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FOREWORD

Mozt people agres that schools should teach histary, though they often dis-
agree over just what that history should be and how it might best be taught.
Obviously, the study and teaching of history must be rooted in some selection
of facts about the past. The task is to decide which Ffacts should be selected
for study and what students should do with them. Are they something to
be memorized and tested—and, more often than not, quickly forgotten—aor
should they serve a more ambitious educational purposze?

Since at least the 1890s, historians and history educators have largely
agreed that students must learn to approach the facts of history critically, not
least by understanding the relationship between “the past™ and "history.” Ta
do this, students must investigate how we come to know anything about the
past at all and what makes any particular fact “historical” in the first place. In
addition, they should come to understand how historians research and write
history; the nature of historical evidence and arguments; what makes some
historical arguments more satisfactory than others, and by what criteria; and
how historians use their data to create historical accounts and interpretations.

However, researchers have repeatedly shown that classroom practice often
lags far behind the principles formulated by historians and history educators.
Thers have always been exceptional teachers who bring history to life for thely
students, but school inspectors’ reports and national inguiries have shown
that the teaching of history has too often been confined to textbook coverage
and the recitation of facts that are devoid of any meaning for students and
equally devoid of any defensible educational purpose. The result is that, all
too often, history is not a stimulus to thought and imaginarion, but merely a
charge on the memory, and usually a short-lived charpe at that,

Mot tha least of the artractions of this book is its demonstration of how
this long-standing gap between the theory and practice of history education
can be eliminated. Peter Seixas and Toem Morton not only offer their readers
a persuasive rationale for the study and teaching of history that is rooted in
their "big six" concepts of historical thinking, but they also show how these
concepts can be applied in the history classroom.

Tadothis, the authors draw on Tom Maorton's many years of successful history
teaching and on Peter Seixas's widely acclaimed model of historical thinking,
To design the teaching strategies described in this book, Tom Morton brings
to bear his experience developing and testing activities in his own history
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classroom, as well as extensive research on the pedagogy of the discipline of
history. Peter Seixass approach to historical thinking is vooted in the findings
of a growing body of classroom-based research and the scholardy practice
of historians, thereby combining disciplinary substance with pedagogical
practicality.

The result is a welcome blend of theery and practice that will be of great
service to history teachers while also making history more accessible and thus
move educationally rewarding for students,

The “big six” concepts that comprise historical thinking as described by
Seixas and Morton are not mere add-ons to be mechanically applied to some
selection of facts once they have been taught. Rather, they are designed to
be integrated into all aspects of teaching, from the formation of objectives,
through the selection of resources and teaching strategies, to the aszessment
of students’ performance. They are best thought of not as "skills” and cer-
tainly not as “outcomes,” but rather as "habits of mind” or, as Morton and
Seixas describe them, “competencies.”

Best of all, what Seixas and Maorton significantly call "guideposts” are just
that—indicatars of a path to follow, not demarcated itineraries from which
no deviation is allowed. The "big six” concepts ave intended to help students
explore the forest of historical data, not confine them to a single prescribed
path, Indeed, students who are guided appropriately might well arrive at their
own groundad definitions of such concepts as significance, change, or cause
and consequence. [f so, they will be well on the way to thinking historically.

All of the “big six" concepts are important, but my personal favourite is
what Morton and Seixas call "historical perspectives”—the ability to set hind-
sight aside and see the past, so far as we ever can, through the eyes of the
people who lived it, to understand why they thought the way they thought
and did the things they did, and in =0 doing gain a richer unliEr‘SliEl.l‘l.d{fIB of
what it means to be human. Here, it seems to me, is history’s greatest educa-
tional value: to enlarge students’ possibly limited experience of life by visiting
the “fareign country” of the past and returning home with fresh insights and
new ways of looking ar what we might otherwize have taken for granted or
never even noticed.

In 1895, the pioneer Canadian historian G.M. Wrong told a University of
Toronto audience that students of history had to be “something more than
passive receivers” of information and had to "earn the right to do their own
thinking on historical questions.™ For the last hundred years we have been
trying, often against long odds, to convert Wrong’s words into classroom
reality. In this book, Peter Seixas and Tom Morton show us how it can be done.

Ken Oshorne
Professor Emeritus
Faculty of Education, University of Manitoba

* Wi, G M. (T895). Hiepoekal Study intha Univaesing & inauowl leciuea. Cited i Whight, 5 (0051 The
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INTRODUCTION

Histories are the stories we tell about the past. They can be simple stories
ahout going shopping yesterday; they can be complex stories about how
nations formed or global trade developed. But the past itself is gone, By
definition it is no longer present, so we can’t observe it directly. We have a
necd for meaningful, coherent stories about what came before us. Yet a gap
exists between the present we live in and the infinite, unorganized, and
unknowable “everything that ever happened.” How we overcome that gap
gives rise to history.

But is the past really gome? As William Faulkner famously wrote, “The past is
never dead. [t's not even past,” Whether or nat we are conscious of it, whether
it enters our minds at all, every aspect of the world we inhabit today is the
product of yesterday. The chair vou sit in as you read this page was designed,
manufactured, sold, bought, shipped, and placed in its current spot at some
point in the past—irts existence today Is thus an extension of the past, Mot
only the objects, buildings, streets, and dties through which you move, but
also the social, pelitical, and cultural worlds in which you navigate daily are
the embodiment of everything that came before. And what is true of the world
around you is equally true of yourself, your body—from the scars left by old
injuries to the DMA in your cells left by your parents—and your mind—from
the ideas you read about in this passage to the words you will use to write your
next email. All is inherited. How can we become more congcious of the past
that les within every aspect of the present? Can understanding our ties to the
past help us live in the present? How we answer these questions gives rise to
history education.
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What Is Historical Thinking?
As the discipline of history has developed over time, cértain principles of
higtorical thinking have evolved as historians attempt to deal with these

= questions, as well as other questions fundamental to history: How do we

know what we know about the past? How can we represent the knowledge of
something that is no Jonger here (i.e., the pasti? What are the relationships
between us, today, and those who lived in the past? What do we believe when
two accounts of the same events conflict with each other?

Recall the definition of history given in our opening: "Histories are the
stories we tell about the past.” This definition sets up the most fundamental
problem in the discipline of history: the relationship between the historian
and the past that he or she is thinking, reading, or writing about. This problem
can be seen in the distance between the present (in which the historian exists)
and the past (which no longer exists); in the choices the historian must make
in order to draw coherence and meaning from an infinite and disorderly past;
and in the interprative lenzer that the historian brings as a result of being
whao he or she 5. History Is created through the solutions to these problems.
[t takes shape neither as the result of the historian's free-floating imagina-
tion, nor as the past presenting itself fully formed in an already coherent and
meaningful atory, ready to be “discovered” by the historian. Rather, history
emerges from the tension between the historian’s creativity and the fragmen
tary traces of the past that anchor it.

Historical thinking is the creative process that historians go through to
interpret the evidence of the past and generate the stories of history. It would
be naive to expect to find one universal structure of historical thinking that
woilld apply to all cultures for all time, Different cultures have various ways
of understanding the relationships between past, present, and future, The
differences between oral and written histories are only the most obvious of
examples. Consider the enormous challenge of constructing histories for our
own moment—the most complex era in which human beings have ever lived.
How do we, how can we, construct histories in a time of unprecedented mixing,
mohility, and communication among different cultures while living with an
accelerating pace of change, and while being driven by global economies and
technologies that are revolutionized within years rather than generations
oF centuries?

The historian’s expertise lies in being able to handle this challenge creatively.
Historians become experts in dealing with the preblems of history through
their academic training, As part of a community of inquiry, they know when
their colleagues violate the normas of evidence, when claims of significance are
inadequately argued, and when causal explanations omit relevant conditions
or events.! Sometimes historians explain the rules of the game and show us
the process they follow to construct history. but more commenly we read

1 Seian, P {1993 Tha community of inguing i abasicdor imosdedos and loarming The casa of hastony, Smencan
Educanoral Resoarch Jowenal X0 30524
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in their histories only the end product—their historical narratives. [n some
sense, they are lilke the directors of a play. Too often, our students see only
the play. We want them to peer backstage, to understand how the ropes and
pulleys work that make the play possible,

Rethinking the Teaching of History

Some students have been lucky enough to learn history from a truly great
teacher. Generally, however, what has passed for history curriculum in schools
has rarely paid close attention to historians’ methods and ways of thinking.
As educators, we have been content to tell stories about the past and to have
students tell them back in essays or, in the creative history classroom, in
projects and skits. This approach does net aim high enough.

Science curviculum does not work thisway. Students learn about the scientific
method and do increasingly complex experiments so they can understand the
basis of scientific claims. The mathematics curriculum does not work this way.
Students learn to solve math problems at a young age and, over the course of
their scheoling, are expected to become increasingly sophisticated at doing so.
Why shouldn't the history classroom have comparably high goals?

In answer to this challenge, we present the historical thinking concepts
in this book as a starting point for rethinking how we teach history. These
concepts constitute a six-part framework for helping students to think about
how historians transform the past into history and to begin constructing
history themselves. The concepts give us a vocabulary to use while talking
with students about how histories are put together and what counts as a valid

historical argument. These concepts are relevant for the most elementary -

histories—those that a child might tell—but also for the most advanced texts
that an academic historlan with specialized training might write. Thus, this
framework allows for progression: students can use the concepts to move from
depending on easily available, commonsense notions of the past to using the
culture’s most powerful intellectual tools tor understanl:li.ng history.

Six Concepts of Historical Thinking

The ideas that we refer to as "the big six" historical thinking concepts reveal
problems inherent to constructing history. When carefully considered and
thoroughly analyzed, each historical thinking concept reveals a tension, or
difficulty, that may be irresolvable in any ultimate way. Taking an historical
perspective, for example, asks us to take the viewpoint of an historical acroy
whose worldview was likely very different from our own. But our reconstruc-
tions of the world of the past are inevitably products of our own frames of
reference—we can't escape them. Historians are therefore forced to reach
wotkable accommeodations, To address the problem revealed by the histor-
ical perspectives concept, for example, historians make limited but justif-
able inferences based on available primary source evidence, Naive historical
thinkers generally fail even to recognize the problems related to constructing

HEY
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Figure 2 The six historical thinking concepts constitute & framewark for helping students to
think abcnd how histarians wansiorm the past into histary and to begin constructing history
themisehves. The concepts da not function independently; instead, thay work together as
vanous aspect ol the thinking process.

history. Many school history curricula and most textbooks fail to define them.
It should come as no surprise, then, that most students don't learn to grapple
with the problems, and never learn the workable accommodations that histo-
rians use, Instead, they take intellectual shortcuts and, in so doing, miss out
on both the challenge and much of the exciternent of doing history.

If the concepts reveal inherent problems, confronting those problems can
lead to competencies, to use a word common in current educational discourse.
How successfully students grapple with the tensions, complexities, and prob-
lems embedded in historical thinking concepts is a basis for measuring their
progress toward competency in historical thinking. The purpose of this book
is to explore the concepts, articulate the problems, and suggest pathways for
helping students achieve greater competency in historical thinking,

The six historical thinking concepts make no sense at all without the mate-
rial, the topics, the substance, or what is often referred to as the “content” of
history. For example, one key idea of the historical significance concept is that
significance varies from group to group, This key idea makes sense only when
tied to a real example: The year 1867 is significant for Canadians, but far less
s for Americans (except, perhaps, for Alaskans, whose state was purchased
from Russiain that ftar}. Just as the concepts make no sense without histor-
ical content, historical content cannot be truly understood as anything other
than a series of disconnected bits of data to be memorized without a grasp of
the historical thinking concepts. The concepts and content are thus mutually
dependent for historical understanding.

The six concepts can be presented as the strategies that historians use in
response to six key problems. These problems are expressed in the questions
that head the next six paragraphs.

The Big Sm Histancal Thinking Concepts g



How Do We Decide What [s Important

to Learn about the Past?

Histarians establish historical significance. We can't know all of the past—
there is simply too much there. Why do we care, today, about certain events,
people, and trends in the past, and not others? Particular facts become sig-
nificant when we see them as part of a larger narvative that is velevant to
important issues that concern us today. Thus, for example, the Battle of the
Plains of Abraham is significant for Canadians because it occupies a key place
in the story of French-English relations in Canada, a narrative that continues
to be a live issue for us today,

How Do We Know What We Know about
the Past?

Historians use primary source evidence. Ultimately, the foundations for all
claims In history are the traces left over from the times in which past events
occurred. If we rely on the work of earlier historians, we do so knowing
that these historians (or the historians they relied an) went back to primary
SOUrCes. Mall::ing an historical claim that others can justihably believe, then,
requires finding, selecting, contextualizing, interpreting, and corroborating
sources for an historical argument. For example, if we wanted to build an
historical argument about wartime attitudes toward German Canadians,
we might choose to refer to a reliable history of German immigration to
Canada, a 1916 newspaper article from Berlin, Ontario (which would soon
become Kitchener, Ontario}, and a diary kept by a German immigrant

during the period,

How Can We Make Sense of the Complex
Flows of History?

Historians examine continuity and change. History is often defined as the
story of change over time. But history is more complex: some things don't
change at all; some things change quickly and then slowly; and, at any given
moment, some things change while others remain the same. Sensitivity to
all of these aspects of continuity and change 15 crucial to narrating history,
For example, we might look for what didn’t change over the tumultuous
years of the French Revolution, or what did change through the placid
19508 in North America. Moreover, some changes have resulted in better
living conditions for some groups of people, while leading to economic
hardship, cultural impoverishment, or enslavement for others. The ideas
of progress and decline are thus part of the discussion of continuity
and change. Finally, periodization—the selection of a ser of events that
make up a period of history—helps make sense of the flows of continuiry
and change.

Inreduction
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Why Do Events Happen, and What Are

Their Impacts?

Historians analyze cause and consequence. Causation is fundamental to
history, as it is to any storytelling: We want to know how certain conditions
and actions led to others. Withour a sense of causation, sets of events—
even if organized chronologically—become mere disconnected lists. The
rale of human choice is a central problem here: How were particular deci-
sions shaped, made possible, or constrained by the historical circumstances
of the moment? How, in other words, does the interaction between human
agency and existing conditions shape the course of events? Por any evenr—
as barge as the colonization of India or as small as the birth of an individual
child=—we can trace both the conditions and the decizsions that allowed, or

precipitated, its taking place. Similarly, we can identify the short-term and
lang-term consequences that result from virtually any event.

How Can We Better Understand the People
of the Past?

Historians take historical perspectives. "The past is a foreign country™
with its different social, cultural, intellectual, and even emotional contexts
that shaped people’s lives and actions, Our ancestors were nat simply early
versions of us, differing ondy in their styles of clothing and their lack of
cellphones, We can attempt to see through the eves of the people of the past
by malking evidence-based inferences about what they thought and believed.
Yet we examine the past through our own present-day lenses, with concerns
and questions that arise from the present. Can we avoid “presentism,” the
imposition of the present on the past? For example, what did it mean for
Prime Minister John A. Macdonald to compare Chinese immigrant workers to
“threshing machines” in 18867 The challenge is to Agure out what Macdonald
was thinking and why he uzed that metaphor, without calling him a racist and
leaving it at that.

How Can History Help Us to Live in the Present?

Historians attempt to understand the ethical dimension of history. As we
look back on the devastation of conquests or the injustices of enslavement,
an ethical stance is unavoidable. By the same measure, an ethical judgment
is invalved when we try to decide what were the victories and achievements
of the past. Yet those who were involved lived in circumstances so different
from those of today that we must use caution in applying our own moral
senzitivities. This raises a series of interrelated questions: How should we
judge historical actors? What are the implications for us, teday, of the horrors
and heroisms of the past? How can we use the study of the past to inform
judgments and actions on controversial issues in the present? All of these
questions are relevant, for example, to an historical study of Canada’s resi-
dential school system for First Nations, Métis, and Inuit children.

3 T corglets cpereng fne of P barleds 1983 npavsl Tre Go-Betveern 3 “The past v @ forsgn coureng
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Our Approach to Historical Thinking
in the Classroom

Our model of historical thinking—the six concepts—comes from the work
of historians. It is rooted in how they tackle the difficult problems of under-
standing the past, how they make sense of it for today's secicty and culture,
and thus how they get their bearings in a continuum of past, present, and
future. As history educators, our goal is to enable students to begin to do
the same, in a step-by-step process that is challenging but not everwhelming.
Otherwise, in their reading of history, they remain simply the passive, and
often unwilling, recipients of someone else’s work.

Seeing through the Eyes of an Historian:
Thinking about the Concepts

The structure of The Big Six Historical Thinking Concepts Hows directly from
these ideas. We begin each chapter with an essay that explores one of the six
concepts through the work of a particular Canadian historian. We made our
selections in part on the basis of the historians’ academic reputations but also
on their popular appeal Mone of them is closeted in an ivery tower (or a dusty
archive), oblivious to the issues that energize people today.

In addition to telling fascinating stories, each of our chosen authors opens

a window for us to see the way they put their histories together, and how they
got from the big questions of history, through the evidence that has been left
from the past, to the interpretive achievement that we can recognize in the
papes of their boolks,

o In Vermeer's Hat: The Seventeenth Century and the Dawn of the Global
World, historian Timothy Brook takes a detail from one of Johannes
Vermeer's paintings and shows its significance for the beginnings of
globalization. We examine his work in order to understand historical
significance in Chapter 1: Historical Significance.

« In The Power of Place, the Problem of Time: Aborigingl ldentity and
Histarical Consciousness in the Cauldron of Coloniglism, historian Keith
Thor Carlson searches for, finds, and analyzes a mountain of evidence
to answer a huge question about First Nations identities in the Frazer
Valley of Bratigh Columbia. Examination of Carlson's use of evidence
begins our consideration of the concept in Chapter 2: Evidence.

« Historian Margaret Macmillan showecases a turning point in world
history in the title of her book, Paris 1919: Six Months That Changed
the World, and thereby opens her discussion of continuity and change
surrounding the events that followed World War L We use this discus-
sion as our starting point in Chapter 3: Continuity and Change,

« Popular historian Chariotte Gray's Gold Dhggers: Striking [t Rich in the
Klondike features six "self-made” adventurers, thereby setting up a host
of questions: How and when do individuals' decisions cause historical
change? What are the consequences dawn the road? How do cenditions
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shape those decisions in the first place? These guestions frame our dis-
cusston of the concept in Chapter 4: Cause and Consequence.

« Historian and journalist Julie Wheelwright documents her efforts to
peer into the world of her ancestor in Esther: The Remarkable True Story
af Esther Wheelwright: Puritan Child, Native Daughter, Mother Superior,
Attention to her meticulous historical methods sparks our consider-
ation of the concept in Chapter 5: Historical Perspectives.

. And finally, in The Book of Negroes, historical novelist Lawrence Hill
leads his readers on a painful journey through the historical crime that
fuelled the early American economy—the enslavement of Africans
His confrontation with the ethical dimension of the slave trade opens
the door to eur own consideration of the concept in Chapter 6: The
Ethical Dimension.

Marking a Path: The Guideposts

Each chapter essay is followed by discussion of the four or five “guideposts” to
the concept that were revealed through discussion of the historian's approach.
Guidepasts are the hig ideas related to each concept—the “way in” to the his-
torian’s way of thinking, They mark a path from the historian to the classroom.
Of course, we don’t expect students to replicate the work of these mature aca-
demics and jowrnalists who have spent years in training and a lifetime honing
their craft. But, as in any apprenticeship, the masters provide the models,

What can we expect from students? The guideposts pull from the historians’
methods what students need to know about the concept. We then translate
these guideposts into students’ understandings. These appear in a table
entitled “Generating Powerful Understandings,” which leads to the practical
section of each chapter. Many students will arrive in the history classroom
with very limited understandings of the way the discipline of history works.
For each guidepost, we describe this possible “starting point” of limited
understanding, as well as a demonstration of a powerful understanding of
the guidepast.

Moving toward Powerful Understanding:
Working with the Concepts

The final section of each chapter moves to the task of helping students develop
competencies in each of the powerful understandings. This practical section
includes (1) an activity for introducing the chapter concept to students,
(2) puidance and three to five activities to help students develop pawerful
understandings of the guideposts, and (3) an activity to consolidate student
understanding of the histerical thinking concept. Some activities include
blackline masters, which appear at the end of each chapter and in modifiable
form on the DVD-ROM. The activities are either peneric or model activities
that you can revise to apply to the content of the courses you are teaching, As
vau work through the activities, studenrts will generate measureable demon-
strations of powerful understanding.

¥ The Big Sw Histoncal Thinking oonoens heEL



Every chapter

THEORY ¢ DEE S e, y PRACTICE

THINKING WORKING
ABOUT THE CONCEPT WITH THE CONCEPT
Each chapter explores €&— O Each chapter provides
the concept through guidance and model activities
guideposts, the key ideas for for teaching the concept
understanding the historical and generating student
thinking concept. demonstrations of powerful
understanding for each

guidepost.

B Guidepost 1} 6—) Demonstration of Powerful '
— i Understanding 1 I

el

1S Guidepost 2 | é—> Demonstration of Powerful

Historical: § I mmmmmmm— Understanding 2

Thinking =

Concept .+ Guidepost 3 | €—> Demonstration of Powerful
x = — == Understanding 3 i

———

*“ Guidepost 4 | €é=—> Demonstration of Powerful
i B Understanding 4

Inquiry: Integral to Historical Thinking

Engaging students through thought-provoking questions is integral to our
approach to teaching history. The right questions should prompt them to take
an active stance toward engaging with the past. Inquiry questions demand
more than memorizing pieces of information or looking up solutions. They
involve grappling with evidence, weighing choices, and making interpretations.

So, we pose big questions to be answered and significant problems to be
solved. These questions, which are woven into our lesson scaffolding, vari-
ously form the foundations for discussions, analyses, and whole lessons.
Along the way, we provide students with guidance without eliminating the
demand for creativity and deliberation. Like the historical thinking concepts,
an inquiry-based approach takes as a model the questions that Brook asks
about the origins of globalization, or that Carlson asks about First Nations
identities, in a scaled-back and pedagogically appropriate way.

Doing history should be fun and serious, difficult and rewarding, meaningful
and creative. If some of those elements are missing, students are not getting
the whole package. We hope that you will find what follows useful in helping
students develop active and fulfilling engagements with the past.

NEL
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Figure 3 Every chapter helps you
teach one historical thinking concept
by providing the theory in the first
half, followed by practical guidance.
The two-way arrows indicate that
you may wish to consult both sections
as you expand the use of historical
thinking in your history classroom.
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Cause and Consequence Why do events happen, and what are their impacts?

Guidepost 1 Change is driven by multiple causes, and results in multiple consequences. These create
a complex web of interrelated short-term and long-term causes and conseguences,

Guidepost 2 The causes that lead to a particular historical event vary in their influence, with some
being more important than others.

Guidepost 3 Events result from the interplay of two types of factors: (1) historical actors, who are
people (individuals or groups) who take actions that cause historical events, and (2) the
social, political, economic, and cultural conditions within which the actors operate.

Guidepost 4 Historical actors cannot always predict the effect of conditions, opposing actions, and
unforeseen reactions, These have the effect of generating unintended consequences,

Guidepost 5 The svents of history were not inevitable, any more than thosge of the future are. Alrer
a single action or condition, and an event might have turned out differently.

Ty L Ly e
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Historical Perspectives How can we better understand the people of the past?

Guidepost 1 An ocean of difference can lie between current worldviews (beliefs, values, and
motivations) and those of earlier periods of history.

Guidepost 2 [t is important to avold presentism— the imposition of present ideas on actors in the
past, Nonetheless, cautious reference to universal human experience can help us relate
to the experiences of historical actors.

Guidepost 3 The perspectives of historical actors are best understood by considering their historical context.

Guidepost 4 Taking the perspective of historical actors means inferring how people felt and
thought in the past. [t does not mean identifying with those actors. Valid inferences
are those based on evidence.

Guidepost 5 Different historical actors have diverse perspectives on the events in which they are
involved. Exploring these is key to understanding historical events.

e S,

The Ethical Dimension How can history kelp us to live in the present?

Guidepost 1 Authors make implicit or explicit ethical judgments in writing historical narratives.

Guidepost 2 Reasoned ethical judgments of past actions are made by taking into account the
historical context of the actors in question.

Guidepost 3 When making ethical judgments, it is important to be cautious about imposing
contemporary standards of right and wrong on the past.

Guidepost 4 A fair assessment of the ethical implications of history can inform us of our responsibilities
to remember and respond to contributions, sacrifices, and injustices of the past.

Guidepost 5 Our understanding of history can help us make informed judgments about
contemporary izsues, but only when we recognize the limitations of any direct
“lessons” from the past.

G Lt R T N
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Historical Significance How do we decide what is important to learn about the past?

Guidepost 1 Events, pucrp!e, or developrnents have historical significance if they resulted in change.
That is, they had deep consequences, for many people, over a long period of time,

G‘I.I.'tdEPL‘rﬂt 2 Events, people, or developments have historical significance if they are revealing.
That iz, they shed light on enduring or emerging issues in history or contemporary life.

Guidepost 3 Historical significance is constructed. That is, events, people, and developments o
meet the criteria for historical significance enly when they are shown to occupy a

meaningful place in a narrative. i

Guidepost 4 Historical significance varies over time and from group to group. L

T = = = = .m-.mmmmz'g

§ I

Evidence How do we know what we know about the past? %

Guidepost 1 History is interpretation based on inferences made from primary sources. Primary

sources can be accounts, but they can also be traces, relics, or records.

Guidepost 2 Asking good questions about a source can turn it into evidenece. i

Guidepost 3 Sourcing often begins befors a source is vead, with questions about who created it and 5

when it was created. [t invalves inferring from the source the author's or creator's B

purposes, values, and worldview, either consdous or unconscions. 5

Guidepost 4 A zource should be analysed in relation to the context of its historical setting: the
conditions and worldviews prevalent at the time in question.

Guidepost 5§ Inferences made from a source can never stand alone, They should always be
corroborated-—checked against other sources {primary or secondary).

ST e T e A o e e S o e A e T L A o B e T R

Continuity and Change How can we make sense of the complex flows of history?

Guidepost 1 Continuity and change are interwoven: both can exist together. Chronologies—the
sequencing of events—can be a good starting point.

Guidepost 2 Change is a process, with varying paces and patterns, Turning points are moments
when the process of change shifts in direction or pace,

Guidepost 3 Progress and decline are broad evaluations of change over time. Depending on the
impacts of change, progress for one people may be decline for another,

Guidepost 4 Perlodization helps us organize our thinking about continuity and change. [tis a
process of interpretation, by which we decide which events or developments constitute
a period of history.

- .:na‘::n::na-a-';:@-m-c::a-::::::::‘::=""_':na-::|'\~:::na-a-:—gna-:::'.::nm:'g Lt
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Chapter 1

HISTORICAL
SIGNIFICANCE

How do we decide what is important to learn about the past?

Guideposts to
Historical Significance

Guidepost 1

Events, people, or developments have historical
significance if they resulted in change. That is, they
had deep consequences, for many people, over a long
period of time.

Guidepost 2

Events, people, or developments have historical
significance if they are revealing. That is, they shed
light on enduring or emerging issues in history or
contemporary life.

Guidepost 3

Historical significance is constructed. That is, events,
people, and developments meet the criteria for
historical significance only when they are shown to
occupy a meaningful place in a narrative.

Guidepost 4
Historical significance varies over time and from
group to group.

12 The Big Six Historical Thinking Concepts NEL



DRAFT
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Figure 1.1 Johannes Vermeer's seventeenth-century painting Officer and Laughing Girl
becomes a doorway to the past in the hands of historian and author Timothy Brook. In his
book Vermeer's Hat: The Seventeenth Century and the Dawn of the Global World, Brook
shows how the man’s hat in this painting opens a “passageway that leads out into the wider
world” (Brook, 2008, p. 29). It is made from beaver pelts, a product of the fur trade in Canada.
The hat gains historical significance for us because the author ties it to the narrative of global-
ization, an issue of interest to us today.

lri R

s
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[Thinking about
HISTORICAL
SIGNIFICANCE

Of the myriad events that have ever happened, and the many people who have
ever lived, how do we decide which ones our students should learn about? For
that matter, how do historians decide what to research and write about? Both
questions lead to a related question: What makes an event that took place
two centuries ago or a person who lived five centuries ago historically signifi-
cant? This question does not have a simple answer. Nonetheless, historians
have attempted to answer it by embracing the responsibility to decide what is
significant enough to research; educators have similarly made choices about
what is significant enough to teach. We believe that students should take
responsibility for understanding how and why particular historical events,
people, and developments are significant enough for them to learn about.

Before the introduction of historical thinking in a classroom, students may
go no further than the textbook in thinking about significance: “If it is in the
textbook, it must be significant. Why else would they put it in there?” While
this logic has some justification, it renders students entirely passive in the
face of the authority of the text. When students are taught to think critically
about what is historically significant, they learn not only the results of the
work of historians (dates, names, and places deemed to be significant) but
more importantly how to make reasoned decisions about historical signifi-
cance, as an historian would do.

14 The Big Six Historical Thinking Concepts NEL



How One Historian Approaches
Historical Significance

As we begin to think about how to teach students about historical significance,
let us consider what we can learn from the experience of historian Timothy
Brook, a specialist in the history of the sixteenth and seventeenth centuries.
A native of Toronto, Brook now teaches at the University of British Columbia.
In his book Vermeer’s Hat: The Seventeenth Century and the Dawn of the Global
World," Brook explores the early development of globalization. (The image
shown on the cover of his book is featured on page 13.) Of interest to our dis-
cussion, Brook offers some clues as to how he managed the problems inherent
to constructing history, though we have to read between the lines to really
understand his reasoning.

On Starting Points

Brook begins his argument by saying that the small Dutch town of Delft,
where he begins his narrative, is not particularly significant: he had many
choices about where to locate his history. Delft, in other words, did not have
the kind of profound impact that would give it a traditional form of historical
significance. So what reasons does Brook offer to explain his choice?

I could offer any number of reasons to explain why a
global history of the intercultural transformations of
seventeenth-century life must start from Delft.... I start
from Delft simply because [ happen to have fallen off
my bike there, because Vermeer happened to have
lived there, and because I happen to enjoy looking at
his paintings. (pp. 4, 5)

Brook makes it sound as if it were mere personal experience and preference
that led him to situate the book where he did. While it is true that Brook’s
falling off his bike in Delft and his attraction to Vermeer’s paintings may
serve as starting points for a research project, they do not create historical
significance on their own. Indeed, Brook’s choice of Delft turns out to be not
as serendipitous as he implies in the lines above. In the seventeenth century,
the Dutch republic had just escaped the grip of Spain’s Habsburg Empire and
was building new trade relations with the rest of the world. As Brook states, it
was a time when “people were weaving a web of connections and exchanges as
never before” (p. 6). Delft was therefore a central node for the phenomenon
that is the subject of the book. That phenomenon, as the book’s subtitle states,
is “the seventeenth century and the dawn of the global world.”

1 Brook, T. (2008). Vermeer’s hat: The seventeenth century and the dawn of the global world. London:
Bloomsbury Press, Profile Books.

DRAFT

KEY TERMS

construction of historical
significance: making
connections among evidence
and themes to create meaning
within an historical narrative

durability: how long a
change lasts

perspective: a mental outlook
influenced by worldview—how
one sees and interprets reality

profundity: the level of depth
or intensity of a change

quantity: the number of
people affected by a change

TEACHING TIP

The potential of historical
thinking to engage and
animate students can be
seen when any group of
students tries to rank a

small set of events, people,
or developments for their
historical significance. See
the activity Ranking Topics in
a Unit on page 28.

NEL Chapter 1: Historical Significance
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Historical
Significance
Guidepost 3

Historical significance
iz constructed. That

is, events, people, and
developments meet the
criteria for historical
significance only when
they are shown to
accupy a meaningful
place in a narrative,

Figure 1.3 In 1999, teacher Furmiko ishioka ishown haore] ssked officels at the Auschwin
Musaum for an artifact to make the Holossust mane real For ber gludensts i

Jdapann. They gine
har tha suitcase of Hara Brady, who vwas kfled n the a5 chambies at the doy ef 11, The
giory of Hana and her suitcase led 1o the cpaning of eyes, a book, 3 olay, and amovied The
photograph shiows Isheoka on a visit to Tororts #2003 opening the suitcase for students at
Laraca Hill Public School The Mazis 'hi;l_u_n"l'. trat Hana was of no sign ficance. But the shary
of her suitcase touched many people and made Hara historically signiticant,

Narrative and the Construction
of Historical Significance

History is not everything that happened in the past, Instead, history consists
of the meaningful stories, or narratives, that we tell about what happened in
the past, Chur first two guir‘!t-pur:l.‘. were criterta For juﬂgjng whether an event,
person, or development is historically significant. The third guidepost is not
another criterion; rather, it explains how the historian establishes the sig-
nificance by means of a story. Narrative is crucial for both the “resulting in
change” and the "revealing”™ eriteria. The sipgnificance arises ag the historian
writes or tells the story, whether it is about Champlain’s exploration leading
to new Furopean knowledge of America, or Vermeer's hat revealing the arigins

5 Canacan jourmmiisd Karan Levie wigts the 2002 aar-fian book Hara's Ruilcasa. The Setcass retermad 10
it fifle s o e tabale oy the ghatagraph [Figars 1,31 The Dok Rag Doan pubished ) G and
Iratislaled b 17 largpeages, Emid Sl adapded 10 Dok 1700 0 Bnage pldy O e Bl Daimid, L3y WWesirp o
roaied tho CRC documesntary Inmde Wansh Sudcase is X0
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of glebalization. Consequently, to establish historical significance themselves,
students need to know enough about the period in question to be able to ses
the possible connections to concerns we have today. Only then will they be
able to build a narrative through which histarical sipnifizance emerges.

D it result

in changea? T namratve that HISTORICAL
b SIGNIFICANCE

S ESTABLISHED

somathing?

Figure 1.4 The histoneal significance of an event, persen, or development smerges through
“ne construction of & narathe

To develop historical thinking in students, teach them to recognize specific
=xamples of authors of historical accounts constructing historical significance
~hrough narrative (in books, film, exhibits, and historical fiction), By construc-
“iorz, we do not mean “to make up,” but rather “to build” using the building
2locks of the story. Guide students through three steps of the process,

L. Identify the large question: First, help students learn to identify
the large questions or issues that authors address through their
histories. It will be helpful, initially, to provide students with a list
of the kinds of issues that historians often address, such as the
building of nations, conflicts over power, and struggles for rights
and recognition.

4, Describe the plot: A second step in analyzing narrative concerns
plot. Guide students in asking guestions about the plot: Is the
story one of success and triumph, or of failure and destruction?
Cir is it a more complex mixture of the two?

i, Identify the role of the particular: Finally, help students rec-
ognize the role of the particular event, person, or development
within the story. Again, providing some suggestions at the outset
will help students, Was the event (the execution of Charles I,
D-Day) the beginning, the climax, or the end of the story? Was the
person [John A. Macdonald, Poundmaker) a hero who achieved
good things against great odds, a villam who obstructed justice,
or a human being whose life took twists and turns that reveal
something important for us today? Was the development (the
invention of gunpowder, the prowing awareness of human rights)
a benefit to humanity, or did it lead to great harm the world over?
In other words, haw is the particular event, person, or develop-
ment connected to the issues and the plot? In the example of
Hana's suitcase, what did Hana—brought te life through the
suitcase—reveal to us about the Holocaust?

TEACHING TIF

In many facets of lfe, we
learn something best by
daing It ourselves, Simitarly,
students may learm 1o
recogrize the cormstrugtion
of histarical significanee best
by first constructing history
thameshes. Ses the activity
Slmtd'iing Signi‘Fil::mEn oin
page &
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Historical
Significance
B Guidepost 4

Historical significance

varies aver tme and i

from group to group.

= T b

Flgure 1.5 Can wo measure histoncal
significance? Aot directhe But wa
dir have ssdicators that can 8l s
i peaple wers reading and writing
abeart an svent, Conmidksr the data
&t right, which tall us the number of
mentions in r|1-u4pr|n1 version of the
Globe and WMail* far the name of a
Ley 1917 bBatile tor Canadians o
oo Wirze |

How Historical Significance Varies

Awareness that historical significance is constructed can help us understand
how and why historical significance varieq, which it does in two waya.

Variance over Time

First, knowing that historical significance is constructed in relation to today's
cortcerne explaing why and how significance can vary over time, Concerns
about gender relations and sexuality today demand a different account of
the Victorian era in Canada than would have been written 60 years ago.
Historians were not writing histories about midwives or homosexuality in
the 1950s, any more than they were writing about globalization, as Brook did
in 2008. These were not pressing topics—at least not in the public sphere—
for people in the mid-twentieth century. The issues of contempaorary life and
culture shift over time, and therefore historical significance cannot be fixed
and unchanging; it must shift ever time as well. Ad explained above, histor-
ical significance changes over time because it expresses a flexible refationship
betwesn ourselves (historians, teachers, and students) and the past.

You might wish to introduce studeénts to the concept of variance over time
by presenting data such as that in Figure 1.5. It shows the number of mentions
of the word Passchendaele, a key battle from World War [, in the print version
af the Gloke ard Mail. The number of mentions 13 modest in the decade in
which the event takes place and then drops for at least five decades. [t climbs

a bit in the 19705 when a bock and a play about the event appear. but then
skyrockets in the 20008 when a ilm about the battle hits the theatres, and the
battle again looms large in the Canadian imagination, Practically overnight,
Passchendaele became an historically significant event.

Mentions of “Passchendaele” in the Globe and Mail

Mumber of Mentions
1910-1919 |14

19201929 |7

12301939 |4

1940-1949 4

1950-1959 2

1%60=1959 |5

19701979 |11

1%80-1989 M 33

19901959 111

2000-200% (I 1016

d Mentions ans for tha Toronio Glaba, 151021038, and Tha Globe and May, 19T presoni
froem 1844 _Thg Gloche anchsl © Batreved tanuary 11, 2012, Bram hetpa dessm croquess. comyen U S cat sk
databasa et | canada_ha ngage: sniml|

Caracas Henjsges
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Figure 1.6 The Geat Peace of Montréal was a major treaty betwean New France and 40 First
Slations that was n-gm:-rl in 1707, Is hamldad & reaw peacs Ina reglon wracked oy hostilities
Sifny vears ago, this historical svent was not cons dered significant enaugh for public celebea-
tion, Today, this spectacular maral stands as a testament to the coming together of nations
“ota, inparticalar, that the French and First Mationg are depicted as equaks. What changed in
30 years tomake this into an historically signdicant event worthy of commemoration?

Variance from Group to Group

Knowing that historical significance is constructed allows us to better
understand a second source of variability: the author: Every author of history,
whether a student, teacher, or historian, will bring his or her own perspective,
enowledge, and concerns to the table. The authors of history will bring their
worldviews to the table as well: an historian of a nation thatlost a war may have
a radically different perspective on the historical significance of certain events
than would an historian from the nation that won that war. Authors from
different groups, peoples, or nations will write different histories. Students
only need to be shown early European paintings depicting sarly contact with
First Mations to see how worldview can affect the recording of history. Why
are Buropeans shown as tall, active, and noble, while First Mations people are
not? How would the paintings be different if the artists had been Mi'kmag
or Beothuk?

Showing how significance can change over time and can vary depending on
the perspective of different groups may be the most challenging competency
for students to meet regarding historical significance.

s >
Chapter ]
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Generating Powerful Understandings
of Historical Significance

Use the lessons and activities in the second half of this chapter to enable your students to move from
limited to powerful understandings of the ideas embodied in the guideposts.

é Guidepost 1 Events, people, or developments have historical significance if they resulted in
change. That is, they had deep consequences, for many people, over a long period of time.

DEMONSTRATION OF LIMITED UNDERSTANDING DEMONSTRATION OF POWERFUL UNDERSTANDING
Student shows an unexamined faith in the textbook or Student explains the historical significance of events,
other authority as a basis for significance, or relies on people, or developments by showing that they
simple personal preference as the basis for historical resulted in change.

significance.

a Guidepost 2 Events, people, or developments have historical significance if they are revealing.
That is, they shed light on enduring or emerging issues in history or contemporary life.

Student limits his or her criteria for historical
significance to the level of impact of an event, person,
or development.

Student explains the historical significance of events,
people, or developments by showing what they
reveal about issues in history or contemporary life.

DEMONSTRATION OF LIMITED UNDERSTANDING > DEMONSTRATION OF POWERFUL UNDERSTANDING

a Guidepost 3 Historical significance is constructed. That is, events, people, and developments
meet the criteria for historical significance only when they are shown to occupy a meaningful place
in a narrative.

Student is unable to identify how significance is
constructed in textbooks or other historical accounts.

Student identifies how historical significance is
constructed through narrative in textbooks or other
historical accounts.

DEMONSTRATION OF LIMITED UNDERSTANDING > DEMONSTRATION OF POWERFUL UNDERSTANDING

Guidepost 4 Historical significance varies over time and from group to group.

Student assumes that significance is fixed and
unchanging (i.e., is inherent in an event, person,
or development).

Student shows how historical significance varies over
time and from group to group.

DEMONSTRATION OF LIMITED UNDERSTANDING > DEMONSTRATION OF POWERFUL UNDERSTANDING

24 The Big Six Historical Thinking Concepts
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Working with
HISTORICAL
SIGNIFICANCE

To design lessons and units that help students achieve the powerful under-
standings of historical significance, frame your lessons around a discipline-
based inquiry, beginning with a carefully crafted question. An inquiry
question can provide the “conceptual Velcro” that gives a purpose and direc-
tion to activities that might otherwise seem disconnected.

An inquiry question

+ captures and sustains student interest

+ guides students toward a better understanding of the concept

« results in a tangible, lively, substantial, enjoyable “performance task”
that wraps up the lesson sequence. Through this task, students should
be able to generate an answer to the inquiry question.”

It can be difficult to find a question that meets all three criteria for a good
inquiry question. “Why is Champlain historically significant?” may require
historical thinking, but it is hardly engaging. It could, however, be reworded
to increase interest: “Does Champlain deserve to be called the father of
New France?” Likewise, “What was the importance of the Charter of Rights
and Freedoms?” could be more provocatively worded as “Was the Charter
really that important?”

Inquiry questions can and should be asked often. You can introduce them
at the start of a lesson or unit, and then make them a point of reference:
post them on a wall, print them on blackline masters, and discuss them at
various times—particularly before a culminating task that requires students
to answer them.

Introducing Historical Significance

Like the introductory activities for the other concepts in this book, the
following activity is generic—independent of course content—and is
intended to help you explore students’ preconceptions about the concept and
raise their curiosity. So, before engaging in an inquiry to investigate a spe-
cific example of historical significance, use the following activity to introduce
the idea that the topics that appear in history textbooks and other accounts

5 Riley, M. (2000, May). Into the key stage 3 history garden: Choosing and planting your enquiry questions.
Teaching History, 99, 8.
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To help students realize
that judgments of historical
significance are based

on criteria

MATERIALS

e Blank sheets of paper
(1 per student)

e Drawing materials

e BLM 1.1: Analyzing Your
Significance Sketch
(1 per student)

DRAFT

are chosen based on criteria. Many students never consider this. The past is
a given. The stories in the history text just are. If we are to see progress in
students’ facility in historical thinking, we need to help them examine these
usually unspoken ideas, as they do with the “sketch and reflect” activity that
follows.

ACTIVITY: Sketching Significance

In this activity, students make personal decisions about what is historically
significant, and then consider the criteria that they used to make those
decisions. The sketch that students produce can be saved for reflection and
revision as the school year goes forward. It is adaptable to most grade levels
and can be used to assess content knowledge as well.

« Ask students to draw a diagram on a blank sheet of paper to show the
most significant events, people, or developments in the history of the
world (or of Canada or a defined region or time period, depending on
the unit you are teaching). Tell them that
- they may use pictures, icons, or words to create their elements
- they should arrange their elements in a way that makes sense to

them personally

- State the task limitation: they have only 15 minutes to complete their
sketches. Explain that the task is really too big to complete in 15 min-
utes, but that the time limit is meant to force them to think on their
feet—to choose carefully but quickly.®

+ Before students begin, warn them that afterwards they will be
explaining their choices, as well as their arrangement of figures. This
knowledge will encourage them to take the task seriously.

« After providing 15 minutes for students to work independently, ask
them to add themselves to their sketches, if they have not already
done so.

« Once they are finished, distribute BLM 1.1: Analyzing Your
Significance Sketch, and ask students to write the answers to the
questions.

+ Invite students to share their sketches and answers with a partner.
Then, hold a class discussion to compare and contrast the criteria that
students used to decide what to include in their sketches. Take note
of student answers, perhaps by listing the most common answers on
the board, so that you can refer to these as you move on to discuss
explicitly the criteria for historical significance.

+ Explain to students that they have just completed the task—using
criteria to rank according to importance—that all historians use to
decide what is worthwhile studying or researching, or in other words,
to decide what is historically significant.

6 See Seixas, P. Mapping the terrain of historical significance. Social Education, (61.1), 22-27, and Létourneau, J.
& Moisan, S. (2004). Young people’s assimilation of a collective historical memory: A case study of Quebeckers
of French-Canadian heritage. In P. Seixas (Ed.), Theorizing historical consciousness (pp. 109-128). Toronto:
University of Toronto Press.
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Figure 1.7 This history of the world sketch was made by a Grade 8 student who says she
chose a political theme because “that’s what interests me,” and the specific events because
they “changed things for a lot of people.” Note that she was permitted a little more time
than the 15 minutes recommended for this activity.

Alternative

Another introductory activity, especially appropriate for elementary stu-
dents, is to ask them to write, draw, or make a timeline of their life story that
includes the five most significant events or developments in their life. Ask
them to explain why they made the choices they did.

Teaching Guidepost 1

Broad inquiries to begin a unit or lesson that focus on historical significance
could be developed using question stems such as these:

+ Why should we bother to learn about X?
+ Why does everyone remember Y?

DEMONSTRATION
OF POWERFUL
UNDERSTANDING 1

Student explains the
historical significance
of events, people,

or developments by
showing that they
resulted in change.

NEL Chapter 1: Historical Significance
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To provide students with an
overview of a unit and with
practice using a specific
criterion, such as “resulting
in change,” to determine
historical significance

DRAFT

As you develop your own inquiry questions, it is best to be pithy. A short
preamble giving context, however, can make the inquiry more student friendly.
For example, “What were the most significant social welfare laws passed after
World War I1?” could be made more engaging by adding the preamble below in
the first sentence of the assignment. You can also add specific instructions to
indicate a specific performance task, as in the final sentence:

)«

The opening sentence of the Canadian Museum of Civilization’s “Social
Progress Gallery” says that “Social progress is the weight of laws designed
to alleviate human suffering.” What laws have done the most to alleviate
suffering? Which ones deserve to be in the gallery? Your task will be to
prepare a “Hall of Fame of Progressive Laws” with an explanation of your
criteria for your choices.

Similarly, giving students an imaginary but authentic role can give the activity
more meaning. For example, the task in the final sentence could ask students
to be the museum’s historian; in the activity Ranking Topics as the Textbook
Author on page 30, students take on the role of a textbook author making
selections for inclusion in a textbook chapter.

The first criterion for historical significance, “resulting in change,” as
described in Guidepost 1, is usually the easiest for students to recognize.
Students readily grasp that a person or event can become historically signifi-
cant by affecting many people (quantity) in a deep way (profundity) over a
long period of time (durability).

To introduce students to the first criterion, draw on the criteria that
they used to justify their choices in the activity Sketching Significance on
page 26. Identify instances in which students used quantity, profundity, or
durability of impact to signify historical significance. You may wish to develop
a list of events, people, or developments that the whole class agrees resulted
in profound impact for many people over a long period of time. Leave the
wording of the guidepost in plain view, and use one or more of the following
three activities to give students practice in using this criterion.

If your students are familiar with the “revealing” criterion, you may also use
the activities below for practice in using this criterion.

ACTIVITY: Ranking Topics in a Unit

Give students a list of topics that will be covered in an upcoming unit. Ask
students to draw on their prior knowledge of the time period or theme to rank
the topics from most to least historically significant based on the “resulting in
change” criterion, and then to defend their choices. Display the guidepost for
reference. Students can rank the list individually or in small groups.

In addition to giving students practice in using the “resulting in change”
criterion to weigh significance at the beginning of a unit, this activity can
provide students with an overview and chronology of the time period to
be studied. As well, as with the introductory activity, a ranking can help to

28 The Big Six Historical Thinking Concepts NEL



uncover students’ preconceptions about significance. Finally, this activity
can give you an opportunity to “sell” the unit, that is, to answer in advance
the omnipresent question, “Why are we learning this?” The activity can be
repeated after the unit of study is complete, and the results compared.

Alternative

A diamond ranking adds variety to this exercise. Divide students into
pairs and give each pair an envelope containing brief descriptions of nine
events, people, or developments that will be part of the upcoming unit. Ask
pairs to rank their historical significance in a diamond formation like the
one below.

The most significant event, person, or development should be placed at
the top of the diamond. The next two are both placed in second position.
The three across the centre row share fourth position. The next two, in
the fourth row, share seventh position. The least historically significant is
placed at the bottom of the diamond.

When pairs have completed their ranking, join pairs to form groups of
six. Each pair then explains and seeks to justify its ranking to the other two
pairs. The six try to negotiate a consensus ranking for the group as a whole.
The groups of six then explain their consensus to the whole class.

ACTIVITY: Survivor in a Hot-Air Balloon

The Hot-Air Balloon Debate is a well-known learning game, and one of the few
to have its own Wikipedia entry.

+ Before class, choose a selection of events, people, or developments
that are featured in a unit that students have already studied. These
will be “passengers” in a hot-air balloon that students must rate for
historical significance.

+ Divide the class into small groups. The number of groups should be
the same as the number of “passengers.”

DRAFT

Figure 1.8 This diamond-shaped
ranking model acknowledges that
events, people, and developments
can have equal historical signifi-
cance, though possibly for different
reasons. After students use this
model at least once, ask them to
compare the pros and cons of this
ranking model with a linear ranking
model (i.e., ranking 1-10).

To improve student familiarity
with the criteria for historical
significance
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FURPLSE

To give stwdants an
Spponunity 1o demordrate
thtr uncerstanding ol criteria
fior degbierrnbning historcal
sgrificance

CONNECTIONS

BETWEEM COMCEPTS

If yous chagae ane-of the
alternative tasks, such a8
dqsigﬂing a mural, this sxerose
nuw‘l.aps with tha athical
dimangicn, which concarme, in
part, wha from the past shoukd
be calebrated and why

+ The debate begins when you make an announcement, as follows:

Vou are in a hot-air balloon that is lasing height rapidly and will seon
crash becawse it is cverweight! Your task iz to choese three [&F riara)
passengers (o get rid of so the pthers can survive. Who will you cheese
torsaver The passengers are ...

... and then list off your selection of “passengers.” Explain that the class will take
the following steps to decide on the relative historical significance of each pas-
genger. The most historically significant passengers get 1o stay in the balloon,

. Assign each group a passenger and direct group members to work
together to find reasons why their assigned passenger is historically
significant enough to deserve to stay in the sinking balloon.

« One representative from each group presents the group's arguments
ta the class, The dass then votes to decide which of the passengers are
motre significant than the others.

. Debrief. focusing on the reasons why students chose to zave some
passengerd but not others.”

Alternatives

You may wish to use other imaginary life-or-death scenarios in place of a
sinking hot-air balloon, such as a lifeboat lost at sea, a stranded spaceship,
or a mine that has caved in on trapped miners. The imagined situations are
useful merely to add interest. You may wish to think of a scenario relevant
to the unit topic, such as saflors wapped on a sinking submarine during the
Battle of the Atlantic.

ACTIVITY: Ranking Topics as the Textbook
Author

The decision making format can also be used toward the end of a unit of study to
consolidate learning, For example, provide students with the following scenario:

You are a famous author. Your publishing company hired you—on a
Tucrative contract—to write a texthook chapter on the Cald War [or the
ropic of the unit], but it has suddenly fallen or: hard times and now has a
srmcell Budger. The editor-in-chief can only afford a short chapter. So, she
asks you to write about only the five most historically significant events,
people, or developments. Make a proposal to the editor-in-chief hsting
the five topics you plan to write about (in order of importance), giving the
reasons why you chaose them.

If you have already introduced the criterion of “revealing,” it could be
included as well as “resulting in change” as the basis for students’ decisions.

7 Matthow Brodshas wirm sasingt urwanented pmpldicaban &l b enrg b conDspt--a rissot Ehip dxfirna
Bracshaw, M, (2004, Decenber), Creating tontrovsrsy in fhe dasssopm Making progresa with hisiorsal #g
rificarce. Teaching Hiapary, 1350 2122
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Alternatives

Other scenarios might include telling students they are on a committes that
is assigned to design a poster, monument, or mural illustrating the most
significant events in the life of a historical figure or in the history of your
community. Invite students to rank the topics in a similar way.

Teaching Guideposts 2 and 3

The second criterion for historical significance involves an event, person,
or development that did nor have impact according to the first criterion.
According to many historians, events, people, and developments with little
or no impact can nonetheless have historical significance if they reveal some-
thing about the past that is of concern to us today. This was the reasoning
that Brook used to bring significance to Delft,

It can be hard for students to recognize the sipnificance of topics that had
few major consequences, such as Vermeer's hat or the Dionne quintuplets.
Yet these can reveal much to us. For example, the quintuplets’ experienca can
cast light on the positien of children and poor families in 19305 Canada, as
well a5 on issues of power and rights.

The key to helping students master the “revealing” criterion Is to assist
them in recognizing how historical sipnificance is contingent on giving the
event, person, or development a place within a historical narrative. Vermeer's
hat has a place in the narrative of globalization. The Dionne quintuplets have
aplace in the story of the social history of the 1930s and the broad movement
toward human rights continuing today.

As youintroduce the “revealing” criterion to students, it is important tonote
that the historian constructs, or creates, the figure'’s significance. Historical
significance, in fact, cannot exist without being created or constructed.
Historians, filmmakers, and textbook authors make choices about what o
feature in their works, They make these choices to serve a purpose, answer
a question, or throw light on an issue in the past or present. The storytellers
of history then link their choices to a larger narrative to meet their poals, as
Adam Hochschild links a meeting in a print shop to the larger story of aboli-
tion of elavery (as you will see in the activity Analyzing Bury the Chains on
page 321,

Significance then is relative and contingent, not inherent in the event,
person, or development itself, Although students may need considerable guid-
ance to devalop this understanding, small, personal, revealing stories readily
engage their interest. Students are fascinated, for example, by the secret of
Hudson’s Bay Company employee John Fubbister when they discover that
“he" was Iszbel Gunn, who was only revealed as a woman when she gave birth

I

DEMONSTRATION
OF POWERFLIL
UNDERSTANDING 2

Student explains the
historical significance
of events, people,

or developments

by showing what
they reveal sbout
issuss in history ar
contemporary life.

H

AT

DEMONSTRATION
OF POWERFUL
UNDERSTANDING 3

Student identifies how
historical significance
iz constructed
through narrative in
textbooks or other
histarical accounts.
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Te gain practics in idestiying
hiow an historian corstracts
histarical significance by
connacting toa nasrative

MATERIALS

= BLM 1.2: Bury the Chaing
(1 per studant]

after a holiday celebration at Fort Pembina in December 1807, Although
interesting in its own right, the story sparks further student inguiry into the
position of women in the larger narrative of the fur trade.

Students become adept at recognizing the construction of historical sig-
nificance by practising with a variety of historical accounts, as they do in the
activity Analyzing Bury the Chains below. Text that has not been questioned
is like courtroom testimotyy that has not been examined. This form of critical
thinking aligns with "Questioning the Author®—a well-researched reading
strategy that is intended "to help students become more actively engaged as
readers with a voice.™ Students skilled in historical inquiry, moreover, may be
petter able to challange those who would misuse history.

Inquiry questions to explore the criteria of revealing and the role of narra-
tive can be quite direct, such as "Who or what does the creator of this narra-
tive think is historically significant?" However, this hardly qualifies as a good
maquiry for capturing student interest. An inquiry needs to begin with what
John Dewey called “some perplexity, confusion, or doubt” Toward this end,
such a question could be reworded as

« Why does the writer, director, or artist include X but not ¥?
« What did the writer, director, or artist leave out or downplay?
+ Whase voices don't we hear, and why?

Fey concepts such as historical significance must be gquestioned, played
with, and explored if they are to be understood. Content that has not been
quest:oned is like courtroom testimony that has not been examined. All of
the above inguiry questions challenge students to think for themselves and
make reasoned judgments about historical significance.

ACTIVITY: Analyzing Bury the Chains

In this activity, students identify the construction of historical significance
in an excerpt from a recent history about the antislavery movement: Bury
the Chains: Prophets ard Rebels in the Fight to Free an Empire's Slaves by Adam
Haochschild.” This exercise can be done as a whale class ac tivity, in groups, or
individually.

» Distribute BLM 1.2: Bury the Chains. Ask students to read the
passages excerpted from Bury the Chains by Adam Hochschild on
BLM 1.2Za: Bury the Chains. After they are finished reading, ask
students to answer the questions on BLM 1.2b: Bury the Chains.

« Discuss student responses together as a class. Pay particularattention
b0 question &, and ensure that atudents grasp how Adam Hochschild
constructed historical significance by connecting an event with a
larger narrative.

Egle O, Kamp. 1, & ki-Brde, B, (2007 gailming lieracy in yocml studies’ Strategaas for imorang com
prehansion and crical hooking (D 19] Adegon, Vs, ASCD

S Hochschikl, A (L] Sy 1he chaim | Prepha s ang rabe's e the Aght b raean ampines sleves. M York
Hazisghban [ R
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Teaching Guidepost 4

Because historical significance is constructed, the choices of what is considered
historically significant vary according to a person’s background, knowledge,
and worldview, among other factors. Similarly, people’s choices change over
time primarily because the issues that interest us also change over tima.

You can encourage students to consider these two forms of variance by
presenting questions such as the following, adapting them to the periods of
history yeu are studying:

» Why do peaple tell different storvies abour X7
» Why do today's textbooks include more material on group X than did
textbooks of 50 years apo?

An example you can use to illustrate changing historical significance over
time is the story of Tekahionwake, commonly known as Pauline Johnsen.
This poet of mixed Mohawh and British ancestry wrote and performed poetry
in Canada in the late nineteenth and early twentieth centuries, She was one
of very few female writers in Canada at that time to make a living in her field.
Thousands of Canadian schoolchildren read her signature poem, “The Song
My Paddle Sings."

Although her furieral in 1913 was at that point the largest in Vancouver his-
tory, Johnson soon faded into historical “insignificance.” Recently, however,
historians have re-evaluated her importance as their interest in the artistic
work of First Nations and women has ineveaged. Historians now appreciate
her pesistance to dominant ideas about race, gender, and Canada. Actor
Donald Sutherland quoted a Johnson poem at the epening ceremony to the
2010 Olympics in Vancouver, something that would have been unheard of
50 years ago during her temporary period of insignificance.

Reflection on the changing historical significance of people such as Pauline
lohnson can contribute to anti-racist or human rights education when we ask
the inquiry question, "Why was Pauline Johnson ‘insignificant’ for so many
vears? Why is she historically significant now?

(CTIVITY: Moving beyond the Textbook
Timeline
lost history textbooks Include timelines that highlight the events that the
rexthook authors believe are the most historically significant. Rarely does a text
orovide alternative chronologies displaying choices made from different per-

spectives. Rarely are the choices ever examined as choices. To adapt Socrates’
dictum to histerical thinking, the unexamined timeline is not worth reading.

Walk students through a comparison of a variety of timelines, aiding stu-
1ents in identifying the differences.

- Begin by helping students examine a timeline i your class textbook.
If one is not available, show a straightforward example from the

DEMOMSTRATION
OF POWERFUL
UNDERSTANDING 4

Student shows how

historical significance
varies over time and
fr.::-m EFI!'.'-I.JF- ] EI'I:.HJFI.

e o o

COMNNECTIONS
BETWEEN COMCEPTS

Inguiries that provide
Gppotunitios o raise Soues
such at sexism and il
rights lend themselves ta
cansideration of the ethical
dimarssan of Ristancal
thinking, Because when we
clecice wio i historically
giggnifecent, wa ane alac
detiding whao is “worthy™ of
our attenvtion.

FURPOSE

To practise identifying how
hemtorans” chodcag recyarding
historical significance refiect
their different perspectives
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MATERIALS

* BLM 1.3: Sourcas for
Timelines {1 per student]
* Intennet access

PFURPOSE

Te canstruct hastorical
significance by placing events,
peopie, or developments ina
miganangiul narrative

sources on BLM 1.3: Sources for Timelines. Using a “think aloud”
strategy, model for students how to use criteria to interpret the sig-
nificance and perspective of the entries on the timeline. Most entries
will have been included because they "resulted in change,” When taken
together, some sets of entries will suggest a coherent narrative.

+ Asgk students to conduct a similar analysis with the Environmental
History Timeline!" or ancther in the selection offered on BLM 1.3:
Sources for Timelines. Students should identify the criteria and
perspectives behind the selection of events, people, and developments
included. Alternatively, different groups of students could be given
different timelines from the blackline master. Ask each group toreport
to the class on the kinds of events, people, and developments listed
in their timeline. They should share what they infer are the points of
view and criteria for the timeline creators’ selection of these items.

= After students have examined two or more timelines, conduct a class
discussion by working through the questions below. Responses to the
final question in particular provides feedback about students’ under-
standing of the variability of historical significance.

-~ What do you notice is the same about these timelines? What is
different?

- What might explain these differences?

- Are some of these timelines better than others? On what basis do
you think this?

= How do you think the contents of our textbook and its Hmelines
might look if this were a textbook in another province? In another
country?

- What topics do you think were important in a history textbook
written 30 years ago? How about in one written 50 years from now?

= If two authors of history textbocks or websites look at the same
facts, will they tell the same stories? Why or why not?

= What can you conclude from this exercise about the nature of
history?

Consolidating Understanding

Something or someone can become historically significant by resulting in
large-scale change or by revealing something about the past that is impor-
tant te ws today. In elther case, historical significance is always demonstrated
through the particular’s place in a larger story.

ACTIVITY: Write Me a Story

This class activity invites students to review topics they have zlready covered,
reconsider their historical significance, and write an historical story that
demonstrates their conclusions. This activity is appropriate for the end of a
unit, term, or year,

10 Kowarth, W Eraronmantal berary resekne, Retreved iy 1B, 2012 trorm hiap Mlawesradiardadaivhouar i)
erwhistdindax i
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- Begin by identifying the themes you have studied. You may define

these themes yourself, or arrive at them through discussion MATERIALS
with the class. They can be themes velated to politics, sconomics, * Paper and markers for
demographics, or society; or they can be defined in terms of issues eraating abaut eight posters

such as immigration, French-English relations, gender relations, and tor bang arsund the classoom

internatrional relations. Your goal is to have enough themes that every

group of four will write a story on a different theme, although there

could be repéated themes. (Divide the number of students by four to
determine the number of themes needed.)

« Write the names of your chosen themes on eight large pieces of paper
and post them around the clagssroom.

+ Create a list of specific eventa, people, or developments {i.e., topica)
that go with the chosen themes, These, too, may be arrived at through
discussion with the class, or through your own definition. Ensure that
several topics fit comfortably into each determined theme. Generate
enough topics so every student has a different one, although here,
too, topics could be repeated, if necessary.

 Assign one topic to each student. All students review their assigned
topics and decide why the event, person, or development was
hiztorically significant.

« Ask students to think about which theme or themes would make the
best home for their topic.

« Direct students to gather next to the theme poster that best fits their
topic. To help students make their choice, ask them to consider by
what criteria their topic is historically significant. For example, did
it result in economic change or reveal something important about
minority rights? If students have trouble deciding which group they
chould join, open the question to the clazs to help in the decision,

+ Before moving to the next stage, you may need to adjust the size of
groups if they are out of balance, Students should be in groups small
enough to work effectively, that is, a maximum of five.

— For large groups, ask students if there 15 anyone who is uncertain
that they are with the correct theme,

- Por small groups, ask the whole group if there are any other
significant events, people, or dévelopments that should be included
in thair group. Explain that many of the topics could be grouped
with more than one theme,

* Finally—and this is the key to the exercise—each group of students
compases an hisrerical story that links all of thelr topics and presents
it to the clags. The story can be imaginative, but it must be faithful to
a plausible interpretation of evidence. Remind students that a good
story has a plot and a clear beginming and ending, and it explores its
theme in a meaningful way. The significance of the individual events,
people, or developments should he demonstrated by their place in
the story,

» In a follow-up class discussion, make explicit the criteria and larger
narrative in each of the students’ stories.
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BLM 1.1 Analyzing Your Significance Sketch

Mame: Date:

Answer the following questions to help you idemtify the criteria you used to decide
which events, people, or developments were most histarically significant,

m— 10

1. Does your sketch show well-known events and powerful people? Or does it show
the ordinary lives that most people live?

2. Are there any references to nations or countries in your sketeh?

3. Does your sketch show connections to local, national, or international issues?

4. Do your choices teature big historical changes?

5. Did your chawces change peaple’s lives?

&. If you added yourself to the sketch, how did you position yourself in relation to the
other elements, and why?

e Y

7. Does your skatch tell a story? If so, what is the message in your story?

8. Considering your answers to questions 1to 7, what reasons or criteria helped you
decide what to include in your sketch?

Thin Bl St Hiiere] Thinking Coreepii Copiighs £ 1013 by Melson Sducation Lid
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BLM 1.23 Bury the Chains

Marme: Date:

Read the fallowing passages from Adam Hochschild's '

book Bury the Chains.'! As you read, think about what each
passage s contributing to your understanding of the stary abolitlonist—an sctivist
of the abolition movement.

1

im the mavement be snd
staverny and the slave
frace

serfdom—condition of
an agrcultural labourer

Strangely, in a city [London, England] where it seems
that on almaost every block a famous event or resident

is commemorated by a blue and white glazed plague, e S
none marks this spot, All you can see ... are a few low, labour in return far rights
nendescript office buildings, an ancient pub, and, on to the land

this site itself, 2 George Yard, a glass and steel high-rise, farged—shaped
Nathing remains of the baskstore and print shop that subjugated—anslayed

ance stood here.

At the end of the eighteenth century, well aver three quarters of all people alive
were in bondege of one kind or another .. of slavery or serfdorn, The age was a high
point in the trade in which close to eighty thousand chained and shackled Africans
were loaded onto slave ships and transported to the New World each year . .

This is the story of the first, pioneering wave of that campaign [to abolish slavery]....
England is where the story really begins, and for decades it was where American
abaolitionists looked for inspiration and finally for proof that the colossally difficult
task of uprooting slavery could be accomplished, If we were to fix ane paint when
the crusade began, it would be the late afternoon of May 22, 1787, when twelve
determined men sat down in the printing shop at 2 George Yard.

The Britsh abolitionists were shocked by what they came to leamn about slavery

and the slave trade, They were deeply convinced that they lived in a remarkable
time that would see both evils swept from the face of the earth. Like anyone who
wages such a fight, they discovered that injustice does not vanish so easily. But their
passion and optimism are stifl contagious and still relevant ta our times, when, in 5o
many parts of the world, equal rights for men and women seern far distant.

The mevemant they forged is a landmark for another reason.... Slaves and
subjugated people have rebelled throughout history, but the campaign in England
was something never seen befare: it was the first time a large number of people
became outraged, and stayed outraged for many years, over someone else’ rights.
And most startiing of all, the nghts of another colaur. on another continent.

11 Hochachid, & {2000). Bury the chaing: Proptets and rebed o the fight to free at emping s slamsign. 1-51 Naw Yark Hoogheon Mdin

e, e ——, ———————— . g ———

T B i Mistonical Thinkang Conce ps

Caprpiight @ 51 3 by Melsen Educazion Lid.

G

o B B L i e o e

Chapter 1 Histoncal Sygnificance 37



BLM 12D Bury the Chains

Mame: Date:

After reading the passages from Bury the Chains, answer these questions. |2

1. Passage 1 sets the scene today. What dees it convey, if anything, about the
significance of what is to coma?

2, Passage 2, which is from the beginning of the historical narative, lays out the
conditions at the end of the eighteenth century. What is the most notable poimt? |

3. Passage 3 tells the beginning of the real, detailed, specific action of the story,
with an event and some peopla. Who, what, when, and where was the event?

]

4. Passage 4 tells us why this story is important. In your own words, tall why it
is important,

2. Passage 5 follows up and expands on why the story is important, Again, in your own
words, what does this paragraph add?

6. Explain, in your own words, why twelve men sitting down at a table in 1787 could
b an historically significant event.

7. Create a list of steps the author tock to construct or create the historical significance
of the event by giving it a place in the narrative of the abolition movement.

e e s e ——— e e —— e —
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BLM 13 Sources for Timelines

The HistoryWoerld website gives a wide range of summaries of history and
timelines from chemistry to the crusades to Canada. Get 1o the site by searching
“historywerld timesearch” and then select "historyworld timelines,”

Oriented toward the British classroom, the award-winning Timelines.tv website
combines video narratives with timelines. Gat to the site by searching "timelines tv.”

The BBC News (British Broadcasting Corporation Mews) website includes country
profiles. These include timelines of the countries’ national histories, Get to the site
by searching “bbc news country profiles.” On the profiles page, select a country or
region to get to a specific profila. Then click on the timeline link for that profile.

The Encycdopedia of Canada website has a page with a 100 Greatest Events in
Canadian History timeline that begins in 985 CE when Bjarni Herjolfsson is said to
have sighted Canada and ends in 1996 when Donovan Bailey wins the Olympic
gold medal for the 100 metres. Get to the site by searching "encyclopedia of
canada 100 greatest events in canadian history tmeline.”

The Canadian Geographic website includes a First Pecoles timeline slideshow that
begins in 40 000 BCE and ends in 1999 with the establishment of Nunavut, Get to
the website by searching "canadian atlas first peoples timeline.”

The Simeon Fraser University website hosts a timeline an Chinese Canadian
histary: From C to C: Chinese Canadian Stories of Migration. It covers events from
1788 10 2010 in a "meving” timeline linked to primary source images and clips of
commentaries from historians. Get to the website by searching “from ¢ to ¢.”

The Black History Canada website is home to a timeline ot Canadian Black history
that begins in 1605 with the arrival of Mathieu Da Costa and includes personal
profiles and descriptions of key everts. Get ta the website by searching “black
histary canada,” and then click en "Timeline.”

The Smithsonian wabsite includes a timeline of the Lakota winter counts. These
are traditional calendars of the Lakota First Mation fram the nineteenth certury.

e
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Winters are represented in symbolic drawings of battles with other nations, deaths f

of horses, capturing a medicine arrow, and smalipox epidemics, among others, %
Get to the website by searching "lakota winter counts.” I
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Chapter 2

EVIDENCE

How do we know what we know about the past?

Guideposts to Evidence
B Guidepost 1

History is interpretation based on inferences
made from primary sources. Primary sources can

be accounts, but they can also be traces, relics,

ar records,

- Guidepost 2 :
Asking pood questions about a spurce can turn it r
into evidence. :

8 Guidepost 3
Sourcing often begins before a source is read, v
with gquestions about who created it and when it
wag ereated, It invelves inferring from the source i
the author's or creator’s purposes, values, and

L} 1 & - -I
wotldview, either conscious or unconscious, i

B Guidepost 4 el | |

A source should be analyzed in relation to the i

context of its historical setting: the conditions and
worldviews prevalent at the time in question.

alone. They should always be corroborated— checked
against other sources (primary or secondary). !

e P — s |
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Figure 2.1 Mambars of thie Coast Salich Matian calabrate a land uss agraermant anncinoed
by Brtish Cokembia Premier Gonton I:.-:.rr.pl'_u_'-!l in 2008 W his ook The Pawer of Placa.
The Problerm of Time: Aboriginal ldentity and Histoncal Consciousness in the Cauldron of
Colomiaiism (2011), kistarian Keith Thar Carlzon tells the histosy of the Stodd [STOH-20]
First Mation, one: of the Coast Salish First Matons, He exemined litarally thousands of
primary sources for this project, asking the questions that wrmed some of these sources
into avidance. How might the wark of historizns like Carscn be 8 helo in settiing the land
claims of First Mations?
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Figurs 2.4 Constuctng  Ristory
WEIG ErEMEny Souices imahes thmee
interralated tasks. Esch informs and
rafines the other two

Thinking about
_EVIDEN%E

The process of writing history using primary sources invelves a three-way
interplay among the inguiry questions that propel the study, the close analysis
of available sources, and knowledge of the context of the sources. Each informs
and refines the other two, The mutual interplay is what makes doing history
possible but, at the same time, what makes doing history so difficult,

|.- Asking good guestions | | Analyzing available
to propel a study sourCes ,
KN | Taking the context into ‘“ l/
. consderation
-

Before the introduction of historical thinking in a classroom, students may
go no further in their analysis of sources than to ask "What does it say?” or
“What facts does it give me?” Even when they consider primary sources instead
of secondary sources, they may be unable to make history from these puzzle
pieces from the past, If we can help them grasp that history is interpretation
of evidence, then they will see the purpose of developing their own ability to
interpret. By teaching students how to think like historiang, we enable them to
engage with history by seeking approprizte sources, analyzing those sources,
and considering their context. $tudents learn not only how to make inferences
about their sources but also how to corroborate thase inferences,

How One Historian Approaches
Evidence

As we begin to think about strategies for teaching students how to use evi-
dence to make history, let us consider what we can learn from the experience
of historian Keith Thor Carlson, author of The Fower of Plece, The Froblem of
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Time.! This is the fourth book Carlson has written about the Sté:a peoples,
whose traditional territories lie in southern British Columbia, He worked for
&ome years as an historian and research coordipator for the Sté:la Nation

Carlson's most recent book explores the Sto:ld history of social relations,
cultural change, and the historical meanings of Sté-la identity. OF interest
in eur discugsion about the use of evidence in research are his insights into
the methods he used to make history from thousands of primary sources.

First, though, let us give thought to the question that he was trying to find an
answer for: Who are the Sta:lo?

The Question: Who Are the St6:167

The 5ta:lo people have ocoupled lands surrounding the lower reaches of the
Fraszer River for centuries. Carlson tells the story of a complex Sté:da iden-
tity that has shifted over time. Do the Sté:ld constitute a single Std:ld Mation
throughout the region, or are their identities more tied to local places?
Throughout their history, the answer to this question has had implications
for palitical power, cultural status, and economic well-being.

The issue has immediate, contemporary relevance as well: Who can legiti-
mately represent the First Mations of the Fraser River in negotiations with
the federal government about Aboriginal rights and land title in the region?
Can the 5ta:lé negotiate with the federal government as a single political unit,
ot must individual Std16 bands negotiate separately? The answers Carlson
sought could not be found in a single source. They would require a deep his-
torical investigation Involving literally thousands of sources. Carlson met the
challenge by seeking out relevant sources, analyzing them as evidence, and
corroborating what that evidence suggested.

Traces: The Raw Material of History

Although we would never expect high school students to conduct research
involving thousands of sources, we de want them to understand the process
and to leamn to analyze sources. In order to examine closely Carlson’s use of
primary source evidence, it may be helpful to focus on a small piece of his
story. In July 1878, Joint Indian Reserve Commissioner Gilbert Malcolm
Sproat reported the following;

All the tribes living between Yale and the mouth of the
Fraser [want (o organize Mic a EI.F'l':;]L'.:.'L I;-D‘.'EHHTIETH.:
They must not be n too much a hurry. (pp. 247 253)

Thiz was the meagre trace of history where Carlson began his construction of
an historical account.
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Note that Spreat’s words do not tell the story of his encounter with the 5té:1a,
much less explain why he responded as he did, Rather, he was simply doing
his job: recording a request and his response. This example clavifies a distine-
tion between traces and accounts. Many primary sources are accounts written
in the time period in question, such as eye-witness descriptions of historical
events. Most primary sources, however, are like the Sproat quotation: a trace
of the past that is left behind by accident—rthe detritus of everyday life that
just happens to be preserved, Traces are not organized as stories, that is, as
accounts of a situation; their authors did not intend to provide one, But they
do form the material for historians to write theirs. Sproat was not acting like
an historian, As we shall see, it is Carlson who thought like an historian by
asking questions that would turn Sproat’s words into the evidence for the
history Carlson would write.

Building a History
Carlson’s next step was to ask questions stemming from his source. Why did

the Sta:1o wish to be represented by a single povernment? Why would Sproat
not support a politically unified 5t416 Nation?

Sources that could answer these questions directly were not to be found.
Carlson looked elsewhere (he had to) to find a parallel encounter with more
evidence to support an explanation. Carlson uncovered such an encounter
between Sproat and the Nlakapamux Mation (farther up the Fraser River),
from which more documentation survived. In this case, there was a different
putcome: Sproat supported the Mlakaparmus request to be treated as asingular
entity. Carlson was puzzled. Why would Sproat support the Nlakapamux in
their formation of a central governing institution and remain hesitant about
the 5t6:0 efforts to do the same?

Geography and demography supplied Carlson with some context to help
him work toward an interpretation. The Stoclo lived in the general area
where several communities of newcomers were developing, The total Stoclo

Conoepts REL



population of 1900 {in 1879] outnumbered even the largest of the newcomars’
settlements (New Westminster, at 1500 in 1881). The context of worldviews
prevalent at the time gave Carlzon further ingight: colonial societies generally
viewed First Mations as a threat, By putting the context of relatively large
First Mations populations alongside the context of the colonial mindset of
fear, Carlson could propose an interpretation:

Colonial society [in the Sto:l6 area] was simply not
ready to allow that much concentrated power to
manifest itself in the hands of Indians. (p. 253)

Thus, Carlson takes the step toward “making history” by using context to help
him interpret the evidence and write an historical account.

Corroborating the Interpretation

Carlzon knew that he would need te corroborate such an interpretation.
He did find documentary evidence that provided this support. Six months
before Sproat’s communication, the Victoria Daily Standard— the largest local
newspaper at the time—editoriatized as follows:

Singly the Indian tribes are easily dealt with, but once
bind them together by ties, whether political or social
and they will be much more difficult to coerce or
persuade. (p. 253)

Carlson found further decumentation showing that Sproat’s colleagues in the
Department of Indian Affairs Pacific office held similar views. Superintendent
LW, Powell endorzed a statement from “Concerned Citizens” Fearing that

the future peace of the province 15 bemg serously
jeopardised [sic] in this proposed combination of
semi-civilized natives.... We desire especially to bring
to your notice, that the past safety and security which
we have enjoyed in the Province 1s owing to the fact
that the large Indian population of the Counftry has
been divided into small bands without a head Chief
possessing the general authority or influence, and
without the ability to unite and constitute themselves
a powerful and forrmidable force. (pp. 253, 254)

4s it happened, shortly after Sproat's report, the Sté:ld organized to present
a eoharent voice to Indian Affaire. Sproat vetired, but hiz successors continued
to resist Stédé efforts to gain recognition. Mevertheless, as Carlson demon-
sirates, this resistance was not the end of the story. The Std:l6 continued to
actively confront new circumstances and face new challenges, with awareness
of their place and their past, and an eye to the future,
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This small episode in Carlson's larger story of the 514:10 has been worth con-
sidering here because it highlights aspects of the nature of primary sources,
their uses by historians, and, in turn. what students need to learn about them.
Carlson demonstrated all three components of the process far using evidence
i historical research:

1. He asked bhig, important questions that propelled his research,
2. He conducted close analysizs of available sources.
3. He considered those sources in the context of the time period.

Now that we have an overview of the process that an historian takes to con-
duct historical research using primary sources, let us investigate the process
further by examining five guideposts—or big ideas—about evidence, and
how we can bring those big ideas into the classreom.

Understanding History
as Interpretation

i It can bearevelation to students when they start to understand the difference

Evidence | ht!_n-w.:n history and thrf past, The past is everything that has ever happened,

& Histories are the meaningful stories that we tell about what happened, that

. Guidepost 1 [l is, interpretations, Primary sources, the leftovers from the past, provide the
History g0 I link between the past that is gone and the histories that we write and tell
interpretation basad i today. As noted above, a phrase like Sproat’s "They must not be in too much a

on infarences mads i hurry” is, like most relics and records, a trace of the past. Documents, emails,
from primary sources. ii photographs, videos, databases, restaurant menus, toothpaste ads—these
Primary sourcescanbe || 4re all the raw material of history, To create a history, one must select relevant
accounts, but they can sources, ask guestions and make inferences about them, and, most important,
also be traces, ralics, interpret them. This is the process Carlson went through, first finding a rel-

evant quotation {as abova), then making inferences about it (Sproat seemed
to disapprove of unification), and finally developing an interpretation (Sproat
was reflecting a colonial mindset, prevalent at the time, that Aboriginal peo-
ples were better "handled” if kept disunited),

QT 'I'E‘L'EIIIEI.-E.

© A T

You will want to help your students recognize the difference between
secondary aceounts, or histories, and the primary sources on which they are
based. This can be achieved by examining the pairing of an historical account
with a few pieces of the evidence that the historian used in his or her research.
This examination will allow students to see not only the difference between
serondary and primary sources but alzn the proceas by which historians build

— an interpretation using inferences drawn from primary sources.

row T

Evidence . . .
- Turning a Source into Evidence
. E’:ﬂ-ﬂlﬂj —ta—t I Carlzon asked two types of questions. The first type were inquiry questions—
ng good questions | the guestions about Sté:le (dentity that propelled hiz vesearch and guided
about a source can turn : : ; £at
A Tty him to a relevant guotation. Guidepost 2 highlights the second type of ques-

tions: the questions that Carlson asked about the quotation, and that turned
this trace into evidence useful to him in his inquiry. These are questions abour

e I
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not just what the source says or shows, but about what is not said, whose pur-
poses and perspectives are expressed, what generated the source, and what
impact it might have had

Help students develop the competency of framing questions about sources
that will help them use these traces of the past as evidence for an argument or
anaccount. Editorial cartoans are useful for teaching thiz competency bacause
they usually contain fairly obvious messages, Further, stadents will be able
to develop and sometimes answer questions about purpose and perspective,
such as "What is the artist's message?”

Sourcing: Starting an Analysis

Sourcing is the first step in analyzing virtually any source. Sourcing questions
begin with straightforward gueries, such as "When was this written?" "Who
wrote this? and “What was his or her position?” More accomplished stu-
dents will then move on to questions that are much more difficult to answer,
such as "What was the author's attitude toward..?" or "Why would the jour-
nalist focus on...?" The latter sort of questions require inference making—
suggesting reasonable explanations by reading between the lines and linking
to other period sources,

When analyzing storles (or accounts or narratives, all of which are synonyms
for our purposes), historianz can ask questions about bias, objectivity, and
proximity to the events. In dealing with the quotations from Sproat, however,
Carlson did not ash these questions because Sproat is not telling a story—he
i5 an historical character i the story. So Carlson was interested in Sproat's
position, motivation, and purposes, as well as the impact of his words.

Wote that Sproat’s words did not tell Carlson about motivation or purposs;
Spreoat did not articulate these in the document. Even if he had set them
down in writing, however, the historian must necessarily ask whether what
he wrote was actually what motivated him. Students need to be able to read
meanings that are not actually on the page.

Taking the Context into Account

Contextualizing documents encourages us to analyze sources considering the
perspective of the time and in the society in which the source was created,
It is unlikely that historical hgures would set down the assumptions and
worldviews within which they were operating. These constitute the atmos-
phere they inhaled, and were no more visible to them than the air they
breathed, However, this is context that can help us understand and intet-
pret their words accurately. It is the historian's job to map the currents and
changes—"the climates of opinion," in Carl Beckers words—of the past.
Students need to develop the ability to contextualize documents in the time
and place they were created, as Carlson did wheén he drew on his awareness
about colonial attitudes to contextualize Sproat’s comments.
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Whan students idantity
vrartidviaws that am gifferent
fram their awn, thay often
desmiss the saurcs a5

biazed ard treefore ot
valuable, Help studants ses
that kintnsing-a pursm's.
perspective, c:ipl.-L'.:a.l:'}' WET

it is differert from their own, i
valuable because it reveals the
vigws that wers r_-n:u|=tir'-5 ini
tha paricd in ouastian

Evidence

B Guidepost 3

Sourcing often begins
before a source is read,
with questions about
who created it and
when it was created. It
involves inferring from
the source the author's
of creator's purposes,
values, and worldview,
either conscious or
UREGRECIOUS.

=

Evidence

B Guidepost 4

& source should be
analyzed in relation

to the contaxt of its
historical setting:

the conditions and
worldviews prevalent
at the time in question.




W e —

Figure 2.4 Thiz 1943 poster was
cragted by the Wartime Infoemation
Board to send & message Lo
Canedians. The purpose and workd-
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be inferred by asking good ques-
tions about the poster: “What does
gach characier represant’’ (soldsers
rluisirial worksrs, and wamen who
tend Victony (rardans or kaep up the
tarm whila the men are at war) " How
dioes the artist porray thesa chame
tersT! -fgn-nﬂ ::'.-'.h'q.:ng_ ctarmines
and actsgomoun o
this  governmant

What makes
QIOpag T
Canadlians

that centribations an the hame front

:| RIS & 0 COmviriGg

wara [Ust as important as soldarning)
"Why didn't the artist porray tha
scdier 35 3 woman?" fwomen wana
amployed n e armed forces but
nck as compat soldiers)

Evidence
ﬂ Guidepost 5

Inferences made
from a =ource can
FLEAe .':1._'|||.|:|. .'|.|-u|:|:'.
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The Final Step: Corroboration

Historiane comb through a multitude of decuments to And relevant sources
Carlson's unearthing of Sproat’s July 28, 1879, letter to the Superintendent
General of Indian Affairs involved delving through a lot of other detritus before
he finally got to File 10692, Volume 3669, Resl C-10117, Record Group 10 of
the Department of Indian Affairs in Library and Archives Canada, page 338

The letter proved relevant. Carlsen's job of sifting through decumentation
was not over, however. His next task was to corroborate the inferences he
drew from the letter. He carroborated his interpretation of Sproat's thinking
about the Stéla by comparing it with Sproat’s previous statements about
the Nlakapamux, as well as comparing it with the views of the "Concerned
Citizens” and other officials in Indian Affairs, and with the findings in other
secondary sources. Carlsen followed the same process with hundreds of other
documents, transcripts, and recordings, many of which he then used to write
an account of this episede. To be able to construct accounts of events—to
“make” history—students need to learn how to handle multiple primary
documents—to assess where they reinforce each other and, perhaps even
more important, where and why they contradict each other.
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Generating Powerful Understandings of Evidence

Use the lessons and activities in the second half of this chapter to enable your students to move from
limited to powerful understandings of the ideas embodied in the guideposts.

. Guidepost 1 History is interpretation based on inferences made from primary sources,
Primary sources can be accounts, but they can also be traces, relice, or records.

DEMOSETRATIOMN OF LIMITED UNDERS TAND NG

Stedent 2hows an unexarmened faith in the
trustwonthingss of all sources.

BEMOMNSTRATION -UF POWERFLUL UNDERSTANDHPHEL:

Student makes insightful inferences from pomary
SOAATE L

. Guidepost 2 Asking good questions about a source can turn it into evidence,

FERALN Y TRATION OF LIMITED UMNDERSTA NCHRNG

Student s confused about how ta ask quastions abiout

& BOLrde,

DEMONSTRATICN OF POWERFLIL UNDERSTANDING

! Student asks good questions that um primany sources

intz aviderce for an inguiny, argument, or account.

. Guidepost 3 Sourcing often begins before a source 1s read, with questions about who created it
and when it was created. It involves inférring from the source the author’s or creator’s purposes,
values, and worldview, either conscious or unconscions,

DEMONGTRATION DF LIMITED UNDERSTAMNIENG
Student fails to consider questions about the craation
of tha soumre.

DEMOMNSTRATHIN OF POWERFUL UNCERSTANDENG

Ter begin analyzing & document ar visuasd, student
engades in soureing, that s, asking questions about
when and why the souree was ereated, snd by whom,

5] Guidepost 4 A source should be analyzed in relation to the context of its historical setting:

the conditions and worldviews prevalent at the tima in question.

DEMCGRETEATIOMN OF LIWTTED WMNDERSTAMOING
Stwdant makes judgrments absat the languege and

ressages of sounces wihout taleng into account the
time penod when they wers written

DEMOMNETRATION OF POWERFUL UNDERFTANDINDG

Student contextualizes sources—he or she keeps in
rmind the conditicng and woddviews prevalent at the
trre the source was created

. Guidepost 8 Inferences made from a scurce can never stand alone. They should always be

corroborated—checked against other sources (primary or secondary).

DERCENSTRATEON OF LINMITED LUNGE RS TAaMOING

Stedent makes unwarranted claims on the bases of
& 5inghe BouTTE.

DEMOPMNSTRATION OF POWERFUL UNCERSTANDNG
Suedent corroborates inferences from a single source
with inforrration from ather sources. {primary o
s=condary), and expresses degrees of certainty about
those inferences,
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Working with
EVIDENCE

Introducing Evidence

To introduce students to the idea that history is constructad from traces of
the past, we suggest two introductory activities unconnected to the course
content. The first engages students by having them analyze their personal
experience; the second involves direct instruction.

ACTIVITY: I Left a Trace

Ask students to jot down everything that they have done in the last 24 hours
m (and that would be appropriate for classroom discussion). Afrer describing
To help students see the what a trace iz, ask students to
crugial role traces play in the
construction of history 1. make a list of traces that might have been left of thelr life in the

past 24 hours (including digital traces)
2, identify which traces were purposeful and which were accidental
3, offer an opinionabout whether the traces avelikely to be preserved®

Student amswers will provide concrete reference points to introduce
words such as kistorical record, relic, and testimony, as well as add to their
understanding of trace.

Use the fellowing questions to build from this conerete example to consider
broader questions of historical knowledge and the role played by traces:

- Were there any things vou did that left no trace or that left only traces
that would not be preserved? What does this suggest about the his-
torical record?

- What would future historians think about you if they were able to
study your traces? What if they were able to see only those traces that
you left purposefully?

« Whatifall the traces of everyone on Earth disappeared and your traces
were the only enes to survive? How much would future historians be
able to learn about our society by studying only your traces?

« What other kinds of traces, relics, testimony, and records would help
historians learn about our sooety?

- What if historians were trying to study you? What materials—ather
than these actually created by you—could they use?

2 Tha idea for thisaerdss gormes Trom Lseg the temiar to mbroduce studeals 10 1he §tudy of prmary and
spcandsry sodmes ARNE-17 Dewoned datruction. Benieved from beipd e, danigreiedi ngcn coon . comy
lzaming wadsteachersuppart-tricas hml r.u-c.ign:rj |nstructicen, LLIC prosickes & lackling maefars and El'iﬂrh"-'
iganizans desgned lor elementary sadsnti. This content is Lsed with parrission
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Figure 2.5 Walk students through the creation of a flow chart like this one to illustrate the
procass of transforming a trace of the past into “history.™ Note that the process is often not
a3 linear as the chart sugaests.

ACTIVITY: History Versus the Past

Ask small groups of students to list the differences between “history” and
“the past.” As a class, discuss the answers and use them to lead toward the
following distinctions:

- The past is everything—every event, thought, belief, vibrating atom,
and tree falling in the forest while no one was there.

+ History is a necessarily selective interpretation of vemains from the
past. As Buth Sandwell puts it, “History is someone's atbempt to make
sense and order out of the chaos of everything-ness."*

With students, construct a How chart as in Figure 2.5 to demonstrate how
the past becomes history.

Teaching Guideposts 1 and 2

Interpretation and asking poad questions work together. Asking good ques-
tions about a source can lead to reazonable inferences. In turn, making
reasonable inferences may lead to more good questions.

The first poal is to move students from a superficial reading of a source

(locking for factual information) to making more reasoned and insightful
inferences, Prompts such as the following can provide scaffolding:

- Thiz clearly shows that ...

« From [detail] we can infer that ...

- This [detall] suggests that ...

« It doesn't say so, but ... is probably the cage, because [detail] ...

4 Sangdel, B rod ) Histary v ihe past. Grest Unsabed Systenies st Canadvan Modory. Resrieyed from baplds
swen Ennad anmysiencs calan/ 3515 php
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Questions to
Goal | encourage inferences | Examples for analysis
P ————— B — —
to analyze 3 portrait What doas this painting # the pedtrait of the Beothuk woman Dermasduit (also known
usngest about this person? as Mary March) from the Librany and Archives Canada
poralt gallery®
tn analyze a written What do thess disry entias | # the diary of Prime Minister Mackenzie King®
document reveal to us?
10 anaiyze interviews WWhat can we leam from = traniscripis of Intendews with post-war Jewish crphans who
these testimonials? immigreted 1o Canada’
to analyze a display of What da these possessions. | * the panaramic photogreph of Charles Darwin's study®
personal possessions suggest sbout the owner? s the interactive phatograph of Anne Frank's roam?

* 3 |5t of the belongings of Major Martin, tha drowned Britsh
officar in Operation Mincemeat, the subtedfugs 1o miskead
the Germans about the location of the Allled invasion™

to analyze artifacts What s it7 » Aboriginal artifacts on the McCond Musaum webaita'™
¥ S | # Acacian anifacts from the Village Acadien'< \
*anifacts from the British Museum's “History of the Warld in
100 Ohjects™®
1o analyze images of Wikhara ia thia? | * photographs of your community in the past, such as thosa
lecatsons atthe History Fin'* website
» histarical images of Vancouves'® or Maontréal*®
te focus on the larger Tal the story af whatmaght | # the iconic photograph "Wait for me, Daddy,” taken by
narratye have boen happening just Claude P, Dattlaff in 1940 of a young boy chasing afuer his
biefore the phetograph was soldier father as he marches down Exghth Street in Med
' taken and just after. Wastminster and off to war'?

| What is the larger stary
| behing the image?

Figure 2.8 Asking the right questions makes all the difference 1®
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Students who are new to the interpretation of primary sources and the
concept of evidence can begin by interpreting seurces from familiar sur-
roundings. They might, for example, consider the contents of a photo album
or antique trunk from their family to answer “What was your family like?” Or
they could walk dewn the school hallway to look at graduation photographs
or study school annuals to consider "What were these students like?"

Question prompts such ag those suggested in Figure 2.6 can continue an
exploration of these two powerful understandings. Once students become
comfortable making inferences, encourage them to express their degree of
certainty about their inferences. The adjective plausible is useful to this end,
as well as various adverbs such as probably, possibly, clearly, and definitely.
Using sources well means knowing how certain you are.

Comparing different accounts can also sharpen understanding of the pro-
cess of interpretation. "Which one of these stories should 1 believe? Which
one is supported best by the evidence? On a regular basis over the course
of the year, students can return to reflect an these questions as well as the
broader question, "How da we know what we know?"

ACTIVITY: Hook, Line, and Linker

We can't get to the past without passing through the gates of curiosity. And
thers are some powerful ways to hook students and entice that curissity,
including well-ceafted questions that encourage the making of inferences,
powerful inquiry questions that make connections to present-day issues
or to students' experiences, puzzles, paradoxes, problems to be solved, and
primary sources, especially those that are startling or unusual. Our example
fereis a drawing, but it could just as well be a written document or abject.
With a well-chosen source that is tied to a key event or personality and
skillful questioning, hooks can develop lines of inquiry and links to the con-
ept of evidence,

Stage 1: Initial Observations

“When you introduce a hook—your interesting source—take time to linger at
the gates and encourage close cbservation. Show students the drawing and
-aption in Figure 2.7 {on page 54 and on the DVD-ROM), ideally by projecting
t at the front of the class.

Start by asking students to list what they see in the drawing. Students
should list as many details as possible. You may wish to have students work in
pairs, Select a few students to point out details on a projected version at the
front af the class,

Here are some beginning responses from one student:

+ naked people * canoes

+ asoldier firing a gun + hows and arrows

+ The soldier has a helmet and + guys dead on the ground
fancy clathes * [t might be a fort on the right.

PURPOSE

Toaralyre 8 s0UTa USINgG

incrazsingly povwsdul guestions

MATERIALS

* 3N enQading primary source

fe.g., Figure 2.7, availabile on

the DVE-ROM)
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Figure 2.7 Deffaite des Yroguess au Lac de Charnplain, 1605, drawn by Samuelde Champilain'®

Encourage further chservation with prompting questions such as these:

1. Describe the arranpement of the people in the picture.

2. What technologies of war are shown?
3. What actions are shown?

Stage 2: Making Inferences

Carefully planned gquestions that encourage the making of inferences are
aszential for the line and Hinker, Work th:’u':ugh. the following questicns, all of

which require students to make inferences.

1. What can you infer about the relationships among the three main
groups (the soldier with the gun; the two unclothed groups)?
What details enable you to make these mlerences?

2. Using both the caption and the picture, identify {infer) who is
Champlain and which group is the Haudenosaunee {Troqueis).

1% Archras Canads-Frenes (e, G French sl o Amenia. Retreesed T R0 Saess chimpain a0c4
arghbed 1 1TV il 1w bl Tharg o glon s dedenmdinn of ths battde wifian by Chamypliin in ks pumal
polabia rom Mew York S2#te Egucation O |, Chamalain Hudsan, Fukon Retrised from bt
w6 2 hysad, oow/oiad eh i eommmmown i oG eidoomimc st
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3. Based on your ohservations, where do you think this battle tock place?

4. Using everything you have figured out up to this point, who orwhat
do you think {infer) Champlain thought was the most impaortant
piece of this pictura?

5. Using both the caption and the picture, make an inference about
what took place after the moment shown in the picture,

Stage 3: Developing Good Questions for Further
Inquiry

The next step is to create, through good questions, aline of inquiry connecting
the analyzis of the source with a lesson or unit to come, These questions and
lines of inquiry should meet four criteria;

1. They are based on what we already know (from the source and our
inferences), but ...

2, .. we don't already know the answers, but ...

3. ... with more investigation they should be answerable, and ...

4. .. theywilllead tolarger understandings of the historical situation,

With some classes, it will be enough to suggest with students a few gocd,
oig questions that offer such lines of inquiry. Here are a few questions that
canniot be answered by analyzing the drawing, but which you can use to spark
further inquiry:

1. How important was European technology in the defeat of the
Haudenosaunee {Troquois)?*”

2. How important was Champlain’s alliance with the Wendat {Huron|?

3. What were Champlain's goals? Did he achieve them?

4. What were the gaals of the Wendat (Huron)? Did they achieve

their goals?

5. What were the unintended consequences of Champlain's actions?

Students can also develop their own questions for further inquiry stemming
from the picture, with some guidance, of course. Questions to spark inquiries
can be similar to the “What T Want to Know" questions in the KWL reading
sttategy (What [ Know/What 1 Want to Know/What T Learned). However,
they should follow the criteria given above, especially in that they can prob-
ably be answered with some research and that they are worth answering, that
5, that they lead us te a more complete understanding of Champlain, the
Haudenosaunee (Troquois), the Wendat {Hurcn), and the early years of New
France, Anather simple criterion to guide students in writing good inquiry
questions is to request "questions that you can't Google to get the answer but
that you ean still answer.”

Students' early efforts to develop inquiry questions might ba superficial
w¢ simplistic, Be prepared to take some time to help students develop gzood
nquiry guestions, and set aside some time for discussion and feedback in

3 Gow Brook, T, (20080 2. 31

rapter &8 Baidernce §5



To encourage Audents to
stserve clesely and reake
nferences

MATERIALS

¢ a photograph suitable for
an image parzle analyes
jmage in Figare 2.8
available on the DVD-ROM)

¢ access to PowerPoint or
other presentation software
to prepare your own image
puzzrie

small groups and as a class. If necassary, give some guidance with prompts
such as the following:

« What kind of important questions might you ask about the relations
among these three groups before and after this battle?

« What guestions would be worth exploring about the technology
of war?

Collect students’ questions, and compile them to create a wonder wall. With
the clazs, discuss which ones meet the criteria for a good inquiry, or big ques-
tion, Ask students to choose one or two questions for their pergonal focus, or
decide as a dlass on a small number for a class focus.

Stage 4: Linking to the Evidence Concept

At different points, your analysis of a primary source can be linked to the con-
cept of evidence. Encourage students to step back to recognize their proceas
of observation and making inferences, as well as the role of E,ﬂ-ud questions,
Cuestions such as the following can help in this reflection:

» How did your thinking change as you studied this source?

- What changed when you read the description?

« What did this source not tell us?

« What are its limitations as a window into the past?

» Why are good questions important?

« What do we need to do next to find the answers to our questions?

» What does this suggest about how historians use evidence to learn
about the past?

The examnple we have used 1o hook students is an image, but we could use
any stimulating source. Make the most of readily available resources such as
the class textbook. Most modern textbooks are full of primary sources. In
many instances, however, accompanying text explains the source; that is, it
does the historical thinking for students, In this case, vou may want students
to study the source in isolation on a projector screen, and not within the
context of the textbook. In a pinch, you can use the textbook but ask students
to cover up the explanatory text.

ACTIVITY: Decoding an Image Puzzle

The objectives of this activity are similar to those of the previous activity—to
encourage students to observe closely, make inferences, and generate further
questions—but this activity adds some intrigue. You reveal the puzzle pieces
of an image one by one, asking students to make inferences, ask questions,
and make predictions about the missing element(s) as you go. This exercise
also illustrates the need for context to interpret sources.

86 The Big Six Histongal Thinking Concepts ha



1. Show the first puzzle piece.
Studkents list details they
observe in this piece of the

2. Show the second piece.
Students check their

3. Show the complete image.
Students check their predictions.
Continue with the same

predictions, list details fram the
second puzzle piece, and draw
or describe what thay think will
be the third element

puzzle and predict what the
rest will be. You could ask
etudents to draw tha rast of
the image.

Figure 2.8 The step-by-step revelation of a photogreph can be used 1o ericeadrage students
to oosende Closely and make mierences This photogreph shows childrer watching ermed
sulhgrs protecing police headguarters in Montraal durng the October Criss, October 15,
TFI0 A purels Mg this can be made wing 4 program such as PowsrPomnt or by simply cutting
ip pptocopies of the photograph

Teaching Guideposts 3 and 4

Historical thinking requires more than just reading a website for information
or finding pictures to illustrate a story. For the historian, there is no free-
foating information. A source is a human ereation tied to it creator and its
time and place. Therefore, before analyzing the content of a primary source,
historians ask questions about the creation of the source, including the
author’s purpose and perspective—whar history educators call sourcing—
and abour the conditions and worldviews existing at the time, which is
contextualizing, This is what Keith Thar Carlson does in using his knowledae
of colonialist attitudes to contextualize Gilbert Sproat’s report. These two
habits of mind work together, reinforcing each other.

Sowurcing:
asking quesiicns
related to the
ergation of the
FOUIGE

Contextualizing:
asking questions
about the conditions
and worldviews
existing at the time
when the source
was created

a8xing questions
abaiit the worddviews
of whosavar created
the edurca

Flgure 2% When stedents engage in saurcirg and cgnteatualizing varesus saunces, they will
tindd thet each process infarms the ather

questioning procadure given
in the activity Hook, Line, and
Linker on page 53.

DEMOMNSTRATION |
OF POWERFUL H
UNDERSTANDING 3 ||

Ta begin analyzing a

document or visual, |
tudent engages

in sourcing, that is,

asking questions

about when and

why the sousce was

created, and by

whom

DEMONSTRATION
OF POWERFUL
UNDERSTAMDING 4

Stuclent contextualizes
L S R 3

che keaps in mind

the canditions, and
weoridviews prevalent
at the time the sourca
was Created

MEL



COMMECTIONS
BETWEEMN CONCEPTS

Sourcing is connected

1o historical perspective
taking, Taking thi histoncal
perspective of an individual
froim history megquines students
1o use evidence &5 the basis
{or their inferences about the

person’s thoughts and feelngs.

All types of sources—from artifacts to orations—offer particular conven-
tions and challenges for students. The following discussion focuses specifically
on the interpretation of historical photographs. Interpretation of other types
of sources follows similar but different lines of questioning,

Interpreting Historical Photographs

Onechallenge in interpreting photographs isthat students often consider them
to be a trustworthy window on the past, rather than a trace. Students may be
willing to believe that a speech oran autohiography is subjective. They are even
willing to ask critical guestions of a photograph if it appears in an advertise-
ment. But when students encounter an historical photograph, it is often seen
as inherently truthiful, This is reinforced by texthools, some of which present
images as illustrations and not as historical objects to be interpreted.

Broad inquiry questions about historical photographs can address this chal-
lenige directly. “Is a photograph simply a record of a moment in time, 07 can it
also have a message? What can a photograph tellus about the purposes, opin-
ioms, and beliefs of the person halding the camera?” This can be followed by
an inquiry inte specific photographs, such as the photograph of the La Tuque
hockey team in the activity that follows.

Sourcing

The first step when an historian picks up any piece of written or visual evi-
dence is to focus on the source’s author or creator. We want to encourage the
sarne habit of sourcing with students: looking at the title or notation that
describes the creator of the source and asking

« Who made this source? » How was it made?
» Whar kind of source is this? « When and wherewas it created?

The same sorts of questions apply to all sources, whether they are pho-
tagraphs or documents. With some obwvious sources, such as propaganda
posters, students may be able to infer the answers to these sourcing questions
quite readily; however, more often they will need to move to close observa-
tion and interpretation. Teach students to ohserve carefully by scanning the
image up and down, left to right, and corner ta corner, for about 30 seconds
b0 a minute,

Then, ask students “What can you see?” or ask them to make a list of things
they can see. These are open-ended questions to which almost every student
will have some answer. (Do not ask “What is happening in the photograph?”
This is a question that requires inferences, and quite often students will mot
have a elue, 2%

At some point, students should begin to consider the decisions of the
photographer and how these create a particular feeling or impression. Their

T Card, . [Z00, Historypichueed. Liting visual 200aes bo boitd Eeihiy higpany femspra |jp, 41} Landan: Hadaai
EQucai=r
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curiosity should lead them toward more complex and demanding sourcing
questions that require students to make inferences, such as the following:

« What decizions has the photographer made in creating this image?

« How does this picture make you feel about. .7

» Can you work out what the photographer has done to make you feel
this way? What is in the photograph to lead us to feel this way?

Contextualizing
Sources can only be understood, of course, in their historical context. We can

nelp students to make connections between what they see in the source with
tuestions such as these:

» What was going on n this society at the time this picture was taken
that might help us interpret the photograph?

» How might the context halp us understand what life was like far the
peocple in the photograph?

« From what you know about life at the time, how might someone back
then have viawed this event?

Students’ prior knowledge, the caption, and swrrounding text {eg. in
= mews article) may give enough context to allow students to interpret the
source thoroughly. In many cases, however, important context such as the
technigues or technology of the medium, little known but relevant events
it the ime, and the social and intellectual miliew in which the source was
croduced will be outside your students’ knowledge. Students may need to de
further research, or you may need to supply that context.

Ta help students grasp the importance of considering context, describe to
them an cbvieus example of misinterpretation stemming from lack of con-
ext, 55-Obersturmfubrer Karl Hocker, the adjutant to the commandant of
Auschwitz, kept a photo album. It is full of happy photographs of 55 officers
enjoying secial functions. Ask students, “What impression about 55 officers
might you be left with if your only piece of evidence about them was this
Abum?” and "What is left our of this album?" What is absent i5 any clue to
the broader context within which the officers are enjoying their social activi-
ies: the gas chambers, torture chambers, and treatment of prisoners.®” This
very lack of context makes it a good source for inferring the perspective of its
reator, Rarl Hocker.

[tisimportant to know whether you can trust a source {(and sometimes it is
abvious that you cannot), However, some students may be tempted to reject
= source such as Hocker's photo album after they label it as "biased.” Help
students realize that identifying the worldviews and perspectives (or mindset)
aof a ereator can only enrich their understanding of a period of history,

I Auschwiiz thmagh 1ha lans of Thig 35: Phonos of B |labdersbep o1 Hhe coempe il ) Dvited! Seaes Aplocaust
rraaeial Mbuseorn: Rasriesss Ferr hitsc e ndymin sigfmumesimdeshibdonlingfssalfeom Mo ortari=1
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PURPOSE

Ta give stedants practice
scurong and contextualizing
an hiestoncal photograph

MATERIALS

= & varkety of types of gurrent
photograshs

= BLM 2.1: Contextualizing a
Hochey Team Photograph
11 per stugent)

® projection of Figure 2,12
|:Clp'.iclr.a-|; available an the

CL ECIM)

ACTIVITY: Sourcing and Contextualizing
a Photograph

If your class has not previously analyzed photographs as evidence, take some
time to establish with studants the role of interpretation with a few examples.
Show students a variety of types of current (Le, not historical) photographs,
such as a family photograph. a sports team photograph, a photograph in an
advertisement, a news photograph, and a profile picture on a social networking
gite. Az vou digplay these images, preferahly enlarged at the front of the class,
include titles and captions if you have them.

[n each case, challenge students to pet ingide the photographer's head, thae
is, to identify the photographer’s purpose and viewpoint beginning with
identifying the infarmation in the caption, then moving to close abservation,
interpretation, and contextualization.

Explain to students that the skills and thinking they showed in your
collaborative analysis of these photographs are the same as those that an
hiszorian uses when looking at historical photographs: sourcing (asking
questions about the creator), close analysis, and contextualizing (using
the context to better understand both the subject of the photograph and
the photographer’s worldview),

Sourcing the Hockey Team Photograph

MNow begin a detailed consideration of a particular historic photograph:
the La Tugue Residential Schools hockey team in 1967 Ideally, project
Figure 2.12 and its caption at the front of the dlassroom (available on the
DVE-ROM)Y. 2 If this is not possible, distribute BLM 2.1: Contextualizing a
Hockey Team Photograph, which includes the photograph. Ask students to
delay reading the excerpts provided on the blackline master.

Explain that you are going to follow the same steps you took as a class
ta analyze the current photographs, Begin by asking a few straightforward
sourcing questiors:

« When was it taken?
« Where wag it taken?

» Wha was the photographer?
» What elge does the caption tell you?

Making Observations and Inferences

Ask students to examine the photograph slowly for up to a minute. Ask them
to share what they see and how these observations help them better under-
stand the meaning of the photograph. Continue with questions such as the
following, naming the type of historical thinking from time to time:

13 W mpnitant 18 us oo gty photcgrephe for Sace abaaratien. Many s ailazle at The suldens
weab 120, Jarusry 111 Doy ang Archives Canads Retneved from hitp e colleciomcanada. gc. cad
et ationsiates
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« What ave the hockey players wearing on their heads? (observation}

» Why are they wearing feathers if feathers aren’t hockey equipment?
Who do you think decided that they should all wear feathers? (infer-
ences from context about the purpose of the photograph)

« Do you see any other derails that might support your inferences?
What iz on their hockey sweaters? (observation)

- What are the facial expressions of the boys? (cbservation)

« What can we infer from this about their feelings? (inference)

Askstudents to consider the information they have thus far to infer answers
to these more demanding questions:

« What daoes the PthﬂEIﬂFh Suppest about the La Tqu:l_l residential
school and these students?

« Whao may have been the sudiences for such a message? (list several)

« What might have been the photographer’s purpose in faking the
photograph for these audiences?

Contextualizing the Photograph

Wow that students have had a chance to observe the photograph in detail,
pass out BLM 2.1: Contextualizing a Hockey Team Photograph, if you have
not done so already. Ask students to read only the two paragraphs below
the phatograph. As a class, answer the following questions associated with
the text, Then, one by one, follow the same process for Excerpts 1 and 2.
Mate that students may find some contradiction between the photograph and
the sources; that i, the boys are smiling, yet the sources speak of dreadful
treatment. This is exactly what corroboration should de—conbirm inferences
In some cases, and challenge them in others.

As you move to teaching Guidepost 5, you will see that students are already
well prepared for it if they have successfully completed this exercise on con-
rextualization. Contextualizing with multiple sources invelves processes sim
ilar to corroboration.

Teaching Guidepost 5

Few of our students become professional historians, But they live in a world
overflowing with information, in which it can be hard to distinguish support-
able claims from the spurious. The historians’ skill in sorting the wheat from
the chaff can empower all students to deal with the influx of questionable
information in their datly lives.

The process of corroborating a source tests it against other sources of infor-
miation to give us a better idea of how we should interpret it. Not only do
students need to be capable of assessing the credibility of historical sources
and ta determine gaps in the evidence, but they also need to be aware of
tha necessity of deing so. The examination of the evidence enables them to
develop their own interpretation or to svaluate ancther’s

DEMONSTRATION
OF POWERFUL
UMDERSTANDING 5

Srudent corroborates
inferences from a
single source with
infotmation from
other sources (primary
or secondary], and
expresses degraes of |
certainty about thosa |
inferences. |
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The Questions to Ask

Begin teaching about correboration—more commenly called crosschecking—
by modelling out loud the thinking process of corvoboration and assessing
certainty. Then, in pairs, students can take turns following your lead, each
asking questions and ma]d.ng assertions about a different document.

Before the think aloud, you may wish to post questions such as the fol-
lowing to scaffeld student thinking:

« What iz similar about these sources? How do they differ?
Why are they similar or different?

« Does this source confirm what [ have already learned?

« Does it extend what | know about the topic?

» Does it challenge what | have already examined?
» Do 1 have enough evidence on this? Can [ move on?

Ftill other questions can assess the relevance of sources, such as

» Why is this souree important?
» What makes this source an important piece of evidence?

Sentence stemna for thinking aloud or writing about corroboration include
the following:

+ Source ¥ supports what [ have learned so far because it ..

« Source X goes even further than source ¥ in showing that ...

» Source X contradicts the evidence of Source ¥ by suggesting that ...
» These pictures show different effects of ...

Expressing a Degree of Certainty

Closely aligned to corroboration is reflection on degree of certainty. Help
students understand that we cannot always find definite answers to our gues-
tions in history because thers are not alwaye enough fources, they may not
tell us all we want to know, or they may disagree with one another. Studenta
will need to use adverbs that express uncertainty, such as probably, likely, and
possibly, and verbe such as sugpests or implies.

Sentence stems for thinking aloud or writing about degrees of certainty are

= These sources lead me to believe that ...

» These sources clearly show ...

+ [t is highly likely (hased on the sources) that ...

» These sources clearly show ... but we are still uncertain about ...

At some pointin teaching corvoboration, ask students to extend their learning
by asking questions such as

« How do you think comparing sources might reflact the work that
historians do?

« Can vou think of other rimes and places when you might want to
COMpPAre sources?

B2 The B S Histarieal Thinking Corncents



Activities that Involve Corroboration

1,

Compare an historical account against sources. Students
can study an account of an historic event and then compare it
with evidence from primary sources. Provide students with an
inquiry question, such as "What kind of evidence is this based
on?" The question could be move provocative: “Is this really how
it happened? How can we tell?” The texthook may be the first
account to put to the test, but for variety and fun you could also
lookat online movie trailers or history songs such as the acoount of
the French Revelution sung as & delightful parody of Lady Gaga's
“Bad Romance™™
Build knowledge from sources first. This can be done in reverse:
Give students a wide variety of primary sources on a specific topic,
ask them to interpret the documents to build an undersranding of
the topic, and then invite them to read and critique the textbook.
As a culminating task, students write a letter to the publisher
expressing their critique, The challenge for you Is to find the
primary sources. The extraordinary Beghie Contest Society can
meet this need for a variety of Canadian history topics from the
blockade of the Komagata Maru to the struggle for employment
equity.*
Compare and rate two accounts nsing sources. A third approach
is to give students competing accounts and multiple sources, and
ask them o decide which is the better account, Thisis the approach
of the activity that fellows, about the Battle of Vimy Ridge.
Ancther example would be to compare competing accounts on
a variety of twentieth-century history topics expressed through
anglophone and francophone political cartoons at the McCord
Museum web paﬂe.m Another good option would be to compare
songs about the War of 1812: the American “The Battle of Mew
Orleans” and the Canadian "War of 181277
Usze sources 1o credte a new account or interpretation. Perhaps
the gold standard in understanding evidence is an open-ended
investigation by which students are required to use a multitude of
sources to develop their own accounts, This is the approach in the
consolidating activity, Creating a Classroom Museum on page 65,
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FURPOSE

To carrpare and rate s
II'I'[IE!'PFE'I‘HI-CII‘IE l.IEng SLATTES

MATERIALS

= projection or handeut of
Figure 2.11 (ewadable on the
OWE-ROM|

= BLM 2.2: Assessing Two
Interpratations of Wimy
Ridge (1 per studant}

Flgure 2.10 Excarpt romanintsries
with ES. FBusmseaholt: 443th Battalion
Canacian Infantry, by the Canadian

Broadeasting Corparation, Ootaber

27,1943

ACTIVITY: Corroborating Two Interpretations
of Vimy Ridge

In this activity, students analyze two respected experts' interpretations of
the importance to Canada of the World War I Battle of Vimy Ridge. These are
pravided on BLM 2.2: Assessing Two Interpretations of Vimy Ridge. This

blackline master also includes primary sources that students use to decide
which interpretation is more credible.

The first stepis tomodel a “think aloud™ strategy for corroboration. Following
this, students practise corroborating in a cooperative group.

Think Aloud Corroboration

1. Read to the class the two historical interpretations given on BLM 2.2a:
Assessing Twao Interpretations of Vimy Ridge.

2. Show students the following source, elther as a handout or projected
on a screen or whiteboard:

€. Wall, all this [training| did pay off, did it not? When it cama ta Virmy Ridge?
.. | suppose that some of the teriple things that happenead at the
Somme were of some benefit. You know, in turning cut the type of army

=

that wa had at Vimy, Oh ves, oh my ves, Vimy was, 1 think, Vimy was the
high day for the Canadian Corps.... thiswas the first great victony.....

. Yaur artilery support on this occasion [Vimy] was superb.

A Suparb... Wa, during that winter, devaloped trmandous confidenca
and reliance on the Lahore division of artilery, because they supported
ug in the raics that went aver, vousee, it helped ta build up the

marale 28

3. Madel sourcing and contextualizing and, above all, corrabarating
one or another of the interpretations using the testimony of
E.53. Russenholt. There is some support here for both. Note the
important contextual information that the Lahore division was
part of the British Indtan Army. You could display some of the sen-
tence prompts from page 62 and refer to them as you think aloud,

Small Group Corroboration

Form student groups of four and distribute the blacldine master. Inform stu-
dents that for this activity, they will be histortans. Challenge them to work

25 Virey Ridge, (2100, sl Weranes af the Flar W War: Veraans 19141918 Ratiaved froem baipufeeses
roflRcroneca ad3-an catirererld-sarrfimard gvea IS0 512 20.¢ Fim
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together to use the queations provided on BLM 2.2¢ to decide which of the
two interpretations on BLM 2.2a is best supported by the evidence (the
sources) on BLM 2.2b and BLM 2.2¢. Assure them that there is no one right
answer, although some answers are better supported by the evidence than
othars. Students chould individually assess one of the sources by answering
the provided questions, and then share their individual worlke with the group.
The fifth source can be examined by a student who finishes before the others
or discussed by the whole group, Then, ask them to decide together which
imterpretation is more credible and how they know. You may wish to project
the photograph (Figure 2.13, available on the DVD-ROM} to aid analysis.

Consolidating Understanding

Anactivity involving project-based learning, such as the Creating a Classroom
Musewm activity that follows, is wall suited for consolidating understanding
of the evidence concept. Before beginning this task, introduce to students the
mnemonic device shown in Figure 2,11,

Sounca: Where does it come from (date/'place’author?
Objactive: Why was it written?

Wselulness: How useful is it for what you need?
Ruoliability: How reliable is it for what you need?
Context: How does what you know fit with this source?
Evidance: How can you use this source as evidenca 727

ACTIVITY: Creating a Classroom Museum

Project-based learning has long been part of history and social studies
teaching, although it appears in many different guises, taking the form of class
museum displays, Heritage Fair projects, subpages on a classroom website,
interactive web posters, and even reproductions of cigar boxes (an inventive
approach whereby students research symbaols that evolke a period of history
via images on a cigar box they make themselves) *¥ Projacts like these can
consolidate powerful understandings about evidence when a requirement for
amalysis of primary sowrces 1s built inte the assignment. Our activity below is
for creating a class musewm, but it can be adapted to other research projects.

« Collect rezources. Before beginning, be sure you have adequate reli-
able resources to support the area of inguiry you wish to cover. Any
primary sources that you present 1o students should be accessible and
age appropriate.

28 Boughey, M. EO0EL GCSE ecomomic and sooiar msane source skils bociiet. Seitpublished. Retreved
Tréen bt i schodihistiory, oo e foromfm dies php P shoratiopes = 532458 | 0% 20s o Loree 8 ARk | is T 205520
potkiatiet=T5

M Stephermion, Wodndl]. The cgar bor projedt. Thénting in Wvnd, Retreved from- httpaSesas thekongerming
somdogar-bos pro sy
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Figure 2.11 To help students reme-
rber the wvarious types of gues-
tiors they shauld ask abaut witualy
&w source, provide them with this
P Cany s,

T put cormoboraton inta
practice in a research projact

& aborjuate sources o Sup ot
tha -ama of ingquiry you wish
o caver

® BLM 2.3: Data Organizer
(1 par student]

* BLM 2.4: Self-Assessment
(1 per stucient)
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* Entry point. Begin with an imaginative entry point—some puzzling
primary source, perhaps, or an engaging museum exhibit, either real
or virtual,
Imtroduce the task, Explain to students that their task is to conduct
an historical inquiry using sources, and then create a museum dis-
play with the results of their research. Inform students that you are
organizing a museum exhibit for the school library, (Alternatively,
you may wish to use this lesson to help students create a project for a
Heritage Fair'' or other authentic purpose.)
Develop inquiry questions. You can simply present the class with an
inquiry question, but there are many benefits to developing the ques-
tion with the class, group, or individual students as explained in the
activity Hook, Line, and Linker (beginning on page 53). Refine these
questions so that they are open-ended but focused and doable, They
should address a big idea in history.

» Develop criteria. Show students examples of similar research projects
of varying levels of quality. For example, fora class museum, students
should study an exhibit in a professional meseum or an online virtual
museum. Teach recognition of the qualities of an exhibit of high
quality. (You may wish to use BLM 2.4: Self-Assessment to help
identify these gualities)

* Porm teams. [f the research project is to be done in teams, insist
on some division of labour so that each team member can be held
individually accountable. This gives you an opportunity to assess indi-
vidual thinking and learning. If possible, spend some time to build
team cohesion and skills before launching the farge project. During a
group project, much work should be done in class so you can monitor
reamwork.

* Provide sources. Students are more likely to work with reliable, rele-
vant sources if you provide at least some of them yourself. Depending
on students ability to research, you may give them more or less free
rein to find their own sources.

» Provide background on sources. Give students enough background
information about the context and origing of sources so that they can
make senze of them.

+ Keep the research on track, Monitor to ensure that student research
is systematic. Supporting blackline masters such as BLM 2.3: Data
Organizer can help students draw out evidence from a source.

« Keep students focused. Monitor students to see that their interpre-
tation of sources is directed toward answering the inquiry question.
Sometimes this involves careful questioning. For example, if students
deem an account to be unreliable, ask them to think about what the
source does reveal about, for example, its creator.

« Reflection. Provide time for students to reflect on their use of evidence,
Provide BLM 2.4: Self-Assessment for this purpose,

31 Canada® histary for keds Hercage faire (215 Canada’s Mavanal M Sooery, Reimesed from hizpoy
s canadashizton: caids inen e aspx
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BLM Zla Contextualizing a Hockey Team Photograph

1, What context is provided by this brief history?

2, How does this additional context confirm, extend, or challenge your earlier

Figure 2,12 Lo Tugque Indizn Redidential
Sehead's hackey team participated in @ tour-
rigrient duding the Oudbee Winter Carnival
in Febeuary 1967, The photoarapher was
Marcel Lafonce,

N vocABULARY

assimilation—the process
by which a minasity group |
= ansorbed into the
mainstream culture |

La Tugque Indian Residential Schaal ks about 170 km narth of Treis Riviéres

in Québec, in the town of La Tugque, which has a population of about 12000
people. The schoal was run by the Anglican Church until 196%, and then by the
tederal government, with many of the Anglican teachers remaining, Students were
atrmost all Cree from small villages whe lved in residence at the schaool,

Between 1883 and 1994, many Indian Residential Schools like La Tugque operated
in Canada, receiving funding from the federal government but run by various
churches. Many schools were underfunded, so food was poor and sometimes
in short supply. Clothing was shabby and inadeguate in winter. Many of the
teachars ware untrained. Aboriginal languages were forbidden, cultural practices
were discouraged, and the Eure-Canadian culture was praised as superior. Some
students graduated with useful skills and happy memories; however, most had
negative memaories, and many suffered physical, sexual, and mental abuse,

interpretation of the photograph?

Excerpt 1: Prime Minister Stephen Harper's 2008 Apology

The following offical apology from the Government of Canada was given 40 years after
the photograph was taken, yet it helps us understand what things were [ike at the time.

Mr. Speaker, | stand before you today to offer an apofogy to former students of
Indian residential schoals. .. Today, we recognize that this policy of assimilation
was wrong, has caused great harm, and has no place in our country

T Bigg 5w Fimtanical Thinkng Concepes Copyrght @ 201 3 by Mol BEchocanon Lid.
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BLM 2.1b Contextualizing a Hockey Team Photograph

The government now recognizes that the conseguences of the Indian residential
schools policy were profoundly negative and that this policy has had a lasting and
damaging impact on Abanginal culture, heritage, and language.®

3. How does Excerpt 1 confirm, extend, or challenge your interpretation of the i
ph:::-t.::gra ph?

Excerpt 2: Former Student Matthew Coon Come’s Response

Matthew Coon Come is a former national chiet of the Assembly of First Nations,
Although he is not one of the boys in the photograph, his experience would have been
similar to those of the boys pictured. What context does he provide? How does this
new context affect your understanding of the photograph?

| was taken away from my parents at a young age to attend La Tugue Indian
Residential School, situated in central Duébec, approximately 300 miles (483 km]
away from my home community of Mistissini, Québec.

I was at the [school] for 10 of the most vulnerable years of my life.... The federal
govermnment wanted to take the Indian out of me. It did not succeed. | know that
I know wha | am. | am eayou, 3 human being, son of a great hunter, and member
of the Cree Nation.... The federal govemment wanted our peoples to disappear,
because of our title to our lands and resources. It did not succeed. Our peoples
are still here to assert our nghts. We are still in the way. We are not going away.
Church officials slapped me for speaking my language and wanted me 1o lose my
language and traditional ways. They did not succeed. | speak my mother tongue
fluently and | and my family are Cree.... | choose to forgve. . .,

it is time for me to move on, And to continue being Cree, in defiance of
everything the federal government intended for me and my people.*

4. How does Excerpt 2 confirm, extend, or challenge your interpretation of the
photograph?

E. Considering this source along with all of the athers, write a short paragraph
explaining the varicus ways that the phategraph of the La Tugue Indian Residential
Schoal hockey team might have been used in the late 1960s.

2 Heeper 5 (000, June 111 Cuoied at Caradian. Broscisitng Corpoiataa. Ralfaved o hpoidesweche calnawsizanada
stony 20080 § prm statement hibm| H
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BLM 2.2a Assessing Two Interpretations of Vimy Ridge

Two Historical Interpretations

. .
Following are excerpts from two secondary sources written T
by two highly regarded professionals about the Battle of ' Bt

) : 3 . PDW’E"’[‘JI
Vimy Ridge. They reflect very different conclusions. prapagande—the
First, on the Canadian War Museum's website, historian it iy

irfmmaticn=—that may ar
may nat be trug—for a
U pss

Tim Cook offers the following comments about Vimy,

Many histarians and writers consider the Canadian victory
at Vimy a defining moment for Canada, when the country
emerged from under the shadow of Britain and felt capable of greatness.

Canadian troops also earned & reputation as formidable, effective troops because
of the stunning success ™

Second, in The Globe and Mail on April 7, 2007, journalist Michael Valpy wrote of the
same battle, as follows.

It [Vimy Ridge] had a negligible effect on the war's outcome. The Canadians had
equal casualties and more strategic successes in other battles, such as Amiens and
Passchendaele. if Franch or British rather than Canadian troops had driven the
German enamy off Vimy Ridage, history probably would have fargotten about it
As it is, over the years, Canadian propaganda—and there is no other word for it—
has airbrushed out the participation of British officers, tacticians, and artillery, and
even supporting British infantry. %

The Corroboration

If you were an histonian trying to figure out which interpretation s claser to the
truth, you would have 1o consult primary sources, such as those provided for you on
BLM 2.2k and BLM 2.2c,

1. In your group, read aloud the two interpretations above and discuss how they differ.

2. Be an historian. Choose one of the sources on BLM 2.2b and BLM 2.2¢ and use the
Questions for Assessing Sources on BLM 2.2¢ to analyze it. [Each member of the
group chooses a different source.) Your individual goal is to use your source to help
your group decide which of the above interpretations is more credible.

3. When everyone has finished writing their answers, read your source aloud to your
group and share what you have written,

3 Cook, T {800, updoed 202 The Battle of Woiry Bicdge (apal $-12 1977 Sonadian War Museum Retriesed from binp s
ol fatear calcverdan kb et e ired e e sl
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BLM 2.2b Assessing Two Interpretations of Vimy Ridge

;]
4. When all group members have shared their assessment of their source, as a l
group decide on a consensus answer to these questions: Which of these two
interpretations is more credible? How do we know? How certain are we? %
5. Do you have encugh evidence to reach a conclusion? If not, identify what ather
| kinds of scurces you need o be more certain of your answer, %i
Be prepared to share your group's conelusions with the class. 1

Sources

A, ... the most thrlling letter | have ever wiitten you.... | hope you will find it the same.
The greatest victory of the war has been gained, and | had a small part in it (Letter
from Ligut, Clifford Wells [Canadian] to his mother, Apnil 20, 1917)%

B. | would not want to have the impression left that Vimy was our greatest battlefield
(General Arthur Currie, senior Canadian officer in Warld War 7

C. A more desolate scene than this battlefield could scarcely be imagined. Every foot
of earth had been up heaved time and time again during the furious bombardments
from both sides, until the very bowels of the Ridge had been hurled on high and
spread sbroad.... Amid this flood ... fay the half-submerged bodies of the dead,
whose blood had coloured to rusty red the stagnant water Faé::pfng around thern,
{War Diary, No. 11 Canadian Field Ambulance, 4th Division)®

D. The fierce battle ovar Vimy Ridge was fouaht to a standstill, To be able to call
oneself 3 Vimy fighter, was from then on a high honourl... In the hearts of the
fighters and their loved ones, who restlessly, with deep yearning lived through it all
in the Homeland [Germany]; the memory of the days of heroic glory and deepest
sorrow glows indelibly at the Battle of Vimy Ridge, that patch of earth sanctified by
the rivers of noble blood and uncountable heroic graves. {Generalleutnant Alfred
Dietench, The German 7%th Reserve Infantry Division in the Battie of Vimy Ridge,
Apnil, 1917).5

e—iit
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BLM 2.2¢c Assessing Two Interpretations of Vimy Ridge

E. Canadian soldiers returning fram Vimy E'u'cil;ge. May 1917, (Photographer: William
Ivor Castle, Library and Archives Canada),

g -

Figure 2.13 Canadian saldien pectuned
ahter the Battle of Viry Ridoe.

T ——

Questions for Assessing Sources

1. Whao wrate {or made) this source, and when, where, and why was it made (if you
can tall fram the infarmation provided)?

2. Which—if either—of the historical interpretations does it help to support? How?

3. Does this source confirm what you already know? If so, how? f not, does it i
challenge what you think you know about the Battle of Vimy Ridge? How?

4, How does this source extend your understanding and tell you soamething new?

&0 Castie, W1 71977). Dapt of Matronal Daetance- / Libiay and &chwves Tanada F PRI ALY Regrigved from mtpltfeslisctons canada
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BLM 2.3 pata Organizer

Mama: Date:

Inquiry Question

| Sample question: What is the story of X7

' Source

Sample questions. What type of source is this? Who created it? When and where was
it produced?

Context

| Sarmple guestions: What other events or developments were happening at the time
the source was created? How might they have influenced this source?

Description

Sample questions: What do you notice that's important about this source? What do
you notice that’s interesting? What can't you explain?

Inferences about the perspective of the creator

Sample questions: To what groups might the creator have belonged? Why do you
think he or she made this source? Whe do you think was the audience far this? What
do you think the audience wanted to hear or see? How might the background of the
creator and the audience have influenced this source?

Inferences to answer inguiry gquestion

Sample questions: What can you learn from examining this source? How does this
saurce help you answer your inquiry question? Does it confirm, extend, or contradict
what you know? What doss it not tell you? What further questions do you have?

—t

e e e —— S ——

The Rig Six Histores | Think e o Ca e Caparghl 828073 by Midzon Educaon L

T T———rr

T2 The Big Six Histotkeal Thinking Concepts

s reeir

S




BLM £ .4 self-Assessment”

MName: Date:

Research Questions

| understoad my Inquiry guestion before baginmirg my
peoect, and tred to answer it &2 | did my ressarch,
Rasaarch

| identifed saerces that halped answar my inguiry.

| recognized where | nieded more nfermation and
leakad dar saurcas to find i

| reeoscled the scurcss of my inforrmation
Analysls of Sowrces
I described all oi the key details from my sources,
| analyzed the possible pupose and values of the
| creator(s) of the sowrces [author, photographar, ate.).

| draew canchesiars aboit how the sourmss answered
ry quastions and what thay did not el ma.

| wrarte notes in my awn wards and did nat copy
directly unless | quoted the sourco. E
|

Concluzions

I drew thovghsdtul conclusions about my inguiry based
o & resew of my research findings:

Content and Organization j
by ahioit title coramunicatas the big ideas of my ﬁ

eafnilet @nd captures attention,

My interpretation of the primary sources is writhen in
short paragrapshs organized arouncl & 1emc sentence
Each ot my peragraphs draws tha attention obviewers
o key slemants of the saurce and helps tham
undlerstand the big ideas of my exhiba

(Viiting
My text ongages viewars because it relates to shair
persanal exparience, asks & provocative question, or
includes a quotation that draws them into the content. .
Thes writing s grammatically carmees,

Fresaniation

The axhibat attracts viewers, koids their sttenticn, andg E
helps them undemstand big ideas.

#1 Adarted Iram [récquata, L 20060 Lesming on Seplap Stuchani-treated! s thal bulkd prcas rlandiag (o) f2-971 AmardEia
WA Amrociation for Superision ard Cueiculam Developmeant.
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CONTINUITY
AND CHANGE

How can we make sense of the complex flows of history?

Guideposts to
Continuity and Change

B Guidepost 1
Continuity and change are interwoven: both can exist
together. Chronologies—the sequencing of events—
can be a good starting point.

8 Guidepostz = -
Change is a process, with varying paces and patterns,
Turning points are moments when the process of
change shifts in direction or pace.

u Guidepost 3
Progress and decline are broad evaluations of change
OVeT BImieE T:H"FII'TII‘“I:TH an the isnrl.an:_h'. ot |.'|!'|.'|.|'|.HE,
progresa for one pecple may be decline for another

8 Guidepost 4 -
Periodization helps us organize our thinking
abowur continudry and change, It is a process of
interpretation, by which we decide which events or
developments constitute a period of history

e o o spemnmma e e n
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Figura 2.1 Sormatimnes the bast way 10 hook & students interest is o display & photegraph
that qlﬁarlcg. CUR ity '-"-"5"“} e bhae military afeess in this |_:h|_~\.',|_'-\.c'_|ra:;-'- gtard 1 o the furni-
ture? They ane tryen o cateh 8 glimpse af the sctual digmng of the Teeaty of Viersailles on
ks 23 .l?'l_ui |'||;'|l:\,- bealime thig o he a greal moment in ."I-:.'!I'_I':"\—\d turmng poant st will
conclude what was then known as the Great War and alsa change the world. Did it? That is
one of the questons Marsaret Machblien [2003) 1ackles in hes hostony Pans 19879 Six Months
That Changed the World. As we shall explore, the hatoran fownd a comples: el of continuity
as well as changs in those turbulent days.
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Thinking about
CONTIﬁUITY AND
CHANGE

Understanding and communicating what happened in the huge, infinite
past—across regions, across populations, and across centuries—requives vast
simplification. The chronicle, a simple list of events in the chronological order
in which they happened, is a starting point in making sense of the past, But it
serves that function at the risk of conveying a notion of history as a series of
discrete, even disconnected events or changes. [t cannotillustrate change as a
process that varies in both pace and direction. It fails to acknowledge the vast
and multiple continuities that underlie change, and which contribute equally
to the fabric of human experience,

Before the intraduction of historical thinking to a classresm, students may
go no further in thinking about historical change than to ask “When did It
happen?” so they can memorize the date for the unavaidahle test, By teaching
students how to think like an historian, we enable them to see change as a pro-
cess that speeds up, slows down, and sometimes takes a turn. We encourags
them ta peek underneath examples of change to see the continuities that con-
tribute just as much to the course of human history.

T ey -
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How One Historian Approaches
Continuity and Change

As we begin to think about how to teach the twinned concept of continuity
and change, let us consider what we can learn from the award-winning Paric
1519; Six Months That Changed the World.! The author is Toronto native
Margaret MacMillan, a renowned professor of history and Officer of the
Order of Canada who is now the fifth Warden of 5t Antony’s College at Oxford
University. MacMillan's riveting choice for a book title suggests a singular
moment of dramatic change: something happened in a particular year {1919},
in a parricular place (Paris), and within a particular time frame (six months),
and then the whole world was changed forewer! Ag we begin toread MaclMillan's
text, however, it soon becomes apparent that the historian is subtly exploring
continuity and change cccurring over hundreds of years.

Continuity Propelling Change:

A Long Time Coming; A Staggering Result
Machdillan examines the efforts of Woodrow Wilson, Georges Clemenceau,
and David Lloyd George, as well as a whaole cast of lesser known characters,
to achieve closure for the participants in Waorld War 1 and to set the stage for
a new world order. The work of these three powerful men. MacMillan argues,
had ramifications that spilled out over the course of the rest of the twentieth
century. Her juxtzposition of the small-scale, close-range details of individ-

uals' daily lives in Paris with the large-scale, long-range impact of the dedisions
made there creates a powerful narrative.

MacMillan does not contend that the changes wrought by the signing of the
Treaty of Versailles happened overnight, at the end of six months of negotia-
tions, Instead, she shows how change had been occurring over the course of
the days, lifetimes, centuries, and eons leading up to the signing, as well as in
the decades that followed. Empires and ideologies that had evolved over many
centuries tumbled over the precipice of the summer of 1914 and demandad a
reordering on a new basis by the leaders who metin Parisin 1919, As MacMillan
axplaing to her readers, ages-old continuities played a major role.

We know something of what it 1s to live at the end of a
great war, The voices of 1919 were very like the voices
of the present. When the Cold War ended in 1989 and
soviet Marndism vanished inte the dustbin of history,
older forces, religion and nationalism, came out of
their deep freeze. Bosma and Rwanda have reminded

us of now strong tnose forces can be, (p. xxvn)

I Ftachillon, B QOO Fars TS Sie months that changed #a weorld Torants Bandom Hoose, This ook
P o been publehed under the e Peacenakers THe Pocis Peoce Comdergsce af 1917 arsd-ids Aflernod
@ End Wi and Pratsrnabars: 5o ife (hal chasged e works

KEY TERME

chanaw: an akemtion; Dossikbly
ayohitionary grosion or suddan
coilapse, gradual building, o
rovelutionary upheaval

ehranlele: 3 ligr of events: a
tirmeling

cantinuity: staying the sama:
an unintemrupted succassian
or flow

cinee the emosion of
crrditins

pariodizaticn: the Process

of using themeas 1o dividle
history inte chieks of time with
Eeginning and end dates

progrevi the betterment of
canditions
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Were the three world leaders in any position to affect the course of
change? They would try, The Paris of 1919, MacMillan writes, "housed a vir-
tual world government” {p. 57). If there was any time to change the world
order, this was it. American president Woodrow Wilson argued for national
self-determination: all nations should have the power to control their own
affairs. Wilson got his way- the League of Nations was formed for the purpose
of protecting national zelf-determination and world peace. Bur European
nations had spent the previous century amassing global colonial empires, a
continuity that had propelled a devastating industrial war, and could not help
but pracipitate dramatic change far beyond the control of the leaders in Paris.
Woodrow Wilsen's principle of national self-determination did not turn out
to be a clear blueprint for the shape of world peace, It unleashed competing
claims, nasty conflicts, and unwieldy compromises. As MacMillan observes,
to the question of where boundaries should be drawn, “every competing
nationality had a different answer” (p. 58]

Whether historians
find contmuity, change
ar both 1n the past
will depend on where

thiey ook and whal |

~ 7 Whether historians find continuity, change, or both in the past will depend

ﬁg on where they look and what questions they ask. Everywhere MacMillan
H turns her gaze, she is compellad to ask questions of continuity and change
Was the new Soviet regime in Russia the harbinger of a new world order {ie.,
change) or simply a murderous despotism in new cothing (Le,, continulty)?
mEEDeadtibriasiios The League of Nations set up a Mandate 3ystem, whereby former colonies in
o i ;’) the Arab waorld, as well as thosein the Pacific and Africa, were placed under the
control of others. MacMillan asks, "Was it merely a bit of window dressing, as
cynics thought, to describe old-fashioned land grabbing {continuity], or was
it a new departure in international relations [change]™ (p. 95).

Cultural Identity: A Powerful Continuity

Cultural continuity—the long-standing sense of identity held by a whole
peopla—is just as central to this story as is change. MacMillan reveals
campelling examples of cultural continuity coexisting with change and playing
a role in driving the events of history

The first example of the coexistence of continuity and change in Machillan's
book can be found immediately after the table of contents. Here the author
provides a note on place names: “L'viv [in present-day Ukraine] is variously
Léopel, Lemberg, Lwéw or Lvoy" (p. xv). Borders shifted back and forth,
regimes changed, and so did the name of this little spot on the globe. Yet
the community remained much the same throughout this process—its
population, mest of whom saw themselves as Ukrainians, evolved culturally
at a much slower pace than did the city’s name.

A-series of maps on the pages that follow MacMillan's nots on names further
illustrates cultural identity as a historical continuity. The maps of Europe in
1914, Europe in 1920, East Central Europe in 1923, and the Middle East in
1916 and ¥923 tefl similar stories of political transformations of regions
in which people defined their ongeing identities in guite diffevent ways
Political borders may have been changing, but the cultural identities within

T8 The Big S Histongel Thirking Concepts HE



Furope and the Middle East were evolving much more slowly. Thus, before

MacMillan's text even begins, we can see two examples of change existing
alongside continuity.

The interplay between continuity and change continues to be wvisible
throughout the story that MacMillan tells. In the Balkans, claims of
continuous (but largely forgotten) national histories were used to bolster
campaigns for radical change, “All over the Balkans, teachers, artists and
fistorians were at work, reviving memories, polishing national myths,
spreading a new sort of consciousness” {p. 112). If they had not actually
been maintained by communities over time, now national memories
were purposefully reconstructed, updated, and paraded for political ends.
Mot only Serbians but also Greeks, Croats, Montenegring, Bosnians, and
Slovenes, along with Albanians, Bulgarians, and Romanians all seught
new recognition, claiming that the events of history had interrupted their
continuity as nations

FPAST FUTURE

F"Igll'l: 3.2 A &ny ome mament 0 fime, continety and i;l'-.rl."\-gn grist alorgside sach other
Sometimeas change will seem mare prominent (the French Revolution), while contingitias
Appear to take & haceseat the Franch I;nﬂnnap and cuftura), At other timas, continraity will
somm promnent (celebrations marking the 2012 Diamaond Jubilee of Cueen Bizabeth), while
crange appeans to feke @ badkseat icalk for a0 end 1o the monachy quist 1o a whispar),

The Evaluative Question: Progress or Decline?

At the centre of MacMillan’s story of continuity and change is the evaluative
question: Was the world a berter place after 19197 Change can be a story
of progress, stasis, or decline. Indeed, the same events generally represent
progress for some and decline for others. For the Japanese delegation,
Woadrow Wilson's principle of selt-determination was of little interast, as
their national identity and their borders were secure. Instead, their interest
lay in another area: they proposed a racial equality clause for inclusion in
the League of Nations charter. Woodrow Wilson, bern in Virginia (wherse
racism, a legacy of slavery, still had a hold) was not enthusiastic. Even if
the British had supported this clause, they would have voted against it out
of regard for their Australian and New Zealand dominions, which were
vehemently opposed—these dominions wished to retain their race-based
immigration policies. American foreign policy advisor Edward M. House
remarked to Wilson, "The trouble is that if this Commission should pass it,
it would surely raise the race izsue throughout the world” (p. 320).
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TEACHIMNG TIF

Students rmay have & hard tme
daciding wheather an avan
represents progress or decline
becauss it may represent
progress from one group's
perspectve but decine fram
the perapective of another
EI'II:I'J'urﬂgE !.tIJI.‘IE'ﬂ‘Iﬂ-tCI :Ernurk
on all perspectives. See the
activity Sequencing the Story
of Werk on page 93 for a

classraam activity an this topic.

Wilson vetoed the Japanese amendment, even though the majority on
a commission charged with the task of establishing the League of MNations
had woted in its favour. In this episode, we can see a further intertwining
of continuity and change. [n this case, the threat of profound change led
divectly to a continuation of the nineteenth-century racial order, We can also
see in this case how perspectives may differ on whether a change represents
progress or decline. Wilson would have seen ending the legitimacy of raclal
discrimination as a decline, whereas the Japanese delegates {and Afriran
Americans, had they been at the conference) would definitely have viewed it
as progress. This example illustrates how perspectives on progress and decline
can vary from group to group. The reader can also see that these perspectives
may change owver timae.

At the same time, Wilson's campaign to create the League of Nations, and
the hope of a more secure world in which national self-determination wazg a
basic principle, surely represented a vision of progress. A vision of progress,
however, does not necessarily lead o progress. The League of Matlons becams
a toothless organization, with no power to control the actions of countries
disposed toward violence. The leaders at the Paris Conference cannot be held
responsible. Monetheless, MacMillan's examination allows us to see the Haws
in the vizion and the visionaries’ feet of clay, both of which contributed to this
failure. MacMillan invites us to begin to assess the consequences, considering
whose lives improved and whose did not.

Like many historians, MacMillan reserves her most explicit judgments for
the final chapter of her book.

They took pamns over the borders in Europe, even |
they did not draw them to everyone s satisfaction, but
in Africa they carrted on the old practice of handing
out territory 1o suit the impertalist powers. In the
Middle East. they threw together people ... who still
have not managed to cohere into a civil society. If
they could have done better, they certainly could have
done much worse. (p. 433)

Examining the Claim of the Title

Tronically, after being immersed in MacMillan's detailed study and reading
about so many continuities gide by side with so many changes, the reader is
not necessarily convineed that “six menths” in 1919 “changed the world" any
more than any other six-month time period. Through her focused attention,
MacMillan opens the door to a refutation of the assertion in her own rtitle, She
shows her readers how the world worked in 1919, but leaves them deubtful
that 1919 was really the beginning of a new era. Perhaps that new era should
be marked by “ten days that shook the world” (the 1917 October Revalution
in Russia), or "the guns of August” (August 1914—the first month af World
War [}, or simply the beginning of the vwentieth century?
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The decision about where to start or end a period of history—
periodization—is ultimately an interpretation. Where historians choose ro
place the divider that organizes history into an “old” chapter and a “new”
chapter depends on the questions they ask. Do the questions MacMillan
asks lead her to a well-supported conclusion? According to historian Tony
Tudt, they do. In his New York Tines review of Parts 1919: Six Months Thar
“hanged the World, he examines various historical fashpoints and then con-
“ludes that "Paris in the spring of 1919 is still the best starting point for
inyone wishing to understand today's warld,"™

MacMillan finishes her volume with the questions that shaped the plot of
Paris 191%: "How can the irrational passions of naticnalism or religion be con-
tained before they do more damage? How ran we outlaw war?” And she ends,
despite her theme of change, by remarking on a striking continuity: “We are
etill asking those questions” (p, 494}

We have been examining MacMillan's consideration of the events of 1919
hecause they demonstrate the intertwining of continuity and change. She
identifies a turning point in history, the signing of the Treaty of Versailles,
only to open up important questions about the extent to which continuities
survived through the cataclysm of World War I and six months of decision-
making in Faris, Her ability to encounter these big questions is exactly what
we wish to engender in our students,

Let us investigate the ways we can encourage students to question
continuity and change in history by examining four guidepests about this
twinned concept and how we can bring those big ideas into the classroom,

The Simultaneity of Continuity
and Change

Putting events in chronological arder has long been a staple of schoal his-
tory. One could not understand the story of World War T without being able
to sequence accurately the assassination of Franz Ferdinand, the entry into
the war of the United States, the exit of Russia, and the Treaty of Versailles,
Dates are the key means by which we are able to order multiple events—
to see which are prior, which subsequent, and which simultaneous. So the
chronology—especially in its expression as the timeline—has 32 warranted
place in the classroom.

A problemarises, however, when easily tested dates bacome the ends rather
than the means for the study of history—a situation we can recognize when
memarization parades as historical knowledge The problem disappears
and timelines become more useful when we make use of their potential;
a well-constructed timeline that includes elements of both continuity and

2 dudt, T ::l:'\? Dacemr bt 11 el ul--..::.'i Fave Pans, Nea .".1,'.\": '.'u!'n;l; Py s ‘:l'_:l—.| |'l;l_;| B T 1 1
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. and Change

8 Guidepost 2
Change is 2 process,

| with varying paces i

and patterns, Turning
points are morments
when the process

of change shifts in
direction or pace.
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change can help students see that the two can coexist and affect each other.
An indicator of sophisticated historical thinking is the predisposition te
seek out continuities running concurrent to obvious change, and, vice versa,
to seek out change where continuity has been assumed. Questions of conti-
nuity and change also become important toels for linking the present to the
past by comparing similarities and differences between the status, condi-
tions, and practices of specific peoples today with those at a given moment
in the past.

Change: A Process

It is unlikely that young people think of their everyday life as a sequence of
dated events unless they are prompted to do so. Rather, they tend to realize
that they are part of ongeing processes that occur at various rates. For
example. the intensity of study at schocl increases during the last days before
exams and then decreases after the last paper is submitted. Students prob-
ably carry around a generally unarticulated but accurate sense of the pace and
profundity of contemporary change.

The question for history educators to consider is whether young people
conceptualize historical change in the same way that they view contemporary
change, or if they view history differently, as a series of events and dates.
Although literature from Britain advocates the teaching of continuity and
change, there has been scant empirical study of students’ understandings in
this area.” Do teenagers who have lived in Canada all their Iives, and who
have grown up with the continual invention of new consumer technologies
over the course of their short lives (change), assume that change has always
been rapid, profound, and ongeing? Do those who have lived their lives in a
stable and safe democratic state (continuity) find it difficult to conceive of
catastrophic political upheaval? Do they understand their own immersion
in cultural shifes, such as the widsspread acceptance of same-sex marriage,
that are profound indicators of the possibilities of future change, or do they
tend to assume that today's beliefs are the same as yesterday’s beliefs and will
eventually become tomorrow's beliefs?

Studentswha see continuity and change in their own lives can be ancouraged
to transfer that understanding to the past. By realizing that they are part
of hiztory themselves, they can better see that the past operated the same
way. Understanding change as a process will help them leave behind the idea
of history as a mere series of events. Indicators of sophisticated historical
thinking about the process of change include facility in using vocabulary that
describes the pace of change, and a propensity to ask questions about the pace
and depth of change.

3 S Change and continutty. ind). The Histancal Assnanion: Retrisved August 4, 200% from bitp:tfsnsy
I'-:I.-.rg.':rg.ul-:-:-'n:.-.'nJrazs.-':e-:r.n'.'-ul'.-_lez-'.'l.:rif_E‘l';'-i &1 harel
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Figure 2.3 This time-lapse photograph of a tatal eclipse of the Moon was taken in B
&5, Argantina, in 2010, Alhoush mandy af in
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Progress and Decline: Relative
Descriptors

hange has not only a pace but also a direction, toward better or worse
nditions. Changes can create greater opportunity, security, equality, and
vell-betng, and generally improve people’s lives, or they can signal hardship,
njustice, oppression, and destruction. Judgments of progress and decline
ndicate evaluations of change over time. We have seen that the racial equality
lause proposed by the Japanese at the Commission of the League of Nations
vaf viewed as progress by the Japanese, but as decline by those countries that

valued their discriminatory immigration policies.

Present students with a conil emparary example of change affecting several
roups with clear indicators of progress forone group and decline for anather;

or example, defeat of one political party by another in an election, or a

Continuity
and Change

Guidepost 3
Progress and decline
are broad evaluations
of change over time.
Depending on the
impacts of change,
progress for one people
may be decline for
anather,
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Figusre 3.4 In the 1830s, the artist Thomat Cola crested "The Course of Empae,” & serses
of fne paintings showsng the sarme lacation at five points of time. At ek are tha third and
‘ourth pamtings in the seres) The Consummation of Empine tog] and Destiction {bottam)
Analysis of these images reveals strking continuities aver time, a phsthora of symbals nep-
‘estntng a dvilization benefiting from great matenial progress, and symbols representing
deline ® In Caole'’s own description of Destniction, he says, "Ages may have passed since the
seeni of glory—though the decline of rations is generally more rapid than their rise. Lusury
fearg weakened and debased.” What warning micght Cote have been sending throwgh this
seErues of palntlng-s.:'

decrease in the tax rate for the most wealthy at the cost of a secial program
for the middle class. Similarly, many of the changes of history can be judged
as beneficial to one group of people and harmful to the interests of another.
This makes determinations of progress and decline inherently dependant
on perspective,

Periodization: Placing Order
on the Past

All historical periods—the Elizabethan Era, the Cold War, the Industrial
Revolution—have a beginning, an ending, and a name, all given to them
by an histortan or group of historians. By choosing a chunk of time that is
set off from what preceded and followed it and giving it a name, the histo-
rian defines a period of history, Just as the geographer decides the size and
extent of a grographic region, so does the historian—or textbook author or
teacher—decide how large an historical period is and where its boundaries lie,
This is a task of interpretation, as evidenced by the heated discussions among
historians about just when various periods of history began or ended,

Organizing history into periods for students helps them make sense of the
past. Teaching them that periodization is an interpretive accomplishment
of the historian and that it varies according to themes, perspectives, and
questions provides the next level of challenge Outside of Canada, is
1867 likely to provide the period boundary separating one history course
from another? Students can be encouraged to grasp periodization as
interpretaticn through a discussion of when the "modern era” began. It iz
the rare student who would say that it extends back to the Enlightenment
and French Revolution, Instead, they might put the starring point at the end
of World War 11, the 1960s with rock and roll, or merely the day they were
born. If students come up with different individual answers, these are not
necessarily wrong. Students' answers will differ according to the criteria they
nse for modernity.

+ L1 #larRiine Exptaiation of these symbok mavailable af the Esplors Thamas Cole websde st
Mg wmon aapd o thomasoa s, oogy bou e meaT  Geood
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B Guidepost 4
Periodization helps us
organize our thinking
about continuity and

| change. Itis a process
of interpretation, by
which we decide which
events or developments
constitute a period of
history.
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Generating Powerful Understandings
of Continuity and Change

Use the lessons and activities in the second half of this chapter to enable your students to move from
limited to powerful understandings of the ideas embodied in the guldeposts,

. Guidepost 1 Continuity and change are interwoven: both can exist together. Chronologies—
the sequencing of events—can be a good starting peint.
N

DEMONSTRATION OF LINITED UNDERSTANDING Y, DEMOMNSTRATION OF POWERFUL UNDERSTANDING
Student does not grasp that continuity and change Y Student uses the conventions and vocabulary af
can happen simultanecusly. /  chronclogy to demonstrate how centinuity and

/  change are interwoven,
i
|

. Guidepost 2 Change is a process, with varying paces and patterns. Turning points are moments
when the process of change shifts in direction or pace.

4!
DEMODNSTRATION OF LIMITED LUNDERSTAMDING ! DEMOMNETRATION OF POWERFUL UNDERSTAPDIMNG

Stucent seas changein tha past & & saries of ewents- Il"'., Stdant describes the varymg pace and direction of
_,.-'J change and identifias turning peints.

. Guidepost 3 Progress and decline are broad evaluations of change over time. Depending on the
impacts of change, progress for one people may be decline for another.

DEMOMNSTRATION OF LIMITED UNDERSTANDIPG \ DEMOMNETRATION OF POWERFLL UNDERSTARNDIMG

E'h:_udant saE5 {ha-nga as -arrher Prograss or d-gl;llm \ Siudent dageribet progresd and dH"HE. nl:uh'ng

for all /' that progress for ane peaple may be dedine for
' anather,

. Guidepost 4 Periodization helps us arganize our thinking about continuity and change. It is 3
process of interpretation, by which we decide which events or developments constitute a period

of history.
DEMOMSTRATION OF LIMITED UNDERSTANDING ',  DEMONSTRATION OF POWERFUL UNDERSTANDING
Studant thinks of historical periods as fixed. Y Stucent uses criteria o define & period of history,
II.-' and axplains why allemative definitions might be
/ plausbbe
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Working with
CONTII%UITY AND
CHANGE

Introducing Continuity and Change

“Corne on, Bart. History con be fun, It's like an amusermernt park sxcept
instead of rides, you get to memorize dates.”

—Marge Simpson in *Margical History Tour,” an eplsode of
The Simpsons that aired on December 22, 2004

That history is just "memorizing dates” is the stereotypical bad rap history
always gets. So a good first step in introduding continuity and change is to
assure students that these concepts are not necessarily about memaorizing dates
of events, but instead are about riding the roller coaster of history. It speeds up,
it slows down, it hurtles aver a precipice, (Although unlike a roller coaster, his-
tory doesn't stop.) A good second step is the following introductory activity,
which FOLL CAN use T.LI-_E_Et studenits l.l'::i:rﬂ::iug ﬂ_l_‘!-l,:l“l i hangi_- s rot :||.|,.'|I: an &vent on
a particular date, but a process that happens alongside continuity.

ACTIVITY: Sparking Curiosity about

Continuity and Change

This thought-provoking puessing pame can be fun (even more fun than

memarizing dates!), as well as a stimulus to curiosity. The answers are usually m

contrary to what students expect, so they will be perplexed, wondering Ter atart students thinking
how their expectations could be so wrong. Reflecting on the reasons for the about how and why change
discrepancy offers you an entry point to all of the powerful understandings 'J'_‘?F'F"’”“' ancl-wihy same
tor this concept: continuity mixed with change, change as process rather than i i

a series of events, the varied impact of change, and periodization,

+ Distribute BLM 3.1: Guess the Country and direct students ta com- o
plete bath Round 1 and Round 2 o ua.-..-. i
= The country described by both sets of cluez iz Canada. Most studentsare C.uurm:jlllme per studant)
able to correctly identify Canada in Round 1, but few do so in Round 2.
Ask students what clues led them o their answers. The elements of
continuity—system of government, demography, economics—make
Round 1 easier. The stark changes since 1867 make Round 2 harder
+ Use this opportunity to introduce some of the elaments of continuity
and change and related vocabulary by acking the following questions:
- How would you describe things that have stayed the same since 18677
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- How would you describe the change:s? Were they widespread or
patchy? Would they have happened suddenly or slowly?

- Did the changes improve Canada (i.e., progress), or did they make
it worse (i.e., decline)?

-~ What might explain why certain elements have stayed the same
and why others have changad?

- [d some event provoke the changes, or were they part of a ]-:.un;g
process?

- What does this game suggest to you about Canada and what it
means to be a Canadian?

— What does this game tell vou about history? (For example, some things
change at the same time as others stay the same; change is not neces-
garily linked to a single event; national identity is not something fixed.)

Alternatives

Another good starting point for exploring the questions above is to have stu-
dents construct an individual timeline of their own lives. This activity is a
good opportunity for introducing vocabulary such as decade and turning point.
Students can also reflect on the history of their school using the hallway pho-
tographs of graduates as sources.

Teaching Guideposts 1 and 2

Although our goal is to help students understand the qualities of continuity
DEMONSTRATION i and change, we need to be sure that this understanding is grounded in a
OF POWERFUL familiarity with chronolegy. This includes relevant vocabulary, an awareness
UNDERSTANDING 1 af the scale of time, and a sense of the order of events and periods. We cannot
O expect that students w?]] learn the conventions of chronology naturally and
e spontaneousty, Depending on the grade level, you will need to teach these with
vocabulary of toals such as timelines and the frequent use of relevant vocabulary,

chronology to
demonstrate how
continuity ard change
afe iAtErWGYen.

TELE

< TR e ——

Beware the timeline, however, as it doss hawve pitfalls. Traditional uniform
and linear timelines that emphasize discrete events encourage students to
assume that historical change follows a uniform and linear pattern. In a study
by Keith Barton, American students assumed that immigrants came to North
America, lived in small cabins, and then built cities en masse. Students were

e

o o
caonfused by evidence of "ploneer” life in the west well after the establishment
| B n  of cities in the eastern United States. Barton emphasizes how important it
DEMONSTRATION ; is for teachers to provide opportunities for students to understand the wide
OF POWERFUL is range of lifestyles and experiences in any given historical peried.”
e ;3.% Following are terms and phrases vseful while talking about continuicy
Student deseribas 35. and change:
the varying pace and L
direction of change *5 + general historical terms: decade, century
and identifies turning t ki
Pl:l|:|"l13. F 5 Harom, K0 (1984 Mavaties weeplibcarons w slemantaey sredents’ hutoncal therking: In £ 8rophy {Ed 1
Ok e L L ot § - Agvarces an msearcn o Teaching fhal 4, p. Td Greaniwich, CT:JAl Press. Cirad by won Heyking, & 2017]

Historical thinkang n elemantasy education: & revew of neseranche in B Clark, -New posssbddies for the past
Shaping hilery edudatisn b Cangals (p. 182) Yancouvee WBE Press
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- the names of particular periods relevant to your course: Great
Depression, Cald War

* terms for describing duration: short-term, long-term

- terms for describing pace and pattern: turning point, abrupt,
<hoppy, jerky, explosive, gradual, gentle, drawn-out, sluggish

Asking the Right Questions

To dispel the false impressions left by the unexamined timeline, engage
students with inquiry questions that get them thinking about change in
different ways, The most fundamental guestion for a lesson on change would
oe, "How did X change during this time and how did it stay the same?
The following examples show how it can be tweaked, however, to become
more engaging:

* Has our (school, city, entertainment, work, food, or family lifestyle)
really changed in the last 100 years?

» What would a time traveller coming to Canada from 100 years ago
find the most similar? The most different?

Dther questions can focus on the pace and pattern of change:

» What kind of a change was the settlement of the Prairies?
» How quiet was the Quiet Revolution?
« How revolutionary was the Quiet Revolution?

still other questions help students develop an understanding of terms such
s turming point;

* Was the Treaty of Versailles a turning point?
« What were the turning points in the history of labour in Canada?

Finally, include questions that help students see that continuity and change
are INterwoven:

* In this time of radical change after World War 1, what stayed more or
less the same?

« The more things change, the more they stay the same. How true is this for
weapons technology during World War 117

VCTIVITY: Enhanced Timelines

students should construct their own timelines as much as possible and not
ust copy them from a texthook or wall poster. Many excellent software and

nline programs exist for constructing timelines, but students can make them To encourage students 1
rust as well with butcher paper, coloured falt, photocopies, and any bric-z-brac see how change can vary in
that enlivens the product. pace and direction, and how

continuity and change can

Encourage students to use visuals. Arcording to Linda Levstik and Keith W

Barton, timelines “typically connect one thing that students don't know much
about—dates—with something else they don't know much about—wars
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MATERIALS

o poster paper joptionsl)
o wraft arwhite papear an a rall

{nptonal)
caleured paper and esbaured
mArkRrs

& paper, sCissors, efd,

Fl.gurq- A |llustragicns, gr.qnhir. alements, and data all rase a timelive ta & differsnt level,
Students should try to incoporats “what alse" waz happaning eleswhens i the workd, and
to zsk “What was staying the same this whale tirme?” Thie four Grade 8 students who created
this tameline of Canada in the mid-1800s showed thme contmuites alarg the very battom
of the page, and includad anather continuity right on the line for the 1850<

and palitics.™ In their guide for elementary and middle school students,
Levstik and Barton advocate posting drawings or photographs of how people
dressed and what machines they had alengside the usual timeline labels for
wars, politics, and dates. Using images to layer one topic on another on a
timeline offers opportunities for including examples of continuittes alongside
examples of change, Alternatively, continuities could be incorporated above
the line, and changes below the line.

& Leveni, L. & Baton K (1997} Ooing histony: imaestigating weth chilshen n glermantary S0 midils arnaes
i, 75, Mahwegh, M) Lavesnce Erfbawem Asiooates
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Students can keep an ongoing individual timeline, which they can add to
periodically, or you can make it a group activity. A timeline on the classraom
wall, howevet, has the advantage of providing a constant visual reminder of
previous learning as you work through a unit of study.

Creating a Class Timeline

+ Put up a large piece of kraft paper, leaving plenty of room to axtend
the timeline as needed. Place the timeline on the wall in full view
s0 that it is readily available for reference and for making ongoing
additions.

« Draw the basic timeline using coloured markers to distinguish
elements such as centuries, decades, and historical periods.

+ Throughout a course of study, conclude each lesson by asking students
which events, people, or primary sources should be placed on the
line. Studenta will often supgest discrete events with fixed dates.
Encourage the inclusion of elements of continuity or slow change.
Further, encourage elements for comparison: you can show what
life was like for a variety of people at a given time from, for example,
different regions, ethnic groups, and social classes.

« Either add the dass-approved entries right away or assign small
groups to research and plan each entry for the timeline.

+ Encourage students to add relevant personal connections to the
timeline. The Bringing History Home project suggests “If a student
finds something at home that relates to history, invite them to add it
to the line. A dynamic. messy, full-to-the-brim timeline is a sign ef a
class that's engaged in history full-tile.””

» After the timeline reaches an acceptable size, use it to tell the "story”
of the period of history you are studying, This will help students make
sense of the various elements and see the big picture. To make this
happen, give each student a placard with an évent, person, or trend that
is present on the timeline, Get students to orpanize themselves in a
line in the correct sequence. Then, in order, each student can tell their
portion of the story.

« Allow Hme to discuss what the timeline reveals about the process of
change, using guestions such as those suggested by Christine Coungell
of Cambridge University:

What story does your timeline show? Why did you chooze that
event? Why haven't you included...? Don't you think this time line
really shows...? When [ zee your timeline [ see.... But that bunching
up at that it suggests speed! But the clustering up supgests things
happened mare quickly!! Should you really end the timeline there?

A timeline showld never be boring, ... it should be a REVELATION®

Trillpat, E. @200 Corstnictmg timednes The BHH iva processac Brinowg Histans Horme Retmeved Febnusy
+ 2 2, from hip Y dwwscbringinghistarghome. cegfassets/bring inghs oo matimedines bof

4 Counsell, C (2008 Mating mesnang out of change, cortinoity and drarsity, Teaching about hesboncal
=snge ard contiity. Schools Hzdory Projoct. Rotissed frem hitpciweesisthoolshimoryprapoiorg ub
Tt rcnBasaf EsusCourss lIiChanoge S oriinst m
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DEMONSTRATION
OF POWERFLIL
UNDERSTAMNDING =

Student describes

| progress and decline,
noting that progress
for ore people may |
be decline for another, i

Teaching Guidepost 3

It is common for students, especially in North America, to equate change with
constant progress. Linked to this is a second idea, often strongly held, that
people of the past were not as smart as we are, This notion seems [o §Tem
from the past’s lack of aceess to contemporary science and technology, as
revealed in this interview with two British Grade 4 students:

Teacher: Could we learn anything from the Brendar story that it'snot
trying to tell us?

Carly: They weren't very clever.

Teacher: Why?

Carly: “Cos they couldn't make oavs, to row the boar.

Jeff: They did use sars, in the picture.

Carly: Oh, did they? [finds picture] Oh yeak!

Teacher: What do you think then, de pou think people then were not as
clever as us, or about the same, or cleverer, or what 7

Jeff: They can't figure out about volcanoes, and icebergs, and that.
Teacher: So they're not as dever as us?

Jeff: No.®

As you plan lessons to consider progress and decline, consider beginning
with inquiry questions that lead students to describe progress and decline
with greater eophistication:

- In what ways has the automobile made life in North America better
or worse? When and how did things get better? When and how did
things get worse?

+ How big a step forward was medicare, or was it a series of big and fittle
steps? Were there any steps backwards?

« To what extent did Canada become a fair and free society in the period
from 1900 to 19507 from 1950 to 20007 In what decades was change
like a speeding train? Like a horse and buggy? Like a car in reverse?

Other inguiry questions can help students explore different impacts:

« What changed for mainland Canadians when Newfoundland and
Labrador joined Confederation? What changed for Newfoundlanders
and Labradorians?

« Was the fur trade a rip-off? How did the lives of First Nations change
during this period? How did it change for Europeans?

- Was the Grear Depression all that depressing? Who suffered the most
during the 1930¢? Who was hardly affected?

- Did women ar men gain the most from the 1982 Canadian Charter of
Rights and Freedoms?

o dabky, B i, B, & Shersly, O (0080 Furting princples méo practics Teaching and planrng, How st
darits legrn: Hsrovk mathemahics ang sdlarca in 1he classroom i, 154 Blational boadarmies Preds. Samayed
Tram Pt £ e rap ocaicatales 100285 el
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Certain vocabulary can be useful for describing features of change, for axample:

for describing the quality of change: sustainable, planned, or
intended versus unintended pr chaotic; progressive versus regres-
sive; contested or resisted versus welcomed or popular; revolutionary
VErEUE Teactionary

for describing types of change: economic, environmental, political,
technological, sodial, or cultural

for describing the impact of change on different peoples: wide-
spread, extensive, broad-based, deep, radical, or transformative
versus narrow, superficial, shallow, or modest

ACTIVITY: Sequencing the Story of Work”

Sequencing unrelated events (the discovery of insulin, King-Byng Affair, stock

market crash, etc.) is unlikely to help students develop a mental map of the

past. However, if students build a sequence cr timeline around a common To identify patterns of progress
theme, such as work, they can use the story structure and their knowledge and decing

of the theme to help thern develop a mental map and at the same time iden-

tify patterns of continuity and change, such as progress and dechine, In this

sample activity, students sequence and discuss patterns related to the history P

of work in Canada,

B This getirly vais inapined by an ides from lan Deasan, Dawson,

Prepare a series of cards that deseribe elements in an important narra-
tive, such as the story of work in Canada in the example on BLM 3.2:
Episodes in the History of Work in Canada. (MNore that every card
iz assigned a letter so you can easily report the correct order of the
cards to students at the conclusion of the activity. On the blackline
master, the cards are arranped in chronelogical order left to right, top
to bottom, but the lettering is random.)

Distribute the cards to studsnts in amall groups, and ask them to pat
tha cards in chronalogical order.

¥You may wish to ask students to conduct indepéndent research to
identify dates for each event, thereby confirming their chosen order.
This step is not absalutely necessary.

The events on the sample cards on the blackline master continue up to
about 1970, so at some point either you or vour students will need to
add new cards to bring the narrative up to date.

Write the names of the events in arder on an enlarged timeline on
the wall, drawing on student ideas as you do go. Alternatively, ask
students to create individual timelines in their notebook.

Ask students to describe the nature of the change they see on the
timeline, For example, “What has changed the most? What has
changed the least? What were the turning points? Which events show
progress or decline? You may also wish to preview the next under-
standing by asking how the story could be divided into periods.

= BLM 3.2: Episodes in the
History of Work in Canada
(1 per student group]

2007 Time e chesnalony? dess far

g Qg -_|:r|;|r;_|'-\_1|,J|-_'g| urieratanding at sesonily l=gal, Thiming Hadoey @, 100 retrasl Freven B
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DEMOMNSTRATION
OF POWERFUL
UNDERSTANDING 4

Student uses critaria
to define a period of
history, and explains
whiy altemative
definibons might be
plausible.

Y e _'Hm%':

PURPOSE

Ta help students see chnge
a8-8 prooess and see
percdizetion ag irtempostaton

MATERLALS

= maierals tor making graphs;
either individually or as
aclass

- Consider the different viewpeintz of change. For example, "What
events would be most important for an historian of women's history?
Of Aboriginal history? Of technology?™ Ask students to use the
timeline to tell the story from these different perspectives.

« Add reference points, that is, ask about what other events were

happening in the country or the world at the same time, and whowas
alive at this time

Teaching Guidepost 4

The main inquiry questions for this understanding are, “Why do historians
divide up the past into periods?” and “What are the advantages and disadvan-
tages of doing this?” These are very abstract questions, however, and it would
be best e return to these only after providing questions on specific pericds,
such as the following:

« When were the 196057 (Did this famous decade really begin in 1960
and end in 19707)

« When did British Columbia become British?

« When was the fall of Hew France: 1759 or 17637

« What might an historian who specializes in Vietnamese immigration
to Canada choose for historical periods of the last 200 years?

+ What would a timeline for technological change in Canada look like?
What would be the turning points? What would be the historical
periods?

s+ What would a timeline of the last 20 years look like? What periods?

What turning points? To what extent would it be a time of progress
or decline?

Christine Counsell offers a variety of astute questions—almost “mini-
inquiries’—for thinking about timelines. She advocates that teachers
challenge students to question their beginnings and endings, and the labels
that beginnings and endings enshrine:

Is this the end of the story of Muslim Spain? Or was the end in 12357 Or
did it end earlier? O did (¢ really end in 14957 Or did it really end then at
all? What is the ‘end'? For whom was 1t an end? Was it an ‘end’ for some

and not for others? ... What shall we coll Middle Ages ? (It deserves @ name
ather than 'middle’

ACTIVITY: Living Graphs

The term living graph is used by lan Dawsoen to describe a two-dimensional
timeline. The horizontal (x) axis consists of an ordinary timeline. The ver-
tical {y) axis adds a component of judgment in relation to a chosen ¢riterion.

11 Courmsl, T (A0 Makng meaning out of change, connnsy and drsersiy. Tescking about Rishoncal changa
i continuity Sohoa Heione Srodect, Ratioved o b s schoclshsserypeziss org b ResourceSase’
s el T i, hiervizh Cnetirasyhirm

13 Diawme, |, [rodl] Tenalings and lking graphs. Thinkimg Histany, Retreved Febsiiany 20, 2007, froen beplf
i, T e (e, o LA o y Wt el ActModTimeline. irml
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+2 {Strateqic Asms Recuction Treaty)
PRDGRESS 1 Suer Mixom
T,DWA'F{D Crisis in China
PEACE | o

(1945 1955 1965 1975 1985 1995 2005 PRESENT

DECLINE
INTOWAR

-2 Kargan War Vigtnam War

{1950-1953) (1955.1975)

Flgure 3.6 On & [rving graph, studants begin by deciding when an entry should be according
10 its clate on the horizontal axis. They then decide whera ap entry shouid be accanding
i the extent 1o which o meets a particular oiteron on the wertcal axis. This graph shaws
st & few af the gvents that might ba recordad 1o explone the development of peace after
ek War .

For example, the graph in Figure 3.6 plots events according to the date of
the event and according to the event’s contribution to world peace. It is the
vespuirernent for judgment that gives this graph "life” After showing students
a living graph, review the phrase turning point and show how turning points
on a living graph can help you identify the start and end points of a period
at history (for example, when instances of worldwide cooperation started to
become more common),

The creation of a living graph begins when you provide students with a
niumber of items—events, people, inventions, and the like—and a criterion.
The degree to which the criterion is met forms the vertical axis. Students
decide where that itemn should be ranked between two extremes: not meseting
the eriterion at all and meeting it completely. Students often prefer if you pro-
vide a numeric rating scale such as —10 to +10 or —2 to +2, as on the example
in Flgure-3.6.

Because living graphs are all about interpretation and debate, Dawson calls
them “timelines with attitude™* The first opportunity for student debate
15 when you work toward consensus on the placement of events along the
vertical axis. The second epportunity for debate comes when you ask interpre-
tation guestions to determine what periods of history are illustrated by the
graph, and when they start and end. Use both opportunities in the following
living graph activity.

1d Dswson, | Ind] Timelmes ard lyng grapbn. Thinkmg Hustary. Ketressec Feorusey 200 3009, trom hitgod
e thirsnghistory. o ukibetindiodel Aot ed Timeline iomi
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Periodization Using a Class Living Graph

- To ereate a living graph as a class, fivst choose a topic related to your
curriculurm. For example, ask students: Did we “give peace a chance’
as John Lennon and Yoko Ono asked the world to do in 196971° How
well did the world powers and United Nations fulfill the promise of
peace after World War 112

- Mext, provide students with a number of relevant significant events
¢r trends that could be posted on the graph. To keep the exercise
manageable, you may wish to restrict the events or trends to those
related to the Cold War.

+ Ask students to post the events on the graph at what they consider
to be the right place according to both axes. Some rankings will be
obvious. In the example of a world peace graph, the placement
of the Korean War would not be difficult, but more debate may be
penerated over the placement of the creation of NATO—in some
ways it contributed to peace, but in other ways it did the opposite,
Even events that were clearly positive or clearly negative can generate
debate. For example, the establishment of a UN peacekeeping force 1o
resolve the Suez Crisis is clearly an example of progress toward peace,
but students may disagree about how positive a step it was toward
peace and therefore where it should be placed vertically. (It only kept
the peace for 10 years, until Egypt ordered the United Nations to
leave.)

. After students have reached consensus on placement of the events
and trends on the vertical axis, they can use that interpretation to
decids how this span of time could be divided into periods:

- Ave there any periods of time when there seem to be more examples
of peaceful actions {e.g., détente during the 1970s or the Gorbachev
reform period of the 1980s)7

- What is the starting point for that period? The end point?

— What marks the end of the Cold War?

- Dd it start a new era of peace?

Students could divide history into periods according to a wide number
of themes: discoveries and inventions, immigration trends, steps toward
respensible government, the rise and fall of the Spanish Empire, the French
Revolution, or the history of wark, such az in the activity Sequencing the
Story of Work on page 93. A rescarch preject at Simon Fraser University,
for example, asked students to investigate the question, *Has Canada become
a more compassionate country over the past 100 years?” in relation to
immigration, rights and freedoms, and the social safety net.'” All of these
themes could be charted on a living graph and divided into pericds. These
eould then be compared with the time periods that appear in the textbook
being used in class or with ather sources.

14 This ketian works wel with the YeuTobie videns of Jnha Uennen and Yoko Cna at thes bae-in in Mostnes
sirpneg e Peace aChance " Ratrievad Spil V] 2052 fram Riig ey yautube cortwatch fo=ach 1 Sslh

18 CrNedl, K. 64 al, (FO0B). Compassionate Canach? Burnaby B0 Smen Framer Unwesity Resineed February 20
30711, e bt e shie o e Essnnatacanadaindix b
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For units that extend over weeks or months, a living graph could be charted
on the wall with items added and rated as the unit evolves. Students could pause
from time to time to decide together when various periods began and ended.

Consolidating Understanding

By creating theiy own metaphor for change, students consolidate and express
their understandings about the process of change using a specific example.
An appropriate metaphor can help students recognize and demonstrate the
levels of change, as well as the variety in direction, pace, and type of change.
The opportunity to work creatively in a different medium canalso be engaging,

For example, the late Anishinabe elder Art Solomon usad the metaphor of
a fire to talk about the power of traditional knowledge to heal First Nations
communities after the residential school years, As Solomon described it, the
fire of traditional knowledge was almost snuffed out during that harsh time.
Only embers were left in the firepit, though they stayed alight, glowing. As
First Nations now reclaim their traditional knowledge as part of their healing
process, the five is growing, giving warmth to families and communities.
Similarly, Margaret MacMillan uses a fire metaphor in Paris 1919 (2003)
when she asks if the general strikes after World War T were isolated outbreaks
or "fames from a vast underground fire" {p. xxix).

In contrast, the French historians of the Annales School'™ used metaphors
of water in the ocean. They described spectacular events—the Battle of
Cuébec, the assassination at Sarajevo, the decisions of Gandhi or Hitler—as
mere crests of foam on the back of history's waves; in the view of the Annales
School, the deep tides and currents far beneath the surface were far more
important.

Bath fire and water have two key characteristics of a good metaphor:
(1) broad application, that is, several points of comparisen to the change pro-
cess, and (2) the potential for developing important insights. For our pur-
poses, we have chosen a metaphor with these qualities, but one that is also
close to students’ direct experience and personal interest: a car journey.

ACTIVITY: History as a Car Trip

Histary teacher Rachel Foster found the car trip could serve as an excellent -
metaphor for the unfolding of change through an historic period. It was par-

ticularly accessible and appealing to her students, who were working on a unit To conselicate and express
on the American Civil Rights movement. understancings abaut
continuity and change

I bepan the activity by asking pupils to bramstorm as many foctors as they
could think of that woeuld slow down or speed up a car jowrney, The class
quickly fillad the board with ideas, with some of the bays in particelar

v cabouned markers
o . - s chart paper

1§ The fnrales School was a hugely mflusntal group o Earch hslonans, mcuding Fesmand dmaccal,
Gworges Doy, and Emmanie: e 8oy Ladues
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CONNECTIONS

BETWEEMN CONCEFTS

Thee car tnp m-.-.‘lap!u;r ofers
tha possihility of EyprEssing
the inferpiay betwaan agency,
such-as a drivers choice, and
limitations en chaice, such

a5 the road locations and
spaed limits. This elationship
between sgoncy and changs is
hindamantal to the concept of
calse a0 consaqueEnce

relishing the apporturity ta show off how vastly superior their knowledge
afcars and driving was to mins, Aftay (I bagan| wondering aloud how the
civil rights movement was a bit like a car journcy, pupils were asked to take
eack factor that affected the speed, rate, nature and divection of change
{for example, vislence, federal povernment intervention, media attention,
leadership, non-vlolent tactics) and see if they could match it to one of the
ideas om the board )

A car trip involves both continuity, such as geography or long highways, and

+ Consider the change and continuity of the school year, and ask

students, "Is it more like a waltz or moshing?" Like a game of checkers
or a game of basketball? Explain that these are all metaphors for the
pace of srhool life.

« Spend some time exploring with the class the idea of 2 metaphor and

what makes a good one: similarity with the change process that is the
subject of the metaphor (2.2, cars travel at a variety of speeds, just
as social change happens at variable rates), insight, creativity, clarity,
and accuracy {(metaphors can mislead as easily as lead to insight).
Introduce the metaphor for the project—a car trip as a metaphm for
the change and continuity in a period of history they are studying—and
outline the project in broad terms. Explain to students that they may
tell about the car trip, combining writing and visuals, in an annotated
map, as is the cage in our example.

« Ask students, as Rachel Poster did, what factors might make a car

rrip go slowly or quickly. Also ask what might influence the quality of
the trip, such as making it a smooth or bumpy ride, and what might
change a car's direction. Record students’ answers for all to see.

Mext, walk students through Figure 3.7,

Ask students to create a similar chart for the unit you are currently
studying, continuing to use the metaphor of a car trip. You may wizh
to provide studants with the question in the top left cell, which ean
guide their metaphor.

Present students with the requirements and criterfa for the project,
as well as materials for creating visual representations such as a
metaphor map {chart paper and markers). A checklist such as the one
in Figure 3.8 could be useful for self- and peer assessmant.

Allow students time to create their maps. Students may need help in
laying out their maps so that they don’t run out of room.

change, such as stoplights or the temptations of a coffee shop. Changes in
direction, speed, and quality of the ride have rich possibilities.

88 The Big S Histarical Thinking Concepts
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What are factors in
the history of work
that affected the
direction, speed, or
nature of change?

What iz comparable
in your metaphor?

How are the two similar in direction, speed,
or nature of change?

Tachnaalagy Carg Kaw angines and tactanies can intraaes spaad, new
technologies can be fiexible i speed and direction; but bath
have limits such as gecgraphy.

Roads I Tachnology can somatimas lead to dead onds, just 22 roads
can: Flu!hndn: and new machimes beth cause disraphions; m
both cases, choices must be made abaut routes o follow,
Turns, traffic lights Both of these can alter the direction and speed of change,
Unions Fublic transit Urans and buses both try to provide benefits for peopla
Speed camerss Unaons and spead camersd bath wateh for violations of laws.
Laws Speed himi signs, traffic | Directians and laws cantribate ta thi safety of drivers and

W kers.
| e

lanes, highway patrals

Traffic jam, running out of | Change may show down, stop, or take an alternative route.
gas; detours |

Econamic cresis

Figure 3.7 To nefp students understand the assgnment i the activity Histary a2 & Car Trip,
ou may wish 1o wak them throwgh this example, which s based on the nformation in the
acivity Sequencing the Story of Wark on page 935,

METAPHOR MAP CHECKLIST
Interpretation of metaphor

[l Central metaphor is easily understood
Ul Map includes many pointe of similarity that extend and
support the mataphor

Insights
CIMap reveals ideas that may not have been obvious

Explanation

Ul Adequate explanation is given to suppaort the comparisons
convinecingly

Cl Supporting details are clear and accurate

Visual presentation
I Map is laid out in an interesting and colourful way
" Text is legible and neat

Figure 3.8 Thiz checklist can ba axpanded into a chart so that students decde whather sach
critenicn “needs work, " "meets requirements,” or "exceeds requirernents.” Prowvide students
with a checklis: like this at the beginning of the task, so they know how they will be sssessed.
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BLM 31 Guess the Country’

Round 1: The year is 18467, Use the clues below to guess what country 1s being described.
1. This newly independent country is a dermocracy based on the parliamentary system,

2. Much of the country's economy depends an primary industry such as forestry,
fishing, and agriculture. Transoortation systems crisscross the country.

3. The population and economy are growing rapidly. In the previous 10 years, the
population had increased by one third, mainly because of immigration.

4. The majority of the population i1s English speaking, with a large French-speaking
minarity and many First Nations and Métis.

5. Winter sports are popular 5o is a surmmer garme, lacrosse, which is the national sport.
&, This country has a powerful neighbour to the south that has a large army.

Round 2: Play the game again with a different set of clues. The year is still 1867, Use
the clues below to guess what country is being described.

1. Child labour is comman in this country, with children as young as 8 years old working
te help support thesr families, especially in the clothing and footwear industries.

2. There is widespread discrimination toward racial minorities and toward women
Forexample, women and some minorities cannot vote.

3. Violence is common, especially at elaction time. Under the law, a man has the right
to beat his wite and children if he does not use excessive force

4. The distribution of wealth is extrermely unequal in this country. A study of one major city
found that the poorest 40 percent of the population earn anly 1 percent of the income.

5. Life expectancy of this country's citizens is less than 50 years. Infant mortality (the
ceath of children before the age of 1 year) is 20 percent, Epidemics are comman,

6. City streets stink. They are filled with decaying garbage and the excrernent of
thousands ot horses, cows, and pigs. Cutdoor tailets are in most backyards, along
with chickens, pigs, and even cattle.

7. Alcohol consumption is high: an average of 27 litres of liquor and beer for every
man, woman, and child per year.

B. Forty percent of the children in this country do not go to school, although most
ctizens da learn to read, either at home or at wark.

LIy
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¥. The average number of children in a family is seven. i
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BLM 3.2 Episodes in the History of Work in Canada’

E Many First Nations in the
51 Lawrence Valley and
near the Great Lakes were
farmers, They also hunted,
fished, or gathered food.
They made medicines and
manufactured homes, boats,
and other technologies,
Some First Mations lived in
tewns of up to 2000 peaple.

B Mew France axpanded
its fur trade through much
of Morth Amenca. The
military and agriculture
also provided jobs. Thare
was some shipoullding and
ironworks.

C Pecple began to rmove ta
the rapidly growing towns
to work in industries such
as shoe manufacturing

and brewarias in Eastarn
Canada.

| Governments began to
pass laws that reduced
warking hours, improved
working conditions, and
cantrofled child labaur

D Eurcpeans adopted
First Nations technolagies,
especially for transportation
and clothing. In tum, First
Mations adopted matal
goods such as axes and
muskets. Although fish
were the first resource that
attracted the newcamers,
they saon began trading
with First Mations for furs.

A The conguest of Mew
France did not greatly affect
the daily working lives of
the canadiens and First
Mations. Control of the fur
rade, however, changed

ta the British-contralled
Hudson's Bay Company and
the Naorthwest Company,

K Increasing numbers of
immigrants came to farm
the Praires and grow
wheat Others came to
British Columbia to work in
farestry, minirg, and fishing.
First Mations and Métis
pecple also worked in the
riew industries.

J Governments began

to provide programs to
support the general well-
being of workers, such as
pensions, sacial assistance,
UHEFF'IFI!D}'T“EI'IE hEUFEI'IEE-.
and medicare

tradespeople.

G Mewcomers from
France came to fam the
St. Lewmence Lowlands
and the lands surrounding
the Bay of Fundy. Most

D'f ﬂ'I‘EEE' NeWwWCDmern wars
farmers ar labourers, while
others were landownars
[called seigneurs), priests
and nuns, merchants, and

F hew immigrants openad
up farmiand in Upper
Carada (southern Ontarnial,
Warmen made most of the
household goods, such as
spap, candles, and clothing,
while the men deared and
farmed the land.

L Men, women, and
children warked long hours
for low wages in dangenous
conditions in factories,
Unions started to organize
warkers and demand
better wages and waorking
conditions,

H Most workers began to
wark in service jobs. Morne
people worked in cities
and fewer on farms. Just as
MAnY WOMen A% Men were
now in the workiore,

19 Baperd on mfcernation Srom Comad, b, Firked & & laenen, C (V55T Mstory af the Conadian pecple, 2 vois: Toronto. Copp, Clack:
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B Guideposts

CAUSE AND
CONSEQUENCE

Why do events happen, and what are their impacts?

Guideposts to
Cause and Consequence

n Guidepost 1

Change is driven by multiple causes, and results in
multiple CONSEqUENERs Theze rreate a r|;'rr|[|||-:-|: wrzh
of interrelated short-term and long-term causes and

LT ‘SI.'E'I]LI'E MEEs,

. Guidepost 2

The causes that lzad to a particular historical event
vary in their influence, with some being more
important than others.

B Guideposts

Events result from the interplay of two types of factors:
(1) historical actors, who are people (individuals or
proups) who take actions that cause historical events,
and () the social, political, economic, and cultural
conditions within which the actors operate.

> Guidepost 4

Historical actors cannot always predict the effect
of conditions, apposing actions, and unforeseen
reactions. These have the effect of generating
unintended consequences.

The events of history were not inevitable, any more than
those of the future are. Alter a single action or condition,
and an event might have turned out differently.
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Figure 4.1 In 1200, H.L Blake pans for gold n Baster Creex, Alaska, on hes goldd clam, This
photograph graces the cover of Charlotta Gray's history of the Klondike Gald Rush, Gold
Siggers: Striking 't Richi i fhe Kloncike (2071001 bn her book, Gray gocumants the expenences
of siv acherturers who like H L Biaks made their way ',hn:u_lg!'- mcurtiain pisse and SNCay
Elizzasds to wwhat is now Yukon, What could have caused so many peope to rmeaker this trelk ¥

What happanad as 2 result of theer explaoits?
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CAUSE
_CONSEQUENCE

The simplest models of cause and consequence come from the physical world:
a cue hall rolls along the green felt of a billiard table, grazes the eight ball off-
centre, and the black sphere drops neatly into the side pocket. Aha! The white
ball caused the black one to drop into the pocket. But that is only the ending.
Without the Rat surface and the motion of the chalked cue, the event would
not have happened. And, behind the table and the cue are human actors—the
most complicating and, in history, the most central elements of all, First we
see the two players, with their different skill levels, applying their different
strategies. Further back in time, we see a manufacturer producing a billiard
table, the inventors deciding on the rules of the game itself, an economy that
makes billlard playing affordable, and a society that welcomes a new and
different leisure activity.

Before the introduction of historical thinking in a dassroom, students may
limnit their thinking of the causes of historical events to the immediate causes—
the cue balls of history. By introducing students to historical thinking, we
teach them to think beyond the immediate, to consider the interplay of causal
factars ranging from the focused influence of the choices made by historical
actors to the broad influence of prevailing soctal, political, cultural, and eco-
nomic conditions. Further, students can go on to consider the ways in which
conditicns, opposition, and unforeseen reactions can thwart the actors’
intentions, resulting in unintended consequences.
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How One Historian Approaches T
Cause and Consequence e poverto

an action ar condition
g e hl*g_ill o thipk .'|l‘:l|::-II: b i I-e:.'.|:'|'| skudants .|':.l-:.-|;l CALES :'||::|-:‘-. COTig S that contricaul== Lo 3 reswt
quence, let us consider what we can learn from the experience of historian i Weraer chanatal.
Charlotte Gray. One of Canada's most popular authors of biography and political, ecenomic, or cultural
literary nonfiction, Gray foruses her award-winning work on Canadian his- Crcumsance
torical characters and Canadian experiences. In her book Gold Diggers: Striking an outeome
It Rich in the Klondike," Gray shines a light on six individuals whose lives inter- Inat re4I irafm ACuons of

aiEa ; : ; i : conditions
sected in Yukon during the threesyear gold rush of the late 18905, Not only ’

does Gray tell an intriguing tale of the hopes, dreama, and ambitions of these another word tor
2 : condition; spacifically, the
societal, palitical, econamic

historical actors, but she also tells about the social, economic, political, and
cultural conditions that bath inspired the actors’ decisions and influenced

and cultural conditione within
the consequences that resulted. Charlotte Gray grounds Govd Diggers: Striking which actions play out
It Rich in the Klondike in the close detail of lived expenence. She begins by : ”
describing the resolute nature of her six protaponists. rasult that is unexpected and

mEveEl g -I"-\.'_".CI I’{.-'

erfinale i the 2010 Asian Games in Guangzbaw, China

Nhat socal, economic, palitical, and cultural conditians made i possible?



Feople are at the
centre of histary
oeCcause ol all crealures
we alone imagine

| possible fulures
k; e o ﬁ‘ﬁ

1DE  The Bag Six Histoncal Thinkir

They armived [in 1896] with their shovels, gold pans
and picks, eager 1o make their fortunes. There were
other lures, too—the chance to conguer unknowr
termtories, hve on the frontiar, escape the rules and
regulations of more ordered societies, Wild-eyed and
leather-skinned, muscular and pugnacious, they clung
to their dreams ke warnors on-a crusade ... (p. 6)

Gray goes on to paint a rich picture of the ways in which her six protage-
nists confronted challenges foreign to most Morth Americans living in the
consumption-dominated early twenty-first century. By staying primarily at
the level of individual experience, she aims to achieve a psychological depth in
her portrayals that would be more difficult to achieve had she written a broad
overview of the events. All of Gray's characters left memoirs and written
accounts of their exploits, published or unpublished, which providad the
author with a rich trove from which to assemble their stories.

Humanity and Conditions: Effecting History
Individually and collectively, the six individuals at the centre of Gray's story
were trying, indeed scrambling, against time and competition to fulfill obli-
gations and expectations, desires and dreams. Human beings are at the core
of history, because they act with intent. Historians virtually all subscribe to
this idea, which prevails even in the new environmental histories wherein
historians conscicusly examine humans in the context of the larger ecological
systems that they inhabit—in relation to animals, plants, and Earth's natural
cycles.? People are at the centre of history because of all creatures, we alone
imagine possible futures and take actions intending to bring about favourable
outcomes and to avoid disastrous ones,

Charlotte Gray's characters certainly took actions to bring about favourable
putcomes and to aveid disastrous ones. Bill Haskell, for example, took actions
to get rich: he set out for Yukon as an individual, joined with a partner, and
became part of the 300 000-strong human tide that swept into the lands of
the Tutchone, Tlingit, Inuit, Hin, and Tagish. close to the Arctic Circle, It was
Gray's fagcination with actions like these that propelled her to research and
write her book.

A student might, vnderstandably, assume that the charismaric, risk-
taking, inspiring characters of history are the drivers of history. Gray would
have been under no such illusions. Her Yukon characters all undertook sub-
stantial risks with the intention of achieving ambitious goals. But did they
create the history into which they walked? To understand couses we need to
examine more than just the motivations and actions of individuals and even
large proups—we need to examine the broader conditions.,

t-5ee Cronan W16 A place for slanes: Mature. fesbarg, and namatwe. Jowmad of Amencan History,
TEH, 1347-1374. The Arnales Schood of hatonians comprizes the maost sgnflicast counter-exsempls ta this
genarsization. See cage B7 lor more oo the Grnates Schoal
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The gold diggers’ dreams and desires were shaped by the time period, places,
and cultures into which they were born and in which they lived. Some of these
conditions {(e.g., the prevailing mood of “gold fever") presented opportunities
for their actions. Some conditions (e.g, difficult access to Yukon! constrainsd
the possibilities. In tun, the actions of Gray s six characters—along with those
of thousands of other gold seekers—reshaped the constraints and opportuni-
ties available for athers. For an understanding of historical causation, it is thus
critical to look beyond the individuals to the conditions in which people act.
As Karl Marx put it, “Men make their owm history, but ... they do not make it
under circumstances chosen by themselves.™

Consider the economic conditions prevalent in the years leading up te
the Klondike gold rush. Morth America had been experiencing its worst
depression ever—times would not be so bad again until the Great Depression
took hold in the 1930s. Jobs were scarce, and people were hungry for oppor-
tunities. [n this desperate time of few jobs and struggling businesses, news
of gald found in the Klondike was bright news indeed. The value of the gold
that the men and women sought was stable only because of the larger eco-
nomic system of curtency and exchange into which it would flow*

As Charlotte Gray tells us, Bill Haskell heard the news after taking the
recently constructed transcontinental railroad west to Colorado. Hete he
hieard fabulous staries of gold in Yukon from a more seasoned adventurer,

3lars, K 20081 The sighpeand Srmaime of Lown Borsparts i 151 Reckeile. WD Waldaide Fress (Origmal
ok pisbbsned o Garmar o 15571

4 Moese, KT 20031 The nasare of gald: An ervdranmendal higisny of the Klonskke goid rush Searile: Unhaesity
of Waghingron Frass,

Figure 4.3 Cne csn magine the
steps that may have led o seeds
sprouting ag they arg in this photg-
g:’aph of & farmmer's field in Franch
Rear, Pripes Edward kland, Hars
gre & few; (1] 7000 wears ago, the
Aymnara and Qechaa people find
and culteate the potate in the Andes
Mountains, (2] #n 1570, the Soanish
brng tha potsto to Europe, and (3]
by 1780, it imally gains popasdarity as
8 iood siagte. Then we speed abaad
to recent years: (3) 8 young oupla
buws a farm, (5 they plow the land,
ared [6] they plont potate aves I any
ol thess steps (and nary mons] dd
net take place, the Feld would Ao
laok the same. Semdlarly, the candi-
tiona have to be ight, for examale,
(] an econmoemy thatl makes potato
farning wable [J) esough sunbight,
(3] encugh water, and {4} an absencs
of harmful pests.

TEACHING TIF

Students enjoy Brainstaaming
the multiplicity of events and
conditions that lesd uptoa
particular event, such as the
ermergence of now potata
plants show in Figure 4.3, Yo
ey Fired it hedpful to develep
wirth thern & two-chmengional
tirmeline ke the one suggested
in the setivity How | Got Here
an page 118,
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CONMECTIONS
BETWEEN CONCEPTS

The athical dimangicon of
histary is efien engaged
aloryaide consderation
of whether Pﬂn:ii:l.l'.u.r

canseousnces wang Intencad
H tha 300000 advartarees did

nat istend to bring poverty

ta the Triondak Hwech n First

Ration, should we nevertheless
hald tham acceuntable™

Joe Meeker, with whom he teamed up. Despite the remoteness of the fabled
gold in northern Canada, Haskell and Meeker would pursue it all the way.
Thus, numerous conditions came together to set the course of Haskells
life; the economic hard times, the value a culture placed on a vellow rock,
the expanding transportation network that brought Haskell to Colorado,
and finally the “gold fever® he caught along with 300000 others. This last
point highlights a condition that is often overlooked: a climate of opinion,
ot worldview, prevalent in a society, "Gold fever” was the lens through which
Haskell's ideas about hizs future were focuzed and narrowed

The Best Laid Schemes

The consequences of human actions are never exactly what we intend them
to be: people encounter opposition, conditions change. As Robbie Burns
wrote, "The best laid echemes o' mice an” men gang aft agley” (The bear laid
schemes of mice and men often go astray.) Gray's book ends at the level of
scrutiny wherne it begins, telling about the experiences of her six adventurers.
She shifts her focus, however, to the wnsequences of the northern sojourn.
Were those consequences the enes that Bill Haskell and Joe Meeker would
have expected when they first put their plans together back in Colorade?
Probably not. The partners decided to cash out as the winter of 1897 set in,
On the way to the coast, Meeker lost his footing on an ice shelf over the raging
Yukon River, and drowned. Haskell continued on without his partner bat
somehow got turned around. "Haskell found himself drawn back to Dawson:
he appears on a town registry in 1901, Then he vanishes” (p. 371),

Although Cray does not explore the broadsr consequences of the Klondike
gold rush, there were many. But did the 300000 dreamers whe attempted
the journey to Yukon intend all of those conseguences? Tonnes of gold were
infused into the North American econemy. buoying monetary circulation. The
environment of Yukon was overwrought by the massive, though brief, pepu-
lation explosion. The Tr'ondek Hwech'in First Nation was shunted aside, their
traditional economy ruined, and the people reduced to poverty, As Chief Isaac,
who led the Triondek Hwech'in First Nation through these difficult times,
described it, “White man killz all moose and cartbou near Dawson, which is
owned by Moosehide [the Trlondék Hweéch'in Firat Mation].... Moosehides
hunt up Klondike, up Sixtymile, up Twentymils, but game is all gone. White
man kill all."" It is unlikely that the 300300 dreamers ever considered—much
less cared about—such an outcome,

Making Things Happen: Agency versus
Prevailing Conditions

Recall the billiard game that introduces this chapter. The exampls makesit clear
that a whole parade of individuals and groups made decisions and took actions

3 -See Becker, T (1932, The hesvenly oty of the ssghoesnchcentuny philosoohers: Miow Havan, C7 Tila
B
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that, when put together, led to the eight ball dropping into the pocket. So the
idea of agency—the power to act=—is essential in understanding causes and
consequences in history, As we have seen, however, conditions also play a
role=—the ball would not have dropped into the pocket in a society that did not
permit lelsure activities. Social theorists call these conditions structure. A ques-
tion many historians have wrestled with is how much influence each of these
causal factors have on one another—and therefore on the course of history,

Social theorists have suggested a dichotomy between agency and struc-
ture. On the one hand is the exercise of human agency and autonomy; on the
other hand are the social structures and constraints within which actions are
conceived and played out. How much autonomy do we have? To what degree
do the social, institutional, and cultural structures inte which we were barn
constrain the exercise of agency? Are we bound, ultimately, by an “iron cage”
of the conditions in which we find ourselves? Social theorists have dealt per-
suasively with thia dichotomy by emphasizing the dependence of each on the
ather. Collective human agency is, itself, what produces and reproduces social
structures, which in turn act as constraints to human agency in the future’—
achicken and egg scenario, if there ever was one.

Historians also differ in their opinions of whether conditions or human
actions have more influence om the course of history, Their opindons are
reflectad in the explanations they construct about how and why the events of
the past turned out as they did. Those historians who view conditions as more
influential may end up with more deterministic histories, wherein the large,
ongoing, and underlying forces dwarf the actions of human individuals and
collectivities. Then there are those historians who focus more on individaal
and collective agency. Authors like Charlotte Gray, who write for the Een!t‘ﬂ]
public, tend toward this end of the spectrum. Gray purposefully set out to
“humanize” the history of the gold rush. As Gray explains in the preface to her
bock, “Individual staries have a psychological depth too aften missing from
the grand narratives of the past, where ¢crowds are faceless” (po wiii).

In a balanced history, conditions would not be left to serve as mere stage
sets for the actions of their protagenists. Ner would underlying forces domi-
nate. Perhaps the most effective histories are those in which historians have
woven the twoe ends of this polarity together to show the influence of human
agency on conditicns and vice versa.

prevailing human F:-revailing human
canditions a’ action conditions -> acticn -’

Figwe 4.4 Social theorzts are not interested so much i the question of whether human
sgancy or prevailing conditions have more inflience on events. Instead, they ane interested
n howe gach, inturm, affects the other,

T Spmoempka, FOUEG ) (1794] Agency and sirectise: Reoneniing saoa thacry. Ywerdon, Seetcerlend: Gordon &
Seamach: Giddons, A (1734 Tha conplibuiior ol pooeh: Suthing ef tha thoosy oF siiciuratian Barkeley ard
s mngele, TR | iy ety al Caldraia Presg
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Cause and
Conseguence

&) Guidepost1

Change is driven by
multiple causes, and
results in multiple
consequences. These
create a complex web of
interrelated short-term
and long-term causes
and consequences.

e s

Cause and
Consequence

B Guidepostz

The causes that lead w
a particular historical
event vary in their
influence, with some
being more important
than others.

R L
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How can our discussion of Charlotte Gray's history of the gold rush in
the Klondike help us teach about ceuse and consequence? Primarily, it
demonstrates that causes and consequences of an event are not a simple
walk from point A to point B, Instead, we would be better to picture a wih
of interrelated causes and consequences, each with various influences. Let
us investigate this web further by examining five guideposts for cause and
consequence, and how we can bring those big ideas into the classroom.

The Multiplicity of Cause

and Consequence

As Charlotte Gray demonstrated in her history of the Klondike gold rush,
there was no single cause for the gold rush, nor for each individual’s choices
and actions. Instead, there were multiple causes, both short-term and long:
term, that led the events of the past to play out as they did. Similarly, the
gold rugh led to innumerable short-term and long-term consequences, at both
individual and societal levels. Virtually every change in history, be it individual
or secietal, has had many causes and will have many consequences. Just as
changes have causes and consequences, so do continuities. For example, before
1939, successive Canadian governments refused to admit certain groups of
immigrants into the country. This exclusionary policy—this continuity —was
designed to prevent change and it had profound consequences.

To lead stodents toward an understanding of the complexity of czuse and
consequence, you might begin with an example such as the billiards game
described at the opening of this chaprer. Students will begin by identifying
the immediate causes (the cue ball grazes the eight balll, but with the right
questioning you can help them grasp that many causal factors worked rogether
to create the event and that a whele variety of consequences may result.

Varying Levels of Influence

Most students will acknowledge as a given that the influence of their peers
varies. When a classmate urges a student to attend rhe schoaol dance, he or
she might feel somewhat willing to attend. But when the hippest kid in class
says everyone should go, the decision is made, Even if the scenario does not
exactly match the reality in your classroom, you can use it to get students
thinking: they will get the point that different causes (which, in this case, take
the form of sources of encouragement) can have varying levels of influence,
some having a major or minor influence, some having no influence, and some
having a constraining influence ("Don't go!® says another classmate).

Getting students to acknowledge that levels of influence can vary is a frst
step. Your goal should be to encourage students to weigh the various causes
of the historical events or changes that they are studying. An accomplished
student of historical thinking is able to analyze the set of causes, describe how
they influence one ancther, and rank them from most to least in Auential.

Thirking Comcepnts MEL



Causes of Two Kinds

Since the 1980z, a number of researchers in Europe, the United Kingdom, and
MNorth America have conducted empirical studies on how young people under-
stand historical causation, Working in high school dassrooms in Sweden,
Ola Halldén found pervasive evidence of what he defined as personalization,
By that, he means that students tend to seek “explanations of historical
events ... in the actions, reactions, and intentions of individual persons® It
appears that many students lay the responsibility for the course of history
squarely on the shoulders of individuals who have taken actions resulting in
change. Halldén's studies support the notion that histery teachers should help
students move beyond such personalization 1o consider causal conditions.

Aleng the same lines, in a summary of British research, American researcher
Avishag Reisman identifies a second common misconception among students.
She says that " ... adolescents tend to give disproportionate cansal weight to the
trmmediate antecedent of an historical event, rather than consider context and
rontextual causes.™ Reisman's working assurnption is that “contextual causa-
tion is ... the mark of expert historical reasoning. "' S0, Halldén and Reisman
both advocate for teaching that would help students move bepord the focus
on immediate, short-range causes and toward consideration of larger contexts
and more abstract conceptions of cause, or in other words, conditions,

8 Hallasd, O {19881 Pemenabiijaben in histohcal Seporipbions and axplanatons. Ledming amd nierocten
Mz E
i Besnman, A [200W). Teaching the bstorcal prncple-of conmsasss! cagsasan; & sidy of Irarsier i hisoncs
ding In M. Barsra. U Hafrans, M Baves & M. Hassethom Eds) bdevertonsd undarstanaing
rarigal conpeal (o, 4 Roftesdar Sense Publishers
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Cause and
Conseguence

Guidepost 3

Events result fram the
interplay of two types
of factors: (1) historical
actors, who are people

(individuals or groups) |

who take actions that
cause historical events,
and {2} the social,
political, econormnie, and
cultural conditions
within which the actors
operate,

Figure 4.5 This set of stanees,
urveiled June 18, 2010, at the
Marvitebs LI‘.EIS-E-&I.IJ:I."! i 'n."l."'nn:p-ﬁ-r'_,
shinas the Famaus Fiee, H::-u-::-..r:-g
individusls by creating statues of
thes can leave the impression that
these indinduals created change
in isolatan. 'What causes besdes
individual action may haee led 1o
the succass of the Famouws Five in
the Parsons Case? 'What conditsors
may have 521 the stage? How might
the sfforts of the Famous Frve have
interplayed with tha conditions of
the tima to generata change? What
doas the collectivity of five statues
segoest about how thass women
wiarked iogethar?



Figuwre 4.6 Actions and conditicns
combing [0 Cause an avent

Cause and
Consequence

B Guidepost 4

Historical actors

| cannot always predict

the effect of conditions,
opposing actions, and
unforeseen reactions,
Thede have the effect of
generating unintended -
consequences. I

This iz not to say that historical actors or the immediate antecedents of
an historical event do not play a role in causing change. As Denis Shemilt
says in his earlier work, “People make History, and motivated action is the
mainspring of that production ™ Omission of people’s intentional actions
as causal factors would be a mistake.’® Sa, in the balanced approach that
we encourage for the classroom, educators should promote consideration of
the actiens of historical actors, the conditions in which they operated, and the
interplay between the two.

As yvou introduce the cause and consequence concept to your classroom,
guide students toward an understanding that both of these are contested
and fluid. Historians often disagree on what constitute the causes and
consequences for particular events or the relative importance or weight of
particular causes or consequences, Further, their conclusions change as they
comsider new questions, arguments, and evidence.

histonical achons )

racent -ECt.iCII'lE ﬁ
current conditions é

histarical conditions }

THE EVENT

The Surprises of History

When students mistalenly explain the causes of events as human action
alone, they are mare likely to have difficalty recognizing that actions have
unintended consequences. It is the obstacles—often in the form of prevailing
conditions—that historical actors run inte that throw thelr intentions to the
winds, The broader societal, political, economic, and cultural conditions all play
a role in thwarting the best laid plans. Simalarly, historical actors may run into
unexpected opposition, such ag a spirited defence of a city the actor is attacking,
or unforeseen reactions, such as unexpected massive public support for a bill.

Encourage students to consider personal plans that have not turned out
a5 intended. Sometimes the unexpected consequence can be a welcome turn

of events, such as a surprise scientific discovery, In other cases, it can be a
disaster. Consider the following:

« Bill Haskell, in Charlotte Gray’s history, most likely did not expect that
his actions, in concert with those of all the other would-be miners,
would someday lead to a booming tourism industry in Dawson City.

11 Shermit, D (19800 Hisgory 13-160 Eepluaton stugy. Edinkurgh; Holmes MeDou sl

12 Jemes Yoms advocat=s. the more Salanoed approech supgested by Shamit in o AF sl sl [(Y¥24) The
colapse of the Sovat Ureon: & case shudy s causal reasoming In b Cameters & 1 F Wous [Eda. | Cogmities
and ‘nsiructional prooesses 1 history and the sooal sciencess fpp. O3-300), Hilscats S Lawrancs Erlbu
Amsociahes.
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Figira 4.7 Whan the RIS Titanic sank in 1912, many pecple drowned becawss the shio
did nod have enough [ifebonts to accammodate all its passangars. The wodd wes shaocked,
and shipping companies werm soon reguited 1o camy sufficiont lifehaats. Thies it [abar
the 55 Eastland fipped aver whils docked in the Chicags River In this photograph, taken
an July 24, 1715, you can see sundivors standing on the side of tha sunken ship. In all, B4
secpla were drowned i this disaster. The cause for thig Eh:p"_; Instaks fll.':.- was, In pary, tho
sddcied wesght of 30 many lifeboats. boraca . the deaths wene an unintanded COrESUEICE
if efforts 1o increase the safaty of SEAQING DEEangiErs

* Inone of the most famous cases of unintended consequences, Thomas
Midgley, Jr., invented air conditioning in the 1920s. Society embraced
this great invention. It was only much later that scientists realized
that the chlovofluorocarbens (CFCs) used in the process Midgley
designed were eating a hole in the ozone layer. 5o scientific reality
had brought on a world-changing conzequence that Midgley could net
have intended,

* In 2011, the dictators of three Arab countries—Tunisia, Egypt, and
Libya—tried to retain their control of countries they had long ruled.
A Tunisian street vendor named Mohamed Bouazizi, 26, was fed
up with government corruption that made it impossible for him to
make a living, 5o he set himself on fire. His protest sparked a popular
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Cause and
. Consequence

B Guidepost 5
The events of history
were not inevitable,
any more than these
of the future are, Alter
a single actien or
condition, and an event
might have turned out
differently.

el

S

uprising that spread to other countries, threw the autocrats out of
power, and led to upheaval throughout the region in what became
known as the Arab Spring.

Never Inevitable

Many students view the past as almost preordained: it was inevitable that
Europeans would populate North America; it was inevitabla that Canadians

wauld be a nation of primarily English speakers; it was destiny that the Allied
nations would win Waorld War II.

Students who grasp that causal factors for an event invarizbly include
multiple conditions and actions can be encouraged to take the next step: to
realize that events occurred as they did because of the unique set of causal fac-
tors at play at the time, But change just one condition or action, and it could
alter the way the event played out, As Thomas Andrews and Flannery Burke
state, "Change a single prior condition, and any historical outcome could
have turned out differently"® Consider, for example, biclogist Alexander
Fleming's "mistake” of failing to clean up his workstation before going on
vacation. When he came back, a strange fungus was growing—it was peni-
cillin. Fleming had unwittingly created the world's first antibiotic. Penicillin
has since saved millions of people, affecting the course of history. Chance or
accidents, therefore, can also cause change.

Counterfactuals are questions that ask what the world would be like if his-
tory had taken a different turn. Whether answered in classroom discussions
or in novels, counterfactuals can help students grasp that the events of the
past were never inevitable. Here are a few “what if ... * questions you might
share with your students.

+ What if prospectors had not found geld in Yuken? Would the geold
rush still have happened? Would a rush have happened if the eco-
nomic conditions had not been so bad in North America?

» What if the United States had sent its huge army into the Canadian
west after its civil war ended in 18657 How would Canada's borders be
different today?

- What if French reinforcements had arrived at Québec in September
17597 Would General Montcalm have been able to repel the British,
leaving Chuéber in the hands of France? Wonld Canada have become a
nation of French speakers?

12 Ancrawey. T, &-Bueks, F (2007 What does o meen to think Ristorically? Pesspectives 4510 Retrievsd from
IR e g1 iare. org o padTivea e es 20T DT DLAOT0 e a3 cfm
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Generating Powerful Understandings
of Cause and Consequence

Usze the lessens and activities in the second half of this chapter to enable your students to move from
limited to powerful understandings of the ideas embodied in the guideposts.

create a complex web of interrelated short-term and long-term causes and consequences,

DEMOMETRATION OF LIMITED UNDERSTANDING \ DEMONSTRATION OF POWERFUL UNDERSTANDING
Student attributes events to a singls cause, often \ Stuclent identifses multiple shart-term and

8 short-term cng, Alternativaly, student lists causes lang-term causes and consequences of an

and consequences provided by others, without ,.-’r historical event and recognizes their comphes
understanding the causal refationships. /  imerrelationship,

. Guidepost 2 The causes that lead to a particular historical event vary in their influence, with

some being more important than others.

DEMOMETRATION OF UIMITED LINDERSTAMNDI MG DEMOMNSTRATION OF POWERFUL UNDERSTANDIMNG
Btedant does not differentiate betwesn the irfluence Student analyzes the causes of & particular
af yarcus causes, historcal event, ranking them according o

,."r thair influanca.

- Guidepost 3 Events result from the interplay of two types of factors: (1) historical actors, who
are people (individuals or groups) who take actions that cause historical events, and (2) the social,
palitical, economic, and cultural conditions within which the actors operate.

5,

JERMLRER TRATION OF LIMITED UNDERSTANCAMNG Y DEMONSTRATION OF POWERFUL UNDERSTANDING
Student personalizes all histanical causes, ether l"\. Stucknt identifes the interplay batween tha

as “igreat leaders” or as abstrections with human .-"r gcticns of historical actors and the conditions
attributes, whose intentions cause events to take /oot tha time,

place /

.ll-

. Guidepost & Historical actors cannot always predict the effect of conditions, opposing actions,

and unforesesn reactions. These have the effect of generating unintended consequences,

!
OEMORMSTRATION OF LIMITED LMDERSTANDIMNG Y DEMONETRATION OF POWERFUL UNDERSTAMNDING
Stuclent thnks of past events g expected rasults of Studerd difprentistes batwean intandad and
plans and actions. / umintended consequencas

!

- Guidepost 5 The events of history were not inevitable, any move than those of the future are,
Alter a single action or condition, and an event might have turned out differently,

%
DEMOMSTRATICN OF LIMITED UNDERSTANDING DEMONSTRATION OF POWERFUL UNDERSTANDING
Student thinks of past events as inevitable, through Student demonstrates that an event of history was i
fgilure 1o consider human choice, intention, and /o not inevitable
decision making, ,."' |~l

f
e —
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T help studants understand
that tharg are short-leom
ard lpng-tarm causes and
Conmegquences of eeents

* T biank sheat of paper per
Srudent

Working with

CAUSE AND
CONSEQUENCE

According to Tim Lomas, history teaching works best when it s a mixture
of the detective story and the soap epera.!® Students become engaged by
both the puzzling questions in history and the interesting personalities
involved. The analogy of a detective using clues to investigate crimes is apt for
describing an historian or student interpreting evidence. It is especially suit-
able for describing a classroom inquiry about cause and consequence because
the key questions we ask about the causes and consequences of history are
why and how—exactly the questions a detective tries to answer,

Introducing Cause and Consequence

To introduce students to the various aspects of canze and consequence, we
auggest a generic activity that will engage students by having them analyze
causes and consequences in relation to their personal experience.

ACTIVITY: How I Got Here

In this activity, students consider events in their lives that have contributed
to their arrival at the current situation in this exact moment. Further, they
reflect on the consequences of being in this current place and time.

» Explain that the task is to create & personal timeline to explorve why
things happen in life.

« Ask students to make an X in the centre of a blank piece of paper, and
label it “Present.”

« Encourage students to suggest various decisions or actions that they
took to arrive at this present place and time. They may need prompting
ter consider immediate causes, for example, the causzes that triggered
them to come to class, such as the ball ringing; short-term causes, such
as their timetable; and long-term causes or conditicns, such as them
passing last year's history class or moving to the neighbourhood, Have
students record these in their notebook, to the leftof the X,

+ Ask students for some underlying causes or influences that shaped
their decisions or actions along the way. For example, Canadian laws
require all school-aged children to attend school. They should record
these on their timelines

Civmed i Braery, G, & Wienn, A 2005 Ha Wop thig've gecss up @ yeart Gaogng the smpedd ol & hislan
g : arg ¥

trareftien us on Teacharsof pimany and secoodang histong Taaching Ferory 187, 7
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* Mow ask students to imagine the consequences of being in class. Again,
they might need prompting. For example, “You are here in class today,
and what might that lead to? Are you likely to be sent to the principal’s
office for skipping class? No? So making the decision to be here has con-
sequences,” Ask students to complete a few short-term and long-term
possibilities, and record thesze an their timelines to the right of the X

- Prompt students to reflect on how causes and consequences interact
with history, using specific examples from their own timelines.
Encourage students to expand the discussion toinclude examples from
the world around them. Depending on the level of the class and your
learning goals, introduce key terms such as underlying and immediate
coneses, conditions, triggers, agency, consequences, and human choice.

Teaching Guidepost 1

As vou recall from previous chapters, using a powerful inguiry question to
ump-start a lesson, unit, or project will ignite students' curiosity as well as
suide thair historical thinking along productive channels.

You may wish to simply rephrase the demonstrations of powerful under-
tandings as questions, such as "What were the short-term and leng-term
causes of Confederation™ or "What were the consequences of the Klondike gold
rush?” However, while these questions are a serviceable means to encourage an
exploration of multiple causes and consequences, questions with some added
intrigue and personality are more likely to spark students’ interest:

+ Was it really the Fathers of Confederation who gave birth to Canada?
« What difference did Skeokum Jim and George Carmack make to Yukon?

Some other possible question templates for inquiries on multiple causes are

= What lay behind X7

» How did X make a difference? (could be framed for investigating either
CALSE OF Consequence)

« What kind of a difference did X make to ¥? (could be framed for inves-

tigating either cause or consequence)

some question templates for inquiries on multiple consequences are

« Was X a success? In what ways?

» How did X make a difference?

« Did X make any difference for Y?

« What kind of a difference did X make to Y7
» Whose lives were changed by X7

« What was the impact of X on our local area?

The following are possible question templates about different explanations
of cause and consequence:

« How do these two explanations of X differ? Why do they differ? Which
explanation of X is better?

DEMONSTRATION
OF POWERFUL
UNDERSTANDING 1

Student identifies
multiple short-term

and long-term causes

and consequences
of an historical event
and recognizes
their complex
intarrelationship.
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PURPOSE

To baip students realize the
imporiance of, snd gain an
oafuisel of, consequences

MATERIALS

= BLM 4.1: Chamglain and
Change {1 per pair or small
group of students)

®osossars ] par p.air orsmakl

araup of students)

Causes have many shapes and sizes. Students will batter understand the
nuances of the causal relationship if we give them tools—a variety of words
for describing change in different ways. Introduce students to vocabulary so
they can berter articulate their analysis of the causal process,1® The teaching
af yocabulary need not be dicticnary focused nor teacher directed. Begin by
providing an explanation, description, or example of the new term (such as
underlying, lang-term, short-term, trigger, immediate). Ask students to write
their own explanation of the word, and to use it properly in a sentence. Then,
azk students to construct a picture, pictograph, or aymbaolic representation
af the term. Periodically review and reflect on how the words are used in
context. 15

The sentence prompts below, and the consclidating activity Concept Map
about the Disappearance of the Bisen on page 127, help you explore the
variety of rauses and consequences with students.

Prompts for causes:

+ The underlying causes wern .. + The problems were exacerbated by |,
= A contributing factor was ... + Ultimately, the trigger was ..

Prompts for consequences:

+ The immediate result was ... + Anunintended consequence was ...
« Along-term effect was ... « Although X had planned for ¥, the

end result was ...

ACTIVITY: Champlain and Change

Focusing on consequences at the beginning of a unit can help escablish the
importance of the teple and provide an overview, A possible line of inquiry
tor this activity might be "How did Champlain change the New World? Does
he alone deserve to be called the founder of New France?”

» Distribute BLM 4.1: Champlain and Change to pairs or small groups
af students, Azk them to cut out a set of cards.

« Explain to students that the cards include (1) actions or conditions
that are causes, and (2) consequences linked to the causes. Point out
that there is considerable overlap of the two because a consequence of
some causes may in turn be a cause of some other conseguence. Tell
students that, as a result, they should expect to have differences of
opinion about identifying some of theze causes and consequences.

« Use the cards to connect causes and consequences and thereby demon-
strate how évents might be linked. For example, show the two cards on
the left in Figure 4.8 and point out that the founding of Port Royal is
identified as a cause, or ar least one cause, and Acadia as a consequence.

15 Wesdesek, J. (2005 Dagd tha brgudatie ralaiin the cerzeptual™ Bakiing wiar 180 83 regrava thar cigal
e e, Teathieeg Haroey, 179 &~
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| CAUSE _ _ CONSEQUENCE |  CONSEQUENCE

Champlain, with Port Royal was Initially, First Mations E
the Sieur de Monts, the beginning of were not torced
faunded Part Royal E wr WAS- AN the French colony || - 3nd ... | by Europesans to
in 1605 on the Bay action that | of Acadia in what | chanage their way of
of Fundy, the first fedto... is now Mova i life, They traded for
parrnanent French Scotia and New : goods, such as iron
settlemernt in Canada. Brunswick. Thare i axes and pots, which
: : are gbout 100000 | at the time seemed
Acadiens who live £ 1o be usetul and to
| inCanada today. fit well with their
R S traditicnal culture,

Figure 4.8 A causs and o of dls conseguenes

« Continue by suggesting that the fur trade, described on the card on
the right in Figure 4.8, could be another possible consequence that
followed the cange, the settlemant of Port Roval,

« After a few more examples, ask students to group the remaining cards
into possible causes and related consequences. Ask questions such as
the following to make explicit, and explore students’ understanding
of, the idea of multiple causes and consequences:

- Which consequence cards seem to have move than one cause?

- Which actions of Champlain resulted in several consequences?

— Which cards are hard to classify? (These cards can be the best choices
for a class discussion )

- Which cnes de not geem related? (You could introduce the idea of
antecedent events.)

+ Direct students to do one or more tasks to extend their understanding
of multiple consequences, as follows:
~ Analysis Strategy 1: Studants can classify the cards into categories

that reflect various types of consequences. If students develop cate-
gories on their own, you may wish to limit the number of categories
to four or five to encourage some generalization and comparison.
Alternatively, vou can provide students with suggested categories,
such as environmental and socio-cultural consequences.

— Analysis Strategy 2: Students can classify the cards into short-term
and long-term consequences. However, terms like short-term and
long-term, though useful, are vague. Encourage students to define
exactly what they mean by these terms before continuing the activity.

~ Analysis Strategy 3: To appreciate the interconnection of conse-
quences and causes, that is, the ripple effect, students can link the
comsequence cards into series of direct and indirect consequences.

gL Charserd! Cause and Comsequence. 1319



DEMONSTRATION
OF POWERFUL
UNDERSTANDING 2

Student analyzes
the causes of a
particular historical
event, ranking them
according to their
influence.
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- Analysis Strategy 4: Students can arrange the cards in three
piles: consequences that are clearly a result of Champlain's actions;
congequences that are partly a result of Champlain’s actions; and
consequences that were only indirectly linked to Champlain.

In afl of the strategies above, allow students the option of putting cards in
more than one grouping and of having an “Uncertain” pile. Depending on the
time allowed and context, it is very likely that several of the cards will elicit
differences of opinion from students.

Teaching Guidepost 2

E. H. Carr wrote that “historians feel a professional compulsion ... to establish
some hierarchy of causes.”'” This is because the causes that lead to a particular
historical change varyin theirinfluence, with some being more important than
others. [t is necessary to identify which causes are more influential. However,
establishing the relative importance of causes is a sophisticated thought pro-
cess, and there is no easy template or algorithm to give students the right
answer. Students, therefore, need ample opportunities to consider and weigh
multiple underlying forces, and collective and individual agents of change.
{Mote that another activity that exploves this process is Counterfactuals in
the Classroom on page 126.)

A simple way to have students think critically about relative importance is
to ask them to rank a list. For example, "What are the three most important
consequences of...7" or "Rank these causes in order of importance.” This is the
form of ingquiry of one of the MysteryCuests of the Grear Unselved Mysteries
i Canadion History; it begins with the question, "What was the biggest impact
of the Klondike Gold Rush?'®

Some possible question templates for inguiries about causal webs are

+ Why was X so shocking? (or surprising, horrible, pepular, etc.)
» Why did X happen in year ¥7
« Why did X happen so quickly? (or slowly, peacefully, viclently, erc.)

The fallowing are some pnasible question templates for inguiries about rela-
tionships or relative weights of causes and consequences:

« Did X make ¥ happen or did X just make ¥ more likely?

# What was the real cause of X7

« Was it only X to blame for ¥?

« Which person/event/development did most to shape people's lives in
the twentieth century?

Ly Carg EH, [V8ET] What 5 hsgoryT Ord ad | o 8 Tornio: Penguin Books Canada
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Introduce students to verhs such as the following for describing canse and
COnSeguEnCa:

« verbs to express short-term causes or catalysts: incited, kindled,
triggerad, sparked

- verbs to express long-term causes or underlying conditions: led to,
contributed to, made possible, resulted in, encouraged, blocked,
prevented

« werbs to express relationships among causes and consequences:
tnade worse, accelerated, exacerbated, strengthened, reinforced,
increased, weakened, blocked

ACTIVITY: Weighing Causes of the Oka Crisis
Any numnber of graphic representations can be used to show causal webs and
the relative importance of causes. In this activity, students use a “relevance

square” to rank the relative importance of causes and then justify their rank- To halp students undarstand

ings and ratings. 1 and assess the varying
importance of cadses

« Distribute BLM 4.2: Oka Crisis Causal Factors and a large sheet of
paper to each emall group of students. The blackline master provides
12 cauges of the Oka crisis. Ask students to cut these out to create

MATERIALS
12 cards, and then distribute the cards equally within the group. _

- Ask students to draw a square in the centre of the large sheet of paper, ? St e

Faetars {1 per group of

writing in it the words Okag Crisis. students)
+ Students consider the question, What caused the Oka Crisis? They * 1 large theet of papar per
review the causes noted on their cards and decide which are the most student graup

LI "1 ST e Stuchent or

tmportant and which are the least relevant, They take turns placing a il e

cardon the paper. If the canse is important, they place it in the square.
The greater the importance of the cauze, the doger to the centre they
place the card. If students determine a card is not relevant at all, they
place it outside the square. As students place a card, they explain the
reasoning behind their choice to their group. The group discusses the
placement until it reaches a consensus.

When the groups are finished, they defend the placement of their
cards to othar groups.

(Mote that the Oka crisis is still controversial. There is no common conzensus
om the factors involved, and the list of factors included on the blackline master
Is not comprehensive. For example, it omits the women of the longhouse,
the activities of the Mohawk Warrior Soctety, and the tactics of the Canadian
Army, Az a result, you mav wish to include addirional cauzes )

19 Tharks to lohin Mbywrs, Cormcdlum Sstrucion OISE, Lsivanety of Towndn, far ihe *Belevanoe Souans”
l=rmat
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DEMONSTRATION
OF POWERFLUL
UNDERSTANDING 3

Student identifies the
interplay between the
actions of histarical
actors and the
conditions at the

tirne

ek

Teaching Guidepost 3

Investigating the interplay of causal factors, including both conditions and
the actions of historical actors, requires that students play the detective.
Sametimes the causes are not o obvious. To start students thinking about
this interplay, pose questions such as these:

« Was Hellie McClung the matn reason why women got the vote?
. What conditions helped her make s difference?

« Who helped her make that difference?

. What or who made it harder to make a difference?

Emphasize to students that individuals in history are not solely responsible
for the events of history. Some students may believe that humans alone make
history. There have certainly been agents of great change—individuals who
have altered the course of avents. John 4. Macdonald, for example, was the
architect of Canadian Confederation; similarly, Mahatma Gandhi led the
Indian independence movement. Examples like these illustrate that individ-
vals can makee an important difference,

Yet even these great peaple did not make events happen all on thair own.
They needed the support of many other people: advisers and allies, highters
and firebrands. Even their opponents affected how history played out. It is
important to clarify with students that peaple have an effect on history not
only as individuals, but alse as members of groups. Political parties, social
organizations, peace activist groups, workers’ unions, temperance societies,
and parents’ agsociations—all of these are examples of groups through which
people can effect change by working toward a mutual goal.

Students easily grasp that a single event can trigger anather; for example,
& change in the law can result in independence for colonies such as Canada or
India. The more difficult causal factors for students to recognize are prevailing
conditions that indirectly affect the actions of historical actors, Consider the
economics of the peciprocity treary with the United States, which had a huge
influence on Macdonald's drive for Confederation, or the economics of the tex-
tile industry and the salt tax, which in part inspired Gandhls efforts to galn
independence for India. Without prompts from you er scaffolding, such as the
history triangle on BLM 4_3: Harriet Tubman: History Maker?, students are
liable to give these conditions much less weight than historians would,

Omce you have introduced the influence of underlying conditions, students
may wonder to what extent people do effect change. Are they in control, or
are they mostly controlled by sutside forces? Are we kings and queens or just
pawns in the game of history?

As is often the case in bistory, there is no simple answer. Some events
will be largely influenced by one individual's actions, while ather events will
seem to be almost inevitable because of prevailing conditions, The impor-
tant point is to consider both. To help students explore this interplay, use
the Who or What Makes Historical Change? activity on page 123, It can be

4332 The Big 5o Hestaricsl Thinking Concapts HEL



used with inquiry questions to investigate the interplay of conditions and
players for virtually any historical evant.

Beforehand, introduce students to words that can help them describe the
two kinds of causes:

- verbs to describe human intentions: intend, decide, expect, foresee,
predict

« wverhs to describe the influence of conditions: block, slow, strengthen,
accelerate, exacerbate, transform

ACTIVITY: Who or What Makes
Historical Change?

Inwite students to consider the question of human agency in history by
exploring the influence of one indiwidual. Our example is Harriet Tubman, a

key plaver in the Underground Railroad To give students - chance
1 reestigate the interplay
+ Ask student pairs to use BLM 4.3; Harriet Tubman: History Maker? among individusis, aroups,
toweigh the influence of Tubman against the influence of groups and and conditiars, which iogether
conditions on two events associated with Tubman, and to conszider effect change

how one might have affected the other.
= After pairs have completed their work, call randomly on them to

report on their decisions and reasons. You may wish to post a large MATERIALS
version of the triangle at the front of the class so students can show « BLM 4.3: Harriet Tubman:
the placements they chose. Hig[gr_;' Maker? (1 par pair

If students do not refer to the full range of factors that they have of students|
studled, prompt them to consider what might be less obvious factors,
such as (1) religion (&g, the inspirational story of Moses, who led the
Jewrs out of slavery in Hgypt), (2) politics (e.g., the founding of the
Republican Party), and (3) the legal system (e.g., the abolition of slavery
in Canada, and the Pugitive Slave Act of 1850 in the United States).

[t is an axiom of this beok that history is about interpretation and
debate, Students are likely to disagree on the weight of the effects
of individual action, group action, and underlying conditions, or
how one affected another. Ask students to comment on why there
might be different interpretations. (Srudents might take different
factors into account, ar they might see the influence of various fac-
tors in a different light. For example, one pair might view religion as
ar external societal condition, whereas another pair might view it as
internal inspiration.}

» Ask your class to consider the inquiry question that makes up the title
of this activity: “Who or what makes historical change? Extend the
discussion to consider history as an act of interpretation using these
questions:

- If two historians were to look at the same sources about Harriet
Tubman and the end of slavery, would they be likely to come up with
the same conclusion or would they disagree as our class did?

- What did we learn abourt historical thinking from this activity?

P Chaptes 4 Caase and Corsanquanse 123



DEMONSTRATION
OF POWERFUL
UNDERSTANDING 4

Student differentiates
bhatwean intended
and unintended
consequences.
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PURPOSE

To help students compara their
predictions of consequences
BIainst sctual auicomas

MATERLALS

= BLM 4.4; Goldl And Then
What? (1 per student)

Alternative

One varlation for reporting to the class would be to make a big triangle on
the classroom floor with masking tape and label the vertices "Individual”
‘Groups,” and "Social Forces.” For each event, instead of simply asking for oval
reports, ask a few students to stand in the triangle at the spot where they and
their partner had placed the event and to explain their reasoning,

Teaching Guidepost 4

Students tend to think that things happened in the past because people—
especlally powerful people—wanted them to happen, The more these people
wanted something to happen, the more likely it was to happen.

Related to this is the lusion thae historical change is rational. Students
tend to assume that people “figured out” how to do things correctly (or how
to think correctly), and change occurred as a result. For example, students
tend to assume that women gained equal rights because men finally *fhigured
out” that women were equal. They believe that Martin Luther King, Jr., gavea
speach that helped Caucasians *hgure out” that they shouldn't be prejudiced,

According to Barton and Levstik, students expect history to be composed of
causal links, and they expect those links to be “quick, clean, and chvious.""0
The exercise below 1s intended to help students see that history is much
messier, with both intended and unintended consequences,

ACTIVITY: Comparing the Promise and
Reality of Striking It Rich

The actors of history are all of us, some having more influence than others. The
four people who discovered the gold that started the Klondike gold rush were
not powerful people. Yet their decision to mine a claim had extensive conse-
quences on their personal lives, cansed an influx of hundreds of thousands of
peaple into the region, and even buoyed the North American economy with
an infusion of gold bullion.

Iy this activity, using BLM 4.4: Gold! And Then What?, students predict
what the foursome who found the gold might reasonably have expected
would be the consequences of their decision to mine a claim. Then, students
compare their predictions against what really happened.

An inquiry question to use to frame this activity would be, “What was the
promise and what was the reality of striking it rich?” Students will have had
experience facing realities that contradict their hopes. You could build on
their intuitive knowledge by presenting them with a challenge: “Tell us about
a time when you did something with a pretty clear idea of what was going to
happen and then you were surprised that things turned out differently.”

B0 EBarboen, €., E Lewstic L (#004) Teaching hesioey for e common good (o 135 Mahwahy BLI Laswancs
Eridury Aggoin ek
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Teaching Guidepost 5

151 pﬂ-pula: ciilbiure, contingency is most well known by the anecdote of the
butterfly effect: a small change in circumstances can cause a large change in
outcome as, hypothetically, the beating of a butterfly's wings might alter the
path of a tornade. "What if .. 7" quéstions, or counterfactuals, are the basis
of the activity suggested here for exploring contingency.

According to a 15-year-old student, World War 11 necessarily followed
Hitler’s invasion of Poland because “the war could not bave been caused by
something else.” In a subsequent interview, he made it clear that "it was just
meant to happen and it did.™

For this student, like many others, school history is “given™ it is an
inevitable series of events with no dead ends, no might-have-heens, When
a student thinks that World War 11 had to happen, that these events were
destined to occur, they are ignoring what Shemilt calls causal possibilities, 22
or contingency. Counterfactuals are a way to counter this tendency and to
consider how historic events and trends were not preovdained but rather
resulted [rom a variety of factors coming together.

Counterfactual questions, or "thought experiments,” can alse help stu-
dents explore the relative importance of causes. [n addition, in their appeal to
imagination—albeit based in evidence—counterfactuals are fun.

Counterfactuals take the form of “what if" questions in history. For
example, “What if Archduke Franz Ferdinand returned alive from his visit
to Sarajevo?” The assagsination was, after all, a near thing. Gavrilo Princip’s
accomplice missed the royals en route to city hall. Princip was lamenting his
tailure when the touring car carrying Franz Ferdinand and his wife came toa
stop directly in front of him to allow the cars at the head of the procession to
back up because they had made a wrong o,

Historians have used counterfactuals for centuries, but they fell out of
favour for a time and into the embrace of Hollywood and science fiction, They
became popular again among historians and the general public with the pub-
lication of Virtua! History (Picador, 1997), edited by Niall Ferguson; What {f?
(American Historical Publications, 1998); and Whar [f7 2 {2001}, edited by
Robert Cowley. The contributers to these boocks imagined an Aztec empirve
that Cortés never conquered, an America that lost its revolution, a world war
that Hitler's armies won, and other fascinating causal possibilities.

The following are some question templates to spark inguiries about human
chaice and contingency:

« What if..7
« Would X (imagined event) have changed the outcome of Y7

£t an Shemht, D (2000 The caliph’s con: The umency of naimadie ramevsorks in hisfory tasching
ri-Pebe: Stearts ot al. (Ede. |, Snowrng, fescting and imarning fstory: Natianal anstirsansshor! persges s
(. BT B York: Mew York Unieerabty Pregs
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» What would have been the impact if X had happened?
- What alternatives did X have, and what might have happened if

he/she did¥?

The following activity, Counterfactuals in the Classroom can assist stu-
dents in exploring the concept of the "nen-inevitability” of history.

ACTIVITY: Counterfactuals in the Classroom

If you wish to spend time on a counterfactual, the question should prompt

students to consider a scenario that is probable, that is, one based an deci-
To help stucents cansides sions or events that could have easily happened differently. For example,
hew histaric events ans not “What if William had failed te conquer England?” or “What if Martin Luther
preardingcd had been burned at the stake?"*

If you wish to use a substantial counterfactual to guide a unit, introduce
the question at the beginning of the unit as you would any inguiry question.
Students suggest a brief answer early on, although they should recognize
their understanding s limited, For any extended answer, students nead to
have a sound understanding of the histerical events and of the relationships
among causes. They need to include criteria such as plausibility (Is the answer
supported by a realistic consideration of the factors?) and comprehensiveness
{Are all important factors, groups, and individuals conzidered?), and to use
evidence and sound reasoning. ™

Alternatively, to use counterfactuals as the basiz of a major assignment,
first pose the counterfactual question. Students then answer the question by
creating a project such as a work of historical fiction or an alternative time-
line. A counterfactual scenario can also be the beginning of a role-play. Give
students the context and perspectives of certain historical actors, and then
encourage them to imagine how they might act, remaiming within the limits
af plausihility. For sxample, on a few occasions, history teacher Charles Hou,
well known in British Columbia for his retrials of Louis Riel, put Sir John A,
Macdonald in the classeoom dock, vather than Riel, and azcused him of causing
the Morth-West Resistance. The situation was not probable, but it certainly
engaged students, inspiring them to reflect on the causes of the conflict in new
ways, and reminding them that history iz not inevitable.

Consolidating Understanding

Word webs, mind maps, and concept maps are commen ways of expressing the
connections among a variety of factors. Colours, images, symbols, as well as
words and connecting lines can help express various causal factors, weights,
and relationships. The key element for histerical thinking about cause and

2= Cowiey, B Ed ) {199, The colfesmad wiar ot Eminant hisonpns rdpee whaT mignil have baen, Mew
Yo b Ahmedicar Fsomniogd =] somatiSrm
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cansequence is the use of linking verbs, and a concept map iz a format that
makes linking verba a central feature. The activity for conselidating students’
understanding features these useful tools.

ACTIVITY: Concept Map about the
Disappearance of the Bison

Ag students create a concept map, linking the words and phrases on BLM 4.5:
The Disappearance of the Bison, they consolidate their understanding of
cause and consequence. Qur example focuses on a specific historical event,
the disappearance of the bison, but, of course, you can create your cwn
blackline master and apply this activity structure to any significant historical
consequence that you are currently exploring with students.

Depending on students’ understanding of the main concept (disappearance
of the bison), they will require more or less scaffolding. Our example pro-
vides students with the suggested topics and linking words, but further scat-
felding could include giving the possible causes—technology, government,
economics, population pressure, and ervironment—around which the topics
could be organized. The number of topics could also be reduced. On the other
hand, students who show a greater ability to reason about causation could
complete the map without the linking words or the topics.

Perhaps the most important way to support student thinking is to take time
at various points in the exercise to verify, clarify, and extend the understanding
af the relationships and relative importance of the causal factors. You could
begin with an example, such as “The professional hunters used long-range
rifles to support (feed) railway crews. The professional hunters l=d to the
disappearance of the bison." Along the way, note good examples of students’
connections, and have a “pause for a cause” to present them to the class.

The blackline master instructs each student 1o use a different-coloured
marker; this is to make it easier for you to monitor what each group member
is contributing. The linking verbs reflect relationships of causation, but
students may use other words.

Extensions

You do not need to limit your use of the concept map to a censolidating
activity on causation. [t can be an ongoing activity (a method for assessing
learning) in which students assemble the web hittle by Little as a lesson or unit
nnfolds. A large concept map can be drawn on the classroom wall, or students
can create one electronically during or after a lesson using brainstorming and

mind-mapping software (e.g., XMind®?).

Concept maps can also be used as pre-writing for an essay, Students label
the linked concepts thar fall under the category of political causes, environ-
mental causes, and so on, and use them to write sentences and paragraphs
about those causes.

25 Mrdind. Sollabarar i reireds [Compube sofvsme] XMird Lid. Adailable ai oo dwevamind el

T halp students consolidate
their urderstanding of cause
and conseguenca by craating a
concepl rmap

MATERIALS

= @LM 4.5 Tha
DHsappearance of the
Bisen {1 per groupl

= large peece of paper (1 per
graup)

® 3 diftarant coloured marker
for each member of each

group
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In 1611, Ochasteguin and ather chiefs

of the Huron Confederacy agreed to an
alliance with the Franch and gave Champlain
a wampum balt, a form of contract. The
Algonguin, Mikmang, and Mantagnais (Inma)
alza allied with the French.

The French would only trade guns to
First Mations people who had become
Christian.

Fram 1447 ta 1547 the Haudenosaunee
{lroguois) massacred the Wendat (Huron)
in & seriss of attacks. Surviving Huron fled
their teritory of Wendake {Huronia)

Cl"-urnp-lain's exploration and trade later
developed into a vast French fur-trading
rietwark across Morth Armenica, At one
point, French traders reached the mouth
of the Mississippi in the south and the
Rocky Mountains in the west

Champlain explored and made accurate
maps of the Great Lakes and present-day
Mew York State and Ontario.

At first the First Mations people were
urantaresbed in changing religion, but over
time many converted to Christianity and
abandoned many of their traditional beliefs.

Champlain sent aut young French men
called coursurs de bois to live among the
Wandat {(Huron), He urged them to learn
the Wendat language and learn how to
trave! and live in the new land.

BLM 4 13 champlain and Change”

Durirg the 1647 attack on the Wendat
{Huron), the Havdenosaunea ilroquois)
tortured and executed Jlesuit missionaries,
such as Jean de Brébeuf, who ware living
amang the Wendat

Jean de Brébeuf became a martyr for
Catholics and in 1930 he was canonized,
that is, he was recognized as a saint. He is
one of the patron saints of Canada,

Many of the First Nations people died of
European diseases, including smallpox. This
was aspecially true of those people, such as
the Wendat {Huron), who had close cantact
with tha newcomers,

Uneher pressure from France, Champlain
sent out Christian missionaries to spread the
Catholic faith among the First Mations.

Champlain encouraged intermarriage
batwean the French ard First Mations
saying, " Our sons shall marry vour daughters
and together we shall form ane peopla.”

From intermarrage of French and First
Mations people during the fur trade, the
Metis Mation emerged and flourished,

After 1609, the Haudenosaunae (lroguois)
became the enemies of the French. They
began a war against the French that lasted
off and on for 150 years.

25 Bzsod or information from Fieches O M, (3008), Champlaink drear, e Yorke Semor pnd Schuster; Corcad, M| Finksl A B asfsn, C
{19930 Hishary of the Canpovan peopbe (val 7). Forando: Copp, Clark, Fitman
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BLM 4.1b Champlain and Change

In 160%, Champlain accompanied a Wendat
(Huran) war party against the Haudenosaunse
(lroguois). Champlan and two Franch
companions fired their harquebuses at the
Iroquais, who had never seen guns before.
The French killed two chiefs, and the
warrors panicked and fled.

Before the arrival of tha French, there

had been ongaoing wars between the
Haudenosaunee {lroguois) and the Wendat
(Huron),

Champlain dreamad of finding a passaga
by sea to China, and explored to the west
of the 5t. Lawrence River to find it, Howewvar,
there was no inland watenvay to the Pacific
Oheean,

At Port Royal Champlain established the
Order of Good Cheer. The Order organized
festivals and produced the first play in
Canada, The Theatre of Neptune in New
France.

Fur-bearing animals, killed in larae numbers
for trading, became hard to find. Mary

First BMations people moved ta live near
Franch settlemants where they began to eat
urfamiliar food, such as bread and peas.

The fort at Québec was the beginning of
Mew France. It grew to 70000 Canadiens by
1760, when the British conquered it.

Mow France evolived to become the province
of Québec,

The @5 T Hitoncal Thikeng Condepls

Initially, First Mations were not forcad by
Europeans to change their way of [ife. They
tracled for goods, such as iron axes and
pots, which at the time seemed to be useful
and ta fit well with their raditional culture,

Atter many yaars of trading, First MNations
became dependent on European goods
and stopped making thair own traditional
goods.

In 1608, Champlain fourded » fort at what
is now the city of CQusbec. When he diad in
1635, it had a population of about 150.

Champlain, with the Sieur de Monts,
founded Port Roval in 1605 an the

Bay of Fundy, the first permanent French
settlement in Canada.

Champlain published four boaks, including
a treatise on seamanship and leadership.
His leadership principles included respect
and honesty, His books also described in
detail the geography, wildlife, and First
Mations of early Canada.

Port Royal was the beginning of the French
colony of Acadia in what is now Nova Scotia
and Mew Brunswick. There are about

100000 Acadiens wha live in Canada today.

Part Royal developed into the village

of Annapelis Royal with & populstion of
about 500.
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ground of their ancestors.

bean rejectad.

COUTSE,

4 On July 11, 1990, the Québec

grenades fo disperse the Mohawk,

Mohawk land claims before 1990,

irn dactine.

1 The town council of Oka decided 1o
expand its golf course and build luxury
housing on land that was traditionally used
by the Mohawk and contained a burial

3 The Kanesatake Mohawk setup a
blockade to stop construction of the golf

3 Few Canadians paid attention to the

2 The Mohawks of Kanesatake had been
challenging the loss of their lands in the
courts ever since 1868, but their claims had

lige tried
to remove the blockade with a bulldozer,
while using tear gas and concussion

& Unemployment was high in Kanesatake
at this time and living standards were

BLM 4 2 oka crisis Causal Factors”

7 When the police moved to dismantle the
blockede, a gunfight staned, During the
battle, someone shot and killed Corporal
Marcel Lemay of the Québec police.

8 After the gun battle, the police withdrew,

leaving behind their bulldozer and six
police cruisers,

9 After a month of confrontation, Premier
Bourassa called on the army for support

10 The Mohawk Waricr Society, a
controversial group inside Kanesatake, led
the resistance to the police and army,

11 Two elderly Mohawks died from medical
conditions exacerbated by the crisis.

12 The Royal 22e Régiment of the

Canadian Army tock over rom the police
and surrcunded Kanesatake for a month,

FT Bemed an the Infowing sourmes- The Oia cosie: CBC Cipiral Archives. Raraved inom hitpefhsesy che radarchives icateganes/poldics!
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aamar ca'diversity-rmedafacangnal pecpledabongnal people-news; Lackenbacier, P [2008). Carmyng. the burden ol peace: The
Mehiawics, the Canadian Fonces, and the Clba.cnsis dowrmal of fiitarcand Siramaic Fucbes 10022

Tha By Siec Hiztomo | Thinkng Concepm

Capyrght § 2003 by Nelim Educstan Lig

B e R L 0

e

s TR

Fia— T

A —C

130 The Hig S Histonca!l Thorking Cencepts



BLM 4 3 Harriet Tubman: History Maker?

Individualz affect the course of history. So do groups of people, In the background are
the conditions that set the stage for events to happen. Which of these three has the
mast influence on the course of history? How does each affect the others?

Consider the example of Harriet Tubman, known in her lifetime as "Moses,” (She was
refarred to as Mosas, after the biblical figure who led the Jews out of slavery in Egypt.)
To what extent did her actions make history happen or was it the Underground Railroad
and other groups of people that had the most influence? What about the larger sacial
forces at play, such as the econamy, war, laws, and religion? Did ronditions affect
Tubman's actions? Did Tubman's actions affect conditions?

The answer will vary depending
on the event you're thinking
about, For example, assume
you were doing an analysis of
Event 1: Tubman's own escape
from slavery. You decide that this
historical event occurred as a
combination of her own efforts
and those of a small group of
peaple helping her. Te show
vour answer, write 1 samewhere
between the *Individual” and
"Groups” comers. If you think
Tubrman was the main causal
factor, place 1 doser to the
"Individual* comaer.

Conditions or
Social Farces

Individual (Tubman) Groups

Mow examine two other historical events associated with Harrnat Tubman:

Event 2: The increased number of slaves escaping to Canada after 1850
Event 3: The abolition of slavery in the United States

1. With a partner, study these two historical events, paying close attention to
causal factors,

2. Decide to what extent each event was the result of Tubman’s efforts or a group
effart, or the effect of conditions, Decide if conditions affect people’s actions, and
vice versa, Flace a 2 and 3 on the diagram to show the combination of factars that
you balieve fits each event. Write down your reasons next to the triangle. Be ready
1o explain your reasoning to your partner and to the class.
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BLM 4 43 Gold! And Then What?

On August 16, 1895, an American prospector named George Carmack, his Tagish wife
Kate Carmack (Shaaw Tlaa), her brother Skookum Jim {(Keish), and their nephew Tagish
Charlie [Kaa Goox] were travelling through the area south of the Klendike River in
Yukon. Resting by the side of a creek, one of them noticed a glitter in the water. They
had found gold, lying thick between slabs of rock like cheese slices in a sub sandwich.
After dancing for joy, they made a mutual decision; they would make a claim to the
land and mine it.

Task 1

After reading the above paragraph, generate a list of conseguences that the foursorme
probably intended and expected to happen as a result of their decision. Think about
the following:

= short-term consequences: What would they have likely intended and expected to
happen to them personally immediately after they laid the claim?

*  medium-term consequences: What would they have intended and expected to
happen in the months after they got the mine gong?

* long-term consequences: What would they have intended and expected 1o
happen in the years to come?

Then, read the following histary of what really happened,

Consequences of the Klondike Discovery™

George Carmack, Kate Carmack, Skookum Jim, and Tagish Chadie measured out four
mining claims and the next day registerad these with the palice: twa claims far George
Carmack and one each for Skookum Jim and Tagish Charlie. They were expecting 1o be
wealthy scon, but, for the moment, they had no meney. So the men spent the winter
sinking shafts in the bedrodk, while Kate sewed furs into mittens and moccasins and
baked bread to sell to other miners.

Meanwhile, reports of the gold and the successiul miners had exploded across the frant
pages of newspapers. Thousands of men and a few women left their jobs and made
their way to the Klondike. About 40000 made it to Yukon.

18 Basad on Gray, C M0 Godd digoang: Sirikmig o rich 0 che Kiordke. Toromoe HarperCofing Samor, 8 1950, Klondes The lan
el Godd rudh TN TP Torermo Sncher Caacha: Parsitd, © (X000, Shoawm Tlie Mase Caimach), Caneclias Byutigruany @l Bigasamhy
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BLM 4 40 Gold! And Then What?

Boomiowns sprang up along the routes to the gold fields. Dawson City exploded from
a population of 500 in 1896 to 30000 in 1898. The landscape changed as well. For
example, as Dawson City grew, the surrounding trees fell, because newcomers required
timber to make houses, to build sluice baxes for mining, and for firewood.

The earliest inhabitants of the area, the First Nations peoples, were affected profoundly
by the arrival of the miners. Many died after being exposed to contagious diseases,
such as diphtharia and typhaid, brought into the region by the miners, This included
people of the Triondék Hwech'in First Nation, who had lved along the Klondike long
befors the discavery of gold. When the prospectors began to arrive in large numbaers,
their leader, Chief Isaac, foresesing an increased disruption of his people, moved the
community out of Dawson City to a traditional camp, called Moosehide, downriver

to make way for the prospectors. He also sent Triondék Hwech'in songs and the
dance stick, known as the Gunhawk, to the Tr'ondék Hwach'in's cousing in Alaska,

He entrusted these cousins to hold onto these sangs until a time when the Triondek
Hweéch'in were able to relearn the songs and bring the dance stick back to their
homeland. Today, the people are in the process of learning these songs once again,

And what happened to the first four prospectors? Their first winter was difficult, but
then, over the next few years, the three men divided up the work an the four claims—
and the money started pouring in. They shared dose to 31 million in gold. Jim built a
big howuse for his wife and daughter at Carcross (about 600 km south of Dawson City)
in 1878, Beautifully furnished, it was the grandest in the village, Shortly afterwards, in
1904, Skookum Jim sold his claim. At his death in 1916, after a lengthy illness, he left a
qenerous gift to the First Mations people of Yukon,

And George Carmack? In 1900, after he and Kate had moved 1o California to live with
George's sister, he abandoned Kate there, leaving her almost penniless, Subsequently,
she returned to Carcross, where her brather Jim built her a cabin. She lived there until
her death from influenza in 1920. George Carmack married a woman from Dawson City

and maved ta Seattle. Advised by his naw wife, he invested in real estate and bacame
very rich, He died in 1922,

The gold claims had made Tagish Charlie, who became known as "Dawson Charlie”
a wealthy man. Then in 1903, still prospecting, he found more gold, this time in the
Kluane region. This started another gold rush that lasted for several yaars, Tragically,
heading home one night in 1908, Tagish Charlie fell off the \White Pass and Yukon
Route bridge at Carcross, went through the ice, and drowned,
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BLM 4 4C Gold! And Then What?

Many of the prospectors, especially the earliest to arrive, became quite waalthy.
They didn't hide the fact, spending extravagantly and basically living it up. Cther
prospectars, however, were unable to make a living, and they soon left the Klondike
and headed home.

T

Within & very few years, it was difficult for any individuals to get rich by simply panning
for gold and warking their claims by hand. Gold was getting harder to find. Large ﬂ
machines were needed to wash the gold out of creeks and hills with high-powered

hoses, dredges were needed to chew up creek beds, and big money was requirec
to purchase and bring in the machinery. Gold mining became an industry run by
corporations. By 1900, the main Klondike gold rush was over, and by 1903, geold
production was falling,

Today, the population of Dawson City is less than 1400, Howawver, the town is a national
historic site. Its buildings have been restared, and it receives more than 50000 tourists
each year. i

Task 2 i

1. Rewiew your list of conseguences,

* Puta check mark beside every intended conseguence that actually did happen.

* |f you do not know if an intended consequence happened, put 2 guestion mark
beside it.

2. Return to the "Consequences of the Klondike Discovery" section above. Cross out
any consequences that you predicted the foursome both intended and expectad,
Underline consequences that you believe were not intended ar expected at all,

* Putan X beside every intended consequence that did not happen, E

3. Reflect on the inguiry question you considered at the beginning of class:

*  What was the promise and what was the reality of striking it rich?

* How has your thinking changed?

e —— e
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BLM 4.5 the Disappearance of the Bison

Goal: You and your team members make a concept map about the disappearance of
the bison hards fram the Prairies in the nineteanth century,

1. Read over the list of topics below, which are all related in some way to the
disappearance of the bison herds. Read the linking verbs.

2. One member of your team writes the central topic—Disappearance of the Bison—at
the top or in the middle of a large piece of paper. Write the other topics randomly
arcund this central concept. Leave lots of space between topics.

3. Each of you chooses a coloured marker and uses it 1o draw a line between topics
that you think are connected. Next to these lines, write a linking verb to explain how
these topics are related, (You can also use verbs that do not appear an this sheet.)
All team members contribute and write at the same time, but itis a good idea |
ask questions and discuss your decisions with one anather as you work. -

Topics: .
American government Canadian government long-range rifles '
professional hunters Laws of the S5t Laurent railway railway crews

First Mations Metis pernmican drought reservations

Maorthwest Uprising, 1885 grassland cattle Canadian army
commarcial leather tarmlana MEWCOITIErS Arnerican army
Gabriel Dumont Louis Riel John A, Macdonald l

food and shelter market treaties disappearance of the bigon

Suggested linking verbs:

led (to) caused was an underlying cause of resisted

was a factor in resulted in contributed to aided defeated

encouraged attracted fought controlled

:
was made worse by supported opposed negotiated
used put pressure on made it easier to

——— e e ]
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Chapter 5

HISTORICAL
PERSPECTIVES

How can we better understand the people of the past?

| y

| Guideposts to .
Historical Perspectives i
B Guidepost 1 B '
An ocean of differénce can li¢ between current

worldviews (beliefs, values, and motivations) and
those of earlier periods of history.

B Guidepost2

It is important to avoid presentism—the imposition

St

: ; -
of present ideas on actors in the past. Nonetheless, »
cautious reference to universal human ExXperience can 2
help us relate to the experiences of historical actors. T

L

B Guideposts =

| The perspectives of historical actors are best D

understood by considering their historical context,

. Guidepost 4
Taking the perspective of historical actors means H
inferring how people felt and thought in the past, It
does not mean identifying with those actors. Valid
inferencas are those basad on evidence

B Guidepost s

Diffarent histarical actors have diverse perspectives
on the events in which they are involved. Exploring

these is ln;.-:,r b ur:d:rslnridhlg histarcal events. Hi
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Figure 5.1 This mease still shows actress Emiie Leclen-Cite portraying Esthar Wheasbwright
n the docbmentaey film Captive; The Stony of Esther (2005), Leclerc-Cite's challenge was to
n'er how the real Euther l,hi._-uughr an felt several centunies Bat—whal v call I..'IH:FP-:.] an his-
torical FemmDective: laummalist dubie 'l"'nl'hEEH".'rlgm taced the same |:.'|.j:|||:'|15|:: when wrll;ir-g her L

Diography Esther. The Remarkabie True Stony of Esther Wheetwriaht: Puritan Chilg, MNative .

l

Daughten Mother Superiar (200 1), Bow did the actoe amd the: joumalisy kiaw whiat it was like
Iz o 1 renl Esther? On whot would their seccess at depicting the "mai” Esthor dopand?
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TEACHING TIP

Encourage students to think
of the past as a foreign
couniry with differem cusioms,
languages, Defefs, and
winies; This ofd adace may be
cverused, burin will ikely be
navw 13 atuchera.

Thinking about
HISTOlﬁCAL
PERSPECTIVES

Taking an historical perspective means attempting to see through the eyes
of people who lived in times and circumstances sometimes far removed from
our present-day Hves. It means considering the different “things” that made
up their everyday living—technologies, clothing, housing, food—as well as
the hndsr.apes of their communities and settlements; the larger social, eco-
nomic, and political orders (and the discrder) that shaped their world; and,
mgst difficult of all, the customs, ideas, and belief systems through which
they made sense of it all. In short, what was it like to be them?

Before the introduction of historical thinking in a classroom, students may
think they can simply imagine the thoughts, feelings, hopes, dreams, and
tears of historical actors. After all, everyone has feelings. It's easy for students
to put themsalves in the shoes of a World War I1 Japanese kamikaze pilot, or
Montezuma meeting Cortés for the first time, right? Not necessarily, While
it is true that basic human feelings are similar, there are decades of differ-
ence between the worldviews of these individuals and our own. To imagine
without consulting any evidence, as students are wont to do, is to guess—a
practice that is foreign to the historian and which should be foreign in the
history classroom.

By teaching students how to take an historical perspective, we enable them
to use evidence to make evidence-based inferences about the thoughts and
feelings of the characters of history. Students learn to take historical context
tnto account when making inferences, and to seek out multiple perspectives
when trying to understand the events of history. They will better understand,
for example, why Confederation took the form it did when they can “hear” the
thinking of the decision makers in the 18605,
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How One Historian Approaches
Historical Perspectives

As we begin to think about how to bring historical perspectives into the class-
roomm, let us consider what we can learn from the jourmey taken by historian and
journalist Julie Wheelwright asshe researched and wrote Esther: The Remarkable
True Story of Esther Wheshwright: Furitan Child, Native Daughter, Maother
Stperior.! Although she now lives in London, England, Julie Wheelwright grew
up in British Columbia. The subject of Esther is Wheelwright's own Canadian
ancestor: a girl who got caught up in the religious tensions of eighteenth-
century Morth America. In part because of Esthers origins in an important
MNew England family (her great-grandfather, John Wheelwright, was a relative
of Anne Hutchison, founder of Rhode 1sland; her brother was Boston's major
banker in the mid-eighteenth century), and in part because she became the
Mother Superior of a central Québec institution, unusually rich decumentary
records of Esther's life have survived the centuries.

Esther Wheslwright's story begins in the small Puritan village of Wells,
Maine. Abenaki warriors kidnapped seven-year-ald Esther from her home
there in 1703 and took her to an Abenali village in the woods of New France,
where a family adopted her. A Catholic priest brought her to Québec City,
where she entered the Ursuline convent at the age of 14, and where she spent
most of her adult lite, Of interest to us is the author's struggle to truly know
the thoughrs, feelings, and loyalties of Esther when no documentary evidence
actually stated what those were, Julie Wheelwright's dauntless efforts to take
the historical perspective of her ancestor, and her transparency about the
challenges she faced in doing so, can help us understand the challenges and
benefits of bringing historical perspectives into the history classroom,

The Big Puzzle

T Julie Wheehwright's estimation, Esther largely thrived through two diffi-
cult tranzitions across three utterly different belisf systems and ways of Hving,
First, she was raised within the harsh Puritanism ol her family of origin, with
strict punishments and constant threats of raids by First Nations enemies.
Mext, she was plunged into a First Nations culture that was, as described in
Wheelwright's account, "full of love, challenge, and satisfaction ... " (p. 55), at
least after her initiation rites. Finally, Esther entered the world of the Québes
Catholic clolster with its strict vows of poverty and obedience. The people
in these three worlds spoke three different languages and would have seen
only one another's differences: they warred with one another, believing the
“other” to be an eternal enemy. But there were many areas of overlap: they
traded with one another, intermarried, and shared the experience of living

1 Wheelwright, J. (30T, Esthor: The emartable troe siony of Esther WWhselanght Pusitan fod, rdthe
daughter, mathe apenar Toronto, HaperColling Lid. The Wheelsright story rins paallal o that lokd by
Bancroft Prze=winning dmencan histonan Jaohn Demos in The Unedeemed Captve A Ramily siony ey sty
Amarca Plew Yok Krapd, 1994), shot 'seven.mar-old Eunice 'Willzes, 1aken hostage by Mohraks fram
Dearfiedd, Msmachusetis, in 1704
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in a harsh environment. In many ways, these three werlds, all coexisting in
eastern North America, were closer to one another than we, in the twenty-
firat century, are to any of them,

For Julie Wheelwright, the big puzzie underlying the entire narrative
the question of Esther's conBicting loyalties. Did Esther retain loyalty to her
Protestant family of origin, from which she was kidnapped in a violent raid,
and from which she was further separated by her Catholic vows? How did
she feel among the Abenaki? How did she come to terms with the world of
Catholic New Prance, at a time when people on both sides of the religious
divide thought that straying from orthodoxy meant eternal damnation? Did
she view her vows as a rejection of her Puritan roots? A route to a safe haven?
A religious commitment?

The difficulty in knowing Esther's thoughts and feelings stems not only from
the lack of documentation from Esther on this topic, but also from the fact
that Esther moved from one sodety 1o another, Normally, in the absence of
centradictory documentation, an historian can make certain assumptions
about an historical actor by considering the context of the society in which he
or she lived. Julie Wheelwright does not have that option. She cannot assume
that Esther kept the Puritans' disdain for the Catholics, for example. because
Esther was immersed in two other societies that did not feature this world-
view. Nor could Julie assume that Esther embraced the Catholics’ disdain for
the Puritans, because she had Puritan family members whom she may have
loved and mourned. Historlans often have the benefit of making inferences
about how historical actors thought and feit by drawing from the evidence of
the social miliew in which the actors lived. For Julie Wheelwright, it was more
complex because, by the age of 14, Esther had lived in not one world but three.

Navigating the Barriers to the Past

In her book, Julie Wheelwright tells us sbout the ceremony of Esther's entry
to the Ursuline conivent, so we, the readers, know the words Esther would have
spoken. But somehow, knowing what was said and done during the ceremony
is not enough to convey what wag going on in the mind of the 14-year-old girl
As Julie Wheelwright writes, "If there was such a thing as individual choice for
Esther, an eighteenth-century captive English girl living among the most pow-
erful and charismatic Catholics in New France, | need to know if she exercised
it" {p. 920, In herattempts to find out, Julie m'nplclyed a mix of pg}rchubgir:.:i
common sense (is., assumptions of timeless human sxperience) and sensi-
tivity to historical and cultural differences over time.

Julie Wheelwright interweaves chapters describing her own research pro-
cess with chapters telling the narrative of Esther's life. This method allows
her to better negotiate the distance between present and past, placing herself
in Esther’s shoes. In the following passage, she explams her own mental pro-
cesses as she ponders Esther's entry into the convent as a nun:

| remember my own awkwardness at fourteen and
wonder what it meant for Esther to encase her body
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in a full-length habit of heavy black serge; she would
MEVET TUr or swim again, never have another set of
eyes upon her naked limbs, never give or receive an
intimate caress. (p. 112)

Thue, the author shares with the reader her questions about what Esther
was thinking and feeling, These questions, however, reveal what might con-
cern Julie Wheelwright in the same situation, and may not be a fair estimation
of what was on Esther's mind. Can Julie Wheelwright reasonably extrapolate
from her own experience at age 14, or is she too invested in her twenty-fivst-
century sensibilities?

In her search to understand Esther's apparent choice to remain in Cathelic
Mew France, away from her Puritan family of birth, the author regrets the lack
of evidence:

Esther left no record of her story. so I am feeling my
way through it, relying on my emotional connection
to her to fill in the blanks where the black hole of
documentation gapes wide. (p. 137)

The author hersalf understands the limitations of using her own life experi-
ence as a guide to Esther’s feelings. She admits to *stumbleling] over this idea
of such extreme sacrifice™ (p. 136), an experience she finds foreign:

I was raised a lukewarm low Anglican, and my
intellect can't guite grasp what it means to love God
so deeply that you are willing to give up your family,
love, sexual passion and children to spend a lifetime in
prayer. (pp. 134-135)

Julie Wheelwright looks back from a multicultural, feminist, secular, lib-
eral, First Nations-sensitive contemporary Canada, She—and we—have
the benefits of hindsight and a wealth of historiographic farerunners whose
miesteps we can take care to aveid And yet the very conceptual and inter- 5.

pretive lenses through which we must look are necessarily foreign to the . the very conceptual
totemic, superstitious, and religious sensibilities of the peoples of three and interpretive lenses  H
centuries ago, through which we must

_ look are necessanly
As Julie Wheelwright herself points out, feminism drove her generation to foreign to the totemic

search for “individual identity” (p. 136). In contrast, "Esther was taught that superstitious, and
every concession to the self had to be regarded as impure, and therefore religious sensibilities
that che had to extinguish any thought or desire not focused exclusively of the peaples of three
on Cod” {pp. 149-150). The divide between present and past appears to cenburies ago.
defeat the anthor, and in the end she acknowledges that she does not fully  —ee——een e
understand the motives that drove Esther in the foreign country of the

eighteenth century.
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Reading between the Lines

If Julie cannot know Bsther's motives, she does learn much about her by
means of meticulous ressarch. Esther's personal letters, in particular, pro-
vide ample indication of Esther’s frame of mind at various stages of her life
Esther does not always say exactly what she is thinking, but Julie is able 1o
extrapolate, or read between the lines. Consider, on page 143, Julie's com-
ment on a letter Esther wrote to her superiors when she was in the position

of Maother Superior,

N ;
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A letter to the Mother House . reveals her lonetiness
"We are not lacking in debts and some pretty large
ones,” she wrote. "Nobody but me, however, knows
about them and [ am in no hurry to acquaint the
Community with the fact, for fear of distressing them.”
(pp. 251-252)

Esther’s letter does not say cutright that Esther i lonely. Instead, Julie,
the historian, draws this information from Esther’s statements: Esther was in
charge of a convent deeply in debt, and yet she could share this information
with no one in the convent community, Julie posite that thic burden must
have brought great leneliness. Herein lies a powerful tool for interpreting
documentation from the past; the making of inferences,

Another Way of Understanding the Past

Julie Wheelwright never fully understands her ancestor, Not fully under-
standing, however, is net bad history. Inferences need not be thrown out
because we are not quite sure if they are true. After all, itis impossible to know
for absclute certain what other people are thinking, even in the present, The
act of acknowledging the limitations to what we can know about the past is a
sign of healthy historical thinking, The acknowledgment allows historians to
make inferencas, without which we would be unable to understand history.
Julie Wheelwright explains the rewards of making inferences.

My research into Esther’s life has opened my eyes
and my ears to another way of understanding the
past. Now | can see better what lies beneath official
documents and obscuring institutional histories,

can see better how to interpret the subtle, symbaolic
meaning of silver spoons, false family crests, and
painful silences. There is always a subtext that
suggests the enduring power of a story. our yearming
to know what came before us and our desire to
understand where the past might lead us, (p. 271)

We have been examining Wheelwright's biography of an ancestor because
the author’s transparency about the challenges she faced allows us insights
into the process of taking an historical perspective. One virtue of Esther: The
Remarkakle True Stary of Esther Wheelwright is its openness in laying out the
difficulties inherent in interpreting the experiences of people living in the
eighteenth century from the vantage point of our own. Julie Wheelwright
shows us how to arrive at plausible, evidence-based claims, even while we
maintain vigilance for pitfalls and humility about sur conclusions,
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Historical
Perspectives

B Guidepost 1

An ocean of difference
can lie between

current worldviews
{beliefz, values, and
motivations) and thoss
of earller periods of
history.

Historical
Perspectives

B Guidepost 2

It is important to
avold presentism—
the imposition of
present ideas on
actors in the past.
Monetheless, cautious
reference to universal
human experience
can help us relate to
the experiences of
historical actors.

Mow consider the ways we ran encourage students to make plausible infer-
ences based on historical context and evidence, drawing on "universal” human
emotions and ideas while maintaining a keen awareness of the vast ditferences
that can lie between now and the past.

Now and Then: An Ocean
of Difference

Separating us from the past is not just time but also scientific discoveries and
Intellectual upheavals, industrial and political revolutions, the separation of
church and state and the rise of secularism. the recognition of civil righrs,
and the digitization of the world. As Julie Wheelwright points out, thereis a
massive chasm between her world and that of Esther.

Many students are unaware of the ways worldview affects virtually
every aspect of their lives, including how they deal with problems, handle
relationships, and view social oblipations. Perhaps the best approach to
enlightening students on thiz front {8 to present them with a contrast
involving something of particular significance to many of them, For example,
most teenagers today view music as a highly accessible commedity, to be
downloaded, viewed on television channels, or heard through ear buds. Take
students back to a time before music could be recorded—to a time when
music was always a live performance. How might people in the past relate to
music differently because of the way they heard it?

The Minefield of Using Universals

To put oneself in the pesition of 2 person from the past requires a difficult
etmpathetic leap. To infer how people thought and Eelt, we must inescapably
assume some measure of cormmonality betwesn them and us. If a person, long
ago, was burned at the stake, we can imagine that they felt intense pain, just
as we would in a similar sfrwation. If two people, centuries ago, fell in love,
we can see a parallel to our own ideas of love, and imagine the heady mix of
excitement, desire, promise, and commitment that "falling in love” implies
today, Without assuming some commonality, we are stymied in our attempts
to understand how the world looled and felt to people in the distant past.

Yet, every time we assume such commonalities, we risk imposing ideas and
emations distinctive to onr times on a world in which people axperienced
things in profoundly different ways, Thus, deep religious belief may have
enabled a martyr to experience the pain of burning flesh in a way that is for-
eign to people in the modern, secular West, Similarly, some aspects of our
notion of romantic love are particular to our historical era. Did lovers cen-
turies ago need constant communication, as do today's texting sweethearts?
Even the vocabulary we use today to describe both the contemporary world
and the historical, with words like religion, state, and human rights, are often
impositions of cur own sensibilities on the world of the past.
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The first challenge, then, lies in picking apart the human universal from the
mistorically specific. The two dangers of drawing on our experience of uni-
versal human experience are anachronism and presentism, both of which you
will want to help students avoid. Anachronism can be illustrated by showing
students movie stills, paintings. and plays that show aspects out of place
in the period of history being depicted. Artwork is commoenly littered with
*mistakes” In Shakespeare’s Julius Caesar, Cassius announces "The dock has

CONMNECTIONS
stricken three,” although clocks were not invented until the Middle Ages. : X

BETWEEN CONCEPTS

Presentism iz anachronism of the mind: instead of mistakenly placing not- The ovidance concapt talls
yet-invented technology into the past, we mistakenly imbue the people of the :'-ﬂmtﬂ;t "I“J'm"'t’:”i’r“mlnh af
past with thoughts and feelings that more properly belong to the present. For mdnrﬁtmﬁngﬁ;&;::ﬁmn.
example, students might infer that a mother in eighteenth-century Canada The historial perspectves
would be shocked to find out that her 10-year-old child was drinking beer at concapt has the same
lunch. Drinking beer, or ale, however, was actually the norm for men, women, mquirgment. Contakd is Crucisl.

and children in that period of history becayse milk was considered unhealthy
and water often carried communicable diseases.

Context Is Crucial Historical

Historical context can help historians and students understand the perspec- PE\"EPE ctives
tives of people in the past. We can better appreciate Esther Wheelwright's

decision to become an Ursuline nuan if we take into account the central role . Guidepost 3
of religion to peaple in the era in which the lived. Students will better under-
stand the perspective of a Ulrrainian Canadian child writing a letter to her el
fmprisoned father if they realize that thousands of Ukrainian Canadian men e R 4 |
were taken away during World War |, not because they had committed crimes, hmturn:al E&ntﬂt .
but because they were considered to be enemy aliens. |
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Historical
Perspectives

Guidepost4
Taking the perspective
of historical actors
means inferring how
people felt and thought
in the past. It does not
mean identifying with
those actors. Valid

inferences are those
|  based on evidence.

Historical
Perspectives

Guidepost 5

Different historical
actors have diverse
perspectives on

the events in which
they are involved.
Exploring these is
key to understanding
historical events,

Keeping Inferences Grounded

Taking an historical perspective does mnot entail identifying with or
experiencing the feelings of an historical actor, as you would if you wers
empathizing with that person, [nstead, it means making infevences to achieve
walid understanding of what the historical actor's thoughts and feelings likely
were. We cannot achieve this by simply imagining the past, All inferences
about the thoughts and feelings of historical actors must be grounded in tex-
tual, visual, oral, or artifactual evidence. Otherwise, it's all guesswork. This ia
the scenario that historiographer Keith Jenkins mocks in his fictional school
exercise whereby the teacher asks students to “pretend to be a fox, a snow-
Hake, an angry king "™ How does it feel? Mo answer, of course, would be out of
bounds without the supporting evidence requirement.

A dilemma in trying to make inferences from evidence is that evidence
rarely spealks directly to the questions we ask. Assume that we ask, "Was
Cleopatra fecling courageous?” Most historical actors will not document
explicitly that they were feeling courageous. Even if Cleopatra had declared
"] feel courageous,” we would have to question if this was a true representa-
tion of her feelings. After all, bravado can be a cover for terror.

Therefore, historlans do not expect to find "the true testimony.” Instead,
they seek knowledge by reading between the lines: they make inferences.
This act of interpretation works only if it is based on evidence. Consider,
for example, how Julie Wheelwright ascertained the likely opinion of John
Wheelwright (Esther's father} about his daughter’s education.

John Wheelwright, who had paid for his children's
education and ensured that his eidest son was taught
French, must surely have appreciated his daughters
accomplishments as a schoolmistress. (p. 177)

Julie clearly did not have a letter or journal entryin which John Wheelwright
stated that he was proud of his daughter's accomplishments. She did, how-
ever, have evidence that John Wheelwright had invested in his children's
education—from which Julie inferred that he respected education generally.
Julie did not guess John's opinion about Bsther's profession. She made an
inference based on evidence. Use examples such as the one described here to
demonstrate to students the importance of using evidence as the basis for
making inferences.

From Both Sides Now

"What really happened” in history can be hard to pin down because every
participant in history sees through the lenses of his or her own experience
and worldview. Father Bigot was the priest responsible for taking Esther

3 Jankirs, £ (V9] Rathinking fefory ip A7 Loeden, 150 Roatiadae.
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away from her Abenaki family and bringing her to the Ursuline convent.
Az Wheelwright tells us, "it pained Father Bigot to see the white daughter of
an important English family so dirty, underfed and poorly clothed, and living
among ‘savages™ (p. 77). The Abenald who had cared for Esther as a member
of their family for five years would not have viewed her droumstance in the
same light. They would see the family ties with Esther to which Father Bigot
wold not have had access.

People tend to have different perspectives of an event for one of two
reasons. Either they see different aspects of an event or they see the same
aspect but interpret it differently. Sometimes both factors are at play. For
William Lyon Mackenzie and the rebels in Upper Canada, the rebellions of
1837 were an expression of revolt against an undemocratic government.
This perepective stems from the vantage point of Upper Canada—the rebels
“saw” primarily local concerns. For Louwis-Joseph Papineau and the rebels
in Lower Canada, the rebellions were not only a demand for responsibie
government but also an assertion of nationalism. This perspective stems
from the vantage point of Lower Canada—the rebels "saw” primarily local
concerns. For the government, though, the rebellions were the shenanigans
of upstarts and criminal elements. The government authorities held power,
the rebels were challenging it: they had different positions, which led to
very different views of the event. By helping students seek out and compare
different perspectives of historical events, we enable them to achieve a
richer understanding of the past.
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Generating Powerful Understandings
of Historical Perspectives

Lise the lessons and activities in the second half of this chapter to enable your students to move from
limited to powerful understandings of the ideas embadied in the guideposts.

. Guidepost 1 At ocean of difference can lic between current worldviews (beliefs, values, and

motivations) and those of earlier perieds of history.

[ EMONSTRATION QF LINITED UINCERSTANDNG CHMOMSTHATION OF PCWERFUL WNDERSTANDING
Student #sslimues that the bebets, values, snd Studont idantifes samples of a vast difference

| mativations of people in the past ware the 5ame as between woddviews provalent today and those

_ those of peopde mday. prevalent in the past

. Guidepost 2 1t is important to avoid presentism—the imposition of present ideas on actors in
the past. Nonetheless, cautious raference to universal human experience can help us relate to the
experiences of historical actors.

DEMOMETRATION OF LIMITED UNDERSTAMNDING DEMONSTRATION OF POWERFUL UNDERSTANDIMNT

Stuchant assumes that peopde in the pest had the Student exercises caution when dhawing on unlversal
| sameideals; values, and wordwiews that we have human experiences [8.g,, love, dealh, hunger) to

| ‘today, which makes tdfficult to understand their uncerstand histoscal actees

actual motivations,

— —_—
. Guidepost 3 The perspectives of historical actors are bast understood by considering their
historical context.

_Dﬂﬂﬂﬂﬂ‘ﬂi.Tl':rﬂ-l QF LIMITED LIMOBERSTAMDIMNG DEMOMNSTRATION OF POWERFUL UNDERSTAND| MG
Stiedant juckgos peopds in the pest es dullwitted or Student expleing o ilustrates perpectves of people

waitel, beceuse the student lonotes historden! contoxt in their historical context.

. Guidepost 4 Taking the perspective of historical actors means inferring how people felt
and thought In the past. It does not mean identifying with those actors. Valid inferences are those
based on evidence,

DEMONSTRATION OF LMWTED UNDERSTANDMNG DEMONSTRATION OF POWERFUL UNDERSTANDING
Student sguates ponpective faking to flights of Studert makes factually accurste, evidence-based
irmaginatian, fading 1o consider evidence, inferences sbout the beliets, values, and motivatans
of an historical actor, while recognizing the mitations
[ of gur understanding,

are involved. Exploring these is key mm:d-erstandmg historical events.

DEMONSTRATION OF LIMITED LINGERSTANDING DEMONSTRATION DF POWERFUL UNDERSTANDIMNG

Studant fais to ecognipe differences among the Student distinguishes a variety of perspectives
among histoncal actors partchpativg &0 3 given event

perspeciives of various peopias in the past.

Tre
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PERSPECTIVES:

Introducing Historical Perspectives

Critics claim that teaching approaches such as role-playing and writing his-
torical fiction give students free rein to rely on imagination and feelings at
the cost of historical accuracy. We assert that these approaches are key to
understanding the people of the past, as long as suggested activities stress
the importance of keeping inferences grounded in evidence, as do all the
activities in this chapter

ACTIVITY; What's in a Name?

Consider using the change in the popularity of names over time as a soft and
subtle entry into the understanding of how the past is different from, but not
neceasarily inferior to, the present.

Begin by prompting students to discuss their own names: Do you know how
you got your name? Do you have any nicknames? Do you like yvour name? At
some point, direct students te shift their attention to the historical aspect of
nammes by asking questions such as these:

- What names were used in the past that are no longer common today?
« What names are common today that weren't used much in the past?
+ How have names changed? What might explain the changes?

Guide discussion toward a consideration of why certain names that are not
common now were popular in the past. For example, ask "Were your grand-
parents less intelligent? Did they want to call their children funny’ names?”

A Grade 4 teacher in a study hy Lavstik and Barton followed similar
discussion questions with an assignment for her students to research the
names of their parents and grandparents, and the reasons why they were
given these names. Students in the study soon understood that some things
change because of changing fashion and not because people of the past
were “slow-witted.” After the project, whenever the class encountered some
puzzling belief or strange behaviour in history, some student would reliably
zay, “But it wouldn't seem that way to them, it just seems that way to us
becauze we're not used to it

& Levstike, L, B Bavion X (1990 I_:'u'!-l'\'._ll Rty s ERg Al vl i ERilobsen iq afmimied Ly aid imoale sebodls
I 197}, Mabwaah, M) Lasrence Erbaum Ssicciales
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OF POWERFUL
UNDERSTANDING 1

Student identifies
examples of a vast
difference betwean
waorldviews pravalent
today and those
prevalent in the past,

DEMONSTRATION é
1
I
i
i

PLURPOSE

To suspend |udgmaent for fhe

purpase of imerpeeting an

axample of hew peopla of the

past Bxparenced the world in
Siie Rk

Teaching Guidepost 1
Prompt students to recognize differences between present and past world-

views by asking questions that highlight these broad differences and elicit
wonder at them, for example

« 1If someone were transported from [era under discussion] to today,
what would he or she make of cur actions/this sitaation? (e.g., What
might one of the anti-Asian politicians of this historical time period
think if he or she walked the streets of Toronto today? How do
you know?)

+ Haw well do you think you really understand this person/event? (eg.,
How well do you really understand the Great European Witch Hunt?)
What more might you need to know to gain a better understanding?

Remind students that it is important bo suspend judgment in order to inter-
pret how people in the past understood the world, rather than deciding right
away that some belief was foclish or sexist. Use the next activity to reinforce
this frame of mind. If possible, introduce the following activity at the begin-
ning of the year when you are discussing class rules, The activity provides a
list of rules not for students, bat for teachers.

ACTIVITY: Examining Rules for a Teacher, 1923

Oin the ane hand, our individual experiences are limited, and, becanse of this,
the beliefz and choices of people in the past may seem strange or inscrutable,
On the other hand, we don't want students to assume that this difference

shows people of the past ta be backward or stupid. We want them to embrace
the strangeness and inscrutability.

Ask students to consider what the rules in Figure 5.6 suggest about the
perspective of members of one Ontario school board in 1923 about the role-

of women in education.

Students will readily infer the perspective of the school board that young

women needed to be closely controlled and that teachers should model upright

hehaviour, Many students will label this perspective as sexist ar weird. [nvite
them to suspend such judpments until they can more fully understand the
perspectives of the school board officials,

Students will be better able to move beyond mere labelling if they understand
some of the context. Explain that in Canada in the 19205, most Canadians had
a strict sense of appropriate behaviour. Canadians in general believed in not
just a hierarchy of gender but also a hierarchy of dass, religion, and race. At
the same time, women were entering Morth American post-secondary insti-

tutions in dramatically high mumbers from 1900 to 1930, largely because of
the growing demand for schoolteachers, This meant that increasing numbers’

of young women were away from home at teachers’ college or university and
outside of parental control il marriage, (At this time, the median age of

marriage for women in North America was 22) Many authorities believed

rules were needed to protect young schoolteachers. When a school was opened
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MISS LOTTIE JONES AGREED THAT SHE WOULD..
1. not get marriec,

2. not ride in a carmiage or automohbile with any man except her
brathars or father.

3, not leave town without parmizsion,
4. not smoke cigarettes or drink beer, wine, or whiskay,

3. not dye her hair or dress in bright colours and wear at least.
two petticoats.

&, keep the school reom clean and sefub it with soap and water
‘at least once a week.

7. not use face powder or mascara, not wear dresses more than 2"
above the ankles, and finally, not lofter downtown in ice cream
parlours.?

to train teachers in Vancouver, the Vicroria Times warned that “children” would
be “separated from home influence at 2 most critical time in their lives.™

The rule that most clearly expresses a vast difference in worldviews has to be
the one against ice cream pardours. Young men and women socialized in these
establishments, something that the school board may have wished to discourage.
Beyond this, the rule also reflacts widespread xenophobia of the time toward
immigrants, as well as urban legends about "white slavery” and prostitution.
Many ice cream parlours were owned by Italian immigrants who were imagined
to be the f'].t'l:g]n'aﬂtrd of slavery and prostitution. Bill Ellis argues that such rules
were likely meant to protect female teachers from such “sexial predators™”

Most students should be able to identify at least some examples of vast
differences between worldviews expressed in this 1923 set of rules and the
worldviews of the presant when you ask an open-ended question: “What differ-
ences hetween the past and present does this list of rules suggest to us? You may
need to prompt students to explore further by referring to examples, such as the
worldviews about the position of teachers, "dangerous” colours and foods, ethnic
groups, and so on. Caution students, however, that one set of rules cannot nec-
essarily reveal the character of contracts elsewhere in Untario and the country.

Advise students that many women schoolteachers in the 1920s were chal-
lenging the conventions expressed in these rules, and some became the
feminist leaders of their generation. (Agnes Macphail, Nellie MecClung, and
Lucy Woodsworth all began as schoolteachers.) As one teacher reminisced,

5 Dresrriptian of M Loslie Jores' corgract 192, Madon Rayee Papars, Centre for Weman's Studies
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gareed o follow certain rulas, which
are descibed here,
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DEMONSTRATION
OF POWERFUL
UNDERSTANDING 2

Student exercises
caution when drawing
on universal human
expariences (e.9.,
lova, death, hunger)
o understand
histarical actors.

DEMONSTRATION
OF POWERFUL
UNDERSTANDING 3

Student explains or
illustrates perspectives
of people in their
histarical context.

“It sounds like teachers had a hard lifein those days but we thought of ourselves
a5 adventurers—like Olympic Torch-bearers in our pumboots and mittens."s

Conclude the class discussion by asking, "What are some of the challenges
that we should keep in mind when we look at beliefs of people in the past?™
Thiz exercise could also be used to consider some other powerful understand-
ings, such as the risk of presentism and the importance of context with some
explanation and questions, Ask questions such as the following;

« Many of you may have found these rules strange, ::p-l:l:'i.au}' the one
against ice cream parlours, but do people today ever tell stories about
establishments in the “wrong part of town'? Have you ever heard
unfounded urban legends about ethnic groups?

« Are there any similar examples of measures to protect women today?

+ Do our different attitudes give us the right to feel superior to people
in the past?

Teaching Guideposts 2 and 3

Students naturally tend to draw on universal experiences to tell them what
people were thinking and feeling in the past, This tendency must be tempered
because of the vast gulf that can exist between the worldviews of the present
and those of the past. By drawing on our own experiences with death, for
example, we can make inferences about what an historical actor might be
thinking or feeling when a baby dies. In 2 period of history when many chil-
dren died under the age of one year, however, perhaps people reacted to the
death of babies quite differently from the way we do teday. Historians have
had protracted debates about this very question. Universal experience can
sometimes be misleading, and so should be used with caution.

Twor specific dangers lie in wait for students who would draw on universal
human experience to inform their understanding of the thoughts, feelings,
and worldviews of people from the past. These are anachronism and pre-
sentism. To illustrate examples of anachronism for students, show examples
of slip-ups in mosdes such as Glodiator and Robin Hood,? or anachronistic
images on the Internet, such as photographs of Gandhi altered to show him
wearing shades while listening to an MP3 player, or Che Guevara singing on
American Idol. ' Asle, How might these anachronisms, when taken seriously,
ereate misunderstanding about the past?

Explain to students that presentism is the interpretation of the actions
of peaple in the past through the filter of a contemporary belief system. It
is like judging pecple of the past as boors because they rarely bathed, when
it s Hkely that cleanliness was simply not a priority in times when life was
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harsh and survival was something to be won. Remind students of the intro-
ductory activity What's in a Name? on page 149, in which they reflected on
presentism, although you may not have used the term at that point.

Consider providing lurther exploration of presentism by asking students
to imagine what people in the future might think is strange about our society
today, If Canadians 100 years from now are all vegetarians, would itbe fair for
them to condemn those of us who eat sushi or hamburgers today?

Using Historical Context to Avoid Presentism

How is a student to identify and avoid the dangers of anachronism and pre-
sentism? The answer lies in taking into account the historical context. Walk
students through a few examples in which historical context provides the
key to understanding a particular historical perspective. For example, you
may wish to show students several examples of historical photographs in
which the subjects are displaying stiff poses. Ask students what feelings the
poses appear to reflect, for example, sadness or seriousness. Then ask them
If the poses might merely reflect the limitations of the technology of the day.
('The subjects needed to remaln motionless for a long period in order to expose
the film. It 15 difficult to mamntain a smile for this length of time.) Show stu-
dents a few recent passport photos: Discuss the expressions on the faces of the
subjects. and ask what they might reflect {not seriousness or unhappiness, but
an official requirement that the subject not smile), Help students recognize
that it was the historical context of the official requirement that helped them
interpret the expressions accurately, Speculate as to what conclusions people
tn the future might draw when looking at these passport photos.

Point out to students that knowing the historical context of language can
help them understand perspectives more accurately. Written words inan his-
torical document may not hold the same meaning today as they did in the
past. One example is the word gay. Once connoting light-hearted or merry,
the ward eventually gained a new meaning: homaoseoial. Ask students to pro-
vide examples of other werds from the past that are either no longer usad
today at all or have an entirely different meaning

The list of inquiry questions on page 154 highlights the relsvance of his-
torical context in understanding historical perspectives accurately, and can be
used to prompt or lead in to a particular lesson, unit, or activity. Although sim-
ilar to those that you might have used to introduce Powerful Understanding 1,
these inquiry questions are more directed to the particular features of time
and place. They elicit wonderment at the differerces between the perspectives
of the present and those of the past, and ar the same time lead students to
a deeper and more critical understanding of the thinking that lay behind the
decisions, actions; and beliefs of the people of the past. They help guide stu-
dents to consider the perspectives of people in thefr Ristorical conteat.

- Ifthis action doesn’t seem to make sensefisn't what you might expect/
is surprising, why do you think X ook this course of action? {e.g, If
throwing away expensive dishes, glasses, and cutlery doesn’t make

CONMECTIONS

BETWEEMN CONCEFTS

The dangers of prasentism
apply to the ethicel
dimension concept &5 well
When examining ethical
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sense, why did a wealthy Canadian family in the nineteenth century
throw these things into their privy?)

« Ifthis action appears to have been the best response, why do you think
X did not take this course of action? (e.g., If vaccination was the best
way to avoid catching smallpox, why did so many French Canadiane
refuse to get vaccinated disring the smallpox epidemic of 18857)

» What did this group/individual feel was most important in their life
at this particular time? (e.g., What was most important to Nelson
Mandela after release from prisen?)

» Why might X have not really understood what ¥ was doing/believed
in? {e.g., Why might Frobisher have misunderstocd the Truit?)

» What do you think made these people hght/refuse to fight/feel
ashamed/Teel proud? (e.g., Why did Canadians sign up so enthusias-
tically to fight in World War 17 Whart led conscientious objectors to
refuse to iight?)

Sentence prompts such as the following can be used to provide scaffolding
for students attempting to use historical context to understand an historical
perspective:

- This idea might have been popular because ...
« This way of thinking might explain ...
« This source suggests that people at the time were thinking that ...

The following activity begins with the first inquiry question from our list,
using it to explore intriguing clues about an event in the life of a 'EEII'L'I]'}' that

occupied a picturesque home in nineteenth-century Upper Canada. ;
- P o 1
ACTIVITY: The Mystery in the Privy :
+ Organize students into pairs and pose these inquiry questions: 1
FURFOSE — It doesn’t make sense to throw away expensive possessions, so why
To practse usng histapcal did a wealthy Canadian family in the nineteenth century throw the 3
cantext to take an hstorical entire contents of their kitchen and dining room into their privy
plpeCie {outhouse)? 5
- What does this tell us about the perspectives of the family? a
« Ask students to write an initial hypothesis to explain the behaviour. g
' « Provide one copy of BLM 5.1: The Mystery in the Privy to each pair :
« BLM 5.1: The Mystery of students. Ask them to cut apart the dues.
!thTF:Lqur pair ._;{-h « Students read each clue, one by one, and sort them into one of three B
stuclents) or four categories, such as the family, the house, the privy contents,
+ scissorns (1 per pair of and disease. When clues have been sorted, students label each cat- =
i egory and suggest hypotheses to answer the inquiry questions using -
the clues as evidence. "
+ Ask pairs to write down their answers, and then report and defend &
their answers to the class. Some may conclude, as most historians ‘
18 Tharis to dohn Myse ol CISEUakeahy of Soonio for the ongine! version o this mysiary gane. S8 -~
fusther information, ses Dlioepsemnks, O 008 Urscewarosy family hictory. Merdage Matiers, A, 10 -
Girpphiovestl, £ & Allen, LA Y999, Tubencuiowic X History of the dasnse in Carada. Canadian M =
Assoombion Jourad, [T, TS 1L =
o
E =

184 Trie Big SoHistanzal Thinking Concspts




have, that it is likely that the death of Edith Radenhurst's son Charles
prompted her to dispose of all the abjects in her kitchen and dining
room to prevent further tragedy to her family from tuberculosis. The
historical context reveals that the family was probably feeling a great
deal of fear of further deaths from tuberculosis.
- Give students an opportunity to revise and improve their hypotheses.
» After sharing hypotheses as a class, discuss questions such as these:

- What were the major differences in worldviews between Canada
in the nineteenth century and now? What examples support your
answer?

- In what ways might these worldviews be similar? For example, how
might the thoughts and feelings of the Radenhursts resemble those
of 4 Canadian family today?

= Lookback at your original hypotheses; Were any of them close? How
did learning about the context of the time change your thinking?

- Did any of your first hypotheses suggest that this family was
strange or lacking in common sense? (This would be an opportu-
nity to explain presentism without, of course, denigrating students
who did think the behaviour strange.)

Teaching Guidepost 4

“Sir John A. Macdonald was a loyal Canadian.” As Macdonald was the archi-
tect of Confederation, most Canadians would accept this as true. But how
do we really know? Back up the statement with evidence, and it increases in
authority. For example, here is a comment made by Macdonald himself: "My
sins of omission and commission [ do not deny; but [ trust that it may be said
of me in the ultimate issue, "Much is forgiven because he loved much,' for
I have loved my country with a passionate love™? Surely, then, Macdonald
believed in Canada as a country.

However, lock further and another quote of his challenges our conclusions:
“4 British subject I was born, a British subject [ will die.™* We are brought up
short, reminded of the limitations of discovering the truth about the beliefs
and values of historical actors. Perhaps, however, the notion of "Canada as a
country” was different in the nineteenth century, and it is our understanding
of, and interpretation of, Macdonald's first statement thar is at fault? Could
a Canadian in the late nineteenth century combine a loyalty to Canada and
loyalty to Britain? More research into historical context may be necessary.

Reinforce to students that they can make inferences about the beliefs,
values, and motivations about people in the past, but that these cannot
simply come from their imagination. Inferences need to bebased on evidence,
While beginning an exploration of a topic, chapter, or unit, use either of the
following inquiry questions. Each question requives students to interpret evi-
dence and draws their attention to the process:
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CONMECTIONS

BETWEEN CONCEPTS

Tha auidanca Concept B 6o
cloealy ronnectad to histoncal
perspectiies that ane s almee
temptad 1o comine these twa
elements of historical thinking.
Mot anly = evidence neceszan
lor pespective taking, but
parspective taking 18 necesiary
fnrlntzrp.-eti.'_lg ayidanca,

Flyure 5.7 Simon Schama meorso-
rates fact mnd fiction m this account
of the Battle of Chydbec

T appreciate the benedits of
historical fictinn and meogne
its limitationg

« Why is it difficult to determine the perspectives of people during this
time? {e.g., Why is it hard to know what First Nations thought about
the war?)

» How can we tell what X was thinking? (e.g, How can we tell what
Mackenzie Eing was thinlking?)

Many of the prompts used to teach the concept of evidence can guide stu-
dents to use sources to interpret perspectives, for example:

« [f vou compare these two sources,...

» This source supports the evidence of ...

« Source X goes even further than Source Y in showing that ..

« Source X contradicts the evidence of Source ¥ in suggesting that ...
« These pictures show different perspectives on ...

Writing historical fiction iz a good method for encouraging the uze of evi-
dence for perspective taking. For example, if students are writing a piece
of historical fiction and deing it well, they will consider, and refiect on, the
beliefs, values, and motivations of people in the time period they chose to
write about, They will research details of the period in order to make factually
accurate, evidence-based inferences about their characters, including what the
characters might think; what they might do and why; and their response to
the secial, cultural, and political environment around them. Remind students
that they do not have to agree with, or support, their characters’ acrions or
beliefs, but merely gain an understanding of them. You may wish Lo require a
list of supporting evidence used to inform the writing.

ACTIVITY: Reading Historical Fiction

Cansider this hctionalized account of the Battle of Cuébec;

We were tried, God knows, for as they came closer, the lirst musket
shots came, cracking and hissing through the air and amidst the long
grass and from behind the cover of trees to our right we could make
out Indians coming closer, some of them creeping on their bellies
Some of our men fell to their shot without ever making a move

like tin soldiers at a midsummaer fair and this gall'd us so cur hancs
trembled and shook at our muskets with mixt fear and rage, the mome
when we heard the Savages whooping and yelling. Then we made
out the grey unforms of the French coming at us at a trot and yelling
and singing that they supposd us turning tail at the sight of thesrn, '

Thizs fctionalized account by historian Simon 5chama has a power and a
richness of detail not offered by most social studies textbooks. A writer of his-
torical fictian has the leeway to evake a mood, with details and wards such as
creeping and crackirig, for example. He or she also has “access" to the characters’
internal thoughts and feelings, and can detail them for us. However, a writer
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of historical fiction also has the responsibility to represent the era Fairly—
making up a character but not changing the course of historical events.

After students review the quotation, ask them to peint out anything they
believe an author would have to research before including These might
include whether First Nations were invelved in the battle, the length of
the grazs at that time of year, and the colour of the Freach uniforms. Help
‘students see that the author would also have to find evidence to determine
theemotions that were felt by the soldiers. Help students realizs the necessity
of depending on evidence both for the supporting details of the story and for
the beliefs, values, and motivations of the characters.

However, one must approach historical fiction with caution because, unlike
history, it doss not have to be completely faithful to the evidence. The first
goal of a novelist, like that of a flm director, is entertainment.’® To help
their young readers enter into the story, many suthors of histarcal novels
for youth portray their protagonists in ways that seem familiar and realistic
to contemporary readers but may also be ahistorical. For example, the pro-
tagenist of an award-winning novel for middle school and junior high i3 an
erphaned 15-year-old girl sent from London to York Factory in 1735 to work
as a clerk for the Hudson's Bay Company (HEC). At that time, however, the
HBC did not allow European women at any of its posts. Moreover, the novel
reflects modern values of gander equality and multiculturalism, with the posi-
tive role models of a bright, open-minded English female protagonist who is
helped by a romanticized, sympathetic First Nations girl.

The reading of good historical fiction, however, can help guide students toa
deeper appreciation of historical perspectives. To conduct an historical fiction
reading assignment related to a unit your class is studying; we recommend
that you select, or at least vet, the literature When students have read their
choice of historical fiction, invite them to consider questions such as these:

+ Whar makes a good historical story about this time period?

= How do the characters help us understand socety at that time?

» What other options did the characters have, given the time and setting?

- What might be the point of view of the author of this story?

+ How could this story have been told from another point of view?

- Whar does the novel/story suggest about society at the time the story
was written (i.e., treating the fictional work as a primary source)?

» Iz this story accourate? Plausible?

» How important is historical accuracy in a work of historical fiction?

= How does this story help us understand the past in ways that other
types of sources do not?

= What do other sources offer that this fictional story does not?

Far a thorough discussion of one example of good-quality historical fiction,
see the essay about Lawrence Hill's The Baok of Negroes in Chapter 6.
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To demonsirate the use of
mndence to wite historical
fiction that accurately cormmevs
the beliefs, values, and
mativations of hatonicsl aciors

MATERIALS

= BLM 5.2; On Writing
Histerical Fiction [1 per
stuclent}

* BLM 5.3: Write Your Own
Bla-Poem {1 per studant;
aptional

ACTIVITY: Writing Historical Fiction

If studying historical fiction can engage students and guide them to a deeper
understanding of historical perspectives, then writing has the potential to
help students put those understandings into practice. Writing journals and
letters from the point of view of peaple from the past are the mast common
forms of historical writing in the classroom.'® However, historical fiction can

be written in an even wider variety of forms, such as scripts and poetry, and
can also be combined with aural and visual media and role playing 1"

Provide students with BLM 5.2: On Writing Historical Fiction, which
can be used to guide students in any assignment involving the writing of
historical fiction. You may wish to walk students through the following
cansiderations:

+ Narrative mode: Historical fiction is most easily written in the first
persoen, However, if you wish students to include multiple histarical
perspectives in a story, suggest that they use third-person narration.

« Research: Emphasize that students must base their historical Retion
on evidence, Provide access to contextual information and historical
sources (Including an array of primary sources) that students can use
to develop historically plausible settings, conditions; and character
maotivation,

+ Plot: Provide students with plot structure guidelines. Without limits,
students may develop overly ambitious or comfusing plots, For
example, if they write a story, students should begin with a problem,
such as something going wrong or some event that spurs a protagonist
to action, and then focus on how the protagonist resolves the problem.
The bio-poem in Figure 5.8 has an even more well-defined structure.

» Characters: Consider limiting the number of characters in students’
narratives in order to help students keep their stories straightforward
and focused. As well, remind students that they don't need to con-
done the behaviour, beliefs, or values of their characters. Rather, they
simply must be able to provide evidence for why the behaviour would
have ocourred or for inferring these beliefs or values.

* Language: Teach writing technigues in order to accomplish two
goals: (1) to help students see bow they can engage their readers and
develop historically plausible characters, and (2) to help them racog-
nize how word cholee and use of language shape our interpretation of
the past.

+ Setting: If students are writing a story, suggest that they consider all
five senses when describing the setting. Point out that they may wish
to consult the illustrations in their textbook as sources.
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BIO-POEM "BY" GALILEO GALILE!

| am loyal to my Church and loyal to science

| wonder about the heavens and how they move

| hear the lute my father used 1o play

| see with delight the four moons of Jupiter and stars of the
Milky Way

as | touch andl turm the lenses of my telescope

| want to share with the world these wonders

=Ty |:!:n'_||-'ﬂ| to my Church and to science

| face the Inguisition and its dangarous folly

| accept its power: my ideas were wrong; the earth does not move

| warry that still it moves

| seek the help of Cardinal Bellarmine and Maria Celests, my
daughter

| arm inspired by Copernicus and Kepler

| am loyal to my Church and to science

I understand that the moon is uneven, rough, and full of cavities just
lke the earth

But| say it iz not s

| dream that sormeday we will see the truth together

| try to live a quiet life in my villa with my tools and telescope

I'am leyal to my Church and to science

Writing a Bio-Poem: One Form of Historical Fiction
Encourage students to create their own bio-poem using BLM 5.3: Write Your
Own Bio-Poem. Students write a “biography™ in the voice of an historical actor,
recognizing the barriers to change that have shaped his or her dreams and
deeds. Show or read to students the sample bio-poem provided in Figure 5.8
Then give them the following instructions:

1. Tocreate your own “blography” poem, first choose a person from
the past and conduct research about him or her,

2. Find enough evidence to male accurate inferences about this
person's thoughts, feelings, motivations, and beliefs.

3. Fill in each line as suggested. Try to write in this person's voice
and from his or her perspective.

e e e e
Figure 5.8 Whan writing this big-
paem, the author tock the pespec-
the oo Galilesn Galilgl
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DEMONSTRATION
OF POWERFUL
UNDERSTANDING 5

Student distinguishas
a variety of
perspectives among
historical actors
parficipating in a
given event.

To axghore the vanety of
penpectives histarical sctoms
may have on hatoncal overts

Teaching Guidepost 5

When we study history, we make evidence-based inferences about the baliefs,
values, and motivations of historical actors. This can be challenging because
each historical actor is unique. To begin, people are members of a society, so
their perspective tends to differ from the perspective of a person living in a
different society. In addition, people are influenced by their specific social,
cultural, and political emvironments; for example, a union worker may have a
different perspective from a manager who works in the same company. Further,
each individual has a unique perzonality shaped by family, friends, and distinct
events not shared by others. This means that historical actors may have avariety
of perspectives on an event, despite their sharing a historical time and place.

An inquiry question such as the following can focus on the diversity of
peripectives;

» Who supported and who opposed this action? Who celebrated and
who mourned after this person was defeated? Who was excited,
afraid, or content with this outcome?

ACTIVITY: Historical Perspectives in Role Plays
In S5am Wineburg's description of “models of wisdom in the teaching of
history,"** he describes a wise American history teacher whom he refers to
as the Invisible Teacher. In this teacher’s classroom, students prepare for and
then enact a role play that highlights the diverse perspectives of a variety of
historical actors. With great passion and intelligence they debate whether,
prier to the American Revolution, the British government had the authority
to tax its American colonies. Some students play the role of rebels and others
play Lovalists. A third group acts as judges,

The judges’ verdict at the debate’s conclusion stuns the class: the Lovalists
win, One girl stares at the celling dazed, then begins to nod her head and
says, “You know, ... we could have been part of Canada.” Wineburg explains
that “the realization that, had the loyalists prevailed, Queen Elizabeth would
appear on our stamps, as well as those of our northern neighbors, does not
come easily to adolescents growing up in an era when America, not Britain, is
the dominant world power,""

The verdict ended the debate but the lesson continued. The studenes went
on 1o make sense of what they had learned in the role play with debriefingand
follow-up assignments,

Although Wineburg dubs the teacher “invisible,” this is true only in the
sense that a choreographer who works tirelessly to prepare the performers
to take centre stage is also invisible. “Backstage” support and puidance were
crucial to the success of the performance.

18 Weeborg, 5 [2001], Restoncal Silnking and other umigiurad act Chartnp the fufwee of teachmp the past
(o 155172 Phifsdelphis: Tample University Pross

15 Womburg (200 Rlstorical hinking ang! offer nnetu e acts; o 181
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Conducting a Role Play
- To conduet a role play, divide the dass into small groups and describe
the assignment Malke sure students understand that they must
ground their role plays in evidence, researching historical conditions
and individual historical characters so as to give as accurate and plau-
sible a portrayal as possible.
« Warn students against stereotypical interpretation. Even if students
have developed a solid understanding of the perspective and context,
when it Is time to act out the play, they may resort to heavily accented
speech and manneriams that they think fit their character, Rule of
thumb: no acienta.
. Provide sufficient time and resources for students to prepare and
practise. Offer guidance and encouragement as needed. Correct inac-
curacies, but try to do so either when the role play is in script stage or
after the role play has been presented.
« You may wish to provide students beforehand with a list of questions
yon will discuss after the role play is complete:
What values or ideas of the time was X reflacting?

- How did X's understanding of the event vary from Y's under-
standing of the same event? Why was this?

- How were X's and Y's beliefs different, and what would explain this?

— Was this a plausible recreation of the past?

- What other plausible choices mght X have made?

- Were there any opinions or actions that you found hard to
understand?

— Ewen though we research carefully, why will our abilities to reflect
perspectives accurately always be limited?

- What else do we need to learn about?

— What does this whole process suggest to us about history?

In the Hot Seat

This type of role play follows a format that is similar to a television talk show,
There is a host {you or a student), and an audience (students) who ask ques-
tions of the guests. The guests, who sit in the "hot seat.” are either you or
stadents in the mle of historical characters. You may wish to play the role of
guest as a means to explain the thinking and context of someone from the past
in a ranner more engaging than a formal lesson. [fthe students are the guests,
debrief with questions such as those outlined above in Conducting a Role Play,

Debates and Trials

Students assume the roles of various historical actors, representing a variety
of perspectives, to debate a controversial issue. The competitive nature of
debate may have negative consequences, 0 at some point ask students 1o
reverse their roles and take on the position of those whom they had pn:ui-
susly opposed. Alternatively, recreate an historical trial or enact 2 "new” trial
hased on an accusation that you present. As with the ather role plays, the
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keys to success are thorough research preceding the role play and thoughtful
debriefing at the end. Evidence and historical context are the basis for pre-
senting perspectives acourately.

Role Plays over Time

This type of role play combines the taking of historical perspectives with con-
Hnuity and change. Successful execution lies in considerable organization
and the collection of appropriate resources. Ontario educator Peter Kear,
for example, has developed an array of role descriptions of various historical
actors. Some of the roles are ordinary people, such as a Sikh sawmill worker.
Crthers are prominent historical characters, such as Nellie McClung,

= Students adopt these roles at the beginning of the school year, as
if the characters were the age of the students (for example, 15 or
16 years old).

« As the clazs travels chronologically through the coursé material, stu-
denits “age” in their roles. They gain the opportunity to conzider their
characters’ perspectives in dynamic gituations within the larger his
tarical context, such as the anti-Asiatic Vancouver riot of 1907 during
the Laurier boom years or the field of battle durlng World War 1 or
World War 11,2

« Students reflect on whether their social position is changing as society
changes, and if so, why and what effect this has on their perspective,
if any. Are the beliefs, values, and motivations of their characters
changing? If so, why?

Consolidating Understanding

One way for students to demonstrate their powerful understanding of
historical perspectives is for them to create a tableaw, which is a group of
motionless figures representing a “still-life” scene from history. Although
similar in some ways to a role play, a tablean can be less intimidaring because,
while all students take part, not all participants need to speak,

ACTIVITY: Setting the Tableau

Explain to students that they will work in small groups to prepare a tableau

or a series of tableaux. In other words, they will use their bodies to illustrate
To-corsalidate understanding a sitnation, event, or theme, and the perspectives of varied historical figures.

of istorical perspictives

- Describe a tableau to students and explain its function,

« Divide the class into small groups of four or five. Provide each group
with a topic (a situation, event, or theme)—either one that students
have studied or one that they will need to research—as well as a per-
spective to represent. (If possible, suggest to students that they come
up with the perspective themselves, perhaps using some previous

20 Kaar, 7 1] Come wafic awhils in ourshoes 4 foamey of crdrarye—& soma aat-so-ordnan—Canardari
P05 & 19d5-20 Aysilable fom the suibor ak pesedear@imnet on o
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research they have done) Consider giving each group a different
topic—or giving each group the same topic but a different perspective
You may decids to keep these assipned topics and perspectives a secret
and have the audience guess what is being depicted by ach group.
Explain that all students in the group must form part of each visual
scene. If they do a series of tableaux, they may wish to include a
narrator, possibly a different one for each scene, who can step out
of the scens and provide a concise and dramatic explanation of the
scene. This may assist the audience in appreciating the prograssion of
events, Further, it may give participants a chance to further demaon-
strate understanding of historical perspectives.
Ensure that students have studied or researched the time period and
the historical actors in order to present plausible perspectives that are
supported by evidence. Ask them to consider these questions:
~ What perspectives on the event do our characters, for example X, Y,
and 2, have? How can we find out?
- What is the key idea that we should concentrate on showing?
— How can we show the perspectives of X, Y, and 2 in visual scenes?

What makes an
effective tableau?

* The most efective
tableaus focus attentian
on one kay idea and
usually demonsirate some
kinect aof wctican,

* Participants hold 2 pose,
and ganerslly do not
speak,

® Proops sre aptonal,

» Farbopants pose at
different physcsl [evels 1o
create visual interest

* Participanis exsgoerale
their pF:x-ﬂ to better
CONVIEY 0 perspRechive

Figure 5.9 & ievw charactenstics of an
effective tebleau

{How will the audience understand what we are trying to convey?)
— What beliefs, values, or opinions do our characters have that our

audience might find difficult to accept or identify with? How can we
make sure we support these with evidence in our visual scenes?
— What actions can we portray to add drama and interest to our
scene?
~ How can we bring historical context into our scene so the awdience
will better understand the perspectives of our characters?
- How can we use a narrator to add context to the scene?
Provide students with Hme to rehearse. Then, have the groups
present their tableaux or tableaux series to the class. They must hald
the pose for a defined amount of time, such as 10 or 20 seconds, or
throughout the narrator's comments. This gives the audience time
to examine the scene closely and arrive at an interpretation. Include
“tapping-in," which permits you or other members of the andience
to enter the tableau by touching one or more figures gently on the
shoulder of a character and asking questions, Student participants
then respond in role.

« Either after vach tableau or series of tableaux; or at the end of the

presentations, discuss with students questions such as these:

~ What values or ideas of the time was this group reflecting?

- Was this a plausible recreation of the past?

What other plausible choices might the characters have made?

Were any opinions or actions hard to understand?

- What elze do we need to learn about in order to better understand
the perspectives of thess characters?

- What does this exercise suggest to us about history?

+ Conclude by letting students ask one another questions.

HEL
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BLM 5.1a The Mystery in the Privy
= = i
An cuthouse was often called a privy in The kitchen and dining room antifacts were
Canada during the |ast cantury. thrown away by the Radenhursts. i
|
Maost of what we know of life at Inge-va In The grounds of astately mansion in Perth,
the 18005 comes from excavations made by | Ontario, called Ings-va, contain the remains
archaealogists in 1988, More than 15000 | of a 160-year-cld stone privy.
artifacts were found in the Inge-va privy. l
seventy-six pharmaceutical bottles used by After privies were no longer used as tollets,
the Radenhursts were found in the privy. many wem used as a kind of garbage
dump,
" In additicn ta the artifacts found in the privy, | Perth was founded as a military depot in
archaeologists were able to research the 1816 and was settled by former soldiers,
records of the town, and the oral histories Later, as a government centre, It was a
and journals of townspecple. place for ambittous young lawyers to make
thelr mark,
Those suffering from tuberculosis have Expensive lotions and potions for hair care
flushed cheeks, faver, loss of appetite, and to prevent hair loss were found in the
weight loss, and, most of all, a cough that prvy.
will not go away.
A keg of oysters had been shipped from | The Radenhurst family moved inta Inge-va
Tarante to inge-va for Christmas in 1840. in 1833, The father, Thamas Radenhwurst,
The shells were later used to seal the privy, | wasa Refarmer, a member of a movement
since their lime composition helped to trying to bring dermocracy to Canada, and 2
control odours. friend of Robert Baldwin, the Refarm leader.
Edith and Thomas Raderhurst had ten Tuberculosis (TH) or "consumption” killed
children, After the death of Thomas in 1854, | more pecple in Canada in the nineteenth
daughter Fanry died from typhoid fever in century than any other disease. It affected |
1866. Son Charles died at the age of 27 in the poor more often than the wealthy. It
1849 from tuberculosis, &5 did two sisters | was especially common among young |
in 1873, achulta
_
The Bay 5 FHuleical Thinkieg Concesn Ceentight BE0 A by Mebsan Educaiion Lad
T
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BLM 5.1D The Mystery in the Privy

It appearad that Edith Radenhurst buried
the conterts of her kitchen and dining room
in the privy sometime in the earhy 1870s,

Writers in pogular magazines in the
nineteenth century strongly recommended
cieaning roams whare sick people stayed,
removing unnecessary furmiture and

rugs, scrubbing walls, and burning and
gestraying anything likely contaminated
by whberculosis.

Afrer visiting her hushband in 5 Lanka,
where he was working, Ella Inderwick and
her three sons moved into Inge-va in 1894,
Elia named the house Inge-va, which means
"come here” in the Tamil language of Sei
Lanka,

Robert Lyon, a law student and nephaw

of Themas Radenhurst, became involved

in a feud with another law gludent awer
lacal schoalteacher In 1833, the two fought
a duel. Robert Lyon was killed, tha last
Canadian to die in a duel. Hiz body lay in
the fromt room of Inge-va until the funeral,

The privy contained many wine glasses,
tumblers for drinking liguor, and bottles that
hiad once contained brandy, champagne,
beer, hard liquoy, and wine.

A baby mug with tha name Charles
inscribad on it was amaong the objects
found in the privy.

With the great nse in infectious dissases
such a3 tubercubosis, typhoid, and cholera,
social reformers began the Great Sanitary
Awakening in Europe and North America in
the nineteenth century. They identified filth
as a causa of disease and began campaigns
to enclose sewers, to collect garbage, and
to take other sanitary measures.

The Reverand Michast Harris had Inge-va
built in 1823-24. (&t the time, the house did
not yet have this name). He and his-family
wera the first residents, and the house
became a place for church and community
gatherings.

Tuberculosis was seen as a “romantic”
disease, it was thought to heighten
sansitivity and it bacarme pnpq!pr amang
artists. Alexandre Dumas, author of The
Threa Musketears, aven pretended to have
tuberculcsis in order to be more popular

When someone with untreated tuberculosis
coughs or sheazes, the air is filled with
droplets containing the bacteria. Inhaling
thase infectad droplets is the usual way a
person gets tuberculosis,

LSSFSs e e = ——— . —— - ]
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BLM 5.2 on Writing Historical Fiction

M ame: Drate;

Ground Rules for Writing Historical Fiction

s Unless atherwize instructed, you may include imaginary characters. However, the
conditions within which these characters operate and the major events they witness
rmust conform to the historical record. Do research se you can incorporate facts into
your narative and present accurate perspectives.

s Good historical fiction does more than describe events. Show how your characters
saw those events at the time through their historical perspectives.

» Convince the reader that your characters are real. Give them depth, The reasons
behind their actions or beliefs may be complex, or even contradictory,

* Remember that you do not need to agree with or support your characters’ beliefs—
you nzed merely to represent those beliefs accurately,

Questions to Think about When Writing Historical Fiction

e How can | use language and dialague to create an authantic sense of the
tirme perind?

* How can | make my characters suthentic, with perspectives that reflect the
time and place in which they lived?

s \What evidence do | have that this is what my characters would believe or do?
= ‘What other options right my characters have, given this time and setting?

¢ What is my point of view?

* Frem what other point of view could | have told this story?

* How accurate or plausible is my story of poem?

* How does my story or poermn help others understand the past in ways that other
sources do not?

I ——— e e —
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BLM 5.3 write Your Own Bio-Poem

Name; Date:

| am I (£ special characteristics you have)

| wonder {something you are curious about) E
| hear (an imaginary or real sound)

| see [an imaginary or real sight) |
| touch [an imaginary o real touch)

| want (an actual desira)

| am (repeat first ling)

| face {a barrier or challenge that you face)

| accept the power of ta force or factor that

is beyond your influence)

| warry (a worry you have)
| seek the help of (a person or pecple who help you)
| am inspired by {a person or people who inspire you)
| am (repeat first line)
| understand {somathing you know to be true)
| say [something you believe in)
| dream [something you actually dream about]
Iy {something you really make an effort to doj E
lam {repaat first line]

e e e e e e R B |
T Bigy Sk Hebore s Thifking - Coanessis Copneign 83013 by Mekon Education Lbd
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Chapter 6

THE ETHICAL
DIMENSION

How can history help us to live in the present?

Guideposts to the
. Ethical Dimension
B Guidepost 1

Authors make implicit or explicit ethical judgments
in writing historical narratives.

B Guidepost 2 ==
| Reasoned ethical judgments of past actions are made
by taking into-account the historical context of the
ACkOrs in question,

8 Guideposts
When making ethical judgments, it is important
to be cautious about imposing contemporary
standards of right and wrong on the past.

@ Guideposta |

| Afairazsessment of the ethical implications of
history can inform us of our responsibilities to
remember and respond to the contributions,
sacrifices, and injustices of the past.

S e e

|
I
8 cuideposts -
Our understanding of history can help us make
informed judgments about contemporary issues, but
only when we recognize the limitations of any divect
Tlezsons” from the past

E___""‘ﬁ_m.:@::m'm'

T e, —
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Figure &.1 This photograph appesns o the cover ol Lawnsnios Hill's The Book of Negroes
00T, & wark of histofics fiction s=1inthe tme of the Atlantic slave rade. Sharon Kish, the
book Qerigner, these o photogaaph that works not becewse 1t'shows 2 captive during tha
aighteanth century but beécavss it connocts us at a viscoral lovael to the Afrcans who seneri-
anced the barhanty af the tiads . For fiction and photagranh alfs, we suspend dishelial ta
ke caoght ina waman’s gase demanding acknowladgment of the crime against humanity
committed agasat mibans of mdividials whose memory gha evokies. By helpang us access
thie humanity of thie captivea, $he author and designer alike helo us eoognize the ethicad
dimensian of the perlod of history
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COMNECTIONS

BETWEEM COMNCEPTS

The histonce perapactives
tancept warns us 1 ke
-aware that an ocean of
difference may lie between
tha wordviews of the past and
those of today. This waming is
eoually relevant to the ethical
cufrarsion of histony, a5 wa
sheald be cautious aboit
judging the past againat the
valugs and befiels of today.

170

Thinking about
THE ETHICAL
DIMENSION

"Why are we learning about this?" The answer to this oft-repeated query
emerges when we ask guestions about the ethics of what has been done in
the past and how we should respond. Thus, the ethical dimension of historical
thinking helps to imbue the study of history with meaning. Remembrance of
heroes” sacrifices, memorials to history’s victims, reparations for mass crimes,
and restitution for stolen goods and ruined lives are all artempts to come to
terms with the past in the present. And because the past can never be fixed, all
of these are also ways of helping us to move into the future, keeping in sight
what we can learn from the legacies of horror and heroism bequeathed to us.

Like other historical thinking concepts, the ethical dimension of history
poses a difficult conundrum. On the one kand, it is impossible to read about
those who unleashed historical wrongs—using machetes, cat-o'-nine-tails,
gas ovens, or box cutters—without making ethical judgments about both the
harrific perpetrators and their heroic opponents, however complex and tan-
gled those stories might be, Historical narratives about what we view today
as inhumane and criminal events would be strange and colourless—perhaps
even incomprehensible—without an implicit understanding between histo-
rian and reader that the perpetrators of those events were acting unethically,
On the other hand, the historical perspectives concept suggests that we should
avoid judging the past againgt the values and beliefs of today. Consequently,
making ethical judgments about the past means walking a fine line indeed.

Before being introduced to the concepts of historical thinking, students
tend to judge the actions of the past harshly: they divide the world into black
and white, and miss the grey of real human experience. Instead of taking
historical context into account, students tend to judge the ethics of past
actions according to the standards and mores of the present day. By intro-
ducing students to historical thinking, we help them learn to judge the past
fairly, Not only do students begin to distinguish what should be remem-
bered, memorialized, or celebrated, they also learn how to judge what is an
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appropriate response in the present. Learning to think critically about the
mistakes and the harrors—as well az the heroism—of the past conrributes to
the development of students’ historical consciousness; they begin to see the
links among the past, present, and future, In the process, they become more
capable of negotiating the ethical dilemmas they will encounter in the course
of their lives.

How One Author Approaches
the Ethical Dimension

To find our way toward teaching the ethical dimension of history, we turn
to Canadian Lawrence Hill, an award-winning author of historical fiction. In
his novel The Book of Negroes,! Hill tells the story of fictional characters who
take part in histerically accurate events related to slavery in the sighteenth
century, He borrowed the historian's hat, spending five years researching the
slavery era to énsure he presented the events accurately. Of interest to our
discussion is his success in bringing to life the ethical dimension of a period
of history so far In the past that our connection to the raw human experience
of slavery is many generations removed.

Hill's stery of enslavement and resistance begins with the violent childhood
kidnapping of his main character, Aminata Diallo, in West Africa in 1745,
Both of her parents are killed in this episode, so the book begins by severing
Diallo not only from her community and culture but also from those she loves,
She endures a harsh journey to the coast and a horrific tranzatlantic passage,
which many other captives do not survive. The crossing concludes with the
humiliating and dehumanizing sale of Diallo to a plantation owner in Charles
Town (now Chatleston, South Carolina). She is forced to work on a southern
indigo plantation, israped at age 12 by the plantation owner, and has her first
child torn away from her and sold.

Here the plot of Hill's book takes a turn toward Canada. Diallo makes her
way north to New York in the midst of the American Revolution, escaping
slavery in the process. She travels to Nova Scotia with other Black Loyalists
who aided the British during the war. In Nova Scotia, the Black Loyalists
live just outside the town of Shelburne, in the sepregated shantytown of
Birchtown. Their experience is difficult; they live hand to mouth in shacks
made of scrounged materials. Even those are burned to the ground in anti-
Black riots in the midst of a postwar recession. During these events, Diallo
lozes her second child ("1 was in such agony [ could barely speak™) (p. 343).

Hill then embreils Diallo in an episode of history of which many Canadians
are unaware: the British-sponsored exodus of Black Lovalists from Mowva
Scotiz to Africa. Onece in Freetown, Sierra Leone, Diallo realizes that hoth
local slavery and the African side of the Atlantic slave trade are in full opera-
tiom close to where the new migrants plan to settle. While trying to find her

1 Hil, L £007,. Tha boot of negroes. Torontoo HarparColkre Lid
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debt of memary: an
shligation 1o b

sthical judgment: a decisicn
about the ethics of an historical
Bctian

historical coniciousnass:
avareness of the links among
the past, presant, and future
that prepare one tonegodiate
the prezent

reparation; making amends lor
@ Wrong done

rustitution: restoration or
replacement of semething
baken away
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TEACHING TIP

Studentscan become mone
engacmd with the events of
histary by craating histoncal
liction of thair own, As kong

a4 thay ground their writing in
evidenco, they can help hastary
corni alive for those whio read
thest sfores. For maore on
readmg and wiiting historscal
fiction, 1ee the-saction
Teaching Guidspcst 4
i:r.gmning an page 155 of
Chagtars

childhood village, not far from Freetown, Diallo narrowly escapes being sold
back into slavery, The ook concludes with Diallo as an elderly woman, weary
huit wise. She testifies for the Commission on the Abalition of the Slave Trade
in London, England.

Making Manifest the Injustices of History

Hill's work bears a numbeér of parallels to the nonfiction book Esther: The
Remarkable True Story of Esther Wheelwright: Puritan Child, Native Daughier,
Mother Superior, which we explored in Chapter 5, Both tell the life stories
of vulnerable yet unusuvally intelligent and capable protagonists whose lives
were largely shaped by childhood ]:i-ﬂ:lipphlg!; and multiple migrations from
one society to another. These skeletal parallels only serve to make more
striking the contrasts, the mostimportant of which is that The Boak of Negroses
ig historical fiction.

Hill's novel is written in the Arst person, from the perspective of Dialla.
During the slavers' rald on her village, the girl's mother is clubbed over the
Liead, “Cther than in het sleep [ had never seen Mama motionless,” she tells
ug, “This had to be a dream” (p. 26). Through a feat of historical perspective
taking on a grand scale, Lawrence Hill imagines himself into the conscions-
ness of his hictional protagonist—and then shares this perspective with his
readers through his narrative—in a way that Julie Wheslwright does nat do
with her nonfictional main character, Esther. Wheelwright adheres to the
methods of the historian: she makes only those inferences dlearly supported
by documentary evidence. By clearly indicating the passages in which she is
speculating, Wheelwright, like other historians, contributes to the public
trust in the discipline of history,

Hill has a different purposs; as he puts it, his novel is “about recopnizing
the drama and the sadness in our own history and bringing it to life."? He
does bring it to life by using first-persen narrative, making inferences about
the thoughts and feelings of an imaginary young eighteenth-century woman
thrown into elavery, and thereby creating an evocative story that hits us hard.
We feel Diallo's pain and humiliation, and we understand that what was done
to her—and to all the real captives of the slave trade—was utterly inhumans.

In the writing of his novel, Hill did not need to make an explieit ethical
judgment. Yot implicit ethical judgment comes through in Hill's choices of
what to tell about and how he tells it. Hill puts us right by Diallo's side. We
teel the pain of her branding as if she were before us: "They aimed a finger's
length above my right nipple, and pressed [the branding iron] into my Hesh.
| could gmell it burning. The pain ran through me like hot waves of lava"
{p. 52). Through Diallo, Hill provides us with a view not only of the condi-
tions that this young woman endured, but also of her physical feelings and
emotional states. After her sale to the plantation owner, she reflects, "All of

2 Lamrmnee HilL quoien i Hickman, & ) Saigien history and licties, The Susanl daursd 13500
Fgtrieed Trom hbtpyfouesrsjourned cadstanyNETSC0 Anmesfmiarging-hiao ne-and-Se iy’
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my sorrow was coiléd in the very organs of my body, wanting to explode but
with nowhere to go® (p. 120).

By way of contrast with Hill's approach, consider this densely quantitative
paragraph about the slave trade in Virginia, the second most active British
Morth American colony participating in the trade, The paragraph is quite typ-
ical of the entive work From which it iz drawn: Herbert 5, Klein's The Middl:
Passage: Comparative Studies in the Atlantic Slave Trade.

Whereas in the 1710-1718 period the average annual
importation from Africa was 236 slaves, compared
with 300 from the British West Indies, the number of
slaves of African origin rose to 1,228 per annum in the
period from 25 March 1718 to 25 March 1727, By the
third decade of the 18th century, African slavers were
monopolizing the trade, and the basic patterns, which
remained constant for the rest of the century, had
been fully established,

Klein's final observation, below, reiterates his purpose, and points ever so
obliquely to Lawrence Hill's achievemnent:

Though the individual African experience of surviving
the forced migration and becoming a slave in America
cannot be recaptured, the quantitative reconstruction
of the mass migration of Africans to the shores of the
New World helps ta define the limits within which that
experience took place?

Klein's work is etriking in ita distance from the lives of people and the ethical
issues around the human captives of the trade. This is not to say that Klein's
work is less important than Hill's, Klein simply has a different purpose; to
offer an interpretation of history that is grounded in evidence, so that future
generations will know what happened, and so that the events do not get lost
in the mists of time.

Nemnetheless, it is Hill's approach that makes manifest the emotional impact
of the experience of slavery. Through the fctionalized experience of an indi-
vidual in chaing and a neck yoke, the reader listens in on a captive's thoughts,
feels the meaning of the loss of freedom, and understands viscerally the
import of the large historical phenomenon of the trade in human captives.
This gives us vivid material for an ethical response, and the novel becomes a
sharp tool for the evocation of moral outrage.

8 Klpin. W5, (1978 The middle pastage Compaonitive siudies im cthe Atehc sbees race ip, TEA: BAinc s,
Mt Frimcetan Liniversty Presa

4 Elein, [1978; The midoie poassape. po 251
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The Ethical Dimension in Historical Narratives
Hill successfully brings to light the ethical dimension of trading in human
captives, yet historical fiction is not the only method for exploring the ethical
dimension of history. Some historians, such as Klein, attempt to refrain from
introducing judgment into their narvatives, preferring to leave it to others
to weigh the ethics of the past actions they document. Many historians,
however, are more explicit than Klein—many of them incorporate ethical
fudgments, both implicit and explicit- A more typical example of historical
writing can be seen in the following paragraph from Dr. Hakim Adi's 2011
article, "Africa and the Transatiantic Slave Trade"

Historians still debate exactly how many Africans were
forcibly transported across the Atlantic during the
next four centuries {until the nineteenth century], A
comprehensive database compiled in the late 1950s
puts the figure at just over 11 million people. Of those,
fewer than 9.6 million survived the so-called middle
passage across the Atlantic, due to the inhuman
conditions in which they were transported, and the
violent suppression of any on-board resistance. Many
people who were enslaved in the African interior also
died on the long journey to the coast.®

oo T

Not only does Adi cite figures to outline the parameters of the trade, he
also uses phrases such as “forcibly transported” “inhuman conditions,”
and “violent suppression,” o condemn the actions of the traders in human
fHesh. Note that the historian draws on evidence (he knows what conditions
existed), but also adds a layer of ethical judgment (e.g , lahelling those condi-
Hons “inhuman”) based on his own perception of what constitutes “inhuman”
treatment, Further, he refers to the victims of this crime as "Africans” and
“people.” Such nuances help the reader reject the dehumanizing capacity of
waords such as “slave” and recognize the humanity and dignity of the victims,

Historians' ethical judgments are by naturs interpretations of the historical
record, We will agree éasily with some interpretations of the past, such as
Hill's, as they are grounded in careful research, Other interpretations, when
they pass into unsupported conjecture, invite doubt. To underscore this
point, we need only turn to another contrasting narrative of the slave trade,
J. Steven Wilkins's 1997 biography Call of Duty: The Sterling Nobility of Robert
E. Lee. Wilkins offered his own ethical judgment of the Peculiar Instivation,
that s, slavery:

Slavery, as it operated in the pervasively Christian
society which was the old South, was not an

6w
e
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adversarnal relationship founded upon racial
anirmosity. In fact, it bred on the whole, not contemnpt,
but, over time, mutual respect. This produced a
mutial esteemn of the sort that always results when
men give themselves to a common cause, The credil
for this startimg reality must go to the Christian

faith.... The unity and companionship that existed
between Lhe races in the South prior to the war was
the fruit of a common faith ©

In 2011, a politician in the race for the Republican nomination for US.
president recommended Wilkins's book as good reading This fact casts into
sharp relief the potential political implications of the ethical dimension of
history, If Confederate General Robert E. Lee was a hero, hghting for the just

Figure &.2 This {llustration was coe-
ated abowt 1830, bedore & British
law ended sleverny within the British
Empre m 1833 It appearsd in a
Brtish children’s: book. Like mamy
historical narratwes; i conveys . an
ethical pdgment about the swvans
ol histary, We can see the judgment
irt the portrayals: Wha s daing barm
in this image? What-ane they doing?
Wha are the wotims? What ethicsl
judgmant has tha artist made abiout
the guents in r||||=r=.‘rinn'3"‘

a8 WilkEs, L5 (1T, Gkl Or G {EdL] Canl of clutys The steviing oty of Robert £ Goe 303 Nashwllo
I Cumbariand Hause Fublshing Lormedny. in o proile ol Michalle Bachmann fwho: ot oee’ paint was con

sldated & plaisibile comender for the 270702 WS Republicin presidential nominatan), Byan Ligar noted thist
Esckrmunn'y recommended reading bey on her webisito fnduded Call o Doy Lima, B2011, Aagst 180 Leap
o Tarth; The yralong ol A Repubican tront-runnar, Tra Mow roner, &3
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o Uriversal ‘common
sense” understandings
of human relations ..,
effectively trump. any
attermnpt the author
o reader might make
to take nto account
the foreignness of the
people of the past

cause of a Christian and benevolent slave-holding South—in other words,
if slavery was actually good for everyone, incuding African Americans—
then today's claima that racial injustice occurred must hold little water, One
does not emerge from a reading of Lawrence Hill's novel ready to entertain
such nonsense.

The Double-Edged Sword

Hill's condemnation of the perpetrators of the slave trade is effective and
obvious. All of the characters—some historical, some fictional—play a role
in relation to the trade. We can scan his book and easily identify the violent
thugs, the "mnocent” bystanders, and the hypocrites, as well as the damaged,
the survivors, and the courageous. At the same time, as a skilled nowvelist, Hill
builds complex three-dimensional characters,

Hill's strategy of writing in the first perzon helps us "feel” the indignities
heaped upon the main character. Using this up-close-and-personal strategy,
however, 1s a double-edged sword. Tt encourages the reader to draw on
universal, “common sense” understandings of human relations that appeal
to a reader’s contemporary ethical sensibilities but that effectively trump
any attempt the author or reader might make to take inte account the
foreignness of the people of the past. Hill would have had scant sources
telling him what the eighteenth-century captives of the slave trade believed
was cthically reprehensible, Was the African slaver or the Buropean slaver
more reviled? Was a yoke and chain or a whipping viewed as more andigni-
fied? Was purchasing a captive less compassionate than letting him or her
die? Howwould people of the eighteenth century have answered these ques-
tions? Lacking evidence, Hill either answers questions like this by drawing
on an understanding of universal human experience, which is prone to
contemporary ethical sensibilities, or leaves it open to the reader to do so.
Hill's strategy of writing in the first person thereby inadvertently under-
cuts the reader's ability to take into account the ocean of difference that can
exist between the ethical standards of the present and those of the past.
Consequently, The Book of Negroes illustrates that historical narrative in the
form of historical fiction is effective in bringing the past to life but open to
question regarding its veracity.

In our secular society, we are aware of profound change in mores over time.
It iz generally accepted that social conventions and worldviews are different
now than they were centuries age, To what extent can we then legitimately
assume that respect for human life and freedom constitutes a transhistorical
and timeless ethical starting point? That is, are we justified in applying for
all time standards that have—in the long view of human expetisnce—only
recently been articulated as a universal code of human rights?

Under Hill's guidance, the reader is led to assume that, yes, slavery was
wrong in the past, just as we regard it as wrong today. What an historfan can
bring to the table, which Hill does not, is historical context for understanding
why slavery and the slave trade were considered acceptable in the past, at
least in some quarters. For example, Buropean children learned in school and
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absorbed at the dinner table that Africans were inferior to Buropeans, for any
number of ill-founded reazons. The laws in many countries supported racism.
When a child grows up in a cultuve that condones racizm, he or she tends 1o
become racist. It is true that African captives and abolitionists would have
disagreed with the practice of slavery, but European Caucasian society gener-
ally did not.

Only by considering the context of the “normal” within which historical
characters were operating can we male fair ethical judgments about their
actions. In so doing, it becomes more difficult to blamne individuals for their att-
tudes, and more logical to condemn the society that made slavery acceptabla.

We can go further, though, to blame individuals by finding out if there were
some people who acted against the norm of the time period. The existence of
the eighteenth-century abolitionizts, for example, is proof that it was possible
to gee things differently and choose an anti-slavery position, even when the
dominant powers of the historical moment did not. This gives us more leeway
to condemn those pecple who chose to take part in the slave trade in that
time period.

Obligations to the Past

The ethical judgments we make about actions in the past can be thought of
az part of a relationship we have with people and events in the past. What
are our ethical obligations to the people of the past if they are dead? Afterall,
we can neither thank deceased heroes nor punish dead villains. What, then, is
the meaning of "history will be the judge” if those whom we might celebrate,
memarialize, or condemn are no longer with us? Clio—Greek goddess and
muse of history—seems an impotent judiciary!

But is she? Sometimes restitution and remembrance may be possible, if
not with the participants themselves, then with their descendants. Some
consequences of past actions ripple down into the present, having an inter-
generational effect, which can be addressed. The legacies of slavery and irs
successor, the tim Crow system that was dismantled in the American South
within the past generation, continue to shape attitudes and social structures.
More recently, Canada’s sysiem of residential schools, the last of which dosed

only in 1996, have a widely recognized impact on First Nations, Inuit, and
Métis families today.

By making fair ethical judgments of events in the past, we can better
cope with their repercussions in the present. Consider, for example, the
implications of a judgment that the federal government policy of forced
assimilation that created the residential school system was ethically rep-
rehengibla. That judgment informs how our society respends to the affects
this schooling system has had en the generation who went to residential
schools, as well as the succeeding generations. (These intergenerational
etfects include lost language, culture, and community, as well as parents
Hi-equipped to raise children because they didn't have their own parents’

CONMNECTHINS

BETWEEN CONCEPTS

What is worthy of
remernbenng? To & great
degrea, the question is
addressed by the historical
sgnificance conoept—we
should study events, people,
and devel that either
resufted in change or that
reseal something significant.
The ethical demension adds'a
further layer, 9o that we cen
conaider wiat events; peopls,
and developments we should
ot only fl'.'ﬂ'lurl'rl:lur but oo
celabrate or condamn.
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example to follow as role models.) Further, this ethical judgment and how
we respond—for example, by affering an apology—helps us define contem-
porary Canadian values.

The fluid boundaries suggested by the tarm contemporary history can provide
a rough dividing line telling us when we have an obligation to the past. On
this side of the boundary are events that are connected to people alive today
wha identify with the heroes and victims of the recent past. That we have a
responsibility to the recent past is clear, Across the boundary, on the far side
of "rantemporary” are events that are simply too distant to inspire the kind of
ethical engagement we have been discussing; If no one remembers them well
enough to feel wounded or triumphant, then our responsibility to respond to
the erimes and victories of the distant past is diminished.

The fluid boundaries
suggested by the term
contamporary history

can provide a rough

dividing line teiling
us when we have an
ohbligation to the past

e e R R T T -

The complicating factor in this dividing line is the notion of cultural iden-
tity, which can tie a people today to events in distant history. Collactive
identities—whether inspired and transmitted along ethnic, racial, religlous,
or national lines—can gensrate a responsibility to respond even when the
crime or victory occurred long before contemporary history. Examples per-
vade histary, including the vilification of Turks by Armenians for actions in
the early rwentieth century, the veneration of the “Fathers of Confederation”
in Canada in the nineteenth, the expulsion of the Acadians by the British
in the eighteenth, or even the Serbs' loss of the Battle of Kosovo in the
fourteenth.” ‘The potency of these events allows them to be mobilized and
retooled for contemporary political ends. To the extent that groups today tie
their identities to peopls injured or victorious in Jong-ago events, we have
motives for tangible forms of remembranca.

Coming to terms with the past often takes the form of reparations or
regtitutions. Before the modern era, these gestures were made between
governments: the government of Germany paid “reparations” to the French
government, for example, after World War 1. A relatively new practice is
for governments to compensate individuals and groups hurt by the actions
of past governments. The first such responses were made by governments
making restitution to Holocaust survivors and their relatives. These actions
have subsequently heen emulated in many other situations,

Truth and reconciliation processes, which are another form of response,
weve first initiated by South Africa as a means of addressing the legacies of the
apartheid regime. These have been taken up by other governments attempting
to address their own historical wrongs. The tradition of memorializing heroes
has been ubiquitous in most societies, but now formal recognition of the vic-
tims of our history is becoming almost as common, as society gradually learns
to recognize the wrongs of the past and how to redress them. Formal apolo-
gies and compensation programs all emerged from growing awareness of the

7 Sop Mepeit, A (Z004], The erfvcs of memory Cambricge, MA Harard Usivensty Press. Auizhai Margalit
makes a sirilae atgurnent in his The Ethice al Memory, bit restncts # 1o the sbgatinng o mamaory arthin
a comvmunity o idangisy oroup Il one depes bs b ararnbered by anels ceoterdlants, than ane must
remariar onel fesbess The ongong idendiby of the gioug i crecial 1o this conception
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obligation of the present to recognize and respond to the ethical dimension
of the past. The inclusion of particular events, such as the internment of
Japanese Canadians during World War [1, in Canadian school curricula, text-
baoks, and remembrance ceremonies stems from the same impulse,

Viewed through this lens, reading The Book of Negroes becomes a kind of
remembrance ﬂ'truugh education: an attempt to learn ahout and remember
the inhumanity of elghteenth-century slavery for readers In the twenty-first
century. Learming about the survival, indeed the heroism, of Aminata Diallo
does not provide reparation for past injustice, but it does help us recognize
and remember its occurrence. Perhaps more impartant, it restores dignity to
the memory of the many captives who had to endure so much,

What, then, can we glean about teaching students about the ethical dimen-
sion of history from this discussion of The Book of Negroes and other his-
torvical narratives? Primarily, this discussion demonstrates ways in which
authors and historiany include ethical judgments in the historical narratives
that they write. After students recognize that judgment involves interpreta-
tion, they can begin to think critically about the ethical messages, implied
or explicit, in the narratives of history. Awareness of the ethical dimension
of history will help students develop an historical consciousness; they will
become more capable of dealing with ethical igsues in the present, induding
bow te remember and respond to the crimes and sacrifices of the past.

MNow that we have considered how one suthor brought the ethical dimen-
sion of history to life, let us examine five guideposts to the ethical dimension
of history and how we can bring those big ideas into the classroom.,

Ethical Positions: Implicit or Explicit
Ethical positions may be hard to identify in historical accounts, but they exist
in many. The judgments may be explicit, as in Hakim Adi's article about the :
slave trade (2011, p. 174); implicit but fairly obvious, as in Hill's The Book of 'rl':'I.E Ethlcal
Megraes; ar implicit but not so obvious, as in Herbert 5. Klein's description of | Dimension

the numerical parameters of the Atlantic slave trade (1978, p. 173). . Guidepost 1

We can help students recognize and analyze the ethical positions implict Authors make implicit
in historical narratives such as their own textbooks, historians’ writings, or explicit ethical
historical novels, films, and museum exhibits. To do 5o, students need to fudgmeants in writing
understand the interpretive nature of historical accounts, These interpreta- historical narratives.

tions may be well grounded in historical evidence, defensible, and justifiable
{as in Hill's work) or not (as in Wilkins's defence of slavery, 1937, p. 175),
They may pack an emotional punch (as in Hill's work and many historical fic-
tien films) or not {as in Klein's work). Give students ample opportunities to
identify the ethical judgments made by creators of a wide variety of texts,
including those in which the implicit ethical position of the author is difficult
Lo idmtiﬁ.r. Remind studente that the mere act of choosing, researching, and
writing on a topic may open the door to an ethical stance.
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“In 2009-2010,

25 percent of junior
plavers-on two Ontano
hockey leams have
received corncussions.”
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The Ethical
Dimension

& Guidepost 2
Reazomed ethical
judgments of past
actions are made by
taking into account the
historical context of
the actors in question.
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officials should beheld
accourttable for mot
stopping on-ice fights,

"Under the oversight
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F'Fguri 5.3 Thres sentences on the same 1opic ahow YT :hgrma-q of q:-:plici!npiq- o
pudgment® in the first axample abowe, the witer chose to reveal the high rates of con-
Cussions, 3 chodce that implies udgment. The second exsmple mentions the suthonities
in charge, Implying criticism of their Bikure to prevent the concussions. Only in the third
examphe iz there a very dear change leid agairst the authorities, who the writer beleves wers
responsible for what occumed.

How Historical Context Leads
to Fair Ethical Judgments

After students learn how to recognize ethical judgments in historical
narratives, they are better prepared for making thelr own reasoned ethical
judgments about actions committed in the past. At first, students may have
a tendency to think of historical actors as either evil villains or untarnished
heroes, rather than as fallible people who made choices, for good or ill. Te
help students judge actions fairly, encourage them to always begin by con-
sidering the historical context within which an historical action took place.
Otherwise, a fair judgment may not be possible.

Historical context can help us identify limitations on choices and
possibilities that may have restricted people’s actions In the past. How did
fear of reprisal affect the actions of the ordinary citizen in Nazi-dominated
Europe? The answer to this question affects the degree to which we condemn
the “bystanders,” as well as the degree to which we celebrate the "rescuers”

Taking the opposite tack, is there evidence that a variety of choices were
possible? Does the presence of an abolitionist movement that decried the
inhumanity of slavery even in 1800 indicate that people were relatively free
to support or oppose the slove trade? Again, the anawer affects the degree to
which we condemn the plantation cwners and celebrate those who recognized
the evil of slavery and were willing to act on that recognition.

& Diats feomy Cans, T GO0 Nowemdbar 10, Junine Foekay conogesiont 80 "aRming” s Sy CAC
Amtrieve d froen Wim e b R oo ckasy a0 100 sp-conaissians-sursayhiml
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Right and Wrong: Shifting
through Time

Should it be acceptable to employ children in a dangerous occupation?
Present-day Canadian society would deem this practice child abuse; the
employer would be dragged into court. In earfier times, however, children
worked in all kinds of dangerous jobs. Consider the thousands of boys as
young as 12 who warked in the coal mines of Nova Scotia in the nineteenth
century.” Canadian courtrooms in 1900 were not even reprimanding the
employers of these boys, Just as it does not make sense to judge a persen’s
actions today against the mores of the past, so too should we take care not to
judge a person’s actions in the past against the mores of the present.

Figure &.4 This photograph shows tha last publicly vewshle exeostion in Canaca, DR March
21, 1902, Stanelaus Lacroix was sxscuted in Hull, Québec, for miurdering his astranged wie

Stuclying thiz phatagraph halps us understand sema of the problems posed by judging the
past against contemparary standards of right-and wichg. What is tha matter with the ol
lowing three judgments? (1] "How hormible—isn't execiting peopée against the bw?" (It wes
legal in 1902.) [2) “Hanging s cruet; death by injection & more humane,” [This OpTIon wes
At availziole in 1902.){3) “How shocking—why did they do this where people could watch?”
Mote the people on the moftops, ponches, end telegraph poles surmunding the gallows.
(Punishment in the "public square” was the narm far thowsands of years.)

8 Molicah, R 2000, ED]'E inthe JAHS Craie Labioar im coad mibnes {Tabda L7 n] M, Mantreal! MeGE-Ousen's
Lirdvarery Frass, J000
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The Ethical
Dimension

Guidepost 4

A fair assessment

of the athical
implications of history
can Inform us of

our responsibilities
to remember

and respond to
contributions,
sacrifices, and
injustices of the past.

The Ethical
Dimension

lmws

Our understanding
of history can help
us make informed
judgments about
CORTEMpOTAry issues,
but only when

we recognize the
limitations of any
direct "lessons” from
the past.

Cur judgment of historical actors should always be tempered by an
understanding that their beliefs shout what is right and wrong might vary
markedly from our own beliefs. Sometimes acknowledging a worldview—
such as the racist worldview of European and Morth American sodeties in the
time of slavery—can help us understand (though not condone] the actions of
slavers and plantation owners.

Remembering and Responding

Educators can help students grapple with the question of how te respond to
the oblipations that the pastimposes on the present. In one sense, the writing,
publication, and reading of Hill's novel are all the fulfillment of such an obli-
gation. Educating oneself to more thoroughly understand the athical dimen-
sions of an historical period is ane form of response. Reading an engaging
novel is not the same as building a monument or paying reparations, but it
exists on the same continuam, So does the teaching of the Atlantic slave trade.

In other words, there are a variety of ways to meet the obligations that
the past imposes on the present. These include becoming more informed so
that ene can remember, informing others, memorlalizing, and taking action.
Learning and teaching about the past helpus gainan historical consclousness,
which enables us all (citizenyy and governments) to make informed decisions
ahout what our obligations should be, Making these decisions in the absence
of histarical understanding iz either irresponsible or impossible.

THE RESPONSE CONTINUUM
Rem&mbering> gfl_lc::zing :} Mﬂmnrlallzin-g> :act‘ii_::"g

Figure &.5 The many ways of meeting owr obégations to the pastall ke on 0 continuiam

History: A Continuum
to Which We Belong

In the classroom, the ethical dimension opens students’ eyes to a crucial way
iri which past experiences can shed light on present-dayissues. Knowing about
the history and human experience of the eighteenth-century slave trade, for
example, supplies students with an ctherwise inaccessible perspective on race
relations in Canada today. Students should be discouraged from trying to see
a direct “lesson” comparing racism in the era of the slave trade to racigm in
present-day Canada (which, of course, is not a slave-holding society). Yetafter
studying The Book of Negroes, students come away with a more nuanced and
eomplex undarstanding of historical interracial tensions than can be supplied
by the Historica-Dominion Institute’s Heritage Minute vignette that presents
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Figure &.& On Movernber 14, 1998, 14-yearold Reens Virk was swarmed and murdered
undlera bridge in 3aenich on Vancoyver [sland. Sixmdnths fatér, shudents from Frank Huart
agoondary School in Surrey, British Columibis, responded 1w Virk’s death by pedorming " The
ahort Life-and Lonoly Daath of Reena Virk." The studernts’ drama sstructer, Tirm Tryliski,
said, "We want 1o cast sorme light Into the dark crevices of the human condition.” s what
ways could staging a play ba 3 way of both mmembering and responding to this case of
axtrarme bulbsng?

Cauncasian Canada as an unalloyed salvation for those who fled slavery via
the Underground Railroad, It might also help students take more serlously
the work being done in the present to overcome the legacies of racism and
discrimination

By developing awareness of the ethical dimension of history, students
develop an historical consciousness that allows them to participate in social
action with a more informed understanding of the connections arnang the
past, present, and future—they will be aware of the past and more able to apply
msights about how to live together in a peaceful, tolerant, humane society.
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Generating Powerful Understandings

of the Ethical Dimension

Use the lessons and activities in the second half of this chapter to enable your students to move from
limited to powerful understandings of the ideas embodied in the guidepasts.

B Guidepost 1 Authors make implicit or explicit ethical judgments in writing historical

narratives.

DERADMSTRATION OF LIMITED UNDERSTANDING
Studant reacls aecaunts fior infarmation and has
difficulty “reading between the lines” to sae the
efhical posticn of an guthor orcreator ina vanaty
of medis,

DEMONITRATION OF POWERFUL UNDERSTAMNDING

Stuclent recognizes both implicit and explicit ethical
stanees in historical namatives in a vasiety of media

ferigy, Filems; mssaum axhibis, books),

. Guidepost 2 Reasoned ethical judgments of past actions are made by taking into account the

historical context of the actors in question,

DEMOMSTRATICN OF LIMITED UNDERSTANDING

Sielent makes unsupportad judgments about the
actions of people inthe:past

DEMORSTRATION QF POWERFUL UNDERSTANDIMG

Student uses his or har knowladge of historical
eontaxt io make reasoned ethical jpdomants #baut

eantioversial actions of pecole in the past

contemporary standards of right and wrong on the past.

DEMONETRATION OF LIMITED UNDERSTANDANG
Student maokes athical judgrments skout the actions
of pacple in the past Based on present-day ballals

and mares:

- Guidepost 3 When making ethical judgments, it is important to be cautious about imposing

EERSCIBSTRATION OF POWERFLUL UNDERSTANDING

Student is cautious about Imposing contemparary
standards of right and wreesg when making an ethical

judgmart about the past

CHEMORSTIRATION OF LIMITED UNDERSTANDHRG

| Whan comsidering historicel sacrifices and injusticas,
gtusdent’s reaction tokes one of wio extremss: g@ither
sieing o elevance 10 the presam or dentifying
totally with orsside in the satnfice O Injustice.

/
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. Guidapost & A fair assessment of the ethical implications of history can inform us of our
responsibilities to remember and respond 1o contributions, sacrifices, and injustices of the past.

DEMONSTRATION OF POWIRFUL UNDERSTANDING
Studdert mskces fF assessmaents of the ethical
impdicaticres of histonest ackions, and oies those 1o
determine our responsibilities 1o ramamber and
respond to fhe coniributions, sacnfices, and injustices

of the past.

the past.

DERONSTRATION OF LIMITED UNDERSTANDIRNG

Swudent fails to-considsr links fo-current ssues. of
draws pverdy simple lessons from the past

. Guidepost 5 Our understanding of history can help us make informed judgments about
contemporary issues, but only when we recognize the limitations of any direct “lessons” from

DEMONITRATION OF POWERFUL UNDERS TAMNDIMNG

Srudent uses historical accounts to meke informed
Judgments on contemporary issuns, whils recognizing

the limitations of “lessans” Fom the past

o
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DIMENSION

Introducing the Ethical Dimension

The textbook seems an unlikely starting place for introducing the idea of an
ethical dimension in interpretations of history, Many students see it as the
ate true story; many teachers treasure it as an accessible source of necessary
background information. When teachers are new to a course, it can b a life-
boat not to be tipped, Yet historical thinking requires us to see the textbook
as just one possible source to understand the past and it, too, can be read
critically. Solet us rock the lifeboat of a Canadian history textbook a little bit,

ACTIVITY: When Is a Textbook Like a Movie?

Begin by considering ethics in the movies {or other medium with which
students are familiar),

+ Ask students to think of a movie they have recently watched, and pose

questions such as these:

— Did the movie have heroes and villains? Were they claary good and
bad, or did the hero have some Aaws and the villain have a “pood side™?

— Did you care more about some characters than others right from
the start? Why was that? Was there an imbalance of power among
the characters? How did it affect your perception of the characters?

- Was the mowvie trying to share a message, 2 lesson, or even a moral?
If 30, what was it?

« After students share examples, explain that when a flm director

HEL

portrays characters and actions as good or bad, powerful or weak,
sympathetic or disagreeable, the film is communicating ideas about
ethics—I|deas about what is right and wrong, The director can
comimunicate to us that a character is "goed” through the charac-
ter's appearance (e.g., pleasing, atiractive). A slovenly character who
scawls is “bad” Likewise, a character who steals a car seems bad if
ominous music 15 playing in the background. But if a bumbling but
attractive character steals a car while perky music plays in the back-
ground, he or she may be doing a *bad”® thing but is probably *good.”
Often "bad” acdons are not rewarded, but “good” actions are. Many
movie plots revolve around ethical dilemimas that are resolved in a
way that satisfies the audience, reinforcing our beliefs and values. The
value judgments inherent in a movie may be obvious and clearly delin-
eated ar merely suggested and complicated, bat they are usually there.

PURPODSE

To identify athical positions in
baibaaks

MATERLALS

= pasasge from curent histony
testhiook that includes &
ethicsl pesitton to display

* BLM 6.1: Spotting Ethical
Positions (1 per student)
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PURPOSE
Ta idantfy judgments in
tisxtbooks

MATERIALS

* BLM 6.2: What Is the Ethical
Pesition? {1 per studant

DEMONSTRATION
OF POWERFUL
UNDERSTANDING 1

Student recognizes
both implicit and
axplicit ethical
stances in histarical
narratives in a varnety
of media (e.g., films,
mibseum exhibits,
books).

« Azk students, "Does a texthook also have an ethical dimension or is
it factual and neutral, just telling what happened?” Explain that they
will investigate this question by examining several textbook accounts
af the filles du roi. Provide a contemporary account of the filles du roi
from a current textboolt in your classroom, if one is available, go that
students do not get the impression that ethical positions are only
characteristic of older textbooks, or textbooks used in other places.
Display the current account, or pass gut the textbook, along with
BLM 6.1: Spotting Ethical Positions. (Of course, you may instead
wish to choose different topics and accounts that better fit your
curriculum.)

= After students have finished considering the thres historical accounts,
discuss your criginal question again with the class: Does a textbook
have an ethical dimension, oris it factual and neutral, just telling what
happened? Ask, "If it does have an ethical dimension, is this position
always clear? Why is it important to be aware of the ethical dimension
in a texthbook?”

ACTIVITY: Ethical Judgments on the

Atomic Bomb

Distribute BLM 6.2: What 1s the Ethical Position? to each student. Before stu-
dents read, remind them to source each passage, that is, identify the country
of origin and date of publication. Ask students, "How might this information
have influenced the ethical position expressed in each text™ Then direct stu-
dents to read the passages and underline phrases and sentences that might
reveal each author’s message or ethical position, This step will help students
answer the questions on the blackline master.

- w

Teaching Guidepost 1

Explain to students that ethical judgments, or positions, about historical
actions are decisions about the rights or wrongs of those actions, based on
principles such as honesty and loyalty. We can make many kinds of judgments
about past actions; for example, we can make a political judgment that the
Chinese Exclusion Act of 1923 was popular with many Canadians. However,
the judpment becomes an ethical one when we apply 2 value such as fairness
to decide whether the government was right or wrong to pass the act,

A ey for students to understand the sthical dimension of history is to rec-
ognize that history always involves interpretation, no matter the medium.
Films, historical novels, poems, paintings, songs, museum exhibits, and even
ohituaries are created by individuals who have interpreted the past and so hold
ethical pesitions about historical actions. Through their respective medium,
people convey these ethical stances, either explicitly—they are stated—or

e 22
implicitly—they are implied. Ethical positions may not be explict for various
reasons. For example, the author may not realize that he or she has a position
and is conveying it, or the author may believe his or her position is one shared
by the audience, so it would be redundant or condescending to state it.
1868 The Big S Historical Thinking Concepts MEL
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To anahyze the controvarsial
nature of 3 musewm exhibit

KMATERIALS

* BLM &.4: Ethical
Controvarsy at the War
Flussum i1 per stiidant)

- Historical displays in the public sphere: If the previous option is
not possible; students can study historical displays in shopping malls,
libraries, or even the school hallway

* Online exhibits: Alternatively, atudents can look at the Virtual
Museum of Canada website, ™ which has more than 750 exhibits, or
the Heritage Fairs website for ideas on Heritage Fairs projects.*

During the trip, whether actual or virtual, guide your dass through the
guestions in BLM 6.3: Message in the Museum to help students recognize
the ethical stance.

ACTIVITY: An Enduring Controversy

Invite students to consider another exhibit, An Enduring Controversy, which
opened in 2005 in the Canadian War Museum. It focused on the Allied
bombing of Germany in Waotld War 1. Bxplain to students that the institu-
tion was well aware of the controversy of the topic. Some 10000 members of
the Canadian airforce died in the campaign, as did hundreds of thousands
of civilians. Many pecple questioned the rights and wrongs of the bombing.

+ Give a brief summary of the exhibit and introduce the inguiry ques-
tions {also Included at the top of BLM 6.4a; Ethical Controversy
at the War Museum); "What was the ethical position of the War
Museum exhibit on the Allied bombing? Did it support, condemmn, or
excuse the bombing? Wasit respectful to those Canadians who flewin
the campaign?"

« Provide students with the blackline master. Ask them to read the orig-
inal text, the explanation of the exhibit visuals, and the quotations,
with the exception of the final section, The Fallout.

+ Then ask students to analyze this exhibit by categorizing the phrazes
and images into three columns; using a chart modelled on the one
shown at the top of BLM 6.4c: Ethical Controversy at the War
Museum.

+ After students have completed the chart, return attention to discuss
the inquiry questions at the top of the blackline master.

» MNext, ask them to specuolate: How might this exhibit be judged by
visitors to the muséum? Might anyvone take offence at this exhibit?

« After heanng their opinions, tell students that although the museum
consulted both weterans and prominent historians while devel-
oping the exhibit, the exhibit did, in fact, provelke offence, even
outrage among many other veterans. This led to a Senate inquiry.
The “enduring controversy” was truly enduring.

« Ask for students” opinions about whether, in the face of this outrage
and intense lobbying by veterans' organizations, the muzeum should
have changed its exhibit or stuck to its interpretation.

13 Canadan Hanfaoe indosmaton Matwide, 200, Wirtual Musesum of Canrda Rotnmead broem hiopeo favan
ML wIuE-virualmusaprmcsnind e eng jep

14 Thae “Fan Yowar Fair® Gnk ol Tamacle s Hatony for Kics (2002 aFows studencs 00 connect with iedional
hirnams fair Aciews Caaca. mosd-of which t=atire phosograshs o sioent ol shatand frajacm mi Sl
caradashiptorgea KicsHemtnge sps
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» Ta wrap up consideration of this exhibit, explain to students that
after the controversy raged, the exhibitors relented and revised the
text of the exhibit panel. Students can read this revised text in the
section The Fallout on BLM 6.4c: Bthical Controversy at the War
Museum. Ask students to compare the before and after versions and
discuss which is mere appropriate, and why.

» To extend this activity, ask students to investigate the controversy
related te a Smithsonian exhibit about the Encla Gay.

Teaching Guideposts 2 and 3

To demonstrate the second powerful understanding, students must consider
the values and beliefs of the past, as well as the political (or other) factors
at play. before arriving at a reasaned ethical judgment about a controversial
action in the past. The actions that invite an ethical stance are those that
hold resonance today——actions that shaped the collective identities of groups
today and those that have clear consequences in contemporary soctety.

Historical context of the time of the action can help us better understand
how people acted in the past and thus make a reasoned judgment of their
actions. The generic inquiry question for this is straightforward: “Did X
(eontext) justify ¥ (action}?" For example,

« Did the legal history of rejected land claims justify the Mohawk
actions at Ola?

« Did the fear of American expansion explain or exouse Macdonald’s
actions in the Morthwest Resistance?

To answer these inquiries, students must demonstrate the third powerful
understanding, that iz, not imposing contemporary ethical standards on
the past. This could also be addressed more directly with follow-up questions
such as tha following:

+ This {e.g., child labour or judicial torture of the accused) was common
at the time. 50 how should we judge this practice as we look at it
today? Should we excuse it, condemn it, or do something else?

ACTIVITY: Controversy over the Deportation
of the Acadians

Traditional debates can be fun, and many students like the competition.
Other students, however, participate reluctantly because of the anxiety they
teel in conflict situations. Introverts may have plenty to say, but express little

DEMOMNSTRATION
OF POWERFLUL
UNDERSTANDING 2

Student uses his or
het knowledge of
historical context to
malke reasoned athical
judgments about
controverdial actiong
of people in the past,

ST

DEMONSTRATION
OF POWERFUL
UNDERSTANDING 3

Student Is cautious
about imposing
contemporary
standards of right and
wrang whan making
an athical judgment
about the past

PLURPOSE

To cansider histoncal contaxt

of it in a debate. 5till others develop a defensive adherence to their position while awaicing imposing
when criticized and may show little intrinsic interest in the topic. In other m“:ﬁ‘im"'m”m of
words, traditional debates may lead to defeat rather than di.scm:r}'. gt g
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MATERIALS

* BLM &.5: Developing a Fair

Ethical Judgment
[V per stedent)

TEACHING TIP

Provide the followlng
Quidlelines Fus students o
gunarats gocd Sruments;

* Criticize ideas, not people

* Listen, gvgn when you
|:||=-u.5nn-|;l.

* Try to understanc all sides
of the [ssua,

# Bo willing to change your
mind if the suncance
COMUNDES Yokl T o ge,

& Gy for the bast decizion,
not wictdry,

A creative controversy offers an alternative approach through a small-group
format that stresses criticism of ideas, not people, and encourages apen-
mindedness. Two paire of students study two sides of an argument, pressnt
their positions, switch roles to argue the other side, and then drop their roles

to prepare a Common Ieport.

The following creative controversy activity explains how you can use this
procedure te guide students to consider context and historical perspectives in
order to make a reasoned judgment about the ethics of deporting the Acadians
1755, and avoid imposing contemporary ideas of right and wrong,

« Distribute BLM 6.5: Developing a Fair Ethical Judgment, and read
aloud with students the first section, "What Happened,” for a brisf
outline of the situation.

= After giving this introduction, write this inguiry question on the
hoard: “Was the deportation of the Acadians a crime against humanity
or a fair measure in time of war?" Provide a definition for crime against
humanity or establish one together with the class. Before explaining
the procedure for a creative controversy, ask why a question such as
this' might still be important today, s0 many years after the event
{the continuing tension between francophones and anglophones in
Canada, the position of francophones in Confederation, the continued
strong identification of Acadians today with ancestors who were the
target of the removal). This discussion establishés the contemporary
significance of making a judgment about the ethics of evenis that
occurred years before.

« Establish some guidelines for a good argument.

« Divide the class into teams of four, and then subdivide these teams
into two pairs. Assign the first pairs Position 1 and the second pairs
Position 2.

* Qutline the following steps for the creative controversy activity:

- Teams separate Into pairs to read their handouts and prepare their
positions.

- Each pair meets with another pair who shares the same position as
them in a new group of four (or six, if numbers warrant it} to rank
their arguments in order of importance.

- Pairs return to their original teams to present their positions. They
advocate and refute arguments in an open discussion while you
moenitor, ensuring that students follow the guidelines for a good
argurient.

- Pairs switch the positions they are defending (e.g., the Position 1
pair now defends Fosition 2}, and vepeat the whale process.

~ Teams drop their aszigned paints of view and try to reach a commeon
decision. Teams report to the class and explain their reasoning,
[Note that one of the two sides in this controversy has more points
than the ather. Some students will assume that this makes it the
better argument. Monitor the discussion to see if this is the case
and explain how this strategy iz unreliable for ethical judgment.)

190 The Bag Six Historical Thinking Concepts nm
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» Teamns reflect on the group process with questions such as the following:
— To what extent did we follow the guidslines of a good argument?

- What could we do better (if anything) in the next group discugeion
of a controversy?

» Inaconcluding discussion, ask students to consider the role of contaxt
and shifting ethical standards in deciding on this issue, and discuss
once more the relevance of the issue today:

— How did the historical context influence vour decision about the
actions of the British?

- Did your knowledge that standards of right and wrong have shifted
over time influence your decision? If they did, in what way(s}?

— Why do we care, if we do, abourt right and wrong (i.e., the ethical
dimension} in this case? Why aren't we simply trying to under-
stand what went on?

Thiz creative controversy activity can be followed with an inquiry to develop
the Demonstration of Powertul Understanding 4 about how we should
respond to the past. For example, *How should we remember the deportation
of Acadians? or “What would be an appropriate commemoration (8.g., song,
poster, monument) to recognize this event?” As an assignment, students
could choose the most appropriate commemoration from the selection of
monuments: and works of art on the University of Moncton website
1755: L'histoire et les histoires.1® (Note that in 2003, the federal government
adopted a Royal Frodamation making July 28 the annual day to commemo-
rate the Great Upheaval.)

Teaching Guidepost 4

These broad inquiry questions can guide students toward the fourth
powerful understanding:

« Whar heroic actions/contributions/sacrifices/tragedies deserve to be
rememberad? How should we remember them?

+ How should we judge each other’s past actions? What obligations does
my group owe to others or do other groups owe to mine? How should
we fulfill these obligations?

Although the words ethics and morals do not appear in many curriculum
documents, both teachers and students expect to celebrate the good and con-
demn the bad that we discover in the past. We celebrate Mellie McClung's
fight for the vote for women; we condemn the Nazis; we commemorate the
war dead at Remembrance Day. In answering the inquiry questions above,
students become more aware of the decisions behind these celebrations, con-
demmnations, and commemorations—they begin to coms to terms with the
past, Answering these questions can also be extremely engaging; for example,
students are fascinated by ropics that involve the unfair treatment of people

iy the past.

1% Conkw Fotides aoedenees, Unieeegid de Moncron, [0 Ubetore of lee heeoesa, 1755 Shares
it fiweand umoncton. ca’'cdoce sfudacnd! 17 35 inde cim T oen e Féda ngeen Bty iy

DEMOMNSTRATION
OF POWERFUL
UNDERSTANDING 4

Student makes fair
assessments of the
ethiczl implications
of histoncal acticns,
and uses those

to determine our
responsibilities

to remember

and respond to
the contributions.
sacrifices, and
injustices of the past.
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ACTIVITY: Responses to the Ukrainian
Canadian Internment

« Azl students a series of questions that moves them from considering

personal obligations to considering secletal obligations to the past: m
= Hawve vou ever done anything harmful to eomeone? To maka o fair sssessment of
— Canyou think of a time when someone really went out of his orher ;hwmﬂﬂmﬂjﬁnf an
B . [ ction, and to choose
way, or made a sacrifice of some kind, to help you? P S e

— Do you feel, or can you imagine ever feeling, that you owe a debit
of some kind to anyone? (At this point, you may wish to introduce
the concept of debt of memory-—an obligation to remember what
happened. )

~ How long might a feeling of debt last? Could it ever pass down from
one generation to ancther and so on, from your ancestors to you?
For example, if your grandparents passed along property to you
that they had stolen from someone years earlier, would you feel
indsbted to the people whoze land had been stolen? If a religious
group gave your grandparents assistance when they immigrated to
Canada, would you owe a debt of gratitude?

— Could a government owe a debt to someone or some group for
actions the government took in the past?

+ Describe the internment of 4000 Ukrainian immigrants and Canadians
of Ukrainian erigin during World War [ from 1914 10 1920, Another
B0 000 Ukrainian immigrants and their children were registered as
“enemy aliens” and required to report regularly to the police. Hereisa
summary of the context:

Drering World War I, Canadians were beginning to fear “"enemy aliens”—
peaple from countries, regions, or empires that were Canada's enemies
during the war. One of those eneviries was the Austro-Hungarian Empire,
and the kraine was part of thar empire. Yot most Ukrednlans had acti-
ally fled their homeland. They had mo loyalty to Austria-Hungary, Many
Ukratnian immigrants and Canadians of Ukrainian origin bad joined
the Canadian army. They were interned, not because of anything they
had done, but because of where they or their parents had come from, In
addition, they were put in isclated camps in often harsh conditions, and
muatry were used for forced labour. Beginning in 1985, some Ukraireicr
Canadian community groups sought official acknowledgment of this
internment and redress for an histerical wrong.

+ Introduce the inguiry question for this activity: "How should the
federal government, acting on our behalf, respond to demands for
redress for the internment of Ukraindan Canadians in Werld War 17718

» Before deciding on the ethical implications of what ocourred, students
should conduct some research to find out what happened and the his-
torical context; including the values that were current at the time.

18 Thit namative ran slen be peredannlied By basieag I g the sleey ol 3 Ueanan Canadean savebod, sudl 5
Ftory Mlanoo Hazkets She waa born it Wental bug interna with her family when shie voes s y2an ol &t
Spirit Ladee in Adusbi, Dubar. Sea Tearneript of CBC Radio (000, hovemiper 241 The Currenl REffeid dom
Ito e uoe . cefHO T At nererigt-ol-chradtdertins cudant e n owrmb e BO0T  the-ykrsminn-canac are
facrag- o e S minutes wagh -arna-mari s ramasadll
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Flgure 6.7 Recent monuments that celebirate heroic deeds mflacta changing serse of histos
ical significance, Exampfes are the Wamen Are Persons! monament in Winnipeq, Manitobs
shewn on page 111 and Allison Saars Swing Low statue m Harlem, Mew York, shown hers
It is the centrepiece of a memonal v Harriet Tubman hwhio = featured in the-activity Who or
What Makes Historlcal Change? on page 123), A class dsoussion of this photograph could
ernphasize amention to the detsls [Tubman's stance and expression, the emenging faces ob
her skirt, the base with a quili-like pattem, the three-metre heighty, What dio ey commuine-
cate? What message s the ertist sending? How does this mamaoniad connect today's sochety
withi the past?
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+ Before deciding on the ethical implications of what ocourred, students

should also consider the possibility that we might be imposing our

present-day valises on the past. When we look back at the internment,

we might see it ag a violation of our values. But was it a violation of

the aixl:l:tti:d values of wartime Canada in 19147

Tell the class that even if they do not feel strongly about the past

imjustice, you want them to consider what would be an appropriate

response, if any, for those who do.

Explain to students that answering several questions will help them

decide whether or not to respond to a past injustice:

- Do we have a responasibility to the victims and their descendants
that has endured over time?

~ Should we accept that we cannot change the past, and move on?

- Should we, through our government, respond at all?

The next step is to decide how to respond. Peint out the lobbying by

Ukrainian Canadian community groups for redress. Begin by consid-

ering the following questions:

- If we do have a mesponsibility, what would be an appropriate
responge?

- Should we simply offer an apology?

— Should we compensate the descendants of the victims, but in so
doing require a generation that didn't do anything wrong to pay for
the injustice?

« Mext, establish with students criteria for determining a response sim-

ilar to the following. For example, the response should

- be fair to historic victims and their offspring

- not impose a burden on present-day citizens who may be innocent

of wrongdoing

- serve a useful sodal purpose

Introduce these four possible responses that the federal government

could make to the eriticism of the World War §internment:

1. offer financial compensation to any surviving victims and their
descendants

2. astablish a memorial to the victims, or a memorial day

3. provide education programs in the name of the victims to fight
discrimination and promote human rights today

4. recognize the injustice but offer no concrete response

You may wish students to use Corners—a cooperative learning

structure—to decide which of these responses would be best. In

Corners, you explain the question and the four possible eptions and

place a sign representing each option in a different corner of the room.

Students choose, and record, the option they favour and then move to

the corresponding cormer. In the corner, students team with a partner

to discuss their reasons. In a follow-up class discussion, ask pairs of

students to paraphrazs what was =aid between them.

« Ask students if they have any other possible government responses

that meet the criteria for determining a response.
Rewveal to students that, in 20035, the federal Parlament recognized
the Ukrainian Canadian internment az a “dark chapter” in Canadian
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DEMONSTRATION
OF POWERFUL
UNDERSTANDING 5

Student uses
historical accounts
to make informed
judgments an

contemparary issues,

while recognizing
the limitations

af "lessons” from
the past.

history. It passed an act in which it “expressied) its deep sorrew for
those events” and made plans for the development of commemora-
tive plaques and educaticonal resources. It did not express an apology.
(The Ukrainian Canadisn community had not acked for ane.) [n 2008,
the federal povernment established a $10 million fund for memorials
and educational exhibits about the Ukrainian Canadian internment,
Ask students to share their responses to the government’s actions.

Teaching Guidepost 5

There are so many, many similarities [between the present and the past],
but we're ahways imprisoned i we try to make it a one-to-one comparison.”

—Documentary flmmaker Ken Burns comparing the United States
irt the Prohibition era to the United States today

Why study history? Many people, both children and adults, say that we should
study histary to learn lessons from the past. The philosopher George Santayana
famously said, “These who cannot remember the past are condemned to repeat
it.” This leads us to ask what kinds of guidance, if any. the past provides for the
present. Physicians collect histories of their patients’ diseases to make better
diagnoses. Generals study old wars to prepare for the next war, Stockbrokers
and weather reporters are also keen to learn lessons from the past to help them
make decisions for the future. But historians, ess so,

According to many historians, the innumerable dynamics and comblna-
tion of causes from each time and place make it impossible to synthesize the
past into clear “lessons,” History is too messy. They point to examples of self-
serving or lazy analogies between the past and present. One famous example
of this was the use of the "Munich analogy” to justify military action against
Irag. According to the American government, appeasing Saddam Hussein in
2003 would have had the same conzequerice as appeasing Hitler in 1938, Was
the comparison fair? The analysts in the American government made little
effart to see whether the policies and positions of the two dictators and the
balance of power were comparable.

Although it is true that many so-called lessons stem from self-serving or
lazy thinking, there are some regularities in history that can be helpful to
guide our actions: Just as we find it beneficial to use past personal experience
to make personal decisions, it can be helpful to use historical events and expe-
rience to guide larger questions of policy and action. For example, in 1939,
almost everything that the Canadian government did was borrowed from
experience in World War I a board 1o control inflation, crowm corporations
to prevent profiteering. and skillful finessing of conscription by Mackenzie
King History does matter.

rGied i Do, J (20T, August 2 The battk af Prohibitvon was fusllsd by ihe fsar of & new Smenca
Tha Gioks soa Mall p B2,
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However, we want students to have a nuanced view of history's lessons.
There isa middle ground between a denial that history provides any lessons at
all and a certainty that history alwaye offers obvious and direct leszons. There
are no hard and fast rules to learning lessons from history, but there are the
virtues of history emphasized throughout this book:

= acommitment to a therough examination of as much of the relevant
evidence as possible

« a critical approach to all sources

+ anhonest assessment of the limits to our certainty in our conclusions*”

We share Margaret MacMillan's thinking: “to use it, enjoy it, but handle his-
tory with care,”™

The overarching inquiry question for learning cautious lessons from the past
iz, “What kinds of guidance, if any, does the past provide for the present?” The
question could be rephrased to more directly address comparisons: “In what
ways are the svente and actions of X comparable to events and actions of ¥
today? What can X teach us to help male sense of Y77 It could also be made
more engaging by rewording Santayana's principle; "Are we condemned to
repeat the past? Or could we learn something?”

Using the past to understand the present begins with a comparison, and
comparisons are familiar territory for our students. They begin comparing
very early in their schooling, when teachers ask them, for example, o com-
pare the lives of the picneers with the lives of the First Nations of the time
or with their own lives. By secondary school, history exams feature ques-
tions that begin with "Compare and contrast....” But just because territory is
familiar to students does not necessarily mean they will travel skillfully over
it. Comparing the past with the present demands considerable knowledge of
both the past and present, as well as systematic reflection on what 15 worth
comparing and what is comparable,

ACTIVITY: Comparing Natural Resources

Industries
» Intreduce this actvity with a comparison from students' lives; for
example, ask, "How mizht your experience last year at schoaol help you
understand how to deal with similar situations this year? What hap- To wse an histonical account to
pened last year that was similar to this year that you could learn from?” make an informed judgment
- Pause to see if students can suggest points of similarity. 1f not, EKE O S

give them prompts such as; "Did you leam anything about how to
deal with your teacher? with friends? cliques? school work? sports
teams? clubs?” Ask students to share their thoughts, but be sure 1o
probe with care as some students may have had recent painful or
negative experiences.

W ddapted 3om Sheshan, 1 1 P00 How do we lasm from restory? Pespectves Oifine, d3[1), Retnsgdd
trcm Fritof e historiane orgfperspe chives fusie s FO0ANTEN 150 pre dcfm

15 ftachillan, B4, (2008 The ceesand sboses of siory lp. 1871 Tonamta: Viking
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- Mext, ask students to make some general statements about learning

from the past that you might refer to later “How can we hest learn

from experience? What are some advantages in laoking to the past for

answars of guidance? What problems might there be? Can we learn

leasons from the past?”

The next step is to use some of these personal examples and insights

as referenice points for an academic topic. Explain to students that, in

the upcoming activity, they will be doing something similar— thinking

about how best to use the past to inform the present, but they will be

comparing two controversial issues instead of their own past experi-

ence. Because most Canadian curriculum documents and textbooks

have learning cutcomes about sustainability and depletion of natural

resources both historical and current, we will use the depletion of

the Atlantic cod stocks to inform a powerful current controversy: the

Alberta oil sands.

it iz desirable for students to have studied the Atlantic cod fshery

beforehand. Here is a brief sunimary:

— For over 400 years, the cod fishery was a sustainable industry that
gave a livelihood to thousands of paople on the east coast of Canada.

- Foreign fishing fleets overfished the offshore cod, especially factory
ships in the 19605 and 1970s,

- In 18977, Canada declared authority over fishing up to 200 nautical
miles (370 km) offshore.

— The federal government modernized the fleet and subsidized Bg
companies to increasa fshing.

— There was strong political pressure from some groupa to build the
fisheryindustry—Newfoundland was poorand needed emplayment.

- The scientists of the Department of Fisheries and Oceans (DFO)
set limits on fishing but, in retrospect, the limits were too high.

- The DFO ignored wamings from the local inshore fishers about the
declining catch of cod.

= In 1992, the federal government declared a moratorium on cod
fishing because cod stodks were seriously deplered.

= The cod stocks have yat to recover, and most experts think they will
never came back.

Brainstorm with students what might be some possible ethical les-

sons we can draw from the history of the Atlantic cod fishery to apply

to ethical issues related to the Alberta oil sands industry. For examgple,

— Mew technology can lead to over-exploitation of a resource.

- Governments should listen to the locals.

- Governments should be careful about subsidies.

- Even scientizts make mistakes.

- Environmental damage can be forever.

- Greed gobbles guppies (and other fsh).

Poge your inguiry: "What can the history of the Atlantic cod hshery

teach us about issues related to Alberta oil sands development?” In

other words, which of the lessons you brainstormed might apply to

the oil sands, or are the two cases just not comparable?
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= Be sure to have ample resources available about both the Atlantic cod
fishery collapse and the mining of the Alberta oil sands, since bath
topics are complicated (and politically charged).

+ If etudents are quick to make judgments, review ideas such as the
importance of a wide range of evidence, the critical look at sources,
and the limits to certainty.

= Focus on the features of the collapse of the cod fishing industry that
have the potential to cast light on the development of the oil sands,
You may wish to create a chart stmilar to the one below in Figure 6.8,
to help guide students to make comparizons az a whaole clags or in
amall proups.

= Asstudents research sources of information, pause at various points
to consider the rellability of these sources and to reflect perlodically on
the inquiry question: "What can the history of the Atlantic cod fishery
teach us about issues related to Alberta oil sands development?”

= At some point, pose the more general question, "What insights does
comparing the ongoing oil sands development with the collapse of the
Atlantic cod fishery in the past give you about the challenges of trying
ta learn from the past? Relabe students' answers to the earlier discus-
sion about learning from experience in their personal [ives.

As a culminaring task for this comparison, students can write a letter to the
prime minister expressing their opinions on the oil sands, including compari-
sons with the cod hshery collapse. Alternatively, you may wish to stage a “hot
seat” activity as described on page 161, Students could take on the roles of the
premier of Alberta, an ol company executive, an oil rg worker, a Chipewyan
fisher, an environmentalist, and a government economist.

Similarities between | Differences between
the cod fishery and oil | the cod fishery and oil _
Feature sands development sands development Possible lessons

Rale of governmaent

Economy

Seience and
technology

Enviranmeant

Figure 6.8 The history of the Atlantic cod fishary has both similarities and difierences with the
current Alberta ail sands developrment

HE Crapkar & The Etivcal Cmensicn: 1989



To consolidaté thinking sbout
hioe we shawld rermember and
raspond tor the pest

MATERIALS

= BLM &.6: Assess a
Memarial [1 par student]

* BLM &.7: Croate a
Memorial (1 perstudent)

Consolidating Understanding

This consolidating activity invites students to grapple with the ethical issues
about the past’s presence in our lives today and to develop a personal stance—
that is, an historical conscipusness.

ACTIVITY: Memorials and Monuments

The activity has two parts. The first part, Assess.a Memorial, consolidates the
first powerful understanding—recognizing an ethical stance—and reflects on
how the memorials creators have remembered and perhaps drawn lessons
frorn the past (our fourth and ffth powerful understandings.) The second part
of this activity, Create a Memorial, builds on the first part. Students make a
reasoned ethical judgment to choose a subject worthy of remembrance, and
determine what the most appropriate type of memorial should be.

As stated earlier, there are many forms for memorializing an event or person
trom the past. The wording for the following assumes that students will be
comidering a physical monument, but it could be changed to consider some
other form. For example, a particularly engaging activity of memorializing is
to have students help plan the school’s Remembrance Day ceremony.

There may well be a monument of some sort near the school that could be
used for the frst part of the activity, Assess a Memorial, Alternatively, in recent
years, spontanecus memorials have been created at roadsides where people
have baen killed in car accidents. [f students are familiar with one of these loca-
tiong, this may make a pood starting point to open the discussion. As well, a
wide variety of monuments are also displayed online.”” Alternatively, you may
simply assess the memorial Swing Low, shown in Figure 5.7 on page 194,

Assess a Memorial

Introduce the inquiry questions: "What makes & powerful memarial? How do
the best of them create the power 1o move us, make us think, or fulfill 2 duty
of memory?"

Dristribute BLM 6.6: Assess a Memorial and show or visit an appropriate
memorial, "Think aloud” with the class about how ta answer the guestions on
the blackline master, making links back to the powerful understandings.

You can use this activity to explore what should be the criteria for a pow-
erful memaorial, and have the establishment of criteria as your wrap-up to
the lesson. Alternatively, you may wish to establish eriteria at the ocutset.
Examples of appropriate criteria include darity of purpose, artistry of con-
struction, and wisdom or inspiration of message or lessan.

On completion of the chart on the blackline master, return to consider the
inquiry questions. Decide if this example is a powerful memorial and why,

£ The Facing Hizony and Curselves wabitn hie theughkoiul smig far studving memonsie snd ssompdes of
studei-croaed omas, P00, hemong higtary & resmoeiste - 2anioyed borm hiteswen? Iscirghiston oy
canpis'mamonsl. nsfHameTOpanFrameasat
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Show students other examples of memorials to assess in small groups and
independently, The maore memorials that students explore prior to creating
their own, the greater the possihility that they will create 2 meaningful
memorial.

Create a Memorial

Tell students they are going to expand on their reflections about history's
relevance to the present by creating a memaorial. School assembly, collec-
tion of historical fiction, or hallway display—the form will depend on your
teaching context, Distribute BLM 6.7: Create a Memorial. The gquestions
in this step-by-step guide will help students organize and complete their
projects efficiently, but you may alzo wish to refer to the project directions in
the Creating a Classroom Museum activity an page 5.

After they complete their design of a memorial in step 2 of the blackline
master, individuals should submit their proposals to you, Give feedback to
ensure that they have a fair and thoughtful plan.

Be sure to establish an authentic audience for the memarials, such as
amother class or parents and the principal {always a strategic choice). Building
some ceremony into the "unveiling® of the projects based on student answers
b step 4 can be an important part of the act of remembering and responding.

During the unweiling or at another appropriate moment, discuss the
questions in step 5 about the changing and often controversial nature of
memorials, and the overarching question of how learning history and paying
a debt of memory can help us ta live in the present.

Ask students to consider the likely responses of different audiences to their
monument. In so doing, they are challenged to think about how different
peaple today find meaning in the past, that is, an historical consciousness,

As with most projects, there are several possible pitfalls here,”! many of
which are extensions of the limited understandings described in this and
other -r_hapte-rs. Firat, students need to overcoms presentism and not impose
contemperary values on the past. Toward this end, they need to recognize
the distance between themselves and people of the past, and not assume that
they understand what "really happened” or how people “really fele”

A problem common to- many learning projecis is that students think the
memaorial should convey as much infermation as they can it on it They need
to be reminded that memorials are historical accounts and accounts are, by
their nature, selective. This project is not just researching and reproducing
imformation, nor 2 it trying to create a period piece, It i an interpretation
and needs an image or metaphor that responds to the focus question on the
meaning of the pazst for our lives today, such as the faces about to break free in
Harriet Tubman's skirt in Swing Low (Figure 6.7).

21 Far a mar’ eabeni e dioassion ol tha Banafin shd prokilors whly ranesdal prajacts, soe Duaaingh,
LD, & Manils, VB 0T, Decamiten), interdssiplirary Seam withm the hstory clissioom How the vl
ars cin evhance dor hincss) hisbarical endemtanding,. Teeching Higone 1249, 22-30
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Glossary

aceounis a narmative OF Story

agancy: tha pover ta act

ARACTHONIETT @ praclice of tachnology represested outside
of the timea period in which it mosted

caRE: B ection ar conclificn thet contributes ta a gl
ehange: an aharation; pessibly evolutionary enaion or
sudlden collapee, gradual buliding, or revolutionary wheaal
chronlele: & list of events’ 2 timeline

condition:a brosd wocetal, palitical, ecenomie, or cultural
ciumstance

condfuence: an outcome that resdt from aciions or
conckticns

construction of historical significance: making connections
amanrg ryvidence and themes to create meaning within an
histedcal narrative

context: the cimumstances at the time of the ceation of a
source; the society and behef systam in which the source
was created as well as the historical events taking place at
the tme

tontinuity: staying the same; an unintaruplied succassion
or flow

corroboration: crogschecking; comparing and contrasting
B OF O sowmes wWith an interpretation, wth the
Intantion of confiming ar refuting the interpretation

!:I_lht of mamory an olligathon to remember
decling: the enosion of condikans

diverse perspactives: the diflerent ways that varicus peopla
can wiew e histosc avent

durability! how leng & change losts

wthical judgment: adecision abaut the athics of an
historical action

evidence: what & source bacomes when it is analyzed,
thersby becoming pertinant in an hstorical inguiry
historical actor: 3 persen who exsstad in the past

historicel consclousnsss: mwareness of the lixks amang

the past, present, and future that prepare one 1o negotiste
the praRent

histarical perspective: the viewpoint of an historical actor
Irference: conchusion based 'an *reading batween the [ines?
of 8 soure

intarpretation: an sccount of the past reachad by making
inferences from sroes 3 sngle evantcan have multph
inieTpretations

making mferences: developing evidence-based sstimations
of the thoughts and feelings of historical sctors
perindization: the process of using themeas to divide history
it chunks of tirme with beginring and’end dates
parspoctive: a mental outiook influenced by workdvies—how
oni sRes and intarprats reality

presestivm: imposing the thoughts, beliafs, and valuss of
today onta historical actors

profundity: tha lavel of depth or intensity of a change
progress the betterment of gonditions

quantity: the numiber of people affacted by a chang=
rmgarat] o m.ah'ﬂg arnends for a wiang done
restitution: restoration or replecerment of omething
ke iy

solrce: & trace, mllc, record, written aceount. ol testimany,
archaealogical artifacy, or aven DNA, that is baing analyzed in
the course of an historical inguiry

soureing! asking quastions ralated 1o the creator of the
pource and the intended audience

structure: ancithar word for condition; specifically, the
sociatal, politics], econamic, and cultural conditions within
which actiors Play s

taking an histarical perspective; using evidence and
hasterical context 1o infer the thoughts and fealings of an
hstarical actar

tracol 3 scrap left over fram the past, anything from & meau
1o 8 telegram ar an emriail

unintended consegquence! a result that ks unexpectad, and
never planned for
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