
holism. and boredom? A Chinese pnilosopher
said centuries ago, ''The great "st tragedy in life
is, not to have your heart's desire: the second
greatest tragedy is. to have it."

Such an argument may seem like pretty weak
soup to the inmates of a ghettothey are sub-
jected to the same pitch about utopian suburbia
as everyone else. Hut a turnaround in the na-
tion's values (a return to older values?) may save
them in the long run from the disillusionment of
today's middle class. And th' theme in the envi-
ronmental movement of our common humanity
should help dispel the prejudice that has con-
tributed to second-class status. The message is
ancient: Things don't make hapdiness.

Finally it needs to be said that saving the envi-
ronment may be at once boih the most difficult
thing to accomplish, and the most difficult to
teach about: "Those who are concerned about
the quality of life will have to take risks and
work hard to improve it. Do not think other-
wise.-

FOOTNOTES

'National Park Service. National Environmental Study
Area: A Guide. SuperintenderV of Documents. 1972. pp. 18.
21-23. :14.

p.



Sample Lesson for Teaching:
Am I Relevant to History?:
The Environment

Intended Student Audience

Suggested Time for
Classroom Use of Materials

Materials for Classroom Use

Objectives
Within the Cognitive Domain

Knowledge Goals

Objectives
Within the Affective Domain

Social participation

Value clarification

Lesson Overview

LESSON PLAN

Grades 5-12.

2-5 weeks. Under certain scheduling arrangements could fill an entire
year, if extensive environmental projects are undertaken, or if this study
leads to one of the comprehensive programs listed in the bibliography.

Seventeen handouts containing readings/discussion topics (pp. 198-
214).

Major Objectives for the Le4son

Upon completion of this lesson the students will.

la) Know the causes for several major kinds of environmental problems.
(b) Know a variety of solutions to environmental problems.

Upon completion of this lesson the students will:

la) Be willing to share knowledge from library research with classmates.
(b) Be willing to participate in class discussions.

lc) Be willing to express personal opinions about approaches to solving
environmental problems and to state personal values as they bear on
environmental problems.

(d) Pe willing to hear out and consider the viewpoints of others on those
topics.

le) Have developed a feelinv of responsibility for the environment.

Teaching Suggestions

A set of lesson plans for a detailed study of the environment would take
up far more than this short space. The unit is designed first to bring out
what students already know about environmental problems, then to guide
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them in gathering more information about the problems That is the
usual emphasis of environment study but is only introductory here. This

.unit focuses on some of the larger implications of environmental prob-
lems. and especially on what people can do about them -young people,
and the adults they will soon be.

Numerous open-ended questions point to the broad nature of the envi-
ronmental issue There are no pat answers to the questions. because there
are none to the problems themselves. Instead. students must weigh op-
tions and values in the style of the -New- New Social Studies, as ex-
emplified throughout this yearbook.

Because the environmental issue is so crucial to our survival, teachers
are encouraged to consider working with students in taking some action
toward environmental reform. If time. the law. or local convention make
this impossible. there are plenty of ways this study can be broadened; for
example. by undertaking some phases of outdoor environmental study
suggested under -Additional Resources Another approach would be to
work toward the implementation of a comprehensive environmental study
program. also suggested in "Additional Recources.-

The handouts (pp 198 -214) are intended to be used in sequence. but
this is not necessary if the teacher chooses to leave some out or change
the order. The students' academic level would be the main determinant.

Additional References

1 School sites: This is the most easily overlooked resource for environmental
study A modern plant in a spacious. park-like setting would suggest itself for this
purpose, but all too many a school :s a dreary mausoleum left over from the nine
teenth century. and lammed up against the street. "still standing beside the road.
like a ragged beggar sunning Fortunately. no matter how old and run-down the
building, how much the grounds are bare. any site can be used. For information on
what other schools have done. get Environmental Education/Facility Resources.
Price $2 00 Edv,:ational Facilities Laboratories. 477 Madison Avenue, New
York, N Y 10022

For detailed plans on how to develop open grounds for environmental study,
get Planning Guide for School Sites Price $1 25 Environmental Science Center.
5400 Glenwood Avenue. Minneapolis, Minnesota 55422

2 Outdoor study, away from school: Environmental study is not lust nature
study or conservation study. it is about how people affect the total environment,
and how the environment, in turn. affects people. One way to make education
relevant is to get it out of the schools "It is a very recent idea. and a crazy one.

'Educational Facilities Laboratories Environmental Education /facility Resources,

1972 p 10
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that the way to teach our young people about the world they live in is to take
them out of it and shut them up in brick boxes."'

The National Park Service has a program called Natinnal Environmental Study
Areas. NESA's are natural and/or cultural locations with materials and ongoing
procedures for studying the environment. A NESA usually serves many schools in
a wide area. To find out if there is one near you. and how to ot one established if
there is not, write U.S. National Park Service. Department o! the Interior, Wash-
ington. D.0 20240.

The Park Service also has materials for outdoor use in its program NEED (Na-
tional Environmental Education Development). NEED materials combine environ-
mental studies with all other subjects (K-8). and are good for all kinds of
schools, including those in the inner city.

There are permanent regional centers for environmental study scattered all
over the country Some are NESA's. some are not At some the students spend a
few hours. at others they stay overnight, and at certain ones they spend several
days. The students they serve range from kindergarten through college. Some are
in the inner city and some are in the wilderness. For more information get, Envi-
ronmental Education /facility Resources. Price: $2.00. Educational Facilities
Laboratories. 477 Madison Ave.. New York. N.Y. 10022.

3. Teenage organizations: The High School Project puts interested students
in touch with local resource persons to help organfze and work for the environ-
ment in the school and community. High School Project, 3130 M Street, N.W.,
Washington, D.C. 20007. Students who live in the following states can call toll-
free. Connecticut. Delaware, Maryland. New Jersey, New York. North Carolina,
Pennsylvania. Ohio, Virginia. West Virginia. District of Columbia. Call 800 -424-
9216.

The Ecology Council of America helps form local chapters of high school stu-
dents (grades 9-12). Members carry out local environmental improvement
projects. The organization provides a variety of helpful materials on how to get
things done. publishes a newsletter. and awards prizes to local groups. ECO
America. Room 2200. 99 Park Avenue. New York. N.Y. 10016.

The STEP (Students Toward Environmental Participation) program is spon-
sored by the U.S. National Park Service and the U.S. National Commission for
UNESCO. STEP members are high school students who are trained by the organi-
ation to establish local sites for environmental study. teach younger children en-
vironmental awareness. and evaluate local needs for spaciial projects. Students
Toward Environmental Participation. U.S. National Park Service. Department of
the Interior. Washington. D.C. 20240.

4. Other organizations: The best source for international, national. and state
organizations is the Conservation Directory. published annually by the National
Wildlife Federation. 1412 16th Street. N.W., Washington, D.C. 20038. Price:
$2.00.

A shorter directory is available for 15e from Public Inquiries, Office of Public
Affairs, Environmental Protection Agency, Washington, D.C. 20480. Title: Groups
That Can Help.

' National Education Association and National Park Service, A Guide to Planning and
Conducting Environmental Area Workshops. Superintendent of Documents. 1972. p 8
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5 Study programs: Educatol3 wisning to develop comprehensive programs
would do well to start with Stanley L Helgeson. at al. Environmental Education
Programs and Materials (PREP Report #33). Superintendent of Documents.
Washington. D.C. 20402. Price. $1.00.

Another guide is Programs in Environmental Education. National Science
Teachers Association. 1201 16th Street. N W.. Washington. D.0 20036

NEED (National Environmental Education Development) is a program of the
National Park Service that combines environmental studies with all other subjects
1K-8). Both indoor and outdoor activities are included Useful to all schools. in-
cluding those in the inner city

GEE! (Group for Environmental Education. Inc.) has a number of interesting
materials for problem-solving and for using the ordinary facilities of school and
community. Its series of workbooks intended for the 7th grade has been used by
architecture students at the University of North Dakota. and Time magazine says
that Book Seven is the best primer on architecture and urban planning yet
published in the U S

The Institute for Environmental Education draws upon experience with some of
the first and most successful programs in the country. It specializes in helping
schools start from scratch. Institute for Environmental Education. 8911 Euclid Av-
enue. Cleveland. Ohio 44106.

The Brevard County Schools Cocoa. Florida. have developed a 298 -page guide
for environmental study Social Studies Resource Units. Available as ERIC micro-
fiche NED 067 304. Order from Leasco Information Products. Inc.. 4827 Rugby
Avenue. Bethesda. Maryland 20014. Also from the Brevard County Schools is
The Curious Entanglement of Law. Politics. and the Environment 1369 pages).
ERIC microfiche NED 068 339.

For financial and other kinds of aid in organizing environmental studies. get En-
vironmental Education.. Reference Sources for the Development of Programs and
Sites (free). Write U.S. National Park Service. Division of State and Private Assis-
tance. Depart.nent of the Interior. Washington. D.C. 20240.

6. Government publications: Order from Superintendent of Documents.
Washington. D.0 20402.

Environmental Education: Education That Cannot Wait. Stock N 1780-0809.
Price 30e. 1971

National Environmental Study Area: A Guide. Stock N 2405-0484. Price:
75s.1972
Establishing Trails on Rights-of-Way. Stock N 1 66.2.T 68/3 S/N 2416-
00052
Annual Report to the President and to the Council on Environmental Quality.
Stock #4000-02 78. 1972.

Clean Air It's Up to You. 1973. Ino other information shown)

Don't Leave It All to the Experts. Stock NO. 478-748 Price 551. 1972.

Community Action for Environmental Quality. Price. 60e.

'Quoted in Eliot Levinson and Saul Yanofsky. "After the Water Is Clean lor Notl. Then
What' How, and WhyP". Social Education. January. 1971. p 71
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7. Books: So many are available that it is hardly proper to single any out.
However, one is unusually commendable for its comprehensiveness. and also be-
cause it is especially useful to youth in career planning: Odom Fanning. Opportu-
nities in Envirrnmental Careers. New York: Universal Publishing Corp., 1971.

For a bibliography of paperbacks suitable for stocking a school bookstore, see
the book cited above, pp. 230-35.

8. Periodicals (partial list): Air Pollution Control Association Journal, Ameri-
can City Magazine, Atmospheric Environment, Audubon Magazine, Desalination,
Ecological Monographs, Ecology, Environment, Ererironmental Education, Envi-
ronmental Science and Technology, Journal of Environmental Health, Journal of
Soil and Water Conservation, Journal of the Writer Pollution Control Federation,
National Wildlife, Mother Earth News, Natural History, Oceanology International,
Pollution Abstracts, Public Works Magazine, Radiological Health Data and Re-
ports, Sierra Club Bulletin. Water and IA aster Engineering, Water Research, and
Water Resources Research.

Not included: general science publications.
See also: Social Education, January, 1971 (entire issue). On environmental

study in general. Social Education. April, 1972 (entire issue). On population.

9. Audiovisual: The National Park Service has over 30 films it will lend for the
price of the return postage. An annotated catalogue is available. The National
Park Service, Department of the Interior, Washington, D.C. 20240.

Numerous proprietary companies are producing multimedia kits and simulation
games. See their catalogues.

10. Simulation games: A 26 -page annotated list from the University of
Michigan: A Selected List of Urban and Environmental Gaming Simulations. ERIC
microfiche N ED 087 228. Order it from Leasco Information Products, Inc., 4827
Rugby Ave., Bethesda, Maryland 20014.

11. Kits and instructions for testing the air and water: Order. How to inves-
tigate the Environment in the City: Air and Water, from the National Science
Teachers Association, 1201 18th Street, N.W., Washington, D.C. 20038.

12. Miscellaneous:
Inexpensive materials on population control for older students: Optimum Pop-

ulation, Inc., Box 27, Charlotte, Vermont 05445.
Environmental Education /facility Resources. Examples of sites and programs

used in environmental study. Educational Facilities Laboratories, 477 Madison
Avenue. New York. N.Y. 10022. Price: $2.00.

Law and TaxationA Guide for Conservation and Other Nonprofit Organiza-
tions. Conservation Foundation. 1717 Massachusetts Avenue, N.W., Washington,
D.C. 20038. Price: $1.00.

How to Plan an Environmental Conference. League of Women Voters Educa-
tion Fund, 1730 M Street, N.W., Washington, D.C. 20038. Free.

Clean WaterIt's Up to You. 1266k Walton League, 1800 North Kent Street,
Arlington, Virginia. 22209. Free.
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The National Wildlife Federation has a number of useful and attractive materi-
als, including discovery units and reprints from its children's magazine, Ranger
Rick. National Wildlife Federation. 1412 16th Street. N.W.. Washington. D.C.
20036.

The Federation also has reprints of its Environmental Quality Index. published
in its magazine. National Wildlife. in 1969. 1970. 1971. and 1973. Interestingly
presented and highly adaptable for classroom use.

A complete bibliography of books and films. thoroughly annotated Education

Product Report. nos. 33/34. 1971. pp 19-75
To keep up with your students on little ways to help the environment get. 71

Things Vou Can Do to Stop Pollution: Keep America Beautiful. Inc.. 99 Park Av-
enue. New York. N Y 10016 Also. Small Steps in the Right Direction: Some
Things Vou Can Do to Improve the Environment. Information sheets. Nos. 1 and
2. Johnny Horizon News Bureau. 1825 K Street. N.W.. Washington, D.C. 20006.

For information about electric vehicles: Electric Vehicle Council. 90 Park Ave-
nue. New York. N.Y 10016. (General information) Electric Auto Association.
815 Seamaster Drive. Houston. Texas 77058 lOn conversion of internal com-
bustion autos to electric. and general information.)

Student Materials for
"Am I Relevant to History?: The Environment"

follow on pages 198-214

197 Am I Relevant to History, The Environment



Am / Relevant To History?

YOU ARE . . .

If you understand how serious the environmental problem has become, and . .

If you learn how not to offend Mother Nature and how not to be thoughtless of
other people, and . . .

If you are willing to help bring about changes in society that will save the environ-
ment for everyone.

BUT IF YOU DO NOTHING . . .

There may not be any future generations to have a history.

OR

The world might not make it to even the next generation (YOUR children's genera-
tion).

OR

Your own life may be cut short, and you wouldn't enjoy even that part very much.

Time is running out on the environmental problem. Some scientists
say that it is already too late, but most say the next few

years will tell the tale. That is why the 1970's
have been named "The Environmental

Decade." YOUR generation
may just be the most

important in the
history of

the
world.
EVER.

ARE YOU RELEVANT TO HISTORY?
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Our Abused Planet: Finding out more about the problems
so you will know what you can do about them.

How much does your class already know about the conditions listed below? Get it
together While different ones tell what they know, someone can keep a running list on
the board. Don't forget to include evidence about your own school and community.

Air pollution

Water pollution

Solid waste disposal and litter

Resource depletion

Noise

"Eye pollution" or "uglification"

The "popu'ation explosion"

Next go to the school library and find out more. Magazine articles will be the best
source. Find them by using the Reader's Guide to Periodical Literature.

Plan to tell the class later what you or your group found. The teacher will help decide
who works on which topics.

Take notes in whatever form you want, but DO NOT COPY from the sourcesuse your
own words.

Be on the lookout for ideas about WHY these problems exist. What do our habits. atti-
tudes. and values have to do with all this

Like little drops in a big bucket. the little acts of many people can add up to an environ-
ment ruined or an environment saved. Be looking also for little things people can do to
improve the environment. The teacher may want to have a "brainstorming" session on
these from time to time.
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Here are some additional topics you could work on in the library.
Your teacher will help decide who works on which topics.

1. Go through some recent editions of general-interest magazines and spot the ads for
products or services, the making or using of which tends to damage the environ-
ment.

Then try to reach some conclusions about connections between profits and the
environment. Who stands to gain by using these goods and services? Who stands to
lose?

2. Life in our cities today has a make-believe quality about it. Our gadgets and the serv-
ices of other people protect us from ever/ discomfort, every effort, every inconve-
nience. Meanwhile we are cut off from Ow majesty, beauty, and power of nature that
is the real world. All this is dangerous in that it means we have grown so used to all
this protection and support that we may not in able to function in the face of even
the temporary failure of our crutches.

To test the validity of this idea, check some news accounts of people: caught in a
power failure, or in a similar situation.

Find some passages. in sources like the following, that show how independent we
once were land could be again):

Thoreau's Walden
Old Farmer's Almanacs
A Boy Scout manual or any book on how to survive in the wilderness

3. In many countries people cannot afford our machines and products even if they
wanted them. What of it How do people survive in those countries?

Use several issues of National Geographic (or other sources) to find out how
people in poor countries satisfy their needs. What are likely to be the effects on the
environment? On physical and emotional heaith?

4. How old is respect for nature? You may be surprised to learn that it is not just an "in"
thing.

Ask the librarian to help you find books of quotations or other works so you can
assemble a collection of voices from the past. Examples:

But ask the beasts and they will teach you; the birds
of the air and they will tell you; or the plants of the
earth. and they will teach you; and,the fish of the sea
will declare unto you.

Job 12:7

Nature is not governed except by obeying her.
Sir Francis Bacon
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These are discussion topics to help you understand some basics of
the environmental problem. If you work in groups, make sure
your group comes to some conclusions and can support them.

1. What do these situations have in common?
A community dumps raw sewage into a river, damaging the ecological balance of
the water and sending pollutants downstream.
A car owner disconnects an emission control device to get better gas mileage.
A homeowner votes against a bond issue to overhaul the community's garbage
disposal system because this would cause his taxes to go up.

What is needed that would make incidents like these rare?

2. There never was a cause, no matter how good. that did not have its critics. Today
some are saying that the environmental movement detracts from other needs, like
those of the poor. the sick, the aged. and minorities. Where do most of the people in
those groups live? Where is the environment the worst?

By now you have probably realized that some changes in public attitudes will be
necessary before the environment can be made right. What changes? Are they likely
to help those groups at the same time? Can their needs and those of the environ-
ment be met at the same time? Why or why not?

3. See if you agree: We decided to reach the moon in ten years and did it in nine, so we
should have no trouble solving our environmental problems. Exactly what is the "en-
vironmental problem"? Who is responsible for it? Which parts can science and tech-
nology do nothing about? The air and water belong to the whole world. How much
responsibility for maintaining them belongs to the United States?

4. Would we all be better off today if modern science and technology had never come
along? Exactly what is good about life today because of them? Make a list. Are those
things worth keeping if they cost us damage to the environment? How much worth?
How much cost?

5. People and pollution usually go together. What is goodreally goodabout living in

a city? How do we get our ideas about where is the best place to live?
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What If No One Gives In?

The individuals importance to society can be explained by an idea that environmen-
talists frequently refer to as the tragedy of the commons." It comes from a pamphlet on
population written in 1833. and goes something like this:

In the villages of both England and New England it was a general practice to set aside
a piece of land called the "commons." where all the farmers could graze their cattle.
Sooner or later the number of cattle would approach being more than the land could
support. Each farmer would figure that if he added one more animal it would not affect
very much the amount of food available for each animal. but the farmer stood to gain
considerably by that addition. The trouble was that all or manyof the farmers did the
same. the commons was ruined. and no one benefited.

Can you see how the same principle applies. for example. to air pollution by automo-
biles today? To the reading that follows?

There is an approved American way of doing things that has produced a high degree of
freedom from material want and. at the same time. a rising number of crises that threaten
not only this freedom but most of our other freedoms as well. Social custom teaches us to
strive for a privately owned. single-family home in the suburbs. possessing a garage of at
least two-car capacity, and filled with "conveniences" that assure us of more "leisure"
time Advertising urges us to consume and dispose. We spend much of our free time as
spectators watching professional performers or in vigorous activity behind the wheel of
some power-driven machine a car. boat. or snowmobile. Life is frantic. Is this what you
want? The decision is yours and you are free to say "no" '

If not enough farmers gave up grazing their cattle on the commons, it was destroyed,
but the farmers could easily change to other agricultural activities and suffer little or no
important consequences. But our situation with the environment today is literally a mat-
ter of life and death.

What will be the tragedy tomorrow if not enough people say no (or yes) to the right
environmental questions? According to the reading above? What do your answers tell
you about the needs of the environmental movement?

'Adapted from Paul Swatek. User's .Guide to the Protection of the Environment. Ballantine Books. Inc /A
Division of Random House. Inc. copyright c 1970. p 9 Used by permission
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What Are Your Needs and Greeds?

Can you tell the difference?

Assume that you could not get to a store for the next year. Beginning nowbefore
the year starts --you must buy supplies to last for 12 months. Assume that you already
have a simple. empty shelter and the clothes you are wearing. You have only $120 to
spend.

Then go to whichever stores you need to and make up a list of what you would buy.
na -fling item. quantity and cost. It might be convenient to "shop" first at a large depart-
ment store and then a supermarket. or at a large discount house that includes a grocery
department.

Bring your list to class and be prepared to discuss these questions. How do you ex-
plain all those other items in the stores. in terms of the economy; the advertising indus-
try. our dependence/independence; the environment?

OR

Live for a week in the simplest fashion possible. Report to the class your reactions to
doing without the things you dropped.

Imagine a typical family of four going through a day's activities. List in detail the
goods and services they would use. Which ones would you say are necessary. and
which unnecessary? Be prepared for some argument from the class about your choices.

For some people life in the city has become so artificial and so injurious to the envi-
ronment that the only answer is a retreat to nature. If you were to abandon the city for a
life away from civilization, what kind of person would you have to be to make a go of it
Many have tried it in recent years. but have given up and returned to the city.

Without going that far. what are some ways you coul.: siiiiptify your life style and live
more in harmony with nature? For more ideas. see the magazine Mother Eartn News.
P.O. Box 38. Madison. Ohio 44057
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What Can / DoJust Me Alone?
Attention: Word Mechanics

Are you good with the written word? What are some ways you could use that gift for
the cause of the environment? Example. You co..A volunteer to write a regular column
for a local newspaper on conditions in your community If the paper already has a col-
umn, you could contribute to it or write occasional articles. You might even be hired
eventually. If you don't get any money for your work, you would still be making a contri-
bution. What could you do right in your school?

Here's another idea for someone especially creative. Much of what is written on the
environment is filled with boring statistics. Could you take figures and turn them into in-
teresting reading? Example.

Every 7-1 2 seconds a new American is born He is it disarming little thing. but he begins to
scream loudly in a voice that can be heard for seventy years He is screaming for 26.000.000
tons of water. 21.000 gallons of gasoline. 10.500 pounds of meat. 28.000 pounds of milk and
cream. 9.000 pounds of wheat. and great storehouses of all other foods. drinks. and tobaccos
These are his lifetime demands on his country and its economy

He is hailed as an enormous consumer in a nation that accounts for one fifteenth of the
earth s people but consumes half of its total product In one year we use up enough big trees
to build a ten-foot boardwalk thirty tomes around the world at the equator

Up to the time he has requisitioned his last foot of lumber for his coffin and his three-by-six
plot of land (probably arable). an awe-inspiring amount of the soil's resources ((or all
things come from the soil) will have passed through him like earth through an earthworm and
ended up in the watercourses and in the ever mounting junk piles of the nation '

Is radio or television your thing? In 1970 the Federal Communications Commission
ruled that stations must spend a "reasonable amount of time" on environmental issues.
See that your local stations do. If you have the talent you can volunteer to do environ-
mental spots or to write for them. At least as a citizen you can demand that a station
stick to the regulations. and if it does not. report the station to the FCC. Federal Commu-
nications Commission. 1919 M Street. N W.. Washington D.0 20554.

A lot of people have talents but don't realize it. If you are not too certain about yours.
how could you find out

'From 44(mlemt lir Ow Sim by Robert Rienow and Leona Turin Rienow Copyright c 1967 by Robert Me-
llow and Leona Train Rienow Reprinted by permission of The Dial Press
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What Can / DoJust Me Alone?
You Against "They": Business
Who Owns American Business?

What about the small businesses in your own community the dress shops, the ga-
rages, the toy stores. and so on? How ordinary are the people who own there? For ex-
ample. how do they spend their day? What part of town do they live in If you don't
know. how could you find oui?

And big business? Who owns companies like General Motors. Gen Mills. and
General Electric? You may be surprised to learn that there are over 1.250.000 share-
holders in General Motors (think of writing that many dividend checks every three
months!). and that anyone can buy stock in over 5,000 companies. What do the com-
panies do with the profits they make? They give away billions. and often receive tax ben-
efits by ,wing so. If you go to college on a scholarship. it is possible that the money will
have come from business; if you don t have a scholarship. you still benefit from the do-
nations business makes directly to the college.

Some stock sells for as little as $5 per share. What rights go wall owning stock? Even
if you have only one share. you are a stockholder and have the power to vote on motions
other stockholders make. and to make motions yourself.

The communists !ten promise what might be called "people's capitalism" to coun-
tries they are trying to take over. that is. ownership and control of the economy by the
people. If we gave up the system we now have for communism. what would be the loss
or gain?

If you have some money saved, you are a "capitalist" already. When you go to work
full-time you will have more. unless you are very careless with your money. How can
you use your savings to help improve the environment?

The Power in Your Pocketbook
Today companies that pollute vvmry about what the public thinks. Can you see why?

Some run costly ads that say they really aren't harming the environment. Find ads like
these in magazines or newspapers. or take notes from some you see on television. Ex-
actly what do they say and how do they say it? One way to find out if a company is mis-
representing is to check some of the many environmentalist magazines now in publica-
tion Environmental Education. for example. has a regular feature called. "Debunking
Madison Avenue."

You can affect what companies do about the environment by buying or not buying
their goods Or can you? Do you have to buy what a polluter manufactures? Why or why
not ?
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What Can / DoJust Me Alone?
What Price To Pay?

Make 'Em Squirm
Often someone who has just begun to think about the environmental problem pops

up with something like, "Hey! If industries start installing pollution control equipment,
they will have to charge higher prices! But suppose pollutants could be turned into use-
ful products -to reduce the cost of pollution control or even make a profit. They can.
And suppose a company knew of that possibility. but did not try it. Why might that be?
One reason could be that we ale all creatures of habit, including companies' boards of
directors. We often tend to do a thing today because we did it yesterday. "Business as
usual" and. with it. pollution as usual just won't do anymore. What could be some other
reasons? How could you go about getting a company to folluw the lead of those that are
doing something about pollution?

Who pays for all the goodies that industries produce that flood of gadgets. chem-
icals. machines. junk foods. aerosol sprays. flashy cars, etc.? We do. Can we afford
them? It all depends. Are there any other choices than these?

Lots of goodies. lots of pollute

Fewer goodies. less pollution

Lots of goodies, less pollution, but with higher prices and taxes

Suppose you decide on higher prices and taxes Exactly what are you willing to pay
higher prices for? Exactly what products and activities would you tax (to limit their use)'
Exactly what should be done with the tax money? Environmental decisions like there
are called "trade-offs.' They are necsssary because you cannot have your environmental
cake and eat it too.
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What Can / DoJust Me Alone?
You Against "They": Government
A Funny Kind of "People's Republic"

Neither business nor government need be thought of 3s an enemy. because fortunately in a
democracy we control both If we don't. whose fault is it? Consider an opposite kind of govern
men! such as a dictatorchp A cemmunist dictatorship is much like any other kind, and the world
has had dictatorships since the beginning of civilization For example. in his novel about Russia.
entitled Dr Zhivago. Boris Pasternak has the central character fall in love with the communist
government when it first starts. because of the way he thought it could get things done for the
peopla (later he changes his mind) 'What splendid surgery' You take a knife and with one mas-
terful stroke you cut out all the old things that are wrong ' That should mean that Russia has no
environmental problems -after all, who wants to bt. poisoned? But consider for example. that
me Soviet Union. organized around central planning. has created some of the most hideous city-
scapes on earth, while ravaging the countryside with strip mining. industrial pollutants. and all
the other environmental crimes that here in the United States are blamed on selfish capitalist in-
terests 2

Communist governments are always calling themselves the "People's Republic' of this and
the "People's Republic" of that Why would the people in a "People's Republic" put Up with the
conditions like the ones described above? Review the reisons for pollution in this country What
could be some causes that are common to all countries that have pollution?

Where Is The Government"?
In our country government can be made to do whatever is needed about pollution. but only if

we the people make it happen Unless you live in Washington. D C . the environmental problems
that concern you the most are the ones where you live Look up "government" in the yellow
pages of your telephone book (Washington. D C excluded) and count How many entries are
there under "city." "county," "state." and "United States?" What do your answers tell you about
how far away "the government" is? What does this tell you about curing a sick environment?

'Bons Pasternak, Doctor Zhevago. Pantheon Books/A Division of Rand 'In House. Inc . copyright '
1950 p 194 Used by permesseon

"See Max Way. 'How to Think About the Environment,- in Sheridan D Blau and John V Rodenbeck
eds I the House We Live In, The Macmillan Co . 1971. 2b
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What Can / DoJust Me Alone?
A Tale of Two Cities

In Anmoore, West Virginia, one citizen, Dale Hagedorn, began a movement to stop a
local factory from filling the air with black smoke and soot. Formerly the company
treated complaints with, "Unfortunately, our product is black." Mr. Hagedorn reflects.

I guess I thought all a citizen could do was write a letter of protest. It was somewhat demoral-
izing The feeling was that the town was going down. but everybody else thought. "What's the
use?" '

But he didn't give up. He began to distribute a newsletter to fellow citizens, and this
led to the formation of an organization. The group filed a lawsuit against the company
on the grounds that every citizen has the right to breathe clean air. Mr. Hagedorn:

Its been a thrilling thing for us Indeed. the citizen does matter -he matters very iuut.li. He
has freedom of speech, and by golly he can use it --and use it with tremendous impact. I've
learned that little people can count if they don't lie down or quit. 2

This problem had been going on for yttals.Do you think it would have been solved
without Mr. Hagedorn's efforts? Why or why not? Would it have been solved later with-
out him? Whv or why note

Quite a different story came out of Steubenville. Ohio, in 1970. In the summer of that
year the government ranked Steubenville as having the dirtiest air in the country. The
town was shocked. but did nothing: the local steel companies provided most of the
smoke. but also most of the jobs. Months went by. When primaries for city council came
up. 11 candidates ran. but none took a stand on ail pollution.

In one town there was an individual who spoke out. In the other there was none.
Could this be the whole explanation for action in one. and inaction in the other? What
other kinds of information would you want before deciding?

What risks does an individual take in speaking uut against powerful institutions?
Where are the risks greater in a small town or a big city? Why? If the risks are great.
why might a person take them?

How could the decision to take such a step be influenced by personal factors. like
married/single. man/woman, parent/childless, rich/poor, old/young?

'National Geographic Society As We Live and Breathe. National Geograph. Society, 1971. p. 215.
Used by permission

2/bid. p 217
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Getting Organized

How do you accomplish something that you can't do alone? The name of the game is
ORGANIZE

(Isn't it enough to "throw the rascals out" and put in better peopled

Here is an idea of what goes on at the centers of power. while you are trusting your
vote to do everything

In the day to-day practice of American politics, the voices most heard will be those of
organized groups with officers responsible for knowing what is going on. The potential interest
groups have influence only because those who make decisio.is know they are out thcrc and
must !,ut. be offended too much

If a group does not organize and post a guard. decisions will be made without the knowl-
edge of the members of the potential group They wake to the news that they may be dying of
pollution . sliceis torn from a park I a wider freeway. the estimated time of arrival of doom
has been advanced again The lesson for those who want to save the environment is plain.
They should organize and hire a guard. a staff to keep watch against offenders. an information
center to keep members informed, and a quarterback to call plays for the offense in legisla-
tures. stockholders' meetings, local governments. state governments, national government.
executive. legislative. and judicial branches, factories. retail stores. banks. insurance com-
panies Decisions about the use of the environment are made in all these places and more, and
decisions can be influenced best while they are being made '

If you are ready to do something besides vote, you can start tomorrow. Organizations
are already at work in every state. You can join one. If one is needed in your community
you ca,, help form it. You don't have to be any particular age to make a contribution.
What are the government and business institutions in your own community that need
watching?

'James I. McCz.my. The Quality of the Environment. The Free Press. Div of The Macmillan Co . 1972.
ip 198 199 Used with permission of the puolisher
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Take Action
Suppose a candidate is running on an environmental platform, but not enough
people are responding. How could you helpeither as an individual or with others in
an organization?
Supoose no candidate takes a position on the environment. What could you do?
Suppose someone is elected on a platform to work for the environment, and then
doesn't deliver: What is your duty?
Suppose the persons who make environmental decisions are appointed, not elected,
or suppose they are in business, not in government at all. Then what?

Citizens' groups do make a difference.
Voters in New York state approved $1.2 billion in bonds to clean up the air and water.
and to create parks.
Congress voted down the SST (Supersonic Transport).
The Cross-Florida Barge Canal was abandoned after $50 million had already been
spent on its construction,
Californians voted to protect the coastline from further development, and to make
loans to private companies for pollution control.
In New Jersey the voters defeated a bond issue of $650 million, most of which was
to be for highway construction.
Freeway construction was stopped in San Antonio, Texas.
Pollution of Lake Erie began to be reversed.
Environmental protection was made a proper function of the state of North Carolina.
The Los Angeles-Long Beach harbor was cleaned up.

Citizens' organizations do complicated things in a big way, but they depend on the ef-
forts of ordinary people for what they accomplish. Can you see how a citizens' group can
use these resources?

Scientists Environmental control agencies
The courts The news media
Legislatures Other environmental groups
Libraries

Who is the opposition likely to be? Why? Would they use any of the same resources?
If so, which ones, and why?
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Youth Power!
Events of the 60's and early 70's proved that young people do have power But lust what is

the natide of that power? Exactly what do you have to offer the environmental movement any
movement that older people cannot or do not provide?

What Others Are Doing
Here are six examples of what your generation is doing only six out of thousands

Iii Houston. Texas. teenagers converted a ghetto garbage dump into a park
In Albuquerque, New Mexico. teenagers established a low-cost spaying and neutering clinic
to reduce animal overpopulation
In Roanoke. Virginia, a youth group obtained CI. passage of laws to protect endangered
species of wildlife
In Iowa City. Iowa. teenagers exposed polluting by local industries
In Fort Worth. Texas. teenagers started a newspaper recycling campaign that led to the
city s collecting enough paper to save 34.000 trees a month.
In Denver. Colorado. a group of 6th graders has written and brought about the passage of
environmental bills for both Denver arid the state of Colorado

Start Thinking: What environmental /obs need doing in your community?

Teenage Organizations
The High School Project. 3130 M St . N W . Washington. 0 C 20007
The Ecology Council of America, Room 2200. 99 Park Ave.. New York. N Y 10016
The STEP Program U S National Park Service. Department of the Interior, Washington,
D C 20240

If you organize a group at school. naturally you will need the school's permission Get at least
one social studies teacher and one science teacher to sponsor you. and present your idea to
whomever has the say so on clubs Think ahead What are some questions the administration is
likely to ask?

Study Programs
Environmental study is not just nature study or conservation study; it is about how people's

activities affect the total environment. arid how the environment, in turn. affects people There
are programs of many different kinds, but all emphasize studying the onviromnent directly A list
is in the teacher's bibliography for this unit

Environmental studies are definitely 'in- In Haverton, Pennsylvania, 120 seniors have spent
their entire year studying the erivironnient, some school districts have amazingly coniplete pro
grams. run by environmental specialists If you do not feel your school is doing an adequate lob
on the environment. how would ynn (.10 about getting some changes made? Exactly what would
you do first, and then next, then next?
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Youth Power
Example of How To Get Things Done
A Library Is a Friend

Facts are one of the environmentalist's most important weapons. and an "informa-
tion explosion" on the environment continues. But detailed information takes a bit of
looking.

Whenever you want to find out somethinganything--the best place to start is the
!ibrary. Librarians have sources of information and knowledge of how to find things you
never dreamed of, unless you are a librarian.

Example: Starting on 1971 the Environmental Information Center began publishing The Envi
ronmental Index. It's a huge volume you will probably find in the reference department. It lists
magazine articles. books. conferences. and patents (hundreds of new ones on environmental
protection every year). The organization can supply copies of the materials.

Example New environmental publications are coming along all the tome. Some of them con-
cern only the technology of environmental protection. Libraries are taking more and more of
them Older magazines are adding or expanding their coverage of the environment. American
City. for example. carries numerous articles on how different communities are solving their en-
vironmental problems.

Spreading the Word
Over 30 environmental information centers have been established around the coun-

try. some doubling as action centers Take the one in Berkeley, California. It operates an
environmental hook3tore, answers telephone questions, receives thousands of visitors a
year, and maintains communication with other groups. Within six months of opening it
had some 60 projects going on.

I: there is a center where you live, you can vclunteer to work in it. If not. you can help
organize one. What is to prevent making your school the headquarters for environmental
information and action in your community?

Even on a "one-shot" basis, your class could:

Identify a local environmental problem.
Assemble a collection of articles on various ways to solve it. S'art with the information on
this page
Turn over a complete set to the city council or other governing body. mid if the law permits.
make an oral presentation. In other words, teach them what you have learned. Chances are
it will be far more than they knew before, and your work could be the first step in turning
your community around. Think of it.
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You and the Future

Your Carew
When you leave this school, what will you do with the rest of your life? When your

working days are over forty or fifty years from now, what kind of career will you look
back upon? Many nigh school students -even graduating seniorshave no idea what
they want to do. because they haven't thought very much about what they want out of
life.

Be honest with yourself: What do you want? If your wish is to leave the world better
than you found it. an environmental career is one to consider. What are some questions
you should ask yourself in deciding about this? Maybe the first one should be. "How
selfish am I?" Then go on from there.

How much education does it take to improve the environment? If you quit school
today and never returned the rest of your life, could you still help the environment?
How% What do you think the author of the following reading saw as the most important
requirement fur a person to be useful to the environment?

Let no man lump to the conclusion that he must take his Ph D in ecology before he can "see"
his country The weeds in a city lot convey the same message as the rcdwoods, the farmer
may see in his cowpasture what may not be revealed to the scientist adventuring in the South
Seas Perception. in short, cannot be purchased with either learned degrees or dollars; it
grows at home as well as abroad. and he who has a little may use it to as guud advantage as
he who has much '

There are careers in environmental work to match any level of education. Check in
the library; especially see Odom Fanning, Opportunities in Environmental Education.
Universal Publishing Corp., 1971.

Your Giniration, Your World
Which is better?

Continuo to pollute,
01/014160 reSOUIVOS,
let the population
go uncontrolled

Retreat to nature
and live as primi-
tive societies do.

Disuse, suffering,
early death

Will either extreme actually lead to the same r sult? Do we have to choose one or the
other? In order to have an ideal physical environment, is it necessary to have also an
idea! social world? Why or why not?

'Adapted from Citizens Atli/mon/ Committee on Enviionnienial Quality. Animal Repair If, the Pwsideirt
MP, (*min( a un f ()thinly Superintendent of Documents 1972 p 31
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Am I Relevant to History?
A movement typically starts with one person who sees a need and does something

about it. The movement succeeds only if other individuals catch the sincerity of the first
one. and take action. What kinds of people do you think these would be?

Why do you think some people, when they realize what they can do about a problem.
do nothing? What are likely to be some excuses for not trying great things? Little things?

Where the environment is concerned, what could be some causes for a person to
stop making excuses and start doing something?

Suppose a few years from now you begin to notice improvements in the environ-
ment. like the air and water getting cleaner. litter disappearing, here and there a place
beautified with greenery, a landscape restored. When you see them, how will you know
if you have helped whether you have been relevant to history? And if you work hard
now. but see no results then, how much will be the loss, how much the gain?

I am only one,
But still I am one.
I cannot do everything,
But still i can do something.
And because I cannot do everything,
I will not refuse to do the something that I can do.

Edward Everett Hale (1822-1909) '

Our natural environment is dying.
If it dies. we all die.
What will save it?
Hope? Wisdom?
The Law?
"They?"
You?

'John Bartlett. .'airisliat Quotations Little. Brown, and Co . 1955. p 624
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-it mu' goal is to effectively to American history
(IS (1 1111PSI ffir relevancy. sttu never need ask:
'What good's (III this gonna do me?' They'll &ready
know."



Allan 0. Kownslar

10
What Materials Are Relevant
for the Future?
As teachers, one of our biggest problems is

finding instructional materials which best meet
the needs of our students. Publishing-house
salesmen bring forth an unending supply of text-
books and audio-visual aids in such profusion
that frequently it is almost impossible to ade-
quately cull through and locate materials most
appropriate for our classes.

During a workshop conducted at Trinity Uni-
versity in 1972. sixty Bexar County (Texail-social
studies teachers and supervisors pondered this
problem and compiled the following curriculum
analysis questionnaire as an evaluation tool for
judging new social studies program. This ques-
tionnaire is an adaptation of the Curriculum Ma-
terials Analysis System: Long Form as devised
by the Social Science Education ansortium at
Boulder. Colorado.' The workshop partiripants
preferred using the CMAS Long Form when
there was enough time, However, many of the
participants of the workshop were required to
serve on local textbook selection committees
without a subsequent reduction in class loads. In
those cases, they preferred to use the following
shorter version in evaluating programs tinder
consideration for adoption.

A primary purpose of this quesinnnaire is to
serve as a system by which teachers can begin to
determine how relevant history and other social
studies programs are for intended student au-
diences. Many teachers recommended that stu-
dents also he allowed to use this questionnaire
and thus participate in the evaluation of avail-
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able programs. The questionnaire is included in
this chapter with the thought that other teachers
might also find it useful. During the past two
years it has been used by social studies person-
nel on textbook committees in approximately
one hundred school districts throughout the San
Antonio and South Texas areas.

'This social studies curriculum analysis short form is an
adaptation from Irving Morrissett, et al.. Curriculum Materi-
als Analysis System: Long Form. SSEC Publication #143.
1971. by the Social Science Education Consortium, Boulder.
Colorado. For more information about how curriculum anal-
ysis might benefit your school district. see the November.
1972 issue of Social Education: "New In-Depth Evaluations
of Social Studies Curricular Projects. Programs, and Materi-
als." Workshop participants who devised the CMAS abbrevi-
ated form included in this chapter were: Henri Ella Wix.
Opal Maxey. Nora Forester. Tommy Ford. Norma Roberts.
Charles E. Neff. Heston R. Gomm. Arthur Smith, and ferry
PenningtonNorthside (Texisl ISD: William Guardia.
fames Sutton. Katherine Perry. Elizabeth Kefauver, Shirley
Villarreal. Elmer F. Brandenberger. and Don Mc AskillSan
Antonio ISD: E. Albert Sauter. Carolina Pena. Violet Lahour-
ade. Lillian Kelly. Juan R. Lira. Tony McAdoo. Aurelia Na-
varro. Naomi Brown. Sidney Hilton. and Carrie Harris
Edgewood ISD; Deurene Morgan. Virgil R. Wadsack, Diane
Crowe. Marguerite Med lock. Barbara Wagner. and June S.
Mc Swale - Northeast Tessye Wheeler and Marion
ChandlerFt. Sani Houston ISO: Sister fan Maria Wozniak
and Paul Mato laProvidence, San Antonio Archdiocese;
Sally Andrade. and Federico Viduarri Crystal City ISD:
Nancy Hagen. Roland Gusman. and Bruce BellEast Central
ISD: Karen Pena. Frances M. RhodesOur Lady of the Lake
College: Jan Stebbins. Vernon Adams. Linda WilsonAlamo
Heights ISD: Virginia Edger. Jeanette John. Nita Cox. and
Catherine Reseda Kerrville ISD.: and Sarah Cannon.
Hardy D. Gannon. It. Charles Dulling. Nancy B. Thompson.
Pear line Miller. Beverly Westbrook, LaRue C. Diviak. Penny
Taylor. Florene Allen. Helen I.. KershawIlarlandale



Social Studies Curriculum Analysis Short Form

Product Characteristics

Content

Name of analyst
Social studies position
Total years of teaching experience
Subject areas taught and total numbe. of years taught for each

Grade levels taught and total number of years taught for each

Na me of program to be analyzed _

Author(s) of program to be analyzed

Publisher of program to be analyzed _

Grade level(s) for which the program is primarily intended ___ _ _

1 What does the author consider the most appropriate length of time in
weeks or years for use of the whole set of materials?

__Weeks
Years

2. Check which of the following items are covered in this analysis. If any
listed in a.-f. are unavailable. list as such and why they are unavail-
able.

a. Student e. Workbook
b. Teacher's guide f Rationale
c. Audio-visual materials g. Other
d. Testing program (explain'

3 What is your general overall judgment of the physical and technical
(not substantive) durability of all materials in the program?

U 1 2 3 4 5

Inadequate Adequate More than
adequate

Explanation
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4. To what extent are pictorial sources, maps, graphs, charts, tables, and
other illustrative material integrated and utilized with textual narra-
tive and questions?

0 1 2 3
Not at To a moderate
all extent

Explanation.

To a great
extent

5. To what extent are key terms and concepts defined for the student in
student materials?

0 1 2 3 4 5 6
Not at To a moderate To a great
all extent extent

Explanation

6. To what extent are adequate data readily available in the student
materials to questions asked of students?

0 1 2 3
Not at To a moderate
all extent

Explanation.

To a great
extent

7. In general, how accurate do the factual data and interpretations of
the data seem to be in all parts of the program?

0 1 2 3
Very Moderately
unsound sound

Explanation:

4
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8. To what extent is a multi-ethnic approach integrated in the student
materials?

0 1 3 5 6
Not at To a moderate To a great
all extent extent

Explanation.

9. List the ethnic groups included in the materials

Explanation:

Is the multi-ethnic approach presented in the materials sensitive or
suitable to the needs of ethnic groups within your school population?
Answer "yes" or "no."

Explanation:

10. How is the role of women portrayed in the student materials?

Is that portrayal sensitive or suitable to the needs of females within
your school population? Answer "yes" or "no."_____

Explanation:

11. Indicate the disciplines most prominent in the program. Mark them
"1", "2". or "3" in order of prominence. If they cannot be distin-
guished. mark them all "1". if more than three disciplines are prom-
inent, mark them "interdisciplinary".

Anthropology Psychology
Economics Sociology
Geography Social Psychology
History Other (explain)
Political Science Interdisciplinary

Explanation:
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12 The acquisition of knowledge which includes concept formation (the
many meanings which can apply to one word such as "horse'', "war".
or "revolution") and the development of basic study skills (such as
those listed in a.-I. in question 13) and critical or analytical thinking
skills (such as those listed in m.-q. it question 13) are generally re-
ferred to as cognitive processes In general, how clearly does the au-
thor state and define his cognitive objectives in behavioral terms (ex-
pected student performances) in the teacher's manual?

0 1 2 3
Not at Fairly
all Clearly

Explanation

Very
Clearly

13 To what extent do the student materials and suggestions in the
teacher's guide include cognitive learning processes which focus de-
velopment on the following

a. Observing or perceiving (If it occurs. list in which item(s) of the pro-
gram where it is suggested or asked of the students)

0
No
emphasis

Explanation

b. Listening (list where)

0
No
emphasis

Explanation

3
Moderate
emphasis

2 3
Moderate
emphasis
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Much
emphasis

Much
emphasis

The Cognitive Domain



c Discussing (list where)

O 1 2 3 4 5 6

No Moderate Much

emphasis emphasis emphasis

Explanation

d. Defining and expanding the meanings of key terms or concepts (list
where)

O 1 2 3 4 5 6

No Moderate Much
emphasis emphasis emphasis

Explanation.

e. Reading (list where)

O 1 2 3 4 5 6

No Moderate Much
emphasis emphasis emphasis

Explanation.

f. Writing (list where)

O 1 2 3 4 5 6

No Moderate Much
emphasis emphasis emphasis

Explanation:

g. Contrasting and comparing for the purpose of noting similarities and
differences (fist where) ..

O 1 2 3 4 5 6

No Moderate Much
emphasis emphasis emphasis

Explanation
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h. Locating. gattleimg, and classifying information relative to a particu-
lar study in progress (list where)

0 1 2 3
No Moderate Much
emphasis emphasis emphasis

Explanation.

i. Interpreting globes. maps. or other types of map projections (list
where)

C

emphasis

Explanation

1

j. Making maps (list where)

0 1

No
emphasis

Explanation

3 .

Moderate
emphasis

2 3
Mode,Tit..)
emphasis

k. Interpreting tables, graphs. or charts (list where)

Much
emphasis

Much
emphasis

6

0 1 2 3 4 5 6
No Moderate Much
emphasis emphasis emphasis

Explanation

I. Making tables, graphs, or charts (list where)

0 1 2 3 4 5
No Moderate Much
emphasis emphasis emphasis

Explanatioii
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m. Recognizing a problem for further inquiry (list where)

0 1 2 3

No Moderate
emphasis emphasis

Explanation

Much
emphasis

n. Drawing inferences or making tentative conclusions (stating hypothe-
ses) (list where)

0 1 2 3 4 5 6

No Moderate Much

emphasis emphasis emphasis

Explanation.

o. Testing the vandity of hypotheses (list where)

0 1 2 3 4
No Moderate Much
emphasis emphasis emphasis

Explanation.

p. Forming generalizations (list where)

0 1

No
emphasis

Explanation.

6

2 3
Moderate
emphasis

4
Much
emphasis

6

q. Synthesizing information from a variety of sources and experiences
(list where)

0 1

No
emphasis

Explanation.

2 3
Moderate
emphasis

5 6
Much
emphasis
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14. In all the materials. then. what is the author's emphasis on memo-
rization of data as opposed to critical or analytical thinking such as
the steps noted in m.-q. in question 13?

1 2 3 4 6
Much Some of Much critical
memory work each or analytical
(recall) thinking

Explanation

15. To what extent does the teacher's manual include specific teaching
strategies and additional lessons within the cognitive domain for use
of the materials with the following kinds of students.

a Slow students

O 1 2 3 4 5 6
'Not at To a moderate To a great
all extent extent

Explanation

b Average students

O 1 2 3 4 5 6
Not at To a moderate To a great
all extent extent

Explanation

c Gifted students

O 1 2 3 4 5 6
Not at To a moderate To a great
all extent extent

Explanation

225 What Materials Are Relevant for the Future,



The Affective Domain 16. Learning concerned with a closer look at one's attitudes, value clari-
fication. empathizing, and any behavior which causes a student to be

willing to perform as a responsible person both inside and outside the

classroom (social participation) is part of the affective domain. In gen-

eral, how clearly does the author state and define his affective objec-

tives in behavioral terms (expected student performances) in the

teacher's -manual?

0 1 2 3 4 5 6

Not at Fairly Very

all clearly clearly

Explanation:

17. To what extent do the student materials or suggestions in the
teacher's guide encourage students to explore, clarify, and act:

a. On their own values?

0 1 2 3 4 5 8

Not at Moderate Much

all emphasis emphasis

Explanation:

b. On values held by others?

0 1 2 3 4 5 6

Not at Moderate Much

all emphasis emphasis

Explanation:

c. On the presentation of alternative and conflicting points of view.

0 1 2 3

Not at Moderate
all emphasis

Explanation:

4 5 8
Much
emphasis
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18 How are values and attitudes presented in the student materials by
the author?

O 1 2 3 4 5 6
Imposed Balanced Free of
values by imposed values
the author by the author

Explanation

19 To what extern does the teacher's manual include specific teaching
strategies and additional lessons within the affective domain for use
of the materials with the following kinds of students

a Slow students

O 1 2 3 4 5 6
Not at To a moderate To a great
all extent extent

Explanation

b Average students

O I 2 3 4 5 6
Not at To a moderate To a great
511 extent extent

Explanation

c Gifted students

O 1 2 3 4 5 6
Not P. To a moderate To a great
all extent extent

Explanation
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The Testing Program 20. To what extent does the testing program or other evaluation pro-
cesses provided with the program test the students for factual recall?

0 1 2 3 4

Not at To a moderate

all extent

Explanation.

21. To what extent does the testing program test for basic skill devel-
opment such as that listed in a.-1. in question 13?

5 6
To a great
extent

O 1 2 3 4 5 6

Not at To a moderate To a great

all extent extent

Explanation:

22. To what extent does the testing program test for critical or analytical-
thinking skill development such as that listed in rn.-q. in question 13?

O 1 2 3 4 5 8

Not at To a moderate To a great

all extent extent

Explanation:

23. To what extent does the testing program test for continued devel
opment of concept formation?

O 1 2 3 4 5 6

Not at To a moderate To a great

all extent extent

Explanation.
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24. To what extent does the testing program test for value clarification
such as that noted in question 17?

O 1 2 3 4 5 6
Nut at To a moderate To a great
all extent extent

Explanation

25. To what extent does the testing program take into account the learn-
ing abilities and capacity for learning of the slow students?

O 1 2 3 4 5 6
Not at To a moderate To a great
all extent extent

Explanation

26 To what extent does the testing program take into account the learn-
ing abilities and capacity for learning of the average student?

O 1 2 3 4 5 6
Not at u a moderate To a great
all extent extent

Explanation

27 To what extent does the testing program take into account the learn-
ing abilities and capacity for learning of the gifted student?

O 1 2 3 4 5 6
Not at To a moderate To a great
all extent extent

Explanation
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The Authors Rationale

Summary

28 How much evidence is there that the development of the program

was guided by a clear rationale? In essence, can the author's ratio-

nale be found explicitly in all materials of the program?

O 1 2 3 4

No Moderate

evidence amount

Explanation

To a great
extent

29. To what extent do you. the analyst. agree with the author's rationale?

O 1 2 3 4 5 6

Not at To a moderate To a great

all extent extent

Explanation.

30. Suppose the following types of students were to be in the grade level

for which this program is intended. Imagine. too. that these students
asked: "What good's spending a year on this program gonna do me?"

What do you think would be her/his answer?

a. A slow learner or a student with reading probelms.

O 1 2 3 4 5 6

It would It would It would

be little be of greatly

if any benefit some benefit

to me. benefit. my needs.

Explanation:
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b An average student who reads at the grade level for which the
program is intended

0 1 2 3 4 5 6
It would It would It would
be little be of greatly
if any benefit some benefit
to me benefit my needs

Explanation

c A gifted student who reads above the grade level for which the
program is intended

0 1 2 3 4 5 6
It would It would It would
be little be of greatly
if any benefit some benefit
to me benefit. my needs

Explanation

31 Considering the grade level for which this program is primarily in-
tended. how relevant do you think this program would be in meeting
the needs of the following kinds of students in your schools?
a. Slow students

_ _
0 2 3 5 6
Unsuit- Suitable to Very
able a moderate suitable

extent

Explanation

b Average students

0
Unsuit-
able

Explanation.

1 3 4 5 6
Suitable to Very
a moderate suitable
extent
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c. Gifted students

O 1 2 3 4 5

Unsuit- Suitable to Very

able a moderate suitable
extent

Explanation

d. Other types of students (explain)

32 Considering the entire program. what type of teacher do you think
would be most effective in using these materials? ...

33. In general. to what degree would you recommend that these materi-

als be used for the designated level(s)?

O 1 2 3 4 5 6

Not Recommended Highly

recommended with quali- recommended
fications

Explanation

34. How adequately does the analyst think her/his analysis represents
the materials analyzed?

O 1 3 5 6
Very Somewhat Very

inadequately adequately adequately

Explanation
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Epilogue



"Any course we label as 'history' is irrelevant if it
does not develop intelligence, if it punishes creativity,
if, in short, it is not doing what needs to be done."



Vernon 0. Adams

11

What Could Happen If . . .

If the medium is indeed the message. then it is
not only content we In to convey to students Inn
instead the way we go about having them use it
to perceive better the total environment which
affects what they do and how they feel about
themselves kith as individuals and as members

.of that mini-society we call the classroom. In
contrast, acquisition of content only for content's
sake more often than not creates an environment
which leaches students that passive acceptance
is a more desirable response to ideas than active
criticism: that discovering knowledge is beyond
the power of stud ts. and is. in any case. none
of their business: that recall is the highest form
of intellectual achievement, and the collection
of unrelated facts is the goal of education; that
the voice of authority is to be trusted and valued
more than independent judgement: that feelings
are irrelevant in education: that there is always
a single, unambiguous. right answer to a ques-
tion: that English is not history and history is not
science and science is not art and art is not music
and art and music arc minor subjects and Eng-
lish. history. and science ar major subjects. and
a subject is something you take, and when you
have taken it. you have had it, and once you have
had it, you are immune. and need not take it
again.,

235

If one accepts the utnption that some of
these criticisms have merit, and if. after reading
through this yearbook one has the feeling that it
only contains a few lessons that can he extracted
to fill gaps in a particular history course, then
one should read it again. There is much more
than mere lessons here. There are strategies.
techniques, methodologiestruebut there is a
transcending theme which gets at the very core
of what schools are all abouta theme whicl-
takes into account the needs of all learners. Each
lesson presented has students as the focal point,
not as peripheral objects that are incidentally
present. Students are put into context in such a
manner that they can see themselves in per-
spective with this ever increasingly complex
world in which they must live their i; lives.
The lessons look forward, not backward. The

are a vehicle by which students can fur-
ther attempt to find harmony with the world
around them, can learn to search in a mean-
ingful, systematic ,.ay for a life style with which
they can identify and can function within, And
this gets at the ver heart of what our educa-
tional system is all about, that is. to help students
equip themsel so that they can function, and
function well in democratic society.

In his opening chapter, Allan Kownslar set the
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ronntent. This doesn't invan they shouldn't he
taught history or read the classics. It does mean that
current events 'should he' taught in history.
Schools have to keep in step with the times

For this student there seems to be little uncer-
tainty about what she expects the school to III'.

i11.1! hut IMCMIMMA Mid !hi!
fad that a 611111n111 raises 6111:11 !WI:n[1(M!
110116 should give all of its Iwan teach history a
feeling of optimism about the future.

Perhaps what I am saying is that any course
e label "history is what it is hvviiiise vi! have
made it that \\;1y. If it is irrelevant, educates
for obsolescence. if it does not develop in-
telligence, if it is based on tear, if it avoids the
promotion of significant learning. if it induces
alienation, if it punishes creativity and indepen-
dence. if, in short, it is not doing what needs to
be done. it con be changed, it must he changed.'
That. in essence, is what each of these yearbook
authors are saying directly or indirectly in their
chapters.
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FOOTNOTES

for example, Marsh ill Mulaihan. The Medium Is the
Moraige. Bantam. 1967: and Neil l'otaman and Charles Wein-
gainer. Teorhatig .1s it Sithvi.rsive Activity, DIM. 1909.

Sip paw 8. Chapter I of this yearbook.
'See page 41, 1:hapler :t of this vorbook.
'Nancy Carnes, l'hy Ideal School A Personal View.-

1973. This is a theme by a student written at the end of a unit
of study on Education Systems in a special I humanities class
at Alamo I heights I high School, TeXati.

+or additional information on the points in this last para-
graph. sue Norbert Wiener. Ex-Prodigy: My Childhood and
Youth. M.I.T. Prot.,. 1966: john Gardner, Excellence: Con
We He Egoist unit Excellent Too? I harper and Row. 1961: Ie-
rume limner, Relevance of Education, Norton. 1971: holm

Ilow Children Learn. Dell, 1972 and Freedom unit
Beyond. Dutton. 1972: Carl Rogers. Freedom to Learn: A
View of What Education Might Became, Merrill. 1969: Pant
Goodman. lake u Conquered Province: The Moral Ambiguity
of Americo, Random I loose, 1967; and Edgar I,. Friedenherg,
ed.. The Anti-American Generation. 2nd ed., Society Hooks,
1972. I am particularly indebted to Mrs. Helen Bernal for al-
lowing me to use some of her ideas in the introductory anti
,:oncluding v:!!:ygrairlis of this chapter. Mrs. Bernal is
presently a doctoral student in the Department of Sociology..
the 1 tiversity of Texas at Austin. and a consultant with
N1c111, hell Douglas Automation Company. Educational
Services. St. Louis. Missouri.


