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This paper is one of a series of ERIC/GhESS publications intended

- - college sccial studies curriculum The “tips" offered ‘here are i

«

. |

to giVe "ths" on teaching various\topics and disciplines. in the z[e- : ‘ ‘}
. \

|

tended to help teachers deal with both content and tea%hing strategies T L
- ' in American history courses. - ' ‘ v ; - : 3 .
\ L, The editorsband authors of this paper 'have found in their work Wlth* »
' history teachers that many--perhaps a majority-aare uncomfortable with
P y thé%extreme open-endedness to which much of the "1nquiry 1earn1ng" move-
ment has led. At the same time, these teachers do not wish to stay with; -
or return to, :the’ riyidly structured teaching models of yesteryear.
“They are searching for - approaches that combine varying measures of struc-

s * + # ture and of open-endednesg;in their teaching strategies, depending on . ¢

their desired objectives. ‘ . a °'Q
_1" It is thenpurpose of this paper to help teachers find a satisfactory s °
L structured inquiry" approach or range of approaches 7 The editors and v ’

_ authors describe several different 1earn1ng activities showing . differing
degrees and combiqations of structuring and open-endedness. At® the same
-

time, the 1essons described provade examples of how to 1ncorporate non-_

e traditional subject matter into the regular American history curriculum. )

a The chapters present ways to use 1deas and materials from disciplines - T
_other than history in teaching American higtoryetopicsz ‘ways to use com-‘ o
,parative data from other societies in illuminating 1ssues in Amerit%an B
history; ways to teach socia&Kgistory in addition to the: traditioJS\ ,

o: political .and economic “history of the United States; ways -to use 1oca14/ e &,“

history méthods and’ data within Ame'ican history, and ways to stimulate
students to-. develop théir skills in digging up information. -

A . _ We hope that many teachers Will find- some new and ukeful. ideas in

; '}
' - this publication. A new'lodk-at both content and .methods Ain° ‘the teaching

- . 3~ of\hmerican history may be particularly appropriate as a part of the - - *
Bl naﬁi;hal celebration and soul-searching that may agpropriately accompany <3

our Bicenténnial. . , : - . : - "‘ ’
. ' " Irwing Morrissett . .

- _ ~  Dirvector, ERIC/ChESS
- ' - »- Ezxecutive Director, SSEC - -
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WHY, AM I TEACHING TORY ANYWAY? {AND HOW SHOULD I TEACH IT?)
7 . ) by , Ce R
- Douglas Alder R - !
* - o, . . . / . . ,'

Check one:” =~
) T was good at it in high school. _ S
) 1 couldn\’t hack’ caldulus in collegé e e

) I'im needed here (making the_world safel
_for democracy) e T e

-

. ‘g . ’
. ,Students‘thrive on history. . a

. . ~ Other. Explain. Attach 'add'itional :
sheets as necessary. Includé biblio- - o .
graphy if you wish. . :

Now, if that is solved, how about which history? Of all :
the options, why teach Amemcan history? R .

- _o% I like it o
- "I‘he students* despérately want it.

4 S ..

-

LEPN

The parents demand ‘it. C S e T

- ... I am prepared to teach it. -

v a R > * . . - \ i

¥ A - ‘ The nation needs it\. < ‘\ ;

) -, other. Explain. Attach additie:nal sheets ~

P & e .+ as necessary. Include bibilﬁraphy .'ff

Sy T e you wish. ‘ , A U .
e _ . : : : @,

. hd - il
N . ’

These choices may elici&efreshing candor, or may simply be flippant.
They. do not reveal enough to satisfy the query, Why “teach history? ‘But
thgy do. invite "a more serious conqidex;ation of those two challenging ques?-'-'

tions. Secon chool h;story teachers are feeling this p.ressure and
need to decide w ether they real].y can justify the public support they ¥re
rec'-iving or would 1ike tS be receiving - v’ T -

So it is not heretical t%,ask, Should. the study of American history
K\required? Are legislators and board menbers, who guard that tradition,
solid ground? Can higtory teachers face students a‘nd themselves with

a rationale that is more than self-serving justification? L
‘Probably each history teacherchas tried his hand a¥ such".‘ questionsz.

~ . : . . v
. . .
Il

v ‘ ’ . 1” i. -

- - 00007 000G o=
: . v ¢ o o ] -
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_ ‘Occasional rethinking of what one . is doing is generally rewarding. SR
e e : - - o
. " . S Fhy Teach American History? -. ' ‘ .o

2 . et R Y -

<

It's Interesti ng . | : ' . ‘ ) : o

6 Repeated surveys of student receptiveness to the- school curricu]\.um
show history and social studies among the léast popular hf’gh school: courses.
How, then, cay we maintain that ‘mterest is .one of- history s virtues?
Historians and history teache;:s ,have personally experienced the grip of .»
adventure and insight found in history0 books and hjﬁa‘ribaquosearch. '
Like Engl“ien teachers, who preserve t.he classi?:"’s";ﬁ we \now there is great
, interest in history for those th get their feet wet--instead of just
standing on the shore - (throwing rocks) For evidence’, we mention that .
'history sells widgly as general adult reading. Nonfiction writing, heavﬂy
| historical, .is aﬂong the highest paid. ’I‘he Barhara 'ruchmans, James Mic.heners,
) - and their like command wide attention. Also history makes up much of the '
. confent for great theater and film. -History has proved itsedf to be a -
~ ° gripping and profound primer for-life. Our problem is, then, how to avoid
"killing the natural interest that’ students bring to.the cléssroom.

.. . - . o . - .

5 0 ‘ ' .
3 . L.
"It's Understandable - 3’;\ .
" History has the good fortune of sharj.ng an important conmonality with
students and laymen ..in English.ﬁ Our craft s ‘mode of communication is

" not R} specialized jargom rather, it is straightforward narrative language._ .
‘  Students can move intd this study withogt the vocabi:lary apprenticeship

. 'necessary to understand tlte social sciences. PO f s
;b’-." . L.t ~ f':_abv A ° “‘j'
_It s Very"l’ersonal o - . . . . , o
o Perhaps the most relevant issue facing teenagers in high school is
their own self-a'iareness. _With a little skill, “history teachers can help '
: students discover .that much of their own identities are rooted in the cul-

ture that has nurtured them. 'I‘hey have"inherited their: language, clothes,

‘politidal ideologies, meagurem&\t systems, architecture, .technology, rel’i,-
‘ ! . e - N o »: . Wt . - R .. .

-

0 ‘ .') r3 7 ) ) N ‘v' ‘v »
- . " o, .
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0 "gion, food, values, and'much more from the historical past. They may say
"so what"'to these obvious realities, but wise teachers will let them T e
‘",discoverﬁfhemselves in an Abraham Linooln, a Susan B. AnthonyG a Martin

Luther King, or an. anonymous person frOm the ast. The 1ess obvious ut I
» n’f" ) h -

more~powerful realities--the achievement ethnic, the-desire for possession

or power, the love of freedom, the concern for security--can be gained .

. from the past and are central to each‘student -] identity.
. - . . ‘: ‘ B ‘ . .’..' .

LN .

. It's Needed ) : . . . B

o

J‘ A : Almost all societies have instituted some organized way to transmit
| 'Athe culturepaf their group to the new generation._ In traditional (pre-
. —~,. . agrarian) societics, youths were formally indoctrinated through ceremonies ,g
‘and rituals. They had /p memorize long geneal%gies, oral traditions,. and ;
secret symbols, E? which they came to discover their group and individual
* identities. Such inculcation was highly effeetive in preserving the tribe
and helping individuals discover their purposes in iife. i ’ . '
If our society is presently in difficulty, it may be because we now
doubt the validity of formal cultural transmission. We have become a
~sophisticated society, moving from the agrarian to the industrial and from
4 a monistic to a pluralistic value system The school system is now the
majov-remaining institution in our society dedicated to value transmission.
The family and the churcn Stlll exist in that field, reserviﬂc some values “
to themselves, but they have délegated other values, particularly those
. dealing with citizenship, & the’ schools. 'l'hese values are no“ as eas;ly“
. .77 agreed upon today . as they were in simpler societies. Nonetheless, at a_
| time when our American system is searching for an }mgroved quality of life ;
and a redefinition,of its ‘purpose, it is essential,ﬂhac we not cut ourselves
.

- adrift from our communal experience~-our history. - e - j

ki

: . .
2 Lo . =~
\ - —— s . < «
- . N <. . s

i It's Useful y

. Students of history not only discover the power of cbntinuity, which

< ;, may burden them with a considerable load of cultural baggage, but they find

i that change is a major force.in modern gsociety. For example, a student ' | LN
watching the Industrial Revolution invade.America from England soon realizes “.
that the.same process igc reaching every corner of the United States. Per- |

.
v

. . o) ) ’

‘l)IOQ,ﬂDOOQf" v N



sons who plan to becoma secretarles shqpld ant1c1pate the employee displace- . A

ments that WLLi occur when the typi%rlter is made obsolete by an automated

-

process replac1ng 1nd1v1dual typlsts. can develop a real kinship with

-~

2

“‘”the earlier workers--the blacksmiths, the elevator operators,g the ra.llroad
firemen, and many more~-who experlenCed obsolegence. More importantly

. they can antlclpate such change and thus act upon the env1ronment through

Jcareer plannlng rather than merely flalling out agalnst forces. tﬁey can-" . -

.- not control. R “L~“' .

[N - & . 4 o . '
‘Similarly,'students'of history. can léarn to be critical of the writ-

. ten WOrd Adaptlng the historians’ method, they can questlon the validi.y
o¥ clalms until documentary evidence 1s produced. Thus they can evaluate

the continuying propaganda of extremists who would llke t¢ convince them

that Amerlcagls about to .sink 1f she .does, not turn sharply to the rlght »
or left. Even a superf1c1al v;ew of Amerlcan hlstory shows that violence .
- .and ‘conflict are common in our hlstory and that, such crises do not usually

v ‘A's1nk the ship of state. Also hxstory is useful at the local level. An

understandrng of the 1nev1tab111ty of change in a S1ngle communlty prOVldeS
a perspectlve from. whlch to view the~major ‘changes in the Unlted States T .
~and, the world today.l Thlsvunderstandlng is sorely needed by those-'who w111

s

be maklng the lmportant dec1sxons ln the world of tommorrow. 'J ’ .

W ' 3
. . o >, ProcesséS for Teaching History o .
. a . . . . , I RERI ,' . '
The common complalnt about hlgh school soc1al stud1es 1s fhat fact* -f ~__“
' memorlzatlon,ﬁ}ecture, and teacher-centered activities dominate (and bore) . 5

- the students. Though such stereotyplcal teachlng may contxnue, the prcb— o
lem has not been 1gnored. Social studies educators have not been idle in
the last two decades'ofkferment in America, .The Sputnik controversy in
education stirulaéed community criticism and student dissatisfaction that . g

. led to substantlal fundlng for currlculum development in most subjects.: : ;
"A "new social studles" developed, prov1ding major chlnges in teachlng-

i ”learnlng mater1als..§0ne result has been that school resource centers today
,look "altogether different from those.of two decades ago; books are only

’ one of the formats® now used--51mulations, artlfact kits, medla act1v1t1es,

? 4 . - PO

U
P
1
V
'
o Cd ! . ] . 2 -
|

e L -w;/wom A
, . e 7 s :
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. documents, even computer materials. illustra < the change that has occurred
- ) | The format changes ' are only symptomatig of something more fumdamental
The centr&l developments have.-been in concept. The ideas of Jerome Bruner

~and Benjamin Bloom, among others, have helped teachers and developers .-

, focus on spcial studies more as a learning process than as a content product.

Rather than concern chiefly about the factual information a student “knows"
for a test, this approach emphasizes the process of deriving knowledge.

.

«-. This has of*en centered around the concept of anutry

Webster s dgctionary suggests that inquiry is (1) an act of seeking v
‘ truth or (2) an ‘instance of asking for information. .How ‘often ‘do students
initiate eithertiﬂ‘school? Are they not more commonly listening to pre-
g'sentations they did not ask for or doing assigned activities? Does it J'
not at least sometimes diminish their vitality if they are being acted ;

- . upon inastead of acting? Because dncreased motivation might result when .
. Y stpdents initiate the guestions or seek information, curriculum deve10pers
art often attractea td +ne inquiry mode rather than the expository one.

" But how can’ onilstimu--te gtudents -to seek information? How can a teacher'

f
libcrate the curiosity that seems to be innately packaged in youth? The
initial round of "new social studies" materials. did make- u lest headway

f* in this quest. o~ . N , .

;,  Richard Suchman, Hilda Taba, Edwin Fenton, James Shaver, Richard
‘ - Brcwn, and others have become nationally known for their advocacy of
) ' inquiry #s a teaching_mode, replacing or supplementing the expdsitory
%methods (reading—recitation,‘film, lecture) so long identified with social
studies. Projects such as the Carnegie-Nellon Social Studies Project
‘(directed by Fencon) and the Project on American History (directed by
- Brown) provided learning activities,gcbmplete with documents,"which en-
abled students to derive their own hypotheses, categories, and generali-
zations about history The adventure of doing their own’ thinking by’ ’
inquiry is the driv1ng force for students of these and many of the other
"new social studies" projects (such as the High School Geography Project,
the Anthropology Curriculum Study Project, Sociological Resources for the
~ Social Studies, and Amerjcan’ Political Bahavxor) |
This richly funded endeavor has produced highlgyrespected learning

\3 P 5

RS
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materials for students, but, in retrospect many of the developers as
well as practitioners have been mildly dismayed at the limited adoption ‘
by classroom teachers. The extent of dissemination is not inconsequentialk/'
but. is nonetheless disappdtnting. .- - LT :

- In contrast, for example, simulations and .games seem to have had
wide and enthuSiastic adoption.. In fact, simulations share much with thie
“new social studies“, since they- are often prepared by developers, ‘utilize
*new formats, emphasize process, promote inquiry skills, and fequire teachers

to change from,expository to facilitating ‘roles. Why then have simulations
and games beéen more widely ‘'used than the social studies proJects? Some

reasons .may be that the-pro;ect materials-are so much more ambitious,
'//
generally occupying‘a whole semester or year rather thanoa day* week, or

" quarter. Teach s tend to resist adopting a whole package that c0ntrols

their options. Another explanation is that teachers nay have\found many
inquiry lessons too challenging to teach.” An open. inquiry strategy demandsv
teaching skills. that are difficult for many teachers. Also, some students
feel: uncomfortable under the pressure that inquiry discussions bring. Rather

' than defending a hypothesis they might generate in inquiry lessons, they

3

‘choose to be silent, thereby av0iding the responsibility. , -

-

[ | - .
\ - . .
Voo - Structured Inquiry Approaches a 'f

\
Vo . - e .

"ose and other difficulties with inquiry teaching have caused some s
to abandon the Strategy while others have. sought -a modification. The
editors and contributors to this booklet fall in tﬁe latter category.‘ They
shareda respect for inquiry as'stimulating a higher level ofothinking that
will help students more than expository lessons, but feel that more struc—- '

ture is needed in inquiry lessons. They suggest that there can he a spec- v

-

1Y

trum from nearly unstructured inquiry to highly structured inauiry that

still maintains some elements of . student -quest and initiative. Here are

o

some examples of such variety (Figure 1. ) S .
[4

' . ‘ S
\



_-93ewm ou ArTedoT3ioevad pue- .

rs

oy
.zumw 'Sa9TT ! ,
. luwvcs "3deougo otseq . .w_ To~al
{SSSTOYIOUON: °*Spn3aTIeT .kumm

munwvaum m&mmg nq uw&wwxuaav
Sse ATuo suotjcsuny.asayoeay],

pue uoT3jde ‘juspnis umu
-TIxXea MOTTe A3yl {syerx
saTnx ms3 . Axaa asey Layy *poptaoaxd axe
‘soTduexa 210 590INOSIY
3. SULIY-puUe IS9MOJ" TIPS = v

o, e——

. Bur3etiobeN

© 3

SRR

. -abpnl 30u saop - A e b

I9yoead], -suorysanb *ou x0 mwh >ﬁno uw3m=m ued
uMO 33®3TUT S3USdPNIS Isyoea3 YoTYs 03 m:Oaumosv
mWHhum uenysod/saxaboy .. JWmeucwmaum .WMhum wewyons

. . ) ¥ fLo . .

. *unNTsSsSnosYp uado- *pspus uada aq ue>. s3NSaAX NG
SMOTT® pue Ju{Ty 8yl
3o YuTY3 nok op euM

.munwusum syse. uwzmmwﬁ

~

e . y3TM yowa ’‘sdnoab ysez
.0O3UT P3IPTATIP axe m&:ﬂ@ﬁwm

- . .
. .muﬁamwu mwumuw 7
' -pow. pue siemsue z0%
sserd 03 way3 suiny

JIlﬁmnuouwB - suoyIsonb
' TNJBTIFUT SIUIPNIS
. rXEWWbILW o . o

ww&xmv:&ﬂm:m R7230 Poanzona3g hjo3DIopOy,

. . " -szaMSUE I1e sadaodoe
--a1qrssod se yonu Se.3USTTS
©. SUTRESI zayoesr ‘sjuspnis
Aq uotjorax uado x03 TINWTIS

a

- +

S . o, T uuaowm

'« . *snosuejuods “ATTeq03 ST

S9T0X ,pue SpIED VOURYD ‘pIeoq
.wﬁmﬁu«m ue ST S9TIT)
/ -, -

«=IDMSUE au.:omummav otT3yoedsy

aaT3eooaoad sjusssad asyoes], "

*x

.mhmm,WMuw
-A3s 1aa0 Burjeryobau

N w .. umMo ITS\R op Ss3uP
.mmsdeumw |iueyd

-n3s
93eTnqes Jeyy SIXRYR

sey 31
. ST 181Teaeq snoxabueg

t ’ JEET A
"7 -psttuxe3spaad A1eqe
. ~ISpoM ST UOTSNTOUGCD
3yl ‘-uor3jezITRIaUSD
‘20 3dadouoco sjerodexlxs
S3uU3pN3s
a3yoe’],

:UOTSSNOSTQ ® uT mwaom.umzomwa

:91k3s eqel

.numw Eouw (ustMm

hwnu w:o hamv 3daouco ¢ -
wumaommu:uw 03" pa)yse pue-

3dyros wiTy wox3y sadxsd
-x3 usaTh @xe squapniyg
$

. :s9STOXSTT mnmmw«unwa
. 2 o
: *Teob se
‘UCTSN.IOUOO un&au hﬁudmw
Y3TA suotisenb juepnas
0T3To9ds S3TOTTS ISBYDEDL
:sanbtuyoayl m=w=0ﬁumu=0

¢

" "paysyiqnd pue ‘sorro3.
. «3x0d ’satox psubysse.
*d1durexs ue

: sawreb /suoTyeTnuyy

*eqep sjuesaad

- Tapbul peaqonaic

4

‘k.

gy

=~



*

The

'acteriéed as follows: .

1

Rl e ay il -

-

structured inquiry approaches used in this vdlume can be oharat’

N, .

o

The teacher, rather than the students, selects the content
of the lesson as well as the learming materials.  He or she
)ooks for topics thet are sufficiently important to warrant
in-depth study and materials that will interest and challenge

the students.

~

o= SRR

\
\

-

2) . The teacher develops a conscious\ learning-teao?ﬁng strategy
¢ in advance. He or she does not havF final answers but has -

g . . .a framework within which most of this inquiry can occur.

3)

learning activity.

The inquiry is still genuinely open to

‘the students’

own thinking and the teacher is not aiming at’

This predetermined dtructure helps set the boundaries of the

ok ‘ ‘"to then.

‘some predetermined answer. '~ N

#h:4)  The conclusions students’ and‘teachers geach’ in»the structured
. inquiry activities have at least some degree of tentativeness
Both students and teachers recognize that they. are
< ' making decisions or draw1ng ‘conclusions’ on insufficient informa-
' tion. This may bother those who are accustomed to closure or —
who want . firm decisions, but it is beneficial for them to dis-
.cover that decisions ,(even those made at @igh levels) share .
similar weaknegses. Often some'conclusions cannot’ be post;
poned until all.possible data is gathered. So too in the
classroom, teachers and students may have to make tentative\
. 'decisions bdsed on limited knowledge without abandoning re-
. verence for”data and scholarship. K : -
The following cnapters presegt examples of structured inquiry acti-

vities that can be incorporated easily into existing teaching programs.

‘ lFor example, ‘the lesson on comparative slavery (Chapter IV), with its

documen&s on slave- life in Cuba, Brazil, and the Old South, could be used
by an American hiatory teacher as part 5F a unit on the antebellum :
period. In addition to the usual ‘téxts and ‘books such ag Uncle Tom's’
Gabtn by -Harriet Beé@her Stowe and Fredrick Douglass' autobiography. The

teather can _use materials that add a comparative dimension. .If this

proves ‘successful the teaclier may want to treat other parts of American .

N . F
Son - . T - ) ‘
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history in a comparative manner--urbanization, the frontier, and coloni-

zation, to cite three examples. The other chaﬁters in this volume offer

similar possibilities for employing structured inquiry lessons to teach

’ nontraditional approaches to American history topics within the existing . ﬁ};«~
) curriculum. Chapter II utilizes a role-play activity for examining a |
-slice of social history. Chapter III presents an interdisciplinary approach :

‘to the study of the American Revolution. Chapter V offers several sug*

gestions for active inquiry into local history. Clapter VI describes a
variety of short activities for developinq information search- skills. And
Chapter VII contains an. annotated list Qf additional teaching resources.
We,hopebthat teachers will try out these materials and ideas and be
stimulated by‘themﬁto develop other similar lessons. We beiieve that a
structured inquiry approach offers a way in which manpy teachers can main-.
tain the advantages of inquiry without sacrificing all structure and

n woL

" organization. ,

“ . ! S
.
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. &
A X A SOCIAL HISTORY APPROACH:
MACHINE AND SOCIAL CHANGE IN INDUSTRIAL AMERICA
. . by : .
T : Matthew T. Downey ' .
o ) Introduction'17A .

An approach’to'the American past through social history is'nothinq

very new. Hlstorlans and teachers alike have recognizeo over the years‘

that a hlstory whlch concentrates on the public and nolitlcal events of o

per1ence. James Harvey Roblnson s call in 1912 for a. "New History" was
v an early lecognition that a meanlngful history had to include more than
, the traditionﬁigpolit;cal, military, and diplomatic toplcs.f The Htgtory
) . _ of American szé series launched by Arthur M.. Schlesinger, sr., and'
- o Dlxon Ryan Fox in the 1920s was a full-scale effort:to wrlte a soc1aL
hlstory of the American people. Varlous other voices since then have"
expressed their discontent with more traditlonal approaches to historf
B and have proposed social hlstory alternatives. ’ ) L s
v Untll quite recently sécial h1story did fiot havezmuch*impact either
. on the- way American ‘history 21as been written or taught. History text-
- books contlnhe "to reflect a political h1story bias, a "presidential

» synthesis," as Thomas Cochran (1948) once put it.

. ‘ 4
T . also be said that what has passed for social history has not contributed

of authors and puflishers may be partly responsible.for this, it must

very.much-to a fuller understanding of American society. As one His-

torlan -has descrihed it, "Until very recently* Amerlcan soc1al h1story

- was written from the perspective of. the dominant culture. It dealt
. . . L4 14

e with'elites rather than common people, with institutions rather than -

social processes, with attitudeS'rather than expériences" (Hareve

p. vii). It was the history of stcial problems and social reform

: written'largely from the reformers' point of v1ewland of social instirx

:tutions from the perspective of £he people in control. While it ¢laimed

*, -
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.to be 1nterested in_.the lives of ord1nar},people, 1t ;Zg in. fact more
concerneq about the elltes ‘who represented them. . . o
During the past decade a new kind of social hlstory hasﬂgalned 1n
popularlty. It is more concerned about how" American soci iety is ?at to-
gether, how it functlons, and how both have changed over time. It
focuses on "those pauterns of human lnteractlon Whlch relate some people o
and d1fferent1ate -others, whlch reflect characterlstlcs held by some in '
_conmon and by others in distlnctJon" “(Hays l97l, p. 329. One can get some ¢
sense of the Varlety of dlrectlons that soclal historians have taken in
recent years from Lankford and Reimers 1970 and Thernstrdm and Sennett
1969.)  As such the "new sdcial history" is better able to deal w1th
social behavior ‘and cultural values 'in a plurallstlc soclety.' Above all

else this approach to social history presents a: broader focus.° It is as

much concerned Wlth those "anonymous Americans" who d1d not make national

A

reputatlons as it is with elites. (While ﬂistory "from the bottom,up" is

- .

not new, it has rece1ved greater emphas1s during the past decade than

. .ever before.' For a’ statement of ltS lmportance, see Lemlsch l968. The
" historians' lnterest in the lower ranks of 19th ;%ntury Amerlcan soc1ety

~has also been reflected in a series oquoc1al moblllty.studles. Thernstrom

l964 was one of the eanlles and most influential of these studies.) It

has glven more attentldh to the famlly, the work s1tuatlon, the ethnic .

_,.,' ‘.;.\

’ group—-those more 1mmed1ate socjal realltles within which Amerlcans have

llved. It is a Shlft of scale from a natlonal publlc, great-man centered
h1story to a grass roots,cordlnary-perSOn céntered study of the past.

A social h1story approach bas:d on th1s newer perspectlve offers varlous
possibilities for changlng and enriching Amerlcan history courses. ~It
suggests a slgnlflcantly'dlfferent organlzatlon for the U.S. survey course, .
onhe whlch examlnes tqévprocess by which the structure of- contemporary
Amerlcan soc1ety has emerged. It prov1des a way to relntegrate aspects

of soclal h1story whlch have become d1s301nted and 1solated,;n recent

years. In a social hlstory framework, ethnic hlstory, women s hlstory, and

. d%her neglected social hlstorles can be g1ven approprlate attentLon without .

-Separatlng them frOm da’larger hlstorlcal context. It would mean, for example,

examining the changlng role of women as a consequence of 1ndustr1allzatlon .

at the- same time that one is explorlng changes 1n a varlety of other roles,

L

L

”
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ansfinstitutions;? But the inclusion of social history yould not neces- o~

®

sarily require the entire restructuring of an existing course. o o

Incorporating social history‘into a more traditi onal course may . !

LI ~ .

also make American history more interesting and melevant ‘to students,
"The :social history unit presented here,.one which examines changing
2 relationships between factory workers, their work, and their émployers,;

could easily be: used in that way. ' It would.only mean that after teach- “

. ing a more traditional economic history unit_on industrialisationhuthe . ’ ‘ °
teacher would explain‘that-the‘growth of industrial t%chnology and the e

- development of the factory‘system affected‘the‘people’involved in many ¥

unforeseen ways. - The class would then examine closely a few aspects’ of

’

, the consequent social changes. . . e T oot

- Finally, social history provides an easy entree tq locéI history and
historical research. Not every community produced an Andrew Carnegie

or an Abraham Lincoln or was the site of a major battlefield or figured : -

- - ' '

largely in national ‘history in -any yay. But social history happened R

o

everywhere. It is the history Qf every community s families; their _“"
. migration and mobility patterns, the working lives of+its men and women,

the groups Wlth which ‘they identified, and the changes Within the commu- "

nity that affected their lives. ) : . T

As the lesson below also illustrates, social history lends itself

easily to inquiry—oriented teaching and learning. Primary source materialsf‘ .

exist for examining social conditions and change as well as_for more.

traditional political topics. They exist in the form of firsthand accounts
and memOirs, social surveys, records of hearings of legislative committees,

census data, local city directories, and oral history. However, a caution;

4

is in order. CommerCially prpduced sets of social history materials ara . o= . §

Anot yet as common as those for more" traditional approaches to American

room materials from a variety of ‘sources. .-

. The purpose of the following unit is to help students understand
industrialization in 19th-century America was a development in social as . AQ:

-‘dwell as economic history.a "Some aspects of that social history do receive |

more or less attention in history textbooks and in many rather traditional »

history courses. ‘The growth of an industrial working class, the "use of“‘

% .:‘




chlld labor, and the emergence of unions a;e famlllar topics Hdwever, o
h oo other equally lmportant aspects of social change are p&ssed'over with” v;' .
v1rtua11y no notlcé at all As Herbert Guttman (1973) has. poiltéd out,’
whole patterns of soclal 1nteractlon, attltudes, and values’ concernlng
work were being altered, by the new industrial system. Yet labor h1s-
torians have begen far morr concerned‘WLth the hlstory ‘of labor unlons
“ ) -than with the impact of ii ‘ustrial, dlSClpllne upon the worker, hls per-
ception of work, and his social relarlonshlps at work. While the growth S

v

of unions was 1mportant, the latter was no lesq so and may have more n-

-
- \ . L]

herent 1nterest to students. N .\

.i?’ - . ' Overview of the Lessgh~ .

. . . @ | ; .“ . e D:’o : .
, . . . - . ) ‘ Y " L

.mhis lesson explores some of these.other dimensions“of'social change. - v

Whlle the maf"ri‘Is 1nc1uded here can be used in several ways, they are%
presented as the bas4s for a s1x-day.role-p1ay1ng ekercrse‘ The format )
can be altered as the teacher sees £it. The. 1esson s major objective is _
to examlne som® Of the. socﬁal changes.that had. already taken place in thex. Ce
North. Questions about these chaqges are be;ng ralsed here by a Southern 4 ‘
t legislatlve committee sometlme durlng the 1880s. Thus the unit brldges ( YA
two traditional.content areas: 1ndustr1allzatlon in the North and, the o

4 o

-emergence of a business- and 1ndystr1a1—or1ented New South following the ?)

» . : . . . .

Civ11 War. : o e - . |
v . The inquiry approach used.ln thls unit: 1s a moderately structured I
C _one. At the beginning of the unlt ‘the teacher is actively 1nvolved, in- * 5

Iy

troduclng the role—playlng exerclse and’ prqv1ding the necessary hlstorical

N n

information for background. However, once role playing is underway, ?h@

Ty
teacher is little more than an observer. The students should be 1nteract1ng

pontaneously. The . teacher will Hecome 1nVo1ved agaln at the end of the

- e .. unit, prov1drng structure for the debriefing session. L ’ ™
~ . . M . N / ) B . - :
AR o o o ﬂffsw~Learning Objectives o N ’ |
- ST : ' . . A\ 4
. ¢ . A_,D“’- . - ’ Ad . . |
owledge - T | : . R
~ - -The student will' - . : _ o - R
' \\\ ~_1) know that 1ndustrializatlon in the United States ‘ o |
S altered ‘the nature and meaning of work. . : <

a

} : : |
+ . ’ - |
|

"
. : N4
. . T - . . LU ST N
< : .- . : " . 9 DEUEDCIRS . .
FalTo: Poiod b EHG ) ] . . 8. ' .
g < . é o . 7
. . [ ] . . . . . .
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know that industrialization changed social
relationships. e -

know “that 19th century Amegicans had differ-

- ing points-of view about the benefits of

‘industrializationi o v

A\ 6

Skill Develqp;ent : "

s 14 I -

The~student will: . » °

o

- v

- 1) . gather data using classroom and other
resources. R A . ) '
2) synthesize data through the development of ’
" , a role identity. . :
Affect - * -. S :
The student will R .
1) develop an empathetic understanding of the
- . effect of machine production on the satis-
faction workers derive froh works
*'2) . develop an ‘empathetic understanding of
changes in tork-related social relationships.
-3) re-examine personal values and attitudes,
about -eéonomic growth and change. e -
- ‘ . " ) ',. s * . : "(‘.

.Sagple Lesson

-t . * : . -

The class is to be instructed at the outset ‘that each student is.’

a reasoned point of view about the social benefits and disadvantages of

industrialization and fee’ings and SenSLthitleS)that will be affected

by the changes involveo.

.They should be informed that their work. will !

be evaluated on the basis of.how fully and persuasiVely this identity

is developed

produce a set of the accompanying documents for each student in the

class.”

-

-

Before the role playing begiqs. the teacher should re-

[N
.~

3
14

<

The suggested six-day time schedule is. probably the minimun amount

R

of time that’ should be used for the unit.
the lesson somewhat by adding a day for the gathering of evidence prior &
to the presentations before the committee.

‘A teacher may wish to expand

It may ‘also be helpful to

give the committee members an extra day to develop and discuss alter-

native courses of action.

Ly

.- 9

A . . : -

® - ' : . s R

00020
.ts.mm

,expected to develop an %dentity of a. 19th—century American who has both :g

.

.
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Day One - °- ‘ : a - ' : _1;9 s

-7 After explaining that each student will be responsible “for developing
a role and hcw this will be evaldated, the: teacher should introduce the
»historical situation that will be simulated in ‘the classroom during the
course of the unit. This should include some general.background on the
ecohomic cbnaition of the post-CiVil War South—-its predominantly rural,
agrarian economy and its reliance .either - upon local, handicraft producers
or upon imports from the more industrialized North for manufactured _goods.

# puring the ‘course of this - discussion the teacher should hand out Henry

o Grady s statement (Document One) about the industrial‘backwardness of the i
South.‘ It illustrates the major BOlnt to be made here. 2
’ After the’ statement by Grady has been discussed, the teacher should )

-

s ,introduce the role—playing Eituation by explaining that, for the next
several days, the class is to imagine that it is meeting in the committee
room of a Southern state legislature s Committee on Manufactures. The
task. of the committee is to conSider'ﬂegislation it might recommend to en-

courage Or discourage‘manufacturing in the state. That it might want to

discourage industrial growth may seem incongrudus after the discussioh of
the, Grady quote. The teacher shouldpraise the question whethe‘~Grady s
position would have heen a reasonable alternative, conSidering soine” -of the
“social consequences of industrializatiOn. In what»respects would indus--
N trialization not be benefic1al? Hog would the growth of manufacturing
affect Southern society? To what extent would ‘a person s role and place
in- society Lnfxyence his  &ttitude toward industrial development?
. Finally, the teacher should ask the students to choose the roles they
will ‘assume for ‘the duration of the unit. ‘Five students should act af .

. members of the Committee onsManufactures and should decide what kind of
constituency each is representing as a legislator. They should.play the .
roles of such legislators."They should choose one student as chairman
of the committee to preside over the meetings..' The teacher should remain
silent, if possible, and- do systemaéic observation in preparationufor the

) debriefing exerCise. The remainder-of the class can develop identities .
eithen as (l) Northern men, women, or children who are appearing before
“the committee as expert witnesses or (2) Southern people who have not yet

';_ been greatly affected by economic change but who are ;nmiCipating it.

+ (P

. . a ..
. 4

o 3 A .- ¢

P ovoza -

J

o _',Z :

o,
Rl




7

-

'baysvao?Four S 2

Ca

W1th the asslstance of the students, the teacher, should develnp a llSt of -

poss1ble roles and write it on the board.

’ UrakzZZed Laborers .

cotton,figld hand ®
dock worker .
housekeeper

o ‘

Bkitled wgpkers. |

" blacksmith
shoe maker
tailor
harness maker
cargentet
ax

N X ,

. -
£

Business L

- bankexry N
! ‘storeowner

machine shop owﬂer
small manufacturer

e
- o

e v

‘a

Some possibilities would be:

Semi-skilled workers K

. machinist’ o
textile mill worker oo

i R

other factory workers. e

-t
.

Professmona ls

lawyer 3
teacher
"doctor .- o

clergyman =~ *

Al

e \ o
- Agricyltuwral - - ..
: . farmer a ,'f T
¢« shafe cropper, - :
= . i o
- a
,_.ll _' I\ .

At the beginning of the second period the teacher should make. avail-‘

able the remalning materlals (Documents Two through Seven)

These are to”'

" be cons1dered the written testlmony ‘of witnesses who were unable to attend

‘the commlttee hearing in person.

While the hearing is in progress, the

five committee members should distribute these materials and initiate a

discussio of them.

sider the views of some l9th-century Amer:cans and to claryfy the roles .,

which they themselves are assuming

Thrsgprovides an opportunlty {or the class to con-

The p01nt should not be'missed that

the soc1al consequences of industrialization were viewed differently de-

pending upon the person s social position, role, and* perspective.

On the ‘third and fourth days the committge shouli}xear testlmony of

- the w1tnesaes present in the classroom. ThOSe %tudents who- wish to re-

i \\\\ port orally from the perspective of the role theY- are playing should do
N

:(51}

 Day Five o
' On the fif

The other students wi_ L be considered interested spgctators, who

\Qghmit their repdrts later in written form.

~

.

i\
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list on the board some possible alternatives and solicit others ffém'the

'class.

For example, the Cbumittee on Manufabtures might recommend to th <4
legislature that it: o . A
! ' 9) provide a state subsidy to manufacturing companies choosing "
' : to locate ‘int the state.' jfoas ‘ . . T
. - S Y ; ;o
b, 2) 1aunch 'a "sell the state" campaign, advertising the advantages e
to companies locating there. - - <
_ ;;)v "enact legislation rethating working conditions. )
b 4) ‘try to discourage'manufacturing by placing heavy taxation on
industrial property. .
ﬁ5) gprohibit manutacturtng establishments that employ more than e
. " ten® persons. - . . - gt .
: Each oommittee member will explain the polidy hg prefers, given how he -~ ~ .
perceives the social con§équences of this action,for his constituents. e 'ﬁ
) 1 j ! . .
5Finally, the committeenwill vote upon one or more<recommendations 1 .

%

+ suas

S .o -
. . .

N 5 - i »

- ’

’ Dax §1x ; ;, v . o . ' i . -

-~ ‘

d§£ is essential that_ some time be spent debriefing the role-playing

exercise. dystudents will need to assess the action of the committee

a .

membets of the prev:oué*day. This could leadnto a discussion of the '
impontance of politicalvdeéisionthaking within the- process of economic
and social change.n Thls period will also give the clfss the opportunity
“to arrive at some conc‘usions about the . social consequdhces “! industriaIi- . K

Kzation. They should be encouraqed to cOnsider the consequences it has St -

“had for present-day society and the effect»ofmtechnological change and :

eco*" Fihally, the teacher may profj*ably

-

growth on their own lives,
diratt the discussion toward the students values and attitudes regarding

social change.

/e -
.

Evaluation - -

y (. ey ;\:

I3 . ) . <

The students should be evaluated on the basis of hék fully and per-
While.imagination‘
will necessarily play a part in\this, the roles must also be historically
faithful.

ely they have developed their role identities.

The students have the option of preSenting their role identities
either through an oral preaentation dgring the legislative committee s;

hearings or as a written report. ‘Each of the. five committee members should. '

i

» LR R

.~npA“NEifif!:ﬁ’) .
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be evaluated primarily ypon his or her. Justification for the policy

alterna ve he or she selects on ‘the flfth day of‘the lesson.(~
’h,‘ .

* 5

: e - 'éthervuses of This Approach )
. ..;U’,:': nf'.; . .___..“ . ' » L - ., —, . PR
o A great variety of social history content can be incorporated into
e - an American history course. The ethnic group composition of Amerlcan o

" “'society and the perSistence of ethnic group loyalty is an rmportant as-
wf pect of social structure; ,;t is a useful vehicle “for examining value
'conflicts and political behavior, as well as for developing and testing
“hypotheses about cultlral pluraliSméfn the United States.‘ Sets of social
relationships other than the one presented here can be profitably ex= .

_amined, including those between men and women, ethnic and racial groups, -’l .
"

[ IR

and social classes. Occupaﬁional and geographic mobility 1ena themselves

ﬁ?espeCLally "well to local and family history investigations. The function
? of- educational and politlcal 1nstitutions as socializing agents can help.
. .} to place schools and politicai organizations in a new and interesting .
| : perspective. The possibilitfgs are limited only by a teacher s imagin- <
- o ‘ation and the availability of resources. : .
N “ Several publishers have producéd #ndividual ‘volumes and series of
collected primary sourceJIaterials that are useful resources for teaching
g,is the ten-volume The Amenmcan ‘People '
serieé’(Axtell 1973-74). 1Its individual volupes cover such topics as The
Native Amemaan People o@' the East, The Amemcan People in the Aritebellum .

" Sawth, and The American PeopZe in the Age of Kermedy. .. The{ primary mate-

'social history. One of the best

rials within each volume are organized adcording to. stages of life: birth
and infancy, childhood and youth, love and marriage, aging and dying, The
Documents in American szzlzaatwn series (Cohen and Hem{ig 1967-70) is
also useful® It includes titles such as! Car). Bode, ed.,,Amertcan Life in’
the 1840'84\ and Henry Nash Smith, ed.) Popular Culture and,..[ndustmalzsn"
188541890. Documents that reflect kocial chenge can also be found in sev—
eral of the volumés in the Life in Amemca series (197,2); Eye@tneaa Ac-
counta of Amem«n Hzatory serie\s (1959-74) ; Docwnentary History of the
Umted States (1968-74); and The A.memcan Culture .séries (1970-73). These
are basic resources that should be available 'in the school's resource—

% -

;’7 center.




.are worth notirg.

. . : . ‘
Several ipdividual yolumes with interesting social-hisgpry material

Greenberg s Land That Our Fathers Plowed (1969) con-

4

tains accounts of rural life and change. -

Several source books exist for

the D&ack .experience, espec}aily Meltzer s In Their Own Wbrds (1964-67)
and Bracey, Meier, and Rudwick's The Afbo-Amerzcane (1972) Hofstadter
and Wallace's: AmePican Violence (1970),«Garraty s- Labor and Capital in

the Gilded Age (1968), and Lynd and Lynd's Middletown (1929) afe impor-
tant for materéals on urban socieﬁy;

The Lynds' study of Middletown,

while not a document collection, is: rich in social history material.

<
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. ‘ : ' . Document One A

Name: Henry Grady . *‘

-Occupation: Editor, Atlanta Cbnatttutton, and spokesman for an
: industrial future for the south &

T

Date: 1889 . 4 ‘ : : ¢

A few years ago I told, in a speech, of a burial in Pickens county,’

Georgia. The grave was dug through solid marble, but the marble head-
» "“ 7 3 | T B . . ) ’ .
stone came from Vermont. It was in a pine ‘wilderness, but the pine e

Wk< ‘ ;&\q fcoffin came'from Cincinnati.iJAn iron mountain overshadoved'it,,hut thi o L 1

o coffin’naiis and screws_and theﬁshovels ca;e from‘Pittsburgh::’Wich'hard ' :
S : . ' : B »

woods and metals abounding, the corpse was hauled on a wagon from South .

Bend, Tndiana. A hicquv arove grev near bv,:bu;ffhe pickﬂand shovel

handlésvcane from’hewaofk. The cotton shirt on;cﬁé/deédvman came from

Co Cincinnati, the coat and breaches from Chicago, the shoes rronlnoséon,

-

. the folded hands were encased iﬁ&;hite gloves from New York, and round
- the poor neck, that had worn all its 1iving days the bondage of lost “ ' 'Z.M
;opportunity, was twisted a cheap cravat from bhiladelphia. That countrv,'

so rich’ in undeveloped resources, furnished nothing for the funeral

. v except the corpse and the hole in the ground, and would probably have >

e . w
b

imported both of those if it could have'done so." o

. [Henry W. Giady. The New South: Writings and. Speechea of Henrvy
-Grady. Savannah, GA , Beehive Press, 1971, pp. 121-22.]
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- - ) o o Décument Two " - '
, ; / . . "A '. . »‘ o i )
Name' Robert S. Howard . o

~

Occupation° Textile worher,{secretary of local labor union ' . ; T
At " . H « v . - ) " . -
Date: 1883 4 oy .

Lo "It is a constant race from morning to night ‘after this machinery; >
EQQ@ ., and you may know as well as I can tell you, how a man must feel in this
% - s ’ - > .
- o . “ >

hot weather fpllowing such an’ occupation as that. He Just feels no man-

P .
- —- . .

hood about him. ~ He can only také a.glass of beer to stimulate him, to
f give him a little appetite s0 that he may eat, in order to be able to go

through his daily drudgery. I have been there and I know it. From the

R4
1N

time I was very young I was fond of reading, and I remember many

- 3

occasions when I have gdne to my supper and taken my daily paper and - ,

-~ 5

have fallen asleep with the paper in my hand, and have slept there until
S :bout eleven o clook\ Then f have beeh determined to read it, and have
put my 1amp beside me when I &%nt to bed, and have gone to slee; again
. with the paper in my hand and lain there just as I put mysel{ down, N
without stirring, untillmprning, the result of exhaustion.h o

7 "Now we can. never expect‘advahced civilization among such a class .

- . of people until we get a reform of this'miserable condition of affairsL"

<
-

[John-A. Garraty, ed. Labor and Capital in the Gilded Age. ’Boston;
MA: Little, Brown, 1968, p. 25.]




Document Three
o>

.- “Name: Samuel Gompers

. pccupation: Skilled craftsman (cigar maker), labor organizer, and soon
to be first president of the American Federation of Labor
Date: 1883 ,

[N .
° B 3

. o SR . PP '
. ———"Yes, sir. They find that employers are no longer--when I speak of

employers I gpeak” of them generally--that they ‘are no” longer upon the

same footing with them that they were on formerly. They £ind that where

s k)

.a man, who may have worked at ‘the bench with them employs one or two.

handg'they and he may have full social intercpurse together, but as that-

.. .
~ - ~ .

man increases his business and employs a larger nuimber of hands they find
. . . -~ <
that his position has been removed so far above that of his old friends

“that they meet no more socially. Probably they may meet occasionally in

- the factéry, when there will be a passing remark of 'Good morning or

»

,'Good,day 7\and-then, after a while, the employer fails to see the

’

employees at all, the superintendent does all the business and the em-

ployer does not bother hiéself any mok¥e about the men. That is how the

position of the two has been changed since both were . workingmen at the ‘
bench.: The difference is considerably greater when thecemployer and the

.employee did not know each other before.... In most,such ingtances the
~ e -

employees are not known as men,at all but are known by numbers--'l’',

'2', '3', '4', and so on..." , '

a
L

-[3ohn A. Garraty, ed. Labor'and Chpbtal in the thded Age. Boston,.
MA: Little, _Brown, l968, p- 18.]

-
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FURE " ) " Document Four .

Name: R.'HeberfNewtonv
" ‘Occupation:: Episcopal cle;g&ﬁan and social reformer . -
Date: 1883 ‘ LT
s

° ¢ [}
“The whole condition of industrlal labor has- changed in our century

.

Contrast the state of such labor a century ago with wha_,ityis now Then,

a

" the handicraftsman worked in his own home, surrounded by his family, upon
a task,‘all the processes of which he had mastered, iV1ng him thus a

j . _sense of interest anQ pride in the work being well and thoroughly done.

Now he leaves his home early and returns to it late, workinﬁ’during the
day’ in a huge factory with several hundred other men. The subdivision
of labor gives him now only a bit of the whole process to do, where the |
work is still done by hand, whether it be "the makinq of a shoe or of a

piano. He carinot be masterypf a craft, but only.master of a fragment °f~,

»

g:fthe'craft.j‘He cannot have the pleasure or pride of the old-time work-

.

men, for he makes nothing.. He»sees no compfete«ptoduct of his skill.

-

growing into finished shape in his hinds} What zest can there be in_thIs.
hit of manhood?'.Steam nachinery is‘sloﬁly taking:out of his hands even
'@this fragment of intelligent work, and he is set at. feeding and watching

v the great machine which has been endowed with the brains that once was

injthe human toiler."

-

i

: [John A. Garraty, ed. Labor and Cupttal 1n the Gilded Age. Boston, o
: “MAf‘ Little, Brown, 1968, p. 37.] ,

-~
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Document Five

Name:i Carroll’ D. Wricht
‘Occupation: Head of Massachusetts Buredu of Labor Statistics - .

Date: 1883 o o . , , T
o k . : |

"I'amcnhoroughly satisfied that the factory-has"been'a‘wonderful"

‘element in our civilizationatowards its advancement.,.. I know the feel—

\
7

ing'is that the factory sYstem has ‘more apd more tended to degrade labor,

becauSe under that system’thirty or forty years ago, as_ establlshed in

1

New England we employed only Amerlcan girls from our farm houses, while

now we see an ent1rely diffetent class in our factories, but I fail to:

- s «

find that‘the class-who used to be in factoriee‘have gone downj they
.have;etepued up inﬁo‘school teaching, telegraphy, and the higher brancheev
of labor, while theifiplaces have been filled by a clase that haye come';
up fron a lower occupation..;i By the factory gflare‘oonstantly opening

wider the field of advancement. for that class of people whOVunfortunately"
stand on the lower round of the industrial¢1adder-¥we;are bringing them
up closer." . v o A ’ B

‘1

[Henry Nash Smith, ed. Popular Culture and Induetmalzém, 1865-1890
New York, N¥: Anchor, 1967, pp. 52-53.] _ .
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: . : - Document Six . o E

. B T .; ® . . ’ v .
‘Ndme: Robert H. Thurston : _ . : 3
occupation: Mechanical‘engineer .
Datbeg: 1880 . - '

¢

"Looking back upoﬁiour past history, we have seen‘the growth-ofvoqr
cotton manufactures, from the small beginning of ‘Samuel Slater; and his'
v . : , .

.e

humble rivals in a New England village, grow, until to?day many mills of
. . . ( . ~

. 0 e .

forty thousand.spindles each have been built, and the hum cf.their ks

machlnery and the clatter of thelr shuttles make music 1n the ears of '
-
two hundred thousand thrlfty and happy worklng people. From absolute

.

aependence upon Great.Britain, we have grown to independence, and now,
L Y

S

more than ten millions of splndles, and nearly a quartér of a million

(3

‘blooms in our thousand mills supply Canada,,SOuth Amerlca, and even China
annually—with millions of dollars worthfofdgoods}

i"Our assoclates have made thls country the most prosperous and
: / .
happy 1n the world.

*

: &,LuenrpvmaSH»Smith, ed. Popular ‘Culture. and Ihdustrtalzem, 1865-_
. 1890. New York, NY: Anchor, l96i, p. 27, ]
- » \
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o L . ... Document Seven. A T

Name :- 'John Morrison . '/.
Occupations Machinist in New !org'tity machine shop

pate: 1883 . . . o

Morrison:

"when I'first went to léarn the trade a machinist consideréd him--

Sy _self ‘more than the average workingman, in fact he did not like to be V 1

id . P 4

called a workingmag He liked to be calleH a mechanic. Today he

,°recogniZEs the fact that he is simply a 1aborer the same as the dthers.v N
| . Ve t . :
Ten years ago even he considered himself a little above the average
| Y -

S - workingman he thought himself a mechanic, and felt he belonged in the .
N middle class; but today he recognizes the fact that he is simplyuthev
samenas-any other ordinary laborer, no nore and no iess;..,*»‘ o e -

QuEstioner; | |
~"I am*requesting to ask you this question:. 'DiViding'the public, as -
is commonly done, into upper, middle, and lower ‘classes, .to yhich'class
would- you assign the average wo?kingman“cf.your trade at th; tine when:f
s:you entered it, and to which class yoﬁ.would‘assign'hin now?" |
Morris$n~ ' ' a |

'"I _now assign them to the lower class. At’the time I entered the

';‘ ‘ tradz I should assign them as merely hanging on- to the middle Qlass;

id

. s\ready'to dfPP out‘at any-time." '

[}

[Henry Nash Smith, ed. Popular Culture and Industrzalzsm, 1865-
1890. New York, NY:, Anchor, 1967, pP: - 276-177.] . . .o
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INPERDISCIPLINARY APPROACHES TO THE AMERICAN REVOLUTION:
A . .. s :
“QUESTIONS OF CAUSATION AND MEANING

S

by
John Mears .

1

' Introduction S R -

Fifteen years have now passed since'c.'vann‘Woodward, speaking at
the ‘annual meéting of the American'ﬂistorical Association in December

1959, suggested to a. large audience of professional colleagues that

‘future revisions in theéir views of the past might be so_.extensive as.
" to Justify describing the emerging era of historlography as "the ,age

"of reinterpretation." ‘Given the revolutionaryr- ndeed the catastrophic--

- nature of recent events, he argued, we desperate-y need to challenge

%

our established assumptions and theories (wOodward 1960, pp 2) During
the past decade, historians have begun to respond to this challenge. In
their search for more systematic’and explicit ways of explaining the

phenomena of the past, they have. injected a grow1ng ferment into their- o

discipline. th only have they demonstrated a serious interest . in
hitherto neglected cultures and qivilizations, especially thqse of A51a

and Africa, but they have developed new frameworks -for research and

‘teaching that have revealed previously unnoticed interrelationships be-

‘tWeen past events and/atressed the 1nclusive, synthetic nature of His-- -
) .

torical studies. In the process, they have turned more and more to .
methods and concepts suggested by the work of social scientists. From
colleagues in other disciplines, historians have appropriated concepts
such as relative deprivation" and “status inconsistency.” At the same

time, they have borrowed techniques that have allowed them to open up

such novel areas of investigation.as "psychohistoryiﬁand "cliometrics?" ’

Advocates of 1nterdisciplinary research and teaching have long

proclaimed their approach to be a panacea for many of our academic ills,

.whether at the’ high school or college . level.‘ Yet actual performance ’

in the claesroom has seldom lived up to. hopes and expectations, simply

-

. o w31 : . o oo
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: 20th-century case studies. .Gurr 1970 and Johnson 1

because innovative techniques are neyer easy" to put int37practice._ None-

theless, a teacher- ‘has much o gain from a carefully planned interdisci-

' plinary approqch that brings together the perspectives of all relevant

disciplines around a given theme or issue. This is especially true when

" we try %o comprehend ‘a complex subject such ‘as revolution. (For some .

suggestive comments in this regard, sée Stone 1966. ) In recent centuries

. revolutions have assumed a wide variety of forms, and each revolutionary

. explosion»has displayed so many different facets that only a broad inter-

disciplinary approach can properly treat them all. .
Teachers who want to devise wide-ranging classroom strategies on a
particular revolutionary experience will find a large body of theoretical
literature from which to draw ideas for their instructional units. Since :

1960 social scientists have published numerous books and articles on this-

'~provocative subjéct. (Informa ve supplements to Lawrence Stone s evalua-
, tion of research in the social sciences can be found in Kramnick 1972
and Zagdorin 1973 ) The results of recent research ar: now beginning to- be o

synthesized, especially by politic;i scientists, an¢ you should familiarize
yourself with this literature before you attempt to ceach the interdisci-
plinary unit outlined below or try to devise similar units of your own.

'(Hagopian 1974 provides a'well-balanced, comprehensive synthesis of exist~}
’ing concepts and theories. Green 1974¥offers a mQre compact~introduction,
fwhile Leiden and Schmitt 1968 contains a readable sgzmary with illuminating )

6_have become stand-v
ard references. All of these volumes include extensive bibliographies.
Friedrich 1966 ‘and Calvert 1970 can also be read with profit. Paynton -

and Blackey 1971 is a handy reference, for it reproduces nearly a score

of key journal articles and monographic exberpts } You should always keep
in- mind ‘the work of historians. who have successfully employéd an inter- ’
disciplinary,approach. Good results .are seldom obtained by a direct
application of social science theories to traditional historical problems.
Historians have been most successful in this field when they have, in the ‘
words of H. Stuart Hughes 1960, permitted, their "thought to be informed"
by ‘social science concepts, or when they have allowed.those concepts to
.guide them toward new ways of examining old questions. A stimulating

o

‘example can be found in Robert C. Tucker's recent biography of Stalin

.of . . .
c Yo ¥l
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(gucker 1973,. He has employed an immense body of detailed testimony
" about Stalin s life together with”Ehe<formulations of such pioneers of

psychological theory as, Eric Erikson to analyze the dictator s political

personality and motivations.
v

. ' ‘Overview of the Lessghk\ v o o
[ .' . N - ‘w_ . h - . <§ . . . ‘;,,D
. The tenﬁday unit suggested here is not in any sense exhaustive. It

is desiqned to offer an illustration of how insights and techniques drawn
from other disciplines might be employed in the context of historical
': _ . studies. It explores four basic questions: What is ‘the essential nature
‘ of'a revolution? What are. the conditions that tend to “produce a revolu-/"‘ -
: tionary explosion? What, specifically, is the causal pattern of the » 1~
American Revolution? and, How" revolutionary was the American Revolution? .
: ‘ . These issues have been chosen because they have all been objects of on-

.going scholarly debate, because they lend themselves readily to freaning-

.

L, ful interdisciplinary approaches, because they can be incorporated into
standard high school history courses without undue difficulty, and because /
they easily provoke fruitful discussion even among students who 'have A

" limited knowledge ‘'of the American or ‘any other revolutionary experience.

- of couxse, the exercises presented in the following pages do not encompass
every ramification ofathese fopics. Nor do they treat all of the aspectsf
of the: American Revolution that: might be dealt with from a social science N

.:” perspective;?suoh theﬁes include the role- of ideology, the characteristics
of revolutidkary led ership, and the impact of the crowd. (Other possi-

.

bilities can be derived from a readirg of Norling -1970. Chapter‘IV has

L U a provocative title, "Are\Revolutions Worth Their Price?") You might
. also want to consider approaching such topiCs from the perspective of
%.- the humanities, in which NyeLlSBO) can prov1de a good starting point.

t

Class opinion surVeys, full->class discussion, reading, essay-
writing, and’ possibly some teacher mini-lecutures are the techniques
employed in this lesson. The inquiry approach used is rather/tightly
structured. At least the initial questions that give direction to each

day's activities should be posed by the teaéher. The teacher should R
also play an active role in helping the students clarify their ideas

about revolution. Considerable directioﬁ from the teacher will probably

AR
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‘also be: necessary during the class s examination of the poss1b111t1es

and limitations of the principal social .science concepts and theories“

Ve
1nvolved{ Suff1c1ent structure during the first six days of_the unit

'should'ensﬁre more fruitful class discussions and individual ‘student

contributions during the more openbended concluding days of the unit.
o ) T3 ., a, "

~

. ' Learning Objectives ‘
Know ledge : . - ' ' ‘ o s e
The student w1ll ”n'“' L * '

. e
1) understand the basic nature and causes of reévolutionary

explosions. - ey
© ~2)Y “know the historical process that led to the Qmerican S Fan -
Revolution. > _
. ' 3) grasp the fundamental character of the American Revolution

as well as its long-term consequences. A
Sklll Development e ‘ '
.The student will' . A ‘ . .

1) formulate explanatory hypotheses abqut major historical
problems (in this case, the nature,. causes, and meaning of
the American Revolution) with the aid of social science
concepts and models. . -

2) test-'and evaluate tentative’ hypotheses through gathexing
and analyzing relevant evidence.

»3)*‘formuldte and defend personal conclusions about major
historical problems.

. ¢ . , B :
Affect . ’ ' oL ; . ~r

The ‘student will' T . . » -
N\

1) re-examine and clarify personal attitudes and values related
directly to the general phenomenon of revolution and to the

. , DAmerican Revolution in particular.
-2) empathize with the problems ‘and needs of the British as well
. as the rebellious colonists. . . .

3) re_evaluate personal attifudes toward contemporary political .

and social issues in light of an enhanced understanding of
the American revolutionary experiencé C

.

Sample Lesson L

R o R o . '
This lesson is designed for use over a peridd of approximately ten

class peri%ds and- provides resourges that blend the contributions of
‘ .
! .

¢ B . o’ .
7/ Alee . .
! .
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‘1library for students to use in writing their essays. -.Strdents will also

Day One - - . . : . R ' s

'what he has*learned from his students about their fundamental preconceptic s.

’ preconceptions about revolution, you can introduce new assertions-into

jWhatever.their reactions, you should.use this‘initial exercise onlv to

< N . n
& . “% o t o -
~ . ) ) ) )
; — h x 35 S N
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historians with those of social scientists. You will probably want to = "

reproduce,classroom quantities of all fourddocuments at one time before
you begin the lesson, although only Document One will be passed out the
first day. Also, you will probably want to collect several of the refer‘ -
ences mentioned in the lesson and have them available in thé’claserom or

v ! . -

need theirgé egular American history textbooks for basic information on

~ .~

- the American Revolution."ﬂ : : AP

A3
o N . '

"On the'- first day, give copies of Document One to. .your students. It S
is a descrﬁptipn of revoliution,written by an historian on the basis of o _;

a11 the statements in the pafsdtaph are rega;ded bg experts as either in- . |
correct or, at best, oversimplified (For an analys1s ofathe pdr&graph, .
see Gustavson 1955. ) Without prov1ding this information,. ask your students

to consider each assertion in turn, writing on a separate sheet of paper i
whether they regard it as "largely true" or "largely false " Explain to

the students that thii is, not a test, but simply.a means of helping them

to* examine their assumptions and attitudes about revolution. When the

students are finished, collect ‘the answer sheets (they will be used again

on the last day of the lesson). Yo : ' S ’

At this point you might try to stimulate discussion about the nature Lo

’of revolution by taking an informal poll of the class and writing the - ;

totals of student responses to Gustavson' s paragraph on the blackboard.
Ask individuals to explain why they consider a given proposition’to be
"largely true" or "largely false. As you probe more deeply into their

the conversation. "For example, you might want to find out how your students “

Hwould respcnd to the notion that "in a revolution, the typical leader

can. usually be deacribed ,as .an embittered failure or bloodthirsty lunathc."” P

raise questions and not :to point the class toward final conclusions.

a? B
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. " » Day Two . DA *‘._ T ".. Co .
s .. . ‘Devote the’sedond day to the’problem of defining aorevolution. You :
might begin simply by asking your students to Eummarize their own thoughts..
You will probably discover that they have a very hazy conception of revolu-
tion and will tend to use the wqrd rathersloosely As they gradually piece
R ¥ together a worklng definition, write the key ‘ideas On.the blackboard. They~"
By U‘ . may want to eliminate some 1n1t1al suggestions and add others as their
. - definition unfolds g L . E -
l. ' . After the class has arrived at What it considers to be a satisfactory
C g ) - “definition, pass out ‘Documerit Two. It contpins various definltions put
| forth by political. scientists. (For your own background, you mdy want to
téad the explanations of these definitions in the works of the varlous

L . authors.) Ask the class®o compare these defipitions with the one on the

blackboard. Be sure that every student understands the meaning of all ) | S

the LIvms 1nvolved. aHave the clagg “focus its attention on ‘the differences
{-~ among the various definitions. Ask them to explaln why such dlfferences ?
. . exist and what common denominators they can discern. e class should use -
s&, these social science definltlons to test~-and if necessary modify-—thelr
C o own. The exercise w1ll help your students to grasp the complexity of
‘revolutionafy?expld51ons and to reallze that even the experts: cannot ;

'zﬁ§‘y _ fuldy agree on what is involved in a revolutionary situation.
| - . . . . . ® . » ">.~ . | | A ‘; . » e
.AI‘ . ' T o ) N : . ' .‘S‘ \

Day Three e .. . ;,_0 1\
- Clas;room actithies for the third. day are built around Document ‘

-y

- Three, Which directs students to the questlon of revolutlonaty\causation .

_ ‘ through a conﬁideraticn of James’ C. Davies' J-curve hypothe is {For a

N f‘ relatlvely s1mple framewog& of analysis devised by an histo ian, sFe )

Gottschalk 1944 ) Begin by givxng,Documgnt Three to the classs allowing ) v
8 1

ample time “For the students to read the explanation of "the J-chve concept. .

‘Dlscuss the concept thoroughly, making certaln that everyone understands

the hlstorical process'that Davies is trying to describe. (Again you may 2
wish to do some special reéﬂing on his 1deas in preparatlon for classroom *
. ‘ discus51on.- See Davies 1962 and 1967.) . It might be helpful to’ illustrate .
the J-curve with ore or more of the case studies emPloygS’PX\?avies himself. T ‘.{'

-

4 : ' »
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. able for dfscusslon. For an appraisal bf recent\theoretlcal llterature ‘ - &

“‘Your students should try to v1ew the conflict from the British as well

- and the outbreak of reyolution. Qe sure to‘call'their=attention to the .

37
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vconcept archontalned in Stoneé 1966, pp- 171-72-and Kramnick 1972, pp-41.) ,\

Remember that he. regards the theory as psycholoq1eal rather than soc1o— . 9!
loglcal or economlc in nature, even though he has only been able to pro- \.1':’ o |
vide economic data to support it. (Helpful evaluat1ons of the J-curve " ) " !

I

" “Davies' model has been selected because it is relatively easy to -

-

§ra§p Other social scientists have recently attempted to refine the " , - | - |

,J=-curve hypothesls, ‘but their theorlés involve difficult social sc1ence T '1
concepts that may be 1nappropr1ate for your classroom. (See, for ex-

ample, Geschwender 1968 and Tanter and Mldlarsky 1967. ) You may nore-

Y

theless want to keep thegi conclu51ons 1n mrgd when you lead class dis-}r.A

.cussions on the J-curve. Whatever its llmltatlons. the J-curve does . f' -

T8

%revent students froa maklng,a‘unlvensal llnk_between‘abject poverty -

soglal statys of such founding fathers as George Washlngton as. well as
the promlnent role that thr1v1ng Boston merchants and large landholders N
from: tldewater‘virglnla pPlayed in the break. w1th England “Revolutionaries

PR

often come from relat1vely prqsperous and socially moblleQegments of - LR

the population, and Dav1eé' J*curve offers one pOSBlble explanation of

why this.is so. 4 ;' U . T )
. s . . . N ¢

. ~ €
o

‘cays Four Thiough Slx .

Plan to devote days four through® six to an analysls of the oauses(\f
the Amerlcan Revolution. ~.Your students'should first read relevant séc-
tions of whatéJer textbook you happen to be u51ng. Supplementary read-

ing might be assighed at this point. (A wide variety of supplementary ° , « -
readings are convenlently reproduced in Greene 1968, Berkhofer 971, -
Hpoke¥ 1970, and Morris 1967 They all contaln materlal that can be ,
used tb test the J-curve hypothesis. You should select supplementary ) .
readlngs approprlate to the abilities,of your:- students and the time avall-‘ (f “

and its possible applicatlon to the-Amerlcan experience, sFe Greene 1973.)

- as, the Amerlcan p01nt of v%ew. When you are . satlsfled»that they have

‘gastered the necessary informatlon, ask them tq -analyze ‘it w1th1n the .

framework. of ‘the J-curve. Dav1es_(l262, p..15) has made’ some brlef
) A - ' : .
" ¥ . [NUIS t . . “ f ' .
‘z - ‘ e ‘. . [ ; ] rd ,.,Lﬁ *




suggestions’about how the J-curve applies to the_backgroundiof the

American Revolution. He points out that an extended period of economic
expan81on and polltlcal autonomy promoted rising expectatxons that were
,sharply thwarted by the largely economic regulations imposed upon the
colonies by the Brltlsh government after 1763. He also argues that re-
sultlng frustratlons may nave been exacerbated by a substantial decllne
in colonial trade w1th ‘the m6ther country in 177 Your class should try
to determine what facts cannot be explalned by the J-curve model as well
as those that can. Davies himself (1967, p:'255)'admits that his theory

does”not‘provide all of the answers about revolutionary causation and

your flass should be made'aware of~its limitations. S N

In applylng the J—curve model to events. preceding the Declaration
’ of Independencef you will -find that the exerc1se will aid your été§2nts
in v18uallzlng some of the complex patterns of revolutlonary causation.
They .can use the J-curve .to dlStlngUlSh between those underlying cir-
cumstances that made the- revolutlon poss1ble (what experts have come to
‘icall precipltants" or "accelerators"). The apogee of thHe J-curve usually -
coincides with the time when precipitants begin/ to activate precondltlons.
‘In the case of the American Revolution, this ccurred around the Close
of the French and Indian War.. Not only did the colonlal economy experlence
a break in the war-lnduced boom, but the Britlsh immediately lmposed tne '
Proclamatlon Line of 1763 as well as the S amp Act on the colonists. The
end of the J-curve marks that period whenfcertaln "trlggers"--spec1f1c
events like the so—cak¥led "Intolerable Acts;" the skirmishes at Lexlnqton
and Concord, the meetings of the First And Second Continental Congresses,
and the Battle of Bunker Hlll"-actually set off the War of Independence. .

The J-curye will also lead some ogﬁyour students to re-examine the A

nature of British policies and the cbnditions under which the colonists "+ °
‘lived. Many will then be able to comprehend why the colonists felt
burdened and oppressed, even though they probably en]oyed more liberty'
and greater material well-being ln an absolute sense than most_ peoples
llving in Europe “at that tlme. What really‘mattered was how they per-
teived the s1tuatlon. Their outlook was colored py a variety of”ffustra—

tlons and fears created in large measure by a J—curve pattern, of events.

<

The colonlsts honestly believed themselves mistreatgd. They felt that

j - } .
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ever-tightening imperial controls~nould limit their opportun{ties for
future improvement and that it would be necessary to take up arms to
protect their freedoms. Such conv1ctions obv1ously played an important
role in the outbreak of the Revolutionary war. An understanding of how

and why these convictions developed will affect the students' re-evalua-

tion of the various statements in Document One.

i

Days Seven Throuyh Nine

(From'days seyen through nine, concentrate. upon the impact and legacy
of the American Revolution. Start by having your students read and dis-
cuss relevant textbook chapters and supplementary assrgnments. (In addi-
tion to the supplementary readings suggested for days four through six
above, consult Falmer 1964.) Wwhen you are confident that theyhave
absorbed the basic facts, give them Document Pour, which contains state-
ments by historians and social scientists about the -essential nature of
the American Revolution. Use these assertions to probe the\question, How
revolutionary was the American Revolution? (See, in particular, Wood 1966
and Billias 19657) ‘Perhaps your class can agree on which statement best
describes the essence of our revolution. If not, explore the reasons why
different indiv:Suals hold'different views. Try to pinpoint the specific
issues npon,%hich a consensus cannot be reached and then hh.c the class
reflect upon the character of #those issues. 1Is there anything about them
that explains the lack of consensus? :
On either thr eighth or ninth day, give the class a writing assign-

ment. Ask your 'students to compose an essay, explaining whether the

- events of the Xmerican Revolution substantiate or contract the general

assertions about revolution contained in Document One. Instruct them to

" support their general arguments with specific evidence. This exercise

A

will set the stage for discussion on the last day of the'unit:

At the beginning of the last,day; conduct a second opinion poll on
the statements in Gustavson's paragraph. Compare the new results with
the original reactions that you received on the first day. Have the class
note any shifts in basic attitudés and asl individuals to explain why
their views have changed. Their ideas about the American Revolution

‘should be.integrated into this discussion. Complete agreement on every

5
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i p01nt will probably still not be achieved, but this session can provide stu-

dehts with a final opportunity to clarify their thinking about the American

Revolution. = . S . : %.

Evaluation i : P

. %, ©
.

-

Your evaluation of the Student's work should be based upon § 3 combina-
tion of their written essays and classroom participation. As yo; make
your evaluations, keep.the following questions in mind: How well did the
students grasp the social science concepts and theories introduced through
the resource supplewents? How effectively daid they use those concepts
and theories to comprehend and analyze historical data? Did they conscien-
tiously re-evaluate their attitudes toward the phenomenon of revolution in
general and the American Revolution in parhicular? How well were they
able to defend their own points of‘view?' Were they able to marshal corcrete
evidence in'support of their beliefs and conclusions? To what extent did
they grasp the'complexity of what they were studying,and recognize the
diversity of opinions about particular issues? Did they demonstrate an
ability to interrelate their understanding of the American Revblution with
their grasp of trends and developments in pontemporary society? Remember

that the study of history involves much. more than the memorization of facts.

-

.\‘

Other Uses of This Approach'

You may want to use your experience with this unit as a basis for
developing an interdisciplinary approach in other segments of your course.
While the possibilities are limitless, it might be helpful to begin by
applying the J-curve concept to afsubject like the causes of the Civil

- war or the outbreak of ghetto riots in the 1960s. The J-curve may even

be relevant to situations in which widespread violence or open rebellion
did not occur, such as the Great Depression of the 1930s. A host of addi-’.
tional'topics could lend themselves to interdisciplinary analysis-of
various kinds. -Slavery as an economic and social institution, industrial
growth in the Gilded Age, and the progressive urbanization of American

s

society come readily to mind.

»
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~ . Document One

“A révolution is caused by the misery of the pedple. A strohg
and’ tyrannlcal government persists in its misrule until- the people :
can endure it nollonger., Then, moved by spontaneous zeal and rlghteous'
indignation{ the multitudes rise.. They assaultxthe citadels of power

and expel the ruling class in a bloody civil.war. As a consequénce'of

' the revolution, liberty is restored to the people."

[car1 G. Gustavson. 'A'Prefhcé'fb History. New York, NY: McGraw-
Hill, 1955, p. 98.] . '

™
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Document Two . o =

) A . A . -” y . -‘ . t
"Revolution is a sweeping, fundamental change in political organi-
zation, soc1al structure, economlc property control and the predominant
. myth of soc1al drder, tgus 1nd1cat1ng a major break in the continuity

v o

of development " N
[Slgmund Neumann. “The Internatiocnal Civil war." World
o . .7 . Politics, 1:3 (April 1949) 333-34.] C
. : “-a .
"Revolutlon is any sharp, sudden change or attempted chang in the
location of polltlcal power which, 1nvolves elther ‘the use of the threat
of violence and, if successful, expresses itself in the’ manifest and v
perhaps radical transformatlonrd! the . process of government, the accepted
foundatlon of soverelgnty or legltlmacy, and- the conceptlon of the polltlcal

- and/or soc1a1 order. T . o ‘ /

-

4

[Adapted from the definition of Eugene Kamenka by Robert Forster
and Jack P. Greene, eds. Preconditions of'R@voZutzOn in Early
Modern Europe. Baltimore, MD: Johps Hopkins Press, 1970, p. 1.]s

"A revolution ig.an acute, prolonged crigis in one or more of the
'tradltlonal systems of strat1f1catlon (class, status, power) of a
pollt:l.cal community, wh1ch involves a purpos1Ve, elxte-directed attempt
to abolxsh or to reconstruct one or more of said systems by means of an
1ntens1f1catlon of polltlcal power and recourse to’ violence."

[Mark N. Hagopian. The .Phenomenon of Revolutzon New York, NY:

Dodd, Mead, 1974, p. 1.]

+
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Document Three

Jamesec. Davies' "J-curme“ Hypothesis

Gyt
P

Expected need satisfaction ——’/ o

' T, 7 | a intolerable gap-

. N ya between what people
- ’ N A - | want ‘and what they -

. |Actual need S © . - | get

satisfaction . "

Needs

. = - A tolerable gap be-
U — = tweenswhat people
'want and what they
get

s Revolution occurs '
: at this time .
Time . . .

According to Davies,;"Revolutions are most likely to oécur when a’

prolonged period of objective economic and social development is followed
by a sho¥t period of sharp reversal. Thecallfimportant effect on -the
_minds of people in a particular society is to produce, during the former ~
period, an expectqtion'of_continued ability to satisfy needs-fwhich con-~
tinue to rise--and, during the\lattet;_a mental state of anxiety and. .
frustration when manifest reality Breeis away from anticipated reallky.
The actual.state of,socioeconomic‘demelopment is iess significant than

e,

the expectation: that past progress, now blocked, can and'mqst continue -
“in the future.” | o " I |
‘[Jamesjc; Davies. "Toward a Theoxry of Revolution;" uﬂmerican
Sociological Review, 27:1 (February 1962) 6-7.] ®

In commenting on the- resulting "J—curve pattern, Mark N. Hagopian.
" has written. "Constant misery is no more or less conductive to- revolu-
tionary behavior than is constant improvements of conditions. ,It is
rather the sudden gap between expectations and reality produced by
a'cyclic downturn that dissipates confidence in the existing regime..;.

]



o

Davies thus ‘envisages a point where the anxiety and -fear. produced by

sudden reversal of the improving trend becomes intolerable and the en-

suing frustration makes the government a scapegoat. Whether it is in

“fact responsible for society s recent #oes is not particularly important,°;

what ‘is important ig’ that it is oonsidered so responsible.
[Mark N. Hagopian. The Phenomerion of Revolution. New York, NY:
Dodd,. Mead, 1974, pp. 151-52.] '
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 Document Four

It is true that the French Revolution was a traumatic experience,
. which the American Revolution was not. Some have even argued that tte
American Revolution was no.xevolution at all because it did not seriously
'disrupt the fabric of society; it made no radical alterations in the
ruling, elite; it instituted no terror ‘and produced no charisma."»
[carl Leiden and Karl M. Schmitt. The Politice of Violence:
Revolution in the Moderm Wbrld Englewood Cliffs, NJ: Prentice-
. Hall, 1968, pp. 10-11.] | ’

"There is.another category of revolutions, those aiming at, national
independence, in which the American Revolution is seen as a precedent,
since, whatever else it may also have been, it was clearly.a strhggle
for independence against Great Britain.... The war df independence'was
at the same time a civil or revolutionary struggle between native
'Americans%... Americans set up new governments according to new principles,_
‘ and to a large extent operated by new men, of a kind who could not have -
achieved prominenc& had the colonies remained British..... In short, the
‘_’revolt ih America meets the external criteria of a true revolution, and
"a revolutjion in a democratic direction. since it was a former upper or . . -
aristocratic class thut was displaced " ‘
[Rnﬁert R. Palmer. "The Revolution." In The Comparative Appmach
to American History, C. Vann Woodward, ed. New York, NY: Basic .
Books, 1968, pp. 49, 51.] ‘ o

‘ '"The«most obvious\peculiarity of our American Revolution is that,
-in the modern European sense of the word, it was hardly a revolution- '

. at all. -
[Daniel J. Boorstin. The Gbnids-of American Pblitics. Chicago,
_ < ILs dniversity of Chicago Press, 1953, p. 68.] -~ -~ .
f "‘ o ' -~

"The American Revolution, (J. Franklin) Jameson argued, substan-'
tially reduced the prominence, role, and wealth of the colonial ‘upper
classes and accelerated the rise of a middle-class gentry which greatly

¥
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I;enefitéd from_the confiscation of Tory estates, the_emigf.atidn to \Canada
of British Loyalists ,' the removalgof the Crown's restrictions on lanciv
golonization, and the abolition of primogeniture."
; [Thopas H. Green. 'ébmparative Revolutionary Movements. Englewood
. - Cliffs, NJ: Prentice-Hall, 1974, p. 7:] o h

“The American Civil War ﬁas alsc»i a revo]-.’ution in many ways--much .

more so indeed in its effects.than was the revolution declared 'in 1776."
 [carl Leiden and Karl M. Schmitt. The Politics of Violence:
"ﬁevolytion in the Mbdern‘Werd. Engléwood Cliffs, Nd:'P;enéice—
o Hall, 1968, p. 13.] " S ) L L 4 N
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CHAPTER IV . Yoo
'y
d N o . . . - . . - ;
& , ' - COMPARATIVE HISTORY: . - . : '
o SLAVERY IN CUBA, BRAZIL, AND~THE UNITED STATES . ~ v
- £ . w K 2 —“ . P . ) .
- " Glenn Linden | s : '
Introductioh - L . SRR

To limit.the subject of historical study
‘within national boundaries is al ays to. invite the

o

charge of narrow perspective and historical national- - ’ »
~ism. Historians of all nations have in some measure T~
incurred that risk, but Americans have been accused S . -
, of more than ‘the normal share of this type of parochialism. - : -
oo {(Wocdward 1968, P. 3) . g

. [} |
Often they have made claims of distinctiveness and uniqueness about

. the American experience that are unsupported by historical evidence.

\ . And too often, they have assumed that the United States developed
independently of

st of the historical forces that shaped Western )

.
.

Europe and the ,
While this as been true of many writers and teacher# of American
in recent yearxs>a strong countercurrenf/;tressing7 o

/('\l

the comparability of Americdn history has asserted itself. Daniel .
Boorstin s study of American history has been enriched by his knowledge
of European history and he has constantly made references to their >

) similarities and differences (Boorstin 1960).. Louis Hart; (1964) has .

made comparative history the basis of his analysis of American life

o

- and asked "how can we have the uniqueness of anything except by con-

. trasting it with what lS not unique " Similarly, the works. of Robert R.
Palmer (1959), Dav1d Potter (1954), and Eric McKitrick (1960) have
benefited from efforts ‘to think in a more oomparative manner. - The words
of the French Medieval historian, ‘Henri Pirenne, sum up the feeling of

= - these and many other historians who are working in comparative history
' "The comparative method permits history to appear in its true perspective"_

~
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'ﬁany teachérs have begun to experiment with the comparatié% method.
They ‘have &ecognized "that this method is useful, easily manageable, and
able to produce positive results.. And they have seen a sense of proportion ’
and historical perspective appear as events of, American history are viewed
in a larger context.

A first step for many teachers in the use of comparative history
has been to Select an area and identify the phenomena that are to be com-
pared. This is usually followed by collecting of relevant materials,
noting similarities and differences, and answering questions about origin
and evolution. Sometimes the units of comparison are ‘societies fa¥ re- .
moved from one anothér in time and space. In these: societies it fﬁ diffi-
cult to find mutual influences ‘or common origins. On other occasions the
units of comparison are' geographical neighbors and historical contemporaries,
regularly influenced by each other. 'Often they are subject to the same
overall influences because they .are so close ini-space and time. The "
latter ‘method may arrive at more precise conclusfons and its. classifica-
tions tan be more rigorous and critical. e .

The foliowing unit attempts to provide materials concerning slavery
in three societies that were geographical.neighbors and historical con-

These materials can be incorporated intd existing teaching units on the

temporaries--Cuba, Brazil, and the Uniggd States in the 19th century.
pre—Civil War period in American history with a. minimum of effort. Settle-
ment of the three societies began//n the 16th and early 17th centuries.
Since- labor was expensive and scarce, slavery developed as a way of pro-

viding a reliable work force. Early effor;z to use Indian labor prOVed

‘unsuccessful, and-soon large numbers of African Blacké were being broughkt

to the New World. N
The history of the slave plantation systems of Cuba and Brazil is to
a great extent the history of _arge-scale sugar production. Two—-thirds
of all slaves brought to the new world were brought to produce sugar.
Slave 'labor was also used to produce a few important staple crops. By
the early part of the 19th century there had been some changes in‘agri-
cultural patteins--coffee had be.ome an important crop in Brazil, tobacco
had given way to cotton in”the southern United States, and Cuba‘h d de-
veloped a sizable urban slave propulation_in addition to that involved

/

-
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R in'suqar production. T N " L, e
:'A the early 19th century, however, there yere many challenges'
X to the existing slavery systems To-some, slavery vas baeically'im- L | ¥
, . moral since it denied ‘freedom and dignity to fellow human beings. To | ] .
others, it sSeemed that slavery had a corrosive effect on the quality
L . .of lifg in the broader soqiety. However, most thought slavery was an -
archaic economic system'that was no longer profitable. These challenaes
were to culminate in the peaceful ending of slavery in Cuba and Brazil ’
{ and its forceful termination by a civil war in the United States. R <i:g.,. P
Until recently, there has been little comparative information '

- 1

’

e vailable on the slavery systems in thesge societies. However, beginning
| . with the work of several historians in the” 1940s and 1950s, a clearer
picture has begun to emerge. The fifst work of a compdrative nature
\'- "+ was by Frank Tannenbaum (1946). 1In it he‘pictured African slavery
l‘ in.LatJn America as a mild institution and attributed its mildness to
;' . ‘the experience of the SPanish and Portuguese Wlth slavery on the Iberian
‘ peninsula.‘ This" thesis .was developed further by Stanley Elkins (1959),
I ' whq.emphaSizedvthe powe%{of the institutions of church and statelin
"humanizing .the Latin American'slave system. TLater Herbert Klein |
expanded this wview in his comparative study of Cuba’ and Virgi

to prove that the treatment of ‘slaves was better in Latin rica than

in the ‘United States. An examination of slavery in Brazil by Charles . ) '
) Boxer" (1962) resulted in his discovery of a large number of instances of
s cruelty toward slaves. ‘These included cutting the tendons of slaves to
prevent their escape and using slaves as prostitutes in the urban areas. .
Further work by Stanley Stein (1957) on ﬁrazil and Gwendolyn Hall - (1971)
on Cuba and Haiti added evidence .to the view that slavery was much harsher
than earlier portrayed: Stein described the brutal punishment onithe _ - ’
‘coffee plantations in Brazil, while Hall focused on methods of SOcial'

control in the Caribbean,-where the average slave workday was 18 to 20 hours.
’ ] e - ) »

[y

ERIC - | 00055




52

At present there are two maior schools of thougnt anout slavery in
the Americes. One sees it as humane'and reasonable in Latin America but
severe and brutal in the Uﬁited States. The other sees it as a cruel.’
system in both North and South America, but more severe in parts of Latin

America where sugar and coffee plantations existed. Since it is doubtful
‘that substantial agreement will be reacheo in the near future, the debate

will continue until more conclusive evidence is available.

> . e ¥

Overview of the Lesson »

The following lesson employes historical documents from both schoolsj
of thought on slavery. The first three dais of the eight-day lesson are 1

based on the viec that slavery was a cguef institntion in both North.and3
South America. On the fourth day, documents representing the more humane
view of slavery are introduced,'and«students are later asked to search
for additional sources of information. -

* Pull-class and small-group discussion, individual research and
essay-writing, and possibly some mini-lectures by the teacher are the
techniques employed in this: 1esqon. The inqviry apprcach used is moder-
ately structuxed. The initial questions posed by the teacher are rather
general and the students are to be given a great deal of latitude in
their answers. It is not the "correctness” of the answer that is im- -
portant, but the students' thoughtful justification for-it. Thereafter
the teacher's role is more that of a classroom resource person than that
of discussion director. The directions of the classroom discussions will
largely be.: determined by the students themselves, In addition to:a re-'
source. person, the teacher should also serve as a probing critic, pushing

_the stndents'to;aupport their cbnclusions with sufficient evidence.

‘o
L4

. ‘ . Learning Objectives
Knowledge : . k T . L
The student will: ‘

1) understand tne aimilarities and differences in slavery in
' Cuba, Brazil, and the United States.

2) formulate hypotheses and generalizations that account for
these similarities and differences. :

4




14
Y
[

-$kill Development
The student will:
1) find evidence regarding slave life in the three societies.

. 2) analyze and evaluate-historicallevidence in a manner con-
v _sistence with accepted historical methods

Affect
The student will:
1) ‘participate/with others in the inquiry process.

2) ' empathize with the problems of slaves, free Blacks, and
whites in the three societies.

Sample Lesson

/
* This/lesson plan describes an eight-day sequence of activities,.
;‘ which 'ou may wish to 1engthen or shorten, depending on the capabilities
and . +.erests of your students. Before you introduce the 1esson, be
sure that you have made enough copies of the first three student handouts
: ﬁ(Documents~One, Two, and anee) for distribution to eacg student:the;
first day. (Documents Four, Five, and Six might also be reproduced at
the same time, though they will not be used until the fourth day of the
resson .) You may want to obtain copies of some of the books cited in
the student handouts, as well as other sources mentioned in the References

'~ for this chapter, to have on hand in the classroom for the students to

" i
cl '

O \

usﬁ;when they develop their essays on the fifth through seventh days of

y One
Explain to the students that they will be studying the institution S
of slavery for about eight days. Hand out DOcuments One, Two, énd Three; ‘

divide\the class into three groups; and select a lzadex for eachﬂgroug.
Ask each group to read all three documents and decide. what geographicai

-area and time period is referred to in each document, whether the docu- \\KW
'ments are reliable as historical evidence, and how representative of each/ \\\
society are the conditions described. They will find evidence in each /
account providing at'least tentative answers to these questions. Urg;//

them to read these accounts carefully. .
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Explain that each group member should feel free to express his or
her own point of view. The important thing is not the final answer but

that each has good reasons for the answer. These first three documents

emphasizé the cruelty and séverity of slave systems ;p the three societies..

(The documents to be used later will present a much different picture.)
There should be some disagreement in each group over the reiiability‘and
representativeness of each account. If not, the ﬁéaéhéf_shouid_raise
critical questioné. Document One presents a severe picture of life oh a
sugar plantation. ' Is it too extreme? Is it really possible that slaves.
were made to work lé to 20 hours a éay? Students will note that the docu-

~ ment relates to Cuba in the 1edog. Document TWo_describes slightly less

severe conditions, but the emphasis is upon supervision and conti:l. Clues
to location are the reference to coffee plantations and Portuguese drivers.
It is Brazil in the mid-19th century. Document Three presents a severe
picture of slave trading in the winter in the 01d South. It is an account -
given by a former slave, Will Bost. Quéstiong.that ﬁay occur include, How
chhgacteristic was slave trading? Were slaves ucually chained together?
The reference to Newton is a clue to the stite of North Carolina. It is

in the 1850s. - 1 . .
pays Two Througg Four

The students will need to spend at least one,day'ana possibly longer -

in their groups. When they are ready, ask the group leaders to report
the groups' answers to the class. Write them on the board. See if there
s and evidence. A lengthy

is agreement among groups. Ask for reas
discussion should follow. Then ask students\what differences they saw

‘between the accounts and how they would explain\these differences. . They
-will need to think of the differencés in the development of the three

« B ! . Y

soclieties. ‘ _
At this point, a brief discussion of comparatfve.histou is néeded.
TaPk with the class éﬁout differences of development in Cuba:\sfazil,

- and the United States. Stress the-Spanish influence in Cuba, the Portu-

guese on Brazil, and the English on the 014 South. -Other points could‘
include religious differences, differences in crops, differences in

African origins of the slaves, and differénces in political controls from

)

00058




Europe. (Books that you may want ‘to read for background on differences’

include Klein 1967, Boxer.1962, Stampp 1956, and Phillips 1966.)

Now pass out Documents Four, Five, and Six. These documents
present the gentler side of slavery and are at odds with the first three.
Ask the students to read these new documents and, while they are doing so,
think about the following: Imagine you_are being brought to the Americas
as a slave in the 1850s. Based cn what you know from all six documents,
to which of the three societies--Brazil, Cuba, or the u.s. South--would
you, prefer to be sent? Give the students the remainder of the period
to read Documents Four, Five, and Six and ask them to be ready to make
a decision at the beginning of the<next period.

Days Five Through Seven - : .

The next day, ask the students to choose the society in which they
would prefer to be slaves. Then ask each to gather available information
about, his or her preferred society in order to determine what his or her
life would be like. Each is to write a description of a day in his or -~
her life as a slave> based .on’ available data from resources in the class-
room and library as well as on' their imaginations. Wherever possible,
include such items as job, family, foodq, and education.

f It is important to emphasize the fact that there are no right answers
to this exercise. Otherwise students may ‘be uncomfortable with their

descriptions when these! differ from those of their fellow students. The

important thing is the process not the product. . - 8
As students work, circulate among them and help them clarify their

ideas. You may want to' refer them to Har'iet Beecher Stowes' Unele

Tom's Cabin (1965) as the effort of one’ woman to picture the life of a

slave. Other good references for students include William Styron's

The Cbnféseton of Nat Turner (1967), Frederick. Douglass autobiography

(1970), and Solomon Northrop's Twelve Years as a Slave (1968). Edwin

Fenton's Tradition and Change in Four Societies (1974) includes a section

~on Brazilian'slavery. It Gould also be useful for you to have copies

of the books by Klein (1967), Boxer (1962), stein (1957), and Hall (1971)

- for use in your ‘room or the school library.

-, . » . . . .
. . .
\ | I
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Students will be gathering information and writing,their accounts

b the next few days. They ould study the documents carefully and
d any information that is a ilable elsewhere. It is‘important that
e documents\be cIosely exam§ned since they contain much useful infor-

3

tion- - L E B

Day Eight
After they have completed their work, ask a few students t ‘descrlbe

their lives as slaves. Be certain that you have at least one fro each
society, Ask other class members who wrote essays on slave life in the
same society if they agree with the descriptions presented. ’How ealistic
are they, hoth factually and'emotionally? Ask students who onte ssays
on slave'life in the other societies whether, after hearing the reports
. on a different society, they still thinktthe society they chose would be
j . preferrahle,v What are the good aspects and bad'aspects of slave life in
f each society compared with the others? A listing of differences and
similarities on the'chalkboard might.be used to-summarize the lesson.
(The lesson might be extended, if interest persists, by generating
hypotheses about the implications of the differences and similarities for
present-day life in the three societies ) : : <

. Evaluation

- ' Each student's'participation in full-class and small-group discussions
as well as his or her essay can serve as the basis for evaluation. Full- |
class discussions provide the opportunity for the teacher to observe most
students' abilities related to all the lesson‘objectives: to compare
- three societies, to form hypotheses\and generalizations, to find and use
evidence, to partic1pate with others\in the inquiry process, and to~em—
pathize with the problems of slaves.and others. Small-group discussion .
may show especially the students' abilities-to share in the.inquiry pro~
®cess and to analyze historical documents. The essay should demonstrate
students' abilities to find and use evidence and to empathize with the : .

problems of . slave life.

? »
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Other Uses of This Approach

As mentioned earlier, there are many'topics.in American history
that 1end.themselves to a comparatlve treatment. fhe’American Revol-
ution can be used as a springboard to a con51deratlon of the nature
of revolutlons and the factors that lead to revolutlons., A good source
-. for. this comparison is Robert R. Palmer s Age of Democratzc Revolutions -
‘_(1959). Another area for comparlson is urbanization. ‘In the 19th ‘./
century, the u.s. went1}hrough a series of problems related to the growth
‘of cities. Many other socletles--European, Asian, and African--have
had similar problems and it ocould be fruitful to examine the factorsfthat

led to U.S. urban growth and the similarities and_differences betwee/
urbanization in the U.S. and other societies. Industrialization presents
similar possibilitles. " Since France, Spain, Portugal, Denmark, and
England were closely involved in exploration and colonization of e New
World, a careful look at the different patterns and those nations/ res
sponses to similar problems can shed new light on this period.’ Hléo,

the Westward Movement , Reconstruction, and reform movements offe other -

. possibillties._

v./
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Document One

""The workday during the grinding season on sugar estates‘...
reached . twenty hours. A traveler during the '1840s reported the
incessant sound of the whip. 'Indeed, it was necessary to keep ‘the

poor wretches awake. Toward the end of the grinding season, even

5

the oxen were reduced to.. mere skeletons, many of them dying from .
over-labor; the negroes are allowed but five hours sleep. Other
report%&indicate‘that four hours.sleep was considered sufficient for
a slave, and that twenty hours-a day for five to seven month;‘out of

the year was the nérmal working day. Even on one well-runeestate,‘
.which had a humane manager who had been with the family 56} thirty

years, only three tO'four hours-slee;\was allowed during the grinding .
:season. The manager explained apologetically that the work could not 5
vbe carried on‘with less labor. When ‘the: manager of another estate

‘'was asked whether the slaVes lives were shortened by lack of‘sn$ep

during cr0p time, he repled w1thout doubt (sin duda). " Keeping the

slaves constantly occupied was also justified as a means of keeping
them out of trouble. Cuban planters were amazed when informed of
the amount of leisure that slavés in the United’States enjoyed after

their daily tasks were finished. They could not understand hov,the

slaves remained disciplined with so much time on their hands."

-

“

. [Gwendolyn Miglo Hall. Social Control:-in Slave PZantation
Societies: A Comparison of St. Domin and Cuba. Baltimore, MD:
‘Johns Hopkins Press, 1971, pp. l7-18.%ue T

T




vrbocument Two---
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. . o

“Constant superv1s;on and thorough control through d1sc1pllne

joined to—sYlft,—often~brutal~pun1shment were cons1dered an' absolute _
‘necessitydon coffee plantations... On isolated‘fazendas id numerous
-

'.slaves,«planters perceived the precariousness of their situation. Many

‘declared openly 'The slave is our uncompromising enemy." And the enemy

.

had .to be restralned and kept working on schedule through fear of punlsh-

¥
R

ment, by v1gllance and’ d1sc1pllne, by forcing him to sleep in locked »

©

quarters, by-prohibiting communication with slaves of nearby fazendas,.

-

" ‘and by removing all arms from his possessfon...

1

Most visible symbol of the master s authorlty over the slave, the A

o

whips enjoyed several names: there was the’ llterate term 'chicOti' for

-what was usually a flve-talled and metal-tipped lash, colloqulally known

»

as_the codflsh' or armadlllo tail.' Probably because)Portuguese drivers
'went armed with such cat-o'-nine-tails, slaves tagged it with the name of °

" the favorite article of Portuguese d1et--codf1sh . « « not sheer per—
vers1ty but the des1re to drlve slaves to work longer: and harder moti- \

vated liberal use of the lash."

2
K

. o [Stanley Steln.. “Negro Slavery in Brazil: Harsh and Cruel." 1In Ai '
. A _Century of Brazilian History since 1865, Richard Graham, ed. New
York, NY: Knopf, 1969, PP 62-64 ]
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Document Three

"I remember when I was a 1ittle'boy, about ten years ago, the

' _speculators ‘come' through Newton with droves of slaves.  They always

-3

Y

stay at our plaee. The poor critters nearly froze to death. They.

always come 'long on the 1ast‘of December so that the higgers wdhld

- be ready for sale‘bh the first day of Januayy. Many the time I see’

™

four or five of them chained together. They never had enough clothes:

\
Y

S : N
on to keep a cat warm. The women never wore anything but a thin

¢

dress.and a petticoat and one underwear. I've seen gthe ice balls
" . N B ) . : \ ’ B
hangin' on to the bottom of their dresses as they ran along, just

..

like sheep in a pasture before they are sheared. They never wore‘any

shoes.- Just run along on the: ground all spewed up with ice. The

¢

speculators always rode on horses,and drove the poor niggers. When}

they get eoid,'they make 'em run tillvthey are wAarm againf..r«
"Us peOr niggers never alloyed to learn anything. Ail the readin'

they.ever hear waS‘theh they was carried threugh the bilg qible. ;The )

hassa say that keep the slaves ih ghey places? _They was one niggery

boy in Newton who was térrible smart He learn to read and write. He
. 1]

take other colored chlldren out .in the flelds and teach em' about the"

bible,'but they'forget it before the 'next Sunday. -

£

& [Norman Yetman. szen,;mdér the "Peculiar Instztutwn"' Selections
from. the Slave. Narrative C'oZZeé;twnsz ' New York, NY: Holt, Rinehart
& Winstoh, 1970, pp. 35-36. ] ‘ i ‘ s '

,/ . 1 [ . ) "o
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\ , . Docdument Four ! - ' a

Employedmin'every conceivable_industry and profession in the urban

S

,centers and heTVlly engaged in a multitude of rural activities from pro-
. : =) j v s

duce farming to cattleiraising and bee keeping, the African negro-slave
‘ |

I,F'

“lived in a rich world of economic opportunity. Wages for skrlled labor

were high thro+ghout the ' colonial period and this coupled Wlth the great
v
demand for skijls_and the possibilities for private and self—employment

allowedva large

b

, »
amount of private ;;alth to accumulate in. the hands of

slaves. From tris_wealth came the/capital for self-purchase and’ for a

s

‘ . | ' ) ) . _
multitude of amenities that relieved the daily burden of slavery. Everi

\

. in the remotest rural areas, Catalan innkeepers kept the rural slaves well

supplied with a host of products for theif ready: cash, including hard
(

liquor and in the urban areas, entire sections,of the town were filled
thh‘canteens and taverns that catered primarily to the monied slaves.

"This abundance of economic opportunity not only prov1ded a largé

reserve of private capital for slaves, but it also left them Wlth a rich

industrial heritage. The master's investment in' the training and education
“

’ \
of his slaves of course gave the master a large return on'his capital,
\

“,but it also left the slave endowed w1th assets that Y?“ld last him a life-

time. All of hhisumade for an easy transfer from slave\status to free.

Working in everydindustry.as freedmen, the slaves--once emancipated or

- . t

having purchased theirhOWnbfreedonr-siﬁply*continued in the same economic

<

oécupation as before, often éven in the same factories'-and shops."

@

)

\ S : ’ .

7= ] i '
[Herbert S. Klein. Slavery in the Americas: A Comparative Study
of Virginia and Cuba. Chicago, IL: University of Chicage Press, 1967,
pp. 162-63.] , - — *
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L ' ‘Document Five ., ) : v

A

-

’ "The lot of the Brazilian slaves was rather better than that of
* their fellow bondmen in the United States. Three most important factors

bearing upon the subject-remain to be considered, and these should not
s \; ‘4
only ‘remove all question regarding the-yelative positions of the

Brazilian Empire and the North American Union-with reference to the
matter under consideration, but should lend strong support to the view

that the Brazilians treated their African Bondmen better, on the whole, . =

s
that any other nation. . S .
L Y ! * ! 3

"One of the factors was the unifying influence of thg Roman f

Cathol@c Church, with which the casual and diminishing'part‘played by
e @

, the Protestant groyps in the Southern United States offers no compari-

son.'. At a vsry early period it became customary to baptiﬁe all Neéfoes.

(=3

,from the Portuguese colony of Angola before,placing them on the slav{

ships; .and the law required that all other slaves'be taught certain

1

prayers and be baptized within.a year after‘arrival from Africa. &Though
many masterslcomblied with this requirement rather tardily, they rarely

. evaded itvcompletelf, for to do so was in opposition to public optnion . . .

L

Children of slaves were usually christened promptly after birth, taught-

"o . the catechism like the children of tng>free, and in due time, were re-

J
»

N ‘ceived in full membership into the church.

“After this, they regularly went to mass and confession, and

-

partook of the sacrament;’ for all: of the large plantations were supplied

-~

with chapels and priests. Like the frée, the&'héd religious sécieties,
which they themsel;ys officered; and pious slaves gladly contributed of

their savings towards the decoration of images of the saints.. And

]

. .

. c ’ . . . Vv
. " )
[~
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Document Fiue -2- .

finally, the law required tﬁat when the slaves earthly labors were ended
-he be buried, like his white master, in consecrated ground.
"But church membership not only cIassed the Negro as a living soul
“capable‘of salvation.v It gave him in the priest a counselor Yh°59 influ-
: ence was largely for the good, and a'friend to whomvhe could appeal for

protection against injustice ' for the kindness of the Brazilian clergy to

fully to'evaluate because of the influence was so subtle--membership*in

the Roman Church bound the slaves- withfall the power represented by that

.

organization“to white Brazilians in a brotherhood based upon the recogni- a

s L]

tion of God as the common.father."

' . -~

Al
®

, W

P , New York, NY: Knogf, 1969, PP. 56-57

-4

g

their‘own slaves was proverbial: Most important of all--and most difficult

E [Richard Graham,*ed' A Cbntury o{ Braztltan Htstory 8ince 1868,

I
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Document Six

“"Several thousand slaves were hired in\Eastern Virginia, during

-+ B " L . .
~ . . N . > .

the time of my visit'there. The wages paid for able working men, sound,
. A . _ . .
healtliy, in .good condition and with no-especjal vices, from twenty to

thirty years old, were from $110 to $140, the average, as nearly as I

+

could ascertain, from very extended inquiry, being $120 per year, with

. '”board and 1odging and certain ‘other expenses._ "hese wages must .repre-
: \

- “~

sent exactly the cost: of slave-labor, because any considerations which
» - \t&

would prevent the owner of a sla&e disposing of his labor for. those !
wages, when. the 1abor for his own purposes would not be worth as much,
| are sO many hindrances upon the free disposal of his property, and

- thereby deduct from its actual value, as measured with money .

ha s

~ TN\ '“As the large majority of slaves are employed in agricultura;:- S
G . 4 ) ‘:_7_\ . . o -
;@aﬁ;’\35‘-_f1abor, and many of those hired at thé”prices I have mentioned, are taken .

directly from the labor of the faim, and are skilled in no other, these

-
wages represent the cost of agricultural 1abor in Eastern VArginia. .

' "In-‘New York, the usual wages for similar meh, if Americans, white

or black, are exactly the‘samefin the money part; for Irish or German

1aborers the=most common wages are $1O per month, for summer, and $8

per month, for winter, or from $96 to $120 a year, the average being

about $108.

“The hirer has, in addition to paying wages ‘for the)slave, to

-

[ ] feed’ and to clothe him; the free 1aborer requires also to be boarded,
but not to be clothed by his empldyer. The opinipn is universal in
Virginia that the slaves are better fed than the Northern laborers. This.

is, however; a mistake, and we must consider that the board of the
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Northern laborer would cost at least as much more as the additional cosp

of clothing‘to-the,SIave. Compatihg man with man, wiﬁh reference simply

to equality of muscular power and endurance, i;thi ,,Véllfzﬁééé things

considered, the wages for common laborers are twent%-five pér cent higher

. in Virginia than-in New thk. But let it be suppoéed théy are equal."

i

i[Frgderick Law’01ms;ed. A Jcurmey in the Seaboard States. New
York} NY: Dix & Edwards, 1856, pp. 185-86.] -
| ’ ,
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GRASS ROOTS HISTORY'
by
- Fay D. Metcalf

Introduction

a3
~

Grass roots history lS rapidly gaining a degree of respectability
which it lacked for many years. This is the case both among professional
historians and teachers of history It goes by many names--grass roots
history, local history, localized history, co@munity studies, and history
from the bottom up. Whatever it is called, its increasing popularity is
a recognition that muchLof the history cf the American people has been
overlooked through the traditional emphasisvon national histcry and the
great men of the past. It is a belated acknowledgment that the "anonymous

Americang," .as one historian has called them, are also an important part

;7 Many'people, Eeachers and“the‘public aLike,,are still in thé habit4>;‘«~e~~
of thinking about American histpry in terms. of‘the history of the nation.
They feelﬂthat an historical event, a person;” or a place is to be judged
significant if it, he, or she in some way’contributed td> 5textbook his-
tory," to history on the“national level By that standard the lives of
most people dre not Judged to be historically significant. This national.
bias is still pervasive, especially in history classrooms, . and is still
~ the major source of resistance to local history. But the question is not
whether national history is important. Rather,’ the question. is whether
.national history is the only use ful perspective from'which to -view the
American past., o o
Crass r- ots history is the study of the fast from the perspectiVe
of a particular place. The-place may be a rural community, a.towh, a_
larger city, or an urban neighborhood. Grass roots history is concerned
with the people who lived there and what happened to them. Then,kis it
not, limited and parochial? 1Is it not “mere'antiquarianism“Q In some . |
cases, it may be. If the quéstions asked about the locality are limited

and parochial, the results may only be of interest to the person who 1is

'fiarbr|"“




- other localities in other countries, it can even become the basis for

_both structuied and unstructured.elements.

‘ 70
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asking them. They may not always be.very important to him. .

\
A\

~ The value of grass roots history depends largely upon the kind of
questions one is asking and the framework Wlthin which they are being

asked. One student may be interested in the history of ajparticular

family w1th1n the community because he is a descendant df that family.

His questions may .reflect only his own need for identity. Another stu-

dent many not be personally concerned about a sing é/family, but may

be interested in a family as one of several belond?ng to a particular
ethnic group. Within this broader framework, she may ask questions about
how German or Irish or Italian families fared‘in the community. Still

other students’may be even less interested in the family itself or its

place in the. community but still find its ekperience useful for examining '

a question such ‘as how farmers adapted to the particular enVironment of
the area. Local history does not have fb be parochial.

Finally,'no locality is an island unto itself.‘ It shares in the
broader cultural, economic, political, andvsocial history of ‘its sur- s

rounding enVironment. Much of itsohistory was~inf1uenCed by that larger

: . -’ "-x-‘\

2~jstudy t”at,has broader significance because other similar cases existed

g

elsewhere. In this sense; local history is an entry into the history of
the immediate area, the.region, and the nation.' If it is compared to

cross-national studies.

The preceding three chapters each described a single teaching lesson

exemplifying a diﬁferent approach to American history. This chapter in- ,

" stead presents s {veral types of in- and out-of-classroom activities that

could be used €o teach grass roots history. hT'he activities incorporate

- ) * Learning Objectives

¢ .
© . ‘o +

Even thongh several activities are suégested here, their objectives
are presented as a single set. This is because the~1earning/teaching

objectives of all branchés of grass roots history afeivery similar.

<

(E‘, . Y N x-‘

Thus it is clear that any locality ‘can: be examined as a case N




Knowledge
The student will.

°

1) know that no place is an island, no person is wholly unique,
- and that nothing happens in a vacuum

2) know that all current public issues have historical dimen-
- siohs and must be viewed in a broad context.

£

3) know that primary materials are the special tools of grass
roots history. , ,

Skill Development
The student will:

1) use card catalogues ‘and periodical indexes.

2) read for understanding such doc ts as old newspapers,
abstracts of deeds, county commissioner meeting minutes,
maps, census data, and election records.

3) use apprbpriate. techniques in conducting, transcribing, and
‘ analyzing oral interviews.

4). develop and evaluate questionnaires.
5) validate and. classify historical data.

6).‘write summaries of findings in a manner which is interesting
to readers outsidé the school environmentf T

S - 7)"develop alternative modes of presenting researched materialx
., Affect , L -
‘ The. student will:

1) ‘attend carefully when seeking information. *
2) appreciate the diversity of life styles and cultural patterns )
exhibited by individuals from other groups--religious, . social,

age-set, economic, and so on. - -

- 3) \assume responsibility for setting others at ease.

"4) ‘assume responsibility for completing a project of his or her
own choosing.-

»

Doing Grass Roots History.
| e ! gt
The stage is set. Here is a town, community, large city or urban
neighborhood. It has a history. How do we study it? How do we organize
that‘study?' This is determined by.the particular style of the teacher
offering the unit or course, the organizational constraints of the school,

and the size and age of the community.

.‘.’;‘fig}é-. . 00074
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o

Two Courses

: +

“A highly structured course that fits local history into the chrono-
logy of a traditional American history framework has much to recommend 4
it. The Oliver Ames High School in JNorth Easton, Massachusetts, divides |
- ' its local history course into _units ranging from one to four weeks -each. ~
" These include: Geographic Background,:The Indians of.the hrea, First v
Settlers, Background Sequences, American Revolution, Post Revolution to
the 1850s, the Civil War, the Gilded Age, 1910 to 1945, and Since World
e War II. The merit of this approach is that the students have already o
had a survey of these topics the previous year and canfapply this under: .
standing while they are looking at the experiences of North Easton. This'
approach also avoids the ddnger of provincialism that haunts the academician
who finds himself interested in local history, since every topic is part
of the larger national picture. (Pratt and Haley 1973) - '
iR second approach is regional rather than national in'scope. At _
Boulder High School in Boulder,‘Colorado, Grass hoots History is offered

as an alternative to the regular course in'the_American West.' This course

;is similar.to the Oliver Ames course in its first two sections--a first

-‘fi""

:"_ of the Rocky Mountain region. The remainder of the course is very di ferent.
| | The colonial period studied is that of the Spanish, and when students alk '
of the Revolution, they are more likely to be referring to the Mexic .Revo- //i»
lution than the American Revolution. The emphaSLS is on regional Aevelop-
ments -from the middle of the l9th century to the present. After the intro--'
ductory units and several periods spent on. skill development, the students
devotd the last 12 weeks of the course to historical research. This takes
the form of a variety of independent projects, each ‘of which explores an
'aspect of Boulder history that can be related to the larger history of
the region. Some recent topics have been the local development of ranching
and the life styles associated with it, the evolution of farming-techniques, e
a comparative study of the image of the Western badman in history and fic- g
K _ tion and the career @f a particular outlaW'buried in a local cemetery, and
| .. a,study that traces the ethnic composition of Boulder during different
stages of its growth and relates these changes to regional history.

During this time the students meet in the classroom three days a week

I

ERIC .. 2 et 0005
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for conferences, special‘audioyisual and speaker.presentations: and
small-group work for specialized research and training in speciali7ed
.skills.w Each student, individually or in small groups, nust complete
'two projects each semester. ‘These are presented to the class and to
,elementary schools in the district and are copied for deposit in the $j
'school and public libraries. L o '

A . . . ! Vi ™,

Qritten Sources for Local History ' ' R \\

K

However you decide to structure your class's venture into,grass' \ -

roots history, you will undoubtedly want to employ some- documentary

source material.
A

Town, city, and county histories are found everywhere. Wwhile . .
some are excellent, most are slanted in favor of the leading citizens ' \‘ _"
and overemphasize the. importance of particular local achievements. : \

»,-fp e Still, all of them are worth examining, since they do give vital infor-

;Wumu
mation on. other sources and convey a sense of how some people in the{
o ‘ e

community viewed themselves. : o «“. S f

oo, State and ‘regional histories have usually ‘been written by pro-

;fessional historians and are factually accurata. These,itoo, may,. be .

read for background in@grmation. Most states have guides thatﬁwere,
written as part of the federal Writers' Project of the Depressionm. - .
‘ .Era. They provide a combination of history and tour information and
2 - . may be a useful starting point. . v .
+ " . nnniversary booklets have been published by ‘towns celebrating a -~
' jubilee or centennial and by businesses celebrating their own longevity.- )
. ; - while usually self-congratulatory, both of these sources often have
' *important information that can be of value to students. _They also
contain some excellent collections of old photographs. ) )
 Local newspapers are probably the most fruitful source of informa-
tion. Those that have been in business for a long time are proud of
their collections and are usually generous in allowing students to use

their libraries. State and locai historical societies usually have

‘microfilm copies of the papers published in the local area. -Nat only

. ¥If you would like more information on this project, contact Fay
e - Hetcalf at Boulder *(Colorado) High Schodl, (303) 442-2430.

L]

A

-
- - »
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" do the news stories and editorlals invite attention, but also the ad- - "'jw

'students to make their own copies.

‘sults of several studies will tell them a great deal ‘about their local

are photographs of the town in various stages -of its growth and mementos

" .such as programs from fraternal lodge activities, high school plays and

. tance.’- Students, when they. become excited about the subject, often turn
.uprsuch materrals.

‘they would be reluctant to discuss in publlc., R o

“viability of a community can be juﬂged fpom its business records the

aoften, those charged with custody of these _papers’ are overworked and

should alert their students to the fact that some‘recordP are not avail-
"able for public scrutiny Many records, however, are public property

“periodically by the Social and Economic Statlscics,AdmiQistration,

rs

vertisements and features. These tell students a-great dea’%gbout
everyday life and about the values of the people of the time They
frequently have large photograph collections and most of them allow

Family h1stories are also great sources of information. _students

will enJoy dolng their own, and they will find that analyzing the re-

community--even when many of them are relative newcomers. . Many libraries )
have holdings in genealogical-records - While some‘are only a record on
"begats," most of them also 1nclude some informatlon on communlty history.

Similarlly, family albums also lnclude useful information. often there

.

dances, and special c1v1c celebrations. , _
Letters, diaries, and Journals are more dlfficult to locate than
published materials, but when available they are sources of great impor-

»

th is from’thesefthat}thE«flavor of thé.eyeryday lifeg.f
of the community can be found. People often write ideas “in a diary that

Business records, club yearbooks, and school annuals are other
sourcesafor speciflc information.. They often\give brief butqspecific
information about individuals as well“as- de5criptive materials about
prices, styles, and the ‘general concerﬁs of a community “The ec0nomic

ethnic makeup of the community can be discerned from its yearbooks.
Although public records are another important source of information
in any local area, ‘students often find them diffijult to use. 'Too

unable to handle the many requests for use mude by students Teachers

and these should be used. The County and City Data Book is published -

L opebou 00077 -
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Bureau of the Census.- Demographic studies’provide "fix" on the

commuhity.

When statistics are compared over: many decades, one

begins to get a- real sense of given locality.

o

Oral History ’ : - L e

“

With the arrival of the cheap and eoSllY portable tape recorder,

oral history has become very popular in. the.schools. Widely used. for

d

many years by conntless'teachers to develop a student's sense of the

implicatione=of theﬂGreat?Depression, the home front during World

War II, or the response tovthe'Vietnam War, the technique has even

greater possibilities in the study of grass- roots history.

Students should, however, have training in the proper use of the

machine and in interviewing techniques'before they go out into the'”

field. Both TYrell (1973) and Baum (1974) are useful for thlS purpose.

The following guidelines have been adapted from. their works and will

be uséful for teachers planning to, use oral history in their classes.

Before the interview, have your students do the following things:

1)

2)

3)

4)

5).

6)

‘Contact the .narrator.by, letter, phone call, or, in _person.

Give: the person a general idea of “what ‘you:would like to?i”‘“'
~ Aask. “Do not go.into detdil; ‘you do not want the rarrator:

to have.a polished speech prepared.

DumMMtMQWHMtweﬁiMuMﬁmywamaﬁu.
Do your homework, especially if you are going to esk
about mining or farming or some other topic about which
you know little. Make an outline of the general kinds

of information you want. Not only will this give you
gonfidence if the interview tends to lag, but the in-
formation you are able to obtain will ‘be much more useful.

Practice asking questions that permit you to control.the
interview. By the questions you ask, you can keep the
narrator talking about the toplc of interest, v01d straying
from the topic, or change the topic.

Practice over and over again with your tape recorder. You
do not want to fumble with the- ‘machine, making both you and
the. narrator nervous, and you do not want to end up with a

" blank igpe.: = .

.Remember to take a release form for the narrator to sign and
an extension cord. These are always important. (A sample
release form is shown on page 77 in Figure 1l.)

Always have extra good-quality tapes with you. A 60— to
90-minute mylar is a good chﬁice for oral history. '

Ay 1)
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Suggest the following guidelines to your students for conducting the
interview: - . ..“
1). Spend the first few minutes of yourrappointmentwin general conver-
7 ' sation.

play it back so that both® you dhd the narrator know that the re-
corder is working properly. . .

Find out why? how? when? where?

3) Don't interrupt a good story with questions. Instead jot down
some notes so that you may ask the questions” later.

2) Be"an‘active listener.

4) Don't worry about silences--allcw the narrator time to think.

Don't switch the recordéer on and off.

r Tape is not so expensive
that you can't wast a little bit.

6) Tine yourself so that youlremember to turn -the tape over at the
Proper time. - i@; ‘

~7) Interview only one perdon at a time and never with more than two
interviewers. If two of you work together, make sure that one
person asks the quéstions and the other takes notes. -

8) Many of the people you will be dealing with will be elderly.
-+ 'Be certain that you do not tire them. - An- hour is about the limit.
It is better to make several trips than to tire someone.

9) If any painful memories have been brought up, try to change the

in & pleasant frame of mind. '\V

10) Be sure to have the narrator sign a releaee form

After an interview is completed, it must be catalogued so that it,
can be easily retrieved for reference in writing reports and devéloping
audio presentations.i There is a division of opinion as to whether it
should also be transcribed. Tapes wear out, and cassettes have a ten-
" dency to tangle. On the other hand, transcribing is- a long, tedious job
-and the time might be better spent by. the student doing more productive
‘work. In the unlikely event that a student ‘should obtain a tape that is
of inestimable value, it should be transcribed or dup1icated, bt for
normal classroom use this is not usually done. ‘A record of what the tape
contains is, however, vital for your students—and for future scholars.
Most schbols use an adaptation of the form developed for the Bancroft
Library at the University of: California, Berkeley. This is shown in

Figure 2 on page 78..

“

You might wish to play the recorder during this and then -

,subject before ybu leave. Make sure that you leave the narrator




Figure 1.

Model Release Form

o
|
: \ BOULDER HIGH SCHOOL ‘HIS4ORY DEPARTMENT

~

1 héreby_gi¥é~and grant to the Grass Roots Historyiclass of Boulder

High 8ch001§as a donation fo;'suchvscholarly and educ

ational use as
e -

the class shall determine these. tape recordings and their-content§1 ’

listed below. :

»

f

. Name of Narrator

+2.ddress of Narrator

" 5
Date of Agreement u
: I i
. ) x
. Subject of tape(s): - ~ o ;
B i
kY .Y
A
- 5“;}
L4
L] ‘("*__:‘ ) e
. B ﬁ:';(g\r;! 30 v

. .




Figure 2.

Model Catalogue Form

’

General Topic of Interview
1 .

N

Date

"Place Mv - Length

 ‘Personal Data: .

Narrator

Name :

Interviewer

Name:

Address:

Address: :

. - K

Name, address of relative, friend

I

' Relationship to narrator (neighbor,
co-worker, etc.) '

3

- . o5

:Birthplace

!

Birthdate

 Length df'acquaihtance

Occupation(s)_

1

KR LT
o s

view?

~

" Interview Data:

[
i

'Sidg 1

Side 2

Estimated time.

1

on tape:

! .
A ‘ )
. Co
Subjects“covered in approximate order (please
sfell out names of persons and places mentioned).

L4 Y
- o

*

",‘ T

>

if necessary

- '

- 00081
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What was the occasion of the inter- ’




‘. Family, History . /o , C o

All oE.us‘have,questi:ns)about whotwe.are. We can look about us
] ¢ N T .- “ > -~ : . :
at our physical surrounding and at‘our friends and find answers tq

- some of our questions; but much of what we_ are today has roots in bur
family backgrgunds.' A good way to. discoVer why ‘we behave in céﬁ“in
’V ' ways and ﬁét in others or why we believe in certain things and (riot fh

others is to look at our family histories. Our attitudes and

_our belief systems have developed in some family context. It i impof¥
. tant’ for us to understand this heritage. But'evon more impOrtant than

-

- this sense—of s€elf, which can be refined through this process,»is the
.;‘ o potentia; in knowledge of ourselves as Americans. Hany of ‘the questions'

presently being asked’by social historians focus on the family and its
- 4

intergeneratlonal continuities and discontinuites. Migration, mobility, ’

-

changes in family.size, changes in the role of women, attitudes toward
ethnic identity, the effects”that industrialization and modernization

. have had on. tra tional belief systems, values, and éven recreation--

studies.y n,”f »ff‘

“all these can } more readily understood iggough comrarative family

+

at once turn into a vast,reservoir of useful documents, but one would MR
,

No one would suggest thatnstudent-produced famjlylhistories would

hope that the process of doing a family history would enchance a stu-
: dent's ability to ask meaningful estions about thé past. Below is

\, | a'_ described a much abbreviated versjon of tlie methods used by Boulder

. ‘ L-.High School students in st ying ‘family history. L .

\ o B Chart;_g the thtZy_ M%ke a family tree or chart of your ancestors.

You may use-either of the examples given (see figures 3 angd- 4 on page 80

L . and page 81). or you may devise your own method.fr“
|

% " e Ihtervtewtng. Interview as many of the people on your chart as ™

- possible. Try” to ‘get information about the others from relatives or

l"-p Y

from old family friends.~ If you can tape record interviews, do 80, :

N Exact words used to describe incidents and descriptions ‘may become im-
’ portant if you have conflicting evidence. If you,cannot interview people

L ) . in person or by telephoqe. write a letter in whic)\ you ask specific

[

questions.

4. ' .
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Figure 4 :

: Famiiy Chart Used by Genealogists

A

kY

- Your Great Grandmother

Namé :
b.
da.

LEur Grandfather

Your Grandmother
Name : . T

- b.s

da.
Ce.

C. - :
Your Great Grandfather
Name: -

b.

Your Great G:sandmother
Name : [ -

Name :
bs
d.

c.

7
i

.

Your Great Grandfather
Name: '
. b.

d'
e *

N

_Your ‘Gz;eat:: Grandmother

Name: :
: b.. : R
' Your Gran@ther d. , . ,
G———— —— o - B
T Name : g i c.
vl b. : ~
\, A o Your Great Grandfather
4. A L
o Name o ° e
‘c. - b. - .
Your Father . | . !' d.
{ ..~ _ Name: 4 . ) _ c. .
‘a" ' ' - Your Great Grandmother
ST L’ * [Name:
A € . - o “tb. )
-t 7 . o\ : Your Grandfather [4.
. : © Names L 2. ‘ _
. g )  four Great Grandfather
L -~ ¢ = .Nm: M ¥
- p. . b-
. d.
3 - T c-
- i . .
{ . -
S~ . .
"
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-t - Using other sources of information\\ Some families have kept a family \s

e . Bible, letters to ant from the "01d Couﬁtry," diaries, journals, business

Obtain as many of these as possible, and be sure that they are carefully
labeled with full names, plabes,and dates. |
. ~ ggggiﬂg, It is much easier to get a feel for the family if ¥ou look
'1 at maps and find the places referred to in the sources. you've studied.
. You will want to usé outline maps, gas- station maps, or your own maps to
show these pPlaces in your report. , ‘
Repo rtzgg 'After you have gathered all the inforuation possible, i
.———- you-will face the rather dlfflcult task of organization. One method you
might use is to start with your parents, and then go back as many genera-
~ tions as possible. You might (a) tell the life of your mother up to
- marriage, (b) tell the iife of your father up to marriage, (c) tell of -
their married life-together,_(d) repeat the process for grandparents, and
so on. ‘Have a title page and give credit to youf‘sourcés. Use photographs
> of the people. discussedrxthe homds and towns +hey lived in,- andAthe places

5 -

they worked at if possible.

«
*

Resdurces for Teaching Grass Roots History
v . . * T = -

* , !
'It‘is‘impossible in a short paper to list- allithe ways that grass
~ roocts history might<be approached in the classroomu Certainly one must
pick and choose according to one's own inclinations, the feasibility ‘
of this method in one's own institutional setting, and the interests and

l
abilities of one s own group of students. Methods Which might be used ;

3

include local history based on written documents, oral history, iamily .
| " history, fol‘clore collections, demographic studies, and inddstrial archaeology.
" Excellent publications on a practical level are now available for
. help in course planning. Three useful resources arez Finding Relevunce
in Your Oun Baokyard: A Cofirse in Local Hwtory (Pratt and Haley 1973),
- Colte&mg and Using Local History (Muth 1971) » and "Our Town Revisited” -
S (Spiegel 1973). . . - :
¢t ' : The technical leaflets publishad by the A!erican Aslociation for
State and Local History (1315 Eighth Avenue South, Nashville, Tennessee 37203)

14

records,.and so on. Many also have largé\collections of family-photographs. 3
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are essential. Those whicnbpertain especially to pre-collegiate student
use include Tape-reéording Local Hietory (.'I‘yrrell"- 1973), Wm:ting Local

. sttory (Warner 1970), Hwtory for Young People: i’r‘o:jects and Activ
ities (Platt 1966), Methods of Research for the Amateur Hwtoman (‘!-lgl

1969), and Cemetery Tr'ans:,mbu_zg. Preparations anderrocedu.res (Newman

1971). The AssociatiOn has also'publlshedeaum s Oral History. for the

Local Historical Soctety/11974) wh;ch has become a classic in the field

. since it was first publlshed . e ,
- The History Teacher {published by CalIfornla State UanerSlty at
Long Beach, Long Beach, Callfornlag90840) has recently publlshed a ‘
number of artlclee that are very useful. The November 1973 issue in-
"+ cludes three artieles teachers will want to read: ‘“Family History
Projects Add Meaning to an Introductory Survey" by David H. Culbert;
"Writing Local History in a_Semina; on Historical Research“'by Ted
L. Underwood; and “Recovering the History of a Black Community" by

- Doninic Candeloro. ‘The February 1975 lssue "has an article by Beatrice

Spade, "Americans 1n Vietnam: An Oral Hlstory ProJect. All of these
articles are avallable from The History Teacher as reprints. Although .
they have been wrltten for college level courses they can be easily
) adapted to secogﬂary level. ) , ,
A British publlcatlon that frequently contains artlcles on local
and environmental studies is Teaching Htstory (published by the Histori-
] cal Assoclatlon, 59A Kennlngton Park Road, London, SEll 4JH Ené{and) .
e ' Although the Britlsh have a dlf‘erent terminology for grass roots
history and thetr resources are vastly dlfferent from ours, the
rationale, the conceptual framework, and therstrategles are cross-
national. The Canadian Journal of History (University of Saskatchewan,
Saskatoon, Saskatchewan; Canada) also frequently publishes articles
that may be adapted for Amerlcan schools. Another banadian approach. to
- local history-is a Jolnt project of the Faculty of Education, Unlversity
of British Columbia, and the larger province newspapers of Western

Canada. Matenals developed by the faculty are printed as feature.

. articles by the papers. {dore information on the projéct may be obtained
from Angus M. Gunn, Faculty of Education, U. B.C., 2075 Wesbrook Place.
vancouver B.C.,’ Canadavsrllis.) N ’ .




One ‘offthe:best and most succinct vtoriés on the uses of folklore is
Folkloxe:. Colleating Folklore, American Folk Tradition, and Books for
°Réad1l‘ng (Blaney 1970); Besides describjng regional folklore and how one
. goes about collecting it, the work contains a selected bibliography of
folklore, folktales, folk songs, .proverbs and riddles, and periodicals

Several publications trom the fields of geography ‘and sociology are
pertinent. Among the best ofﬁthese are Finding Commmity: A Guide to
Commnity Research and Action (Jones 1971), The Local Commmity: A Hand-'
book for Teachers (High School Geography Project 1971), and Studyzng Your
. Community - (Warren 1955). )

Popular works that cox'itain a grass roots perspective includ_erDiary
of an Early American Boy (Sloane 1962) and the classic’Fozﬁre"vol'umes
(Wigginton 1972, 1973, 1975) available at any good bookstore. - .

&
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CHAPTER VI |

o

THE INFORMATION WIZARD v
. by. ’ '
‘ Douglas Alder

. Why Teach Information Retrieval Skills?

Much classroom'learningfis~at‘the attending, listening, and compre-
hending levels. ‘Essential as this is, it is not as"dynamic as the
"learning. by d01ng" that John. Dewey suggested or the analysis and syn- .

thesis levels® that Bloom has -categorized.

We all know that w1th1n a few months our students forget most of

:;‘f» _ " what we teach. So it is obvious to all teachers that teachlng the learn-
S ing process is more fundamental than teachlng any speclflc plece of con- .
-- tent. Yet most lessons focus expl;clty on content’ w1th'the implicit hope.
that students will pick fp some process skills as a by-product.
This chapter.reverses the priorities. The process is primary'in the
,leSSon ideas’ presented here and the content is supportive. (Note--sep-
aratlon of process and product is rarely posslble and llkely nog desir-
able.) Students are taught to find information rather than to recall 1t,
to discover and choose soprces, rather than merely to read what is
asslgned . .
. S Inquiry teachlng places a greater burden upon the teacher than text-
book teachlng. As the lessons in thls_volume are des;gned to demonstrate,

the teacher must be resourceful indlocating inquiry'materials to be

L

brought into the classroom. But- classroom handouts and the teacher's
initiative are oniy the beginning of the Jrocess.‘ . o

The real excitement and the most rewarding part of the learning pro-
cess begins when the students start to pursue the search for answers on
their own. Thus," full-fledged 1nquiry poses a larger challenge to the .
students, too. Of course. the process is even still more rewarding ‘when
the studenta, in their search for information, begin to ask their own
questions.’ : - C Q '

This means that the inquiry*oriented teacher must be concerned abott

-
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< - teachlng¥the process of inqulry Students cannot engage inlthis process:
| - fruitfully untll the teacher has helped them develop some basxc skllls.

. ‘In this chapter we offer several scenarlos that are intended to
"challenge the students. Teachers may improoe'these scenarios'cOnsidQ
_erably by rewrltlng them to fit the1r school . lrbrary, publlc library, or
other nearby collections: They may even create cqmpletely new problems.

) :_That is fine7 if these.problems descrlptlons'can stimulate better ones

. we will feel complimented

~

. ' ', T ers will have to declde whether to use all of ‘the scenarios
. . and whethe 6 have students work in groups or indlvidually Most

- 1likely the students will,work better in a contest or competitlon at-
. mosphere.1 But, here*agaln, teachers should make thelr own choices and
design'their own rewards. They should also declde whether competrtlon
against‘the clock is a desirable' incentive. ' S \\\ e

- l.;arning Objectives “

. Knowledge . ' : - . 3
.. The student will: - "

1) learn several facts to hnswer“his/her problem.

gkill Development

¥

The student, will. ;v *

. 1) d1scover and employ several information retrieval tools to
solve a problem. "

- ‘ 2) demonstrate 1nd1v1dual resourcefulness in pursuing infor-
mation. o ' P :
;s ] L 3} report his/her findlngs in an orderly form.
Affect ' | |
The student w111° ; :

1) feel an increased degree of control over the library,
losing somé of his/her reticence for using reference works.

2) catch the spirit of the detectrye-wsearchlng beyond the
obvious for clues. _ .

.Scenarios »

1) -~ The judges in an essay contest about the American Revolption need *
some help. You are asked to find a list of basic facts about-the .




ia

2)

..3)

4)

"
from eyewitness observers, short biographies of major participants
suéh as thevsignersvof the Declaration of Independence, and any-
thing else that is short and helpful.

. . . " - > 3 - ) ) -
You volunteer to helpyﬁgfa school- aide in .an, inner-city school.
Seventy percent of the students are ﬂlacn. You decide to have the
students study their Black heritage. First, you must find out all

you can about the subject yourself. See what you can find on Negro

,slavery in America, the slave‘trade from Africa, slavery in cther.

lands, and Negro life in tribal Africa. ‘Make a list of all the ref-

erences and facts you find.

Africa or of the tribes in Africa? Can you find anything written

by slaves? Are there"articles about slaves or Black history?- .

v

Ynu are worki g at the’Brazilian Embassy in the United States.

They want you to be their expert on American life. A delegation of
mayors from their country is coming to the United States for a six-
week - tour. They want to find out how we are handling the major

problems of 1ndustr1alism in the U.S. because their country is .in-
dustrializing rapidly. Design a six-week tour of the major American
industries. Select six or more different ﬁajor factories or in-
dustrial aites that Brazilians couid develop in their country.
out what you can about the 1ndustry, the process and materials used,
the size of the work force, and any other matters about that in-

dustry. Place this information_in a portfolio for each industry.

Add a list of'articles they might read on each industry. Suggest

“what you think the major problems are that face each industry and

that each has created in its envrronment.

B

. Your town”(gr neighborhood) is about to celebrate its 100th (or

300th) birthday.
aesemblies, essay contests, and displays .on’ this theme. The‘writers

The school decides to have several events such as

of the aasembly scripts, the essayiots, and the artists need a list

of sources about the area. Anything you can find is important.

Are there maps of the slave trade from'_~

'Revolution, a map of an area in th ReVOlutionary War, some writings
¢ .

Find .

y




Consider its whole history from the beginning to the present. Geo-

graphic and economic'information will help! Be resourceful=-include

_cople, newspapers, pictures, and other sources.

‘You are assistant to the Governor. He must give a speech at the

graduation of an Indian high school. %ind out all you can about
the town (if there is one), .the cdégty, the reservatlon, and the

“trihe, so he can 1nclude several references to the local s1tuatlon

in his speech.. Can you find somethlng about the trlbe s customs,
religion, means of ‘making: a 11v1ng, and frustratlons? ) '
- o : - b
other possible scenarios 1nc1ude- -
a) .Problems centerlng around locatlng a new 1ndustr1al plant. v

b) Finding sources o recreate the antl—slavery/pro-slavery
debate in the 19th century. . ‘ -

c) Discovering how many Amerlcan Indlan cultures have existed
1n the Unlted-States._ . :

d) ‘Retracing the military events, ﬁorces, and locations of the
American Revolution. \ ’

e) Locatlng the lndustrlal archeological sitesain your com-~
munity. : . .

£f) Finding articles on oral history.

g) Finding the 1ega1 beneflts for someone who Just became un-
emp&oyed . . _
h) ,Flndlng the~1eqa1 rights for workers to organize ang strike.

Developing a 1obby to get government support for the. arts.
cite the great works of American art. ° .

Finding supporting arguments for pacifism; flndlng examples
. of Amerlcan leadership w1thout war.. R

Student Handout:

The Information Wizard

3

Many years ago the most powerful people in the SOCletY were those

who controlled 1and or armies. Later, the most povwerful were the rich.

Within our , lifetime a new elite is emetgzng. These are information’ man-

agers. Many of them vork in. computer Eenters. You have probably seen

Ry
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v series _and sc1ence flctlon movies that descrlbe such people. .

Right now all 1nformatlon is not avallable on computer tapes. Much

" of it is still buried in 11brar1es., In this lesson you@gre to ‘be an "in-

formation w1zard" ‘who can retrleve infbrmatlon qu1ckly from a llbrary SO
" that important people can act on 1t.. This is no busy—work ass1gnment,
1t is a real kind of ass1gnment that ‘many people get paid to 'do. ALl
lkeaders have to have an 1nformatlon staff. - For example, all senators,
congressmen$wand gavernnre and many peqple 1n the press, in husiness, in

Lndustry, ‘and in education, need such wizards. Sometimes the wizards

3
[

even become the leaders themselves.

So hére goes. You will be glven aktaSK as though you were such a

Y

'wiZard. The next sheet w111 glve you some,. suggestlons of where to»go—-

but don' t just .use these,ldeas. Really "smoke ou " every idea you can.

Ask the l 5arian for ideas, but mostly use your own wits. Think, think, .

thlnk. Trywé dozen or more pOSS1b111t1es. Before 1ong you will flnd
something to solye the problem-—maybe somethlng thecﬂlbrarlan ‘and. your

teacher d;dn't even know about. -

Some Tricks of the.Trade

Look in all these places--try every cne:

Reader's Guide to -Periodical Literature
Dictionaries, such as chtzonagy of American History =
Encyclopedias -
" Almanacs
Atlases and ‘maps
Yearbeoks«wencyclopedla, UN, etc.
Book Review Digest
. “ Biographies, such as: . o -
. Current Bzography : : ) -
Who's Who ' -
Twentieth Century Authors . o
.. . American Authorsg, 1800-1900

N - d

-
-

‘» & 0
How To Look

Finding ‘information is like being & detective. You must think of
all the possible ciués.' Just w&lklng into the 11brary and looking up

‘your topic 1n the card catalog will not "solve the czlme You must

1

think of many places to look ‘and many things to lLook for.

-t
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If'you were?iooking for something on the/zmerican Revolution you

7 nnght not’ find what you want under "A." Where else could you look? - Try
‘lots of synonyms or related words* Rebellion, Loyalists, Coloniaiists,'
Patriots, Declaration of Independence, Boston Tea Party, Thomas Jefferson,
and so on." ' i

St Also, don't stgy in the card catalog That will only lead you to
v,hooks. Maybe you want something shorter. So try all the things listed F

above, in "places to look." “You have to be a real sleuth--looking for
clues and following them up. - o
SR d A
Make Notes ,“ . o ,' Vo
¢ N - g .

When you find something, write it down Be sure you write every-

thing necessary for-you or someone else to find it -again. Here is a - '
- . F .

suggested form o ;‘v ‘ o ',‘ : ' \
«  Author's name, "Article Title," Name of‘ the book or publwatwn you
L .fbund it im, ‘'volume. (city it w&s‘bublighed in,_publisher, year of pub-
- lication) exact page. T _ L ] - .

a
"

Then write a sentence or two underneath this .to describe.what you found.:

<
’

v (>“ Example- . " R . R L _,’ )
Wi ‘ I found this through Reader 8 Guzde to Pemodwal L‘Lteratu.re. The. -
article is interesting It is about. the. famous statue of Washington by '

. \gaoratie=sreensborough and how lt has been moved to many different sites "

in.Washington, b. C.
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| | AMERICAN HISTORY RESOURCES
o o . : - A by 1 . ~/ ’ - .
. Don English , i '

I3 ‘ ! ' N ’ ’ . ‘
‘Various-kinds,bf useful resources are ayailable for teaching Amer- / !

<@

y ican history courses. The following is an annotated list’ of éome of : -

these materials from commercial publishers ‘and ERIC. It is diVided into
?mﬁi six sections, listing games and Simulations, supplementary audiovisual ; . ' \
h[% ', materials, primary document collections, teacher resource books, Journals
| Ve that emphasize history instructiQ§al techniques and resources, and ERIC
| . documents. = . ) : y o o L ,/ ’

th

| . /
§ . o Games and simulations are listed in the first section. They provide
' an interesting change . of pace for students and help to stimulate

TN m e et

interest and motivation. Many d% the American history games listed sim- -~ -
. ulate political or economic eve ts in Americah histo;y ' Although research

indicates@that games do not incSSase student content knowledge abou%ﬁghkse !
- events any more than traditionalﬁmethods, game playing does provide a-
unique oppog:(ﬁ"\ity for students t% learn about the dynamics of c.-cision
making and the allocation of resources. They learn about the pressures.

\

incentives, moral problems, and intellectual ppoblems that a decision ‘

® . maker must. conSider when a policy is being £ormulated. HoweVer, debrief-
ing the game’ remains the most important part of the learning experience.
- Here -students analyze their ‘game experiences, generalize from these ex~

periences, and draw parallels between the simulation and reality. De—l - o ST

' briefing«is an indispensable step in téaching with games and simulations. ' '

The»use of audio*filmstrips, slide programs, photographs, and re-v A

cordings can~also proVide an interesting supplement Eo the history cur: ~

. rigulum..¢The second section of the following“list contains Just a por-'

. “tion of the many materialsxnow in publication and indicates. the w1de e

. ! variqty of subject areaé and topiCs available for c:::sroom use.i Of

‘ course, teachets should be selective in their ChOlCe of materihis and L .
R ,' preview all filmstrips before using them. ’ T — :’ )

>

N | Document collections are especially useful in providing primgryk .

. -
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sources for teachlng through the structured inquiry ap roach. ‘Jhe third ﬂ\

2 .
section of the follow1ng list contains a cross section of such materlals \\\

b
' l
l

, The fourth and fifth sectlons of thlS list mentlon a few teacher
resource books and journals that provide exemplaryrlesson suggestlons and
tips on techniques, strategies,»and resources for teaching American his- R

The Educatlonal Resources Information Center (ERIC) also contains a ..
multltude of h1story materrals, mostly from noncommerc1a1¥sources. Some - -//
ERIC documents are included in Chapter Five, whxle othersh are listed 1n N ¥
the s xth sectlon of this chapter._ Although these docungts in this ' \‘ . ”t/
chaptTr do not use the structured' inquiry approach, they prov1de useful * / a

ideas), lesson suggestlons,'and resources and 1ndicate some of the klnds ' ./

of 1 formatr available. 1n ERIC. - \

If you ar terested in seeing any of the ERIC documenﬁs in this ’ /
pape ' check your local ‘collefe library or educat;onal center to determine'
if there 1s an ERIC Microfiche Collection. There are over 570 collecthps ‘
in the United States where you can read an entire, documen on m1crofiche
_¥ .%If you w1sh to obtain a copy of the document, you mayjorder it frpm
th ducatlonal Document Reproductlon Sexvice (EDﬁS), Computer Mlcrofilm
Inte !atlonal Corporation, P.O.. Box: 190, Arlington, VA 22210 When /
orderhng 8 document, be sure to 1nc1ude the six—diglt ED (ERIC accesslon)

nﬁmge , specify either m1crof1che (MF) or paper copy (HC), and enclose a e
s
reﬁerence*and‘%ostage cost must be 1nc1uded in yaur check or money order.
S | [ ‘
o y - ¢ _ /l “, .
o - ’ 3 / R
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. ' Games ‘ . / L
. if S ’ o

Abolition - An Amemcan Higtory Swrulatwr; Gane. \BY Russ ’and Virginia

Durham. Random House, 201 East 50th St., New ‘York, NY IOCZZ 1971.

<. Students role play f1ct1tzous c1tlzens who live in a Northern town

‘ called Freeman Each citizea, participant becomes direct 1nvolved in
. the éhotio'al moral ccaflict that emerges- following th% assage of the
mgitive laye Act in 1850." This game is part of a 1 ger supplementaxy L e
unit, Viewpoinie om Amm,'Abo’iitiop. ' 7 B
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" American Htstory Games. By Alice Kaplan Gordon., §c1ence Research Asso—'
1c1ates, 259 East Erie. St., Chlcago, IL' 60611. 1979

This kit cortains a set of six role-pﬂaylng gsmes dealing with'major‘

issues and perlods in United Staies history. "Coldny" is the‘stuGQ”of
‘economlc relatlonshlps between England and the coldnies prior to_ the\
Revolutlonary War. "F ontier" is a comparative . an y51s ‘of - dconomic and -
polltlcal developmentsiin the Northwest and Southwébt betweeﬂ 1815 .and
1830. "Reconstructlon focuses on’ the lnterrelatlo*Chlps of Southern
‘lanters, farmers, freedmen, and Congress after the

.
EnE -

tion" focuses'bn industrial qrowth' "Intervention™ examine wthe con-

1v1l War. "Pro-

L3

,\—!.« SaN

Ry ‘flicting interests involved with U.S. intervention in Cuba, - e\?hll-

R /

i

—

1

kﬂilpplnes, and. the L“mnlcan Republic at the turp of ‘the “cefitury. ‘."Devel-
opment” focudses on the use of foreign aid by mode n major powers to w1n
the loya;ty of neutral and developlng countrles.
- /7 _ i v‘/ v

!

*

. lerary Department, 850 Thlrd Ave., New York, 10022. . 1969.
l . . //

This is a set of eight games that represent vérlous stages of de-
.cision making in the democratlc process. Partldlpants play the roles\of
citizens and legislators in eyﬁock leglslature.,,e [ /

" ) -
// o p _ . —

Dtgunta. By david’Youht and Paul Dekock: ?hteract Company,lpﬁo.:;;}xi

/ / 262, Lakesi.de, 92040. 1968. \ L . g o
‘ ' / This three-week unit of study comblnes traditional researéh actlv-
ﬂties with 51mulatlon &ct1v1t1es. Students role play citizens of seven
maglnary states trylng to lmprove thelr 1nd1vidual wealth and security
}as well as *hat of theerstate. - The struggle s1mulates the conflicting
phllosophies and lnterests durlng the perlod 1776-1789 in the formation

j of the U.&. Constltutzon. This' is a  very tlme-consumlng game
’ ——‘-‘-‘:’/ ' N * / -
Ghmavof Empire. Denoyer—-Geppert Company, 5235 Ravenswood Ave., Chicago,
IL 60640. 1970. S/ S | : ‘

This game is a component of the course Subject to Citiszon.
Students ‘play members of the Atlantic‘traGQng community, espepieily '

-~
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England and its American colonies around 1735. Each of the competitive
teams represents an interest.group that either produces or trades goods

with the objective of 1ncrea31ng its wealth at . the expense of others.
- - .
' Two teachers are necessary to coordinate the game. ’

' The Game 0 f Farming. Macmillan(Cbmpany, School Division, 866 Third Ave.,

oy ) :
‘New Yorks NY 10022. 1969. . .

2

B 14
s 0 - Students assume’ thé€ roles of farmers in western Kansas in three

separate histoiical periods: 1800-1882, 519—1921, and 1933-1935. 'Each

e

farmer must make yearly dec;s10ns as to how he will allocate his re-

SOL‘ rces.

~ -

Hard Rock Mine Strtﬁe By Russ and Vlrglnla Dufﬁ3m Random House, 201
East 50th St., New York, NY 10022. 1970.

- S
As part of the larger supplementary unit, Viewpoints ‘on American

PR Labor, this game ggaulates various historical factors behind the labor- ' *
' management confllcts durlng the. late 19th century Players assume the -

roles of striking coal miners and the opposing management.”

©

" NAPOLI. .Simile II, 1150 Silverado, LaJolla, CA 92037. 1969. =
In “NAPOLI (NAtional POLItics), players act as members"of two polit-
icai parties in a national ;egislathre and try to assure their.own re- .
* - election and.the passage ef various legislation.' ¢ ) » 3
Peqce. By Arthur Petersen: Interaet Company, P.0. Box 2%2, Lakeside, "
n CA.92040 1972 ’
In the first phase, students role play flve historical political

factions that took differing posltlons on the events leading to America’' s?

entry into World War I. In the second phase, students role play U.S.

s@nators debating the Versailles Treaty. The suggested time for playing &

this game is 15 to 30 hours.

Portsville. Macmillan Comﬁany, School Division, 866 Third Ave., ‘New
i \ -
York, NY 10022. 1969. . . ~-- . _
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Groups of students, nsing modulex boards-and plastic building .

blccks, are asKed to design a dlty as it g.ows dur1n§“three dlfferent

L]

time perlods$k 1

« . A
L] M -

l’Pursuit.
NY 10570.

Reader's*Digest'services, Educatiorial Divisjion, Pleasantville, .
1970. o

.

Players assume tﬁe roles of six younyg Black Americans who must de-
- . termine achievement goals in the areas of housing, votlng, public accom-

modatiJ/s, vocqtlon, and educataon ‘during the Civil Rights Movement from
1954 to 1968. ’

2
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By David N. "DalPorto. Hlstory Simulations, P.O?%
o
CA 95052.

Radicals vs. Tories.

- D
Box 2775,

1972. o o

L

Santa Clara,
Students take the roles of radical, Tory, and moderate deiegates.to -
the Second Contlnental Congress and must dec1de whether to remain in the

British system or declare indepzndence. T - *

-
w
"‘«\

. ' @bilroad Ggme. RAmerican Education ubllcatlons. Educatlon Center, o
. . - ) ~
. Columbus, OH 33216. 1967. ;  \ N (
Studerits take the parts of the mahagers of four railroad lines '

.

competing to carry ore from the mines in Oretown to the mills“in Steel-
town., The game is part of The Railroad Era unit of the Harvard Social
Studies Project. -

A .

- ! . , s 9
i787: A Simulation Game. By Eric Rothschild and Werner Feig. Olcott

Forward Publishers, 234 North Central Ave., Hartsdale, NY, 10530. 1970.
Studenté‘play flctlonal delegates to a mock Constitutional Con-

Y

vention. They propose and vote on alternative ways of-structuring a new s

LS

s
. " . federal government. C -

.

»

.

Western Behav10ra1 Sciences- Instltute, 1150 sllverado, LaJolla,
1969. , - o (

3

Students assume roles as members of five spec1a1 1nterest groups

.Sitte.
"CA 92037.

o

and attempt to lnfluence dec1slons regarding city plannlng and govern-

- bt : ) , . - i
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Spanish American War. By Renald Lund$tfedt and David N. Dalrortp. His- |
tory glmulatlons, 'P.0O. Box 2775, Santa Clara, CA 95052. 1969.

This 1s a s1mulatlon of the 1nterplay between the forces for and
agalnst war and the pressure exerted on the govegnment of the Unfted
Etates. Students play the roles of speclal interest groups and members .,

of the executlve and legislative branches.

[ - -

Stafpower. BY R. Garry Shirts. Western Behavioral Sciences ‘Institute,
1150 -Silverado, LaJolla, CA 92037. 1969.:

Students explore the dimensions of power in a competitive society

.by personally accumulating wealth and power at the e¥pense of others.
. ) . s j

p ) .

S&nshine. By .David Yount and Paul Dekock. Interact Company, P.O. Box

62 Lakeslde, CA 92040. 1968.
% The game combines traditional study of the history of the American
Negro with e simulation experlence that requires students to cope w1th

the realltles of raclal problems in contemporary community life.

I

’ 2

Trdde-fo at Yalta.~ By Daniel Calewamith., Scott Graphics,:Educational

W

Divis10n, 104 lower Westfleld Rd.L Holyoke, MA 01040. 1972.
Assuming the roles of Roosevelt, Churchill, Stalln, and their
various advisors, . students confront five major problems that faced the

Allies at the .end of World War II The task is to arrive at a settlement

" through “traﬁe-oﬁfs" which all can accept. -

b
it
5
4
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{

i o . * .
Triangle Trade. By Russ Durham and Jack Crawford. Simulations SyStems
Program, -United States International University,-Instructional Develop-

ment Division, P.O. Box 1028, Corvallis, OR 97330. 1969.

v

.

This simulation acquaints participants with the economic structure

of the New England cdlonies and mercantile system of Great Brltaln.

Students-play roles of shipmasters, planters, port authorlties, bankers,

and the British Navy in the triangle trade of rum for slaves for s
- [™ :
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The Union -Divides. Qlcott Forward Puhlishers, 234 North Central Ave., * . o
Hartsdale, NY 10830. 1971. _ : _“ ) < |

tf . k]

Assuming the roles oF 30 state governors meetlng in Phlladelphla

et

periodically durlng the years 1850 to 1861, players confront seven sec-

tlonaL,lssues that must be debated and resolved by" majority vote. o
. . . . e
. - : .
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Supplementary Audio-Visual Materials C T o)

.

o

. - | . |
Accent on Ethnic America. By Mary H. Manoni. Multi Media Produstions, . - i
P.O. Box 5097, Stanford, CA 94305. 1971, , = |

This series of sound-fllmstrlps examlnés the spedial problems of

Chlnesqumerlcans, Mexlcan Amerchnsb Puerto Ricans, Amerlcan'Jews,
A,

Itallan Americans, Polish Amerlcans, and Japanese Americans in Unlted ‘5

States society. o . ..
/e i )

America. By Alistair Coouke. Time;Life Education, Box 834, Kadio City:
Post Office, New York,  NY 10019. 1973. .

,This fllmstrlp series is a classroom adaptation of Alistalr Cooke's

teleyision™ presentatlon, "America: A Personal History of the United - E
States.” . )
) - . b . @ ) \ i )
American Art and Architecture. Educational-Diménsions Corporation, Box \
B e
488, Great Neck, NY 11022., 1971. i "

Three sound—fllmstrlps compose this program of humanltles and his-
tory. The program examines American palntlng and archltecture from

colonlal tlmes up to the present. s . : .
e . i

. ‘ pat - BN ]
v :,

Americun Civilization. Egucationai Dimensions Corporation, Box 488, T
. Graat NecK, NY 11022. 1971. ( ‘ » .

4

" The dlssovery of the New World, colonial hlstory, westward expans1on,
economic growt America as a world power, and America as world leader\
‘are studied through poetry, llterature, and art in thlS serles of six

- u”

sound fllmstrlpg. s . T«
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The Amgrmcdn Gentus. Educatlonal Dlmensions Corporation, so;’iaa, Great

N <

Four sound-filimmstrips examine the . 11terary and artlstlc development

L

of American authors and artists from the 1880s to the 1970s. s
v I ‘ ;

. The City in Htetory Educational Dimensions Corporation,uBox 488, Greéat
’ Neck' NY 11022. 1972.

g
& . <

“ »

: Two sound-fllmstrlps trace the evolutlon of cities in Amer1Cun

history an& empha51ze the creative environment found within them. °

?: ’ N | . v . . _- ' " . G . ]
The D%storted‘IMage: Stereotype and Caricature in AmerzcanuPbpular

Graphics 1850-1922 By John J. and Selma Appel. Anti-Defamation League
at B'nai B'rlth, 315 Lexington Ave., New York, NY 10016.
,_; Cartoons and illustrations from mass-cxrculatlon magazines reveal

the exctent and nature of stereotyplng of mlnorlty groups ln the Unlted

States in this sound*aélde program. °

=

-

Ethnic Studies: The Peoples of America. By Donn Mosenfelder. Edu-
L4 N 3 :
cational Dgsign, 47 West 13th St., New York, NY 1001l. 1973. = & °

EY
- This program contains- four sougd-filmstrips}”14‘lesson tapes dealing

with 19 major.ethhic groups, two cgmeo tapes containin& brief dramatic

episodes in the'hiétory of differeht Ethnicogroups,'and summary and exer-

cise sheets. The meanlng of ethnlclty, lmmlgratlon, and culture ‘of the

variou¥ ethnic groups is stressed. . L - \\
. , ‘ . , o .
M ‘ s ‘ '&4» e
FoZk Sanga ard the*Amertean Flag. By Alice Low. Warren Schloat Pro-:

ductionss, Pleasantv111e, NY 10570. ,969.

.

The Revolutlonary War prOV1des the background £or the early history
of the American Flag and patriotic fol\\songs in this sound-fllmstrlp

proqram. _ : e S . ‘ . ‘

L g

»

Folk Songe in American History By Richard Sternberg. Warren Schloat -
Productions, PJeasantv111e, NY 10570. 1969. -

.

America » heritage from 1700 to 1967 is reflected through tradi-

<%

~

—

tional folk songs, period paintings; documentary photographs, and authen- -

(=9
» -
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however, the exact historical origin of the photpgraphs is not mentioned.
' =

Q
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tic illustrations in the 12 sound-filmstrips of this program. :
. 5 ;

» ©
e . -~ 5

. o % . . .
Great American Women's Sp echee. By Sharon Donovan, ed.  Caedmon Records,.
Eigth Ave., New Yox}, NY 10018: - 1973, ,
Speeches by Susafi B. Anthon*, Carrie Chapman Catc, 'Lucretia Mott,

»

Elizabeth Cady Stanton, and* others ‘on women s rlghts are read on this
two-record- set. 5 ’ . .
& » [14
. . ) - . .
'Immgmtwn ang Mzgratwn. The American Expemence. - BY. Cha;les F. .
Novostad. Nystrom, 3333 Elston Ave., Chicago, IL 60618. 19%75. . s ‘
- This kit of five sound-fllmstrips prov1des a broad s0010cultural S /

history of America by studylng the origins and development of various

. e

ethnic groups. - - ‘
’ é 7 ¥ . o ' 4 ) 4 3 o .

. - .
« “

The Origins of Amemicari Values: The Pu.mtan Ethic to the Jesus ,Freaks. 2
Center for Humanities, 2 Helland Ave., White Plains, NY 10603. 1973. '
ThlS two-part found-slide program is ‘part of a. larger prégram, e

Humantttes Currzculum Units, des1gned to 1ﬁtroduce a humanjties dimension .

’1nto school curricula. This partlcular program leags stud ts through an

-~ historical account of the various philosophlcal and intell ctual move-

)

. ‘ment in America. \ , -

. . ~ N -

If' " ¢ o X? . - . D e W
Eﬁcturga of afgecade: 1900-10, 1910-20, 1920-30, 1930-4QP 194b-50, 1950~
60, 1960-7052<gational EdudagiBnald#nids, P.O. Box 3351, Milwaukee, WI o«

- Q
- .

53208. 1974. : A
Each decade contains pictures thematically arranged to 1nclude the

changing mores, the 1ngenuity of American conscience, and _human foibles ' Ly
as well as the changing American milieu. The pictures can be used to ¢
supplement and 1llustrate any 20th-century American hlstor? course;

v
. 2 N

Relzvzng the Ameﬁt%Zh R@voluﬁion. By Cldy CoSs. Civic Education Ser-- - .-
f;\ce, 1725 X St., N.W., Suite 1009, Washington, D.C., 20Q06.  1974.
A paperback book of primary documeiits accompanies this two sound-

filmstrip kit examining the causes and eVents of the American Revolution.
& . R ’

a
. a
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Spokeri Arts Treasury of American Speeches, Ballads, and Documents: From
the dmerican Revolution Through the Civil War. Spoken Arts, 310'North -.

Ave., New Fochelle, NY 10801. 1971. B | '

. The four records in this setgtontain memorable addresses, songs,

and documents, ‘including the inau »rgl“addresses of . washington, Jefferson,

dﬁekson, and Lincoln. * S R . .
. ’ s
L3

The Sun Dance Pebple. The Plains Indians, Their Past and Present. By
Richard érdoes. Random House, Inc., 201 East 50th St., New York, NY
10022. 1972.° . :

\

N _These- tw0usound-f11mstr1ps 'depict the hlstory, culturé, and past'
vand present dlfflcultles of the Sioux, Cheyenne, Arapahoe, Crow; and
other Plalns Indlans. The program takes an anthropologlcal approach,
presenting Indians within thelr own cultures, °

“Toward the Year 2000" Can We Survive the Futuré? Center for Humanitigs,
2 Holland Ave., Whlte Plains, NY L0603. 1973.

As part of the larger Humantttes Curriculum Units p;ogram, this two-

*, part sound-slide program examines the impact of technology on the in-

}

; dividual.

4
3

.Viewpointa\oﬁ ggerican Abolition. By Iruing Sloan. Random House, 201
" N \ . . . .

»

East 50th St., New York, NY. 10022. 1971‘ ' ) 4
Thl# unit includes fllmstrips, a S1mu1atlon game, and case SthleS.

It is designed to involve students in historlcal intérpretation by having ,
them explore ‘the abolitlon 1ssue from opposzng p01nts of v1ew.
| . - . ) . . ‘ . . . . .' .
Viewpoints on American Labor. ByFIrYing Sloan. Random House, 201 EFst
50thSt., New York, NY 10022. 1970. R N b

JJhe h1story of the American labor movement is studled through the
examination of four labor strikes.between 1890 and 4915. The- themes of
violence, power,‘and the rights of the 1nd1v1dual are stressed. The unit
.is self-contalned and “includes sound-fllmstrlps, a simulation game,'and

primary’ soirces on the various strdkes. s ‘ ) "
s .

-

00108 T ..

.




. Vodces of the Old West. Mass Communications, 25 Sylvan Rd. South, West?"

) . L. #

"port, CN 16880. 1974. . : - of

Memories - of‘ frontJ.er life by a frontier housewne, storekeeper,, - o

-

© telmster, homesteader, ,prospector, rancher, wealthy Spam.sh lanaowner,

oA

af'td pJ.oneer photographer dre prov1ded ;ur‘f:.ve audio—cassettes. 7
; ‘ . ‘ ‘ - . 1 .
| Women 'shl'!ork,”America: ‘;6'20-1920. "By Richard W. Bruner and/Janiee Law

" precher. " War“‘ﬁ Schloat Productions, Pleasantville, NY 10570. . 1974,
- . .. Four, soundvﬁlm.str:.ps hlstorically survey the roles women have per-
forme@ since oolom.al times and.document the 300-year struggle for eman-

cipation. P

. £ N .
. K R ' i 8 .

-

-

v ) *, Collections of Documents

. .
4 . o
v -

~ Alleman, Janet E., "and June R. Chapin. Voices of a Natiom: 'A Source-
’ book fpr Americar History. Addison-Wesley) 2725 Sah:d Hill Rd., Menlo
Park, CA 94025. 1972. | | )
4/:7; 'rhe extremely attract:.ve format and the carefully des:.gned teacher's
| guide make this collection of primary documents very useful 1n a second-
.,  ary classroom. The maten.al is .tovered topically and J.ncludes sbcial, B

st

. pol:.tical, mlitary, and economic h*storv. : : >

Axtell, James, ed. The American People.. - Pendulumw Press, l‘;..:ademic Build-

ing, Saw M111 Rd., West Have’a, Cbl 06516. ., 1973. . -

This sen.es contains documents and selected readings on the uni-
versal questions that man asks of his past--questions conceming birth, , .

growing up,‘ 1oving, working,- worshipping, and ayingi. o'fritles in the

series include: - -

»

Axtell, James, ed. The Native Peoplé of the Fast
Axteil, James, ed. v The Native People of the West
) Axtell, James, ed. * The American People m Colonial 1
. . a ‘ . New England
S " " Axtell, James, ed. A The Amemcqzz,j People in the Colonial
. o . South '
/ 3 - -
Allmendinger, David, ed. The American People in the Ante-
o o bellim North ‘ v
\ ’ Bertrans, Wyatt B., ed. . The American People in the Ante- .

3 ' o . ‘bellum South _,

00105,4: %‘P r‘M, S ' . .
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a, ﬁetcalf,‘nichard P.,'ed. ‘ The. Ameptcan People ‘on the Western

6 Frantter

—

Allmendinger, Susan and- David,. The American People in the Indus-
eds. . ~ ‘trial City

. . Kennedy, David, ed. ‘ The Amertcan PeopZe in the De-
S o ‘ ' : - pregsion

[ 4 . . . < .

s,V .Kennedy, David, ed. The “Ameriaan PeopZe in the Age of

. S : ‘ Kennedy . :

. . . - . . B B » R ) . % . » . .

e . _ Frazier, Thomas R., €d. The U%derezde of. Amertcan Hzetory 2nd ed..
. Harcourt, Brace Jovanov1ch“ 757 Thind Ave., New York, NY 10017. 1974.

The readings in this collectlon .are excerpted from articles in

only zecently: have”fo:nd their'way into texts--Indians, Blacks, poor
whites, ChineSe,‘gapanese, Spanish—Americans, workers, and women. The

M major histofical works and popular mac zines. They cover topics which o l
l
second edition ‘has been considerably éxpanded and the content much more |

. . carefully cnosen but the print size énd spacing have,been so reduced that |
o . : it is very difficult to read. Only the most motivated and qood readers ) k
’ ¢ * - \

s Z°Q;d‘Pe able to handl: it.

. . . |
“ 4 . »> ' X . .
“ 1 . y -
o - -

‘Marshall, Richard E., and John Edward Wiltz, eds. The Search for Mbanzng
‘ | Vtewpoznte in: Amerzcan History. J. B Lippincott Company, Educatlonal
Publishing Div151on, Philadelphia, PA 19105 1973.
- . The documents and readinJ selections in this volume are primar}ly

.9 political in nature. They are designed‘for mature readers. The teacher's
RN

iy

|
guide is traditional but carefully prepared. ‘ : N !

. - v
v . . i 4 .
2

g
. Starr, Isidore, Lewis P. Todd, and Merle Curtis, eds. szzng American >
Documenti Harcourt, Brace Jovanovich, 757 Third Ave., New York, NY
¢ 10017. 1973.

Mayflower Compact of 1620 to the Kerner Report of 1968. -

-
“

IS

LN

"o

This collection includes’ documents of a political nature from the (
l
\

Touhill, Blanche M.,\ed. Readings in American Hzetory Laidla/ Brothers,
Thatcher and Madison Sts., River Forest, IL 60305. 1970. '
- ' This book of primary.documents is gtructured on a chapter-by—chapterj\

g z -~

Wgor /00106 4 .. - &




.focuses on a separate group. Titles’in the series include:

LY

¥ ‘ N

o

PR . 2 : v
. -

basis that is meant to correlate with tvpical traditional high school *

[

. texts in American history.b’ wo w ‘ T

o

Wade, Richard C., ed. Life in Aﬁer@ca Sérﬁés. Houghton Mifflin' Company,
110 Tremoitt £t., Boston, MA 02107. 1972. -

-

- This series examines the everyday life of anonymous Americans as
well as that of elite political and-eCOnomic\figures.‘ &€ach volume
Wfight, Conrad, ba.“
Wwade, Richard C., ed. Cities in American Life
Mann, Arthyr, ed.” . Irmngr'ants in American Life
" Laslett, John, ed. The Workingman'in American sze
Women -in American Life i
Education in American Life

. Religion in American Life

Scott, Anne F., ed.
Stephens, Richard W., ed.

Bregsler, L. and M., eds.’ . Youth in American Life
18 ) ) , - | _
[}

Teacher Résources : < s

Keller, Clair. Involving Students in the New Social Studies. Little,
Brown and Company, 34 Beacon St., Boston, MA 02106. 1972{,

This book .provides practical strategies for engaging students in tgy

1earning4processes. It includes suggestions for organizing a course,
cbnducting class discussions, developing inquiry models, ingividualithg
instructiont team teaching! déveloping-Learning activity packages, ’
getting high involvement class activities, ané evaldating students.

.

Kownslar, Allan O., ed. Teaching American History: The Queet for Rel-

evancy. National Council for the Social Studies, 1201 Sixteenth St.,

?

N.W., Washington, D.C., 20036. 1974.

This book provides 11 sample lessons‘on American history using the
inquiry process ard ranging in topics from ‘the condition of life during
the Civil War to the women's equal rights movement

%
o'Connor, John E.,. and Martin A. Jackson.‘_ Teaahmg History With Film.

American Historical Association,?dﬂo A St., 8.E., washington, D.C.,

300"

obdoy




[

e,

¥

]

‘Association entitled "Discussion On Teaching." Strategiés and_resources

for using film 'in the. glassroom are provided. . e

monthly in this journal, which coVers all socialwscience disciplines.

. BV IR v‘,Qp@‘QS

‘
. - . . /
. - .

'20003. 1974. . ° , S . S

’

! . . e N . b-‘.
This pamphiet is part of a new series by the American Historical ¢

-
. -

: ) . o ,
Seaburg, Stanley Teaching the Comparative Approach to American Studies.

Foreign Policy Association, 345 E. 46th St., New ‘York, NY 10017. 1971.

Sample lessons for a comparative approach to the American Revol-
ution, slavery; nationalism, economic development, and intervevtionism
are provided. - e

« . ) -
- _—

-

“Journals

——— N b
3 .

The Hiatory Teacher. California State Undversity,'Long ﬁeach, CA.9Q840; -
_This Journal publishes articles Qf two general types: reports on
promising new history education programs, curricula, instructional tech-
niques, &ﬂd methods of evaluating classroom effectiveness; and analyses
of 1mportant historical 1nterpretations.
i ] . o :

. ‘ : g
Social Educaiion. National Council for the Social Studies, Business

-

office, 1515 Wilson Blvd., Arlington, VA‘22209

All aspects of pre-college social stu@ies content, teaching strat- .

"egiNs, and resources are coverad in articles in this journal. Occasion- .

all a special-focgs issues deal exclusively w1th history.education.' :

P o . 5
The Sbamal Studzes. Heldref _Publications, 4000 Albemarle“St., N.W., .
Washington, D.C. 20016.

History instructional techniques and resources are included almost

e

-
-

‘Teaching Higtory. The Historical Association, 59A Kennington Park Rd.,

London, SEll 4JH, England. : 0 .

This British Journal publishes a great many brief articles and re-
ports from classroom teachers destribing successful classroom activitles.
The emphasis iswon strategies that actively involve students. Many of
them can easily be translated to American‘history classrooms. -

e

1. e . -




)a ERIC Documents

4

Amemca ‘in the 20th Century, Grades ll1-12, Cource of Study Projéct
#1009 Ron Utech. tumwa Community Schools, Iowa. -1973. 132 pp.
EDRS price- micro che - $0.76, 'papercop? - $6.97, plus postage.

L

ED 087 642. /» : . N

e s Focusing %d America f;om 1900 to the presemt. the major sqcial,
political, an economic developments in this.- century are presented in this

'

approach, activities, and resources. Topics Q£ the units include: The
BiSe of Industrialism, Reform in America, ‘The U.S. Becoming a Wbrld
Power, the Goiden qunties, the New Deal ahd WOrld War %I, and the
Challenges‘of a New.Era. '

~ M N\ -

Amer%cdh Stuéiea. Ceftral Point ‘School District 6, Oregon. 4}970;"4%
PR ‘EDRS price: micrpfiche - $0.76, papercopy - 51.95, plus postage.
- fp 076 479. ) S T B o
Offering a’ program for uniting English with social studies, this
guzde for eleventh-grade American studies 1ntegrates social sciences,
humanitieb‘yhistowy, 1iferature, writing, art, music, and speech. Ten'
. major units offer th'ee optional inquiry teaching approaches and span
from pre-Constitution to the 1970s. Technigues, resources, and objec-
tives dre multi- level to accommodate individual variation,in ‘maturity

Kl
. .

and aoility. ¢ o .
~ : ' ‘ : s

Consumption Economy. Grade Ten. Resource Unit IV. "Prd%’éct Soci&ai .
Studfes. Project Sotial Studies Curriculum Center, University of i
Minnesota, Minneapclis. 1968.‘ 231 pp. EDRS price: microfiche. -.§0.76, .
papercopy - $12 05, olus postage. - ED 086 597. o ; /Ef. ,
DeVeloped by the University of Minnesota's Project Social Studies,-ﬂ
this tenth-grade unitﬁexamines the development of the American con- = /.
sumption economy and its social implications. 'Comparing American values
.in the colonial era’ to the 1930s and the present, the éourse is designed.
" to .teach attitudes and inquiry.-skills. The objectives, content, teaching
procedures,'and instyuctional materials are described in the main body
. . . ) o c
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of the‘unit. » | . . g . :
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wide for Teachers of History and Social Studies in the New Haven Public

High Schools. Newfﬂaven Public Schools, Connegticut. 1974. 57 pp. ;

EDRS price:‘ S’crofiche - $9.76, papercopy - $3:32, plus postage. ED

098 099. L ‘ |

With the consultation of the gglé;gniversity éistory Department

faculty, ‘New Haven--teachers reorganized thelr traditional, year-long,

¥ survey history courses into quarter mini-units which- emphas1ze the in-~

quiry approach. Provlded in this booklet is.a concise outline of stops

‘for developing an effective mini-anit. .

. ’ 3 . "
Historical Sources for Use in Schools. Occaaior{al Paper #74-2. Michael
Rawcliffe. State University of New York, Stony Brook. . American Histor-
. . < e ——————— o . N .
ical Association Education Project. 1974. 69 pp. EDRS price: micro-

fiche - $d‘76, papercopy - $3. 32, plus postage. ED 088 787. . e A

This handbock of h1stor10al sources for .use in the school prov1des
suggestions, leads,, ‘and- examples which encourage the teacher to use pri-
mary source materials in the/;lassroom. The types of prlmary sources

v unden examination include written documents; oral sources including inter-
‘views, songs, and music, artifacts, and visual sources including maps,
paintings, photographs, and films. Illustrations of the application of

these various sources in teaching strategies and learning activities are

' ~

* also provided.
| . . ‘ .
Induatmal America, Soctal Studies: :6416. 13. H. Folmar Ham. Dade

-County Puhlic Schools, Miami, Florida.' 1971. 42 pp. EDRS price:
microfiche =" $0.76, papercopy - $l 95, plus postage. ED*070 727.
As'one of Dade County s quinmester courses, this -tenth- through T
twelth-grade program is designed to explore the effort of industrial- -
ization in American history. Emphasis-is on students 1dent1fy1ng the
.influence of big business on industrialization, recognizlng problems of
the growth of industty, and proposing reforms to correct these problems.

The guide 1s divided into broad goals) course contenty 1nquiry-or1ented

activities, and materials selection suggestions.

>
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Leawntng Acttvtty Package, U S. History IIT, LAPS 7 through lZ. Todd
t_ Heldreth, Nlnety six High School, Sough ! Carolina. 1973. 66 pp. EDRS
price: microflghe - $0.76, papercopy - $3.32, plus postage. ED 092 471.
Six teacher-prepared Learning Activity Packages for individualized_ i
instruction in eleventh—qrade United States history are provided. The | |
materials, written on an elementary reading‘level, are particularly o
suited for students who'need special assistance. pnit,topicsulnclude
Colonial Growth; The American Revolution; A New Nation-and the Consti-
tutlon, The C1v11 war; Exploratlon, Inventions, and Transportatlon, and
World war I, World War II, “and the Korean Confllct. ‘Each unit contains
a ratlonale, a list of behav1oral ob]ectlves, resources, activities,

fself-evaluatlon tests, and suggestions for further study. o

-
Chy
e

Oral History in the United States. A Directory. Gary L. Shum&ay; Oral
History Assoclatlon, New,gork. 1971. 121 pé. EDRS price: mibrofichel-
$0.76, papercopy - $5.70, plus postage. ED 059 135. ‘ 7 )7.” -
3 _This volume indexes ali the oral history materlals in existance in
45 states and the District of-Columbla, so far as the Oral History
Association has been‘able to uncover them. Collectionuentries include'
" insctitution address, ma]or topic, memoirs of note,- purpose,rage and
fundlng of tﬁzfprOJect, and extent of holdlngs. 230 collectlons are

ncluded. ’ : ‘
. " . ‘ 4
4 Strudturdl Guide for Appalachian History and Culture in American
Aistory. Lionel Clark. Berea College, Kentucgy. 1973; 17 pp.  EDRS
price; ‘microfiche«- $0.76, papercoby - $1. 58, plus postage! ﬁD 993_541.'
Suggestlons for integrating Appalachian hlstory, espec1ally north . -
Georgla, into eleventh—grade American hlstory are discussed The "docu-’
ment 1ncludesﬂcourSe ob]ectlves, student skills, content gulde, and
e%aluatlon procedures. ‘A bibliography: ‘intludes publications on the
history of the area, llterature, cultural background, folklore, and:
journal articles: ‘ '
What Happened on Lexington Green: An lnquiry into the Nature and Methods
of Hwétory Teacher and Student Manuals. Peter S. Bennett. " Amperst
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College, Massachusetts. 1967. 56 pp. EDRS price: microfiche - $0.76

plus postage, papercopy not available from EDRS. ED 032 333.

This social “studies u?it uses conflicting eyewitness and secéhdary
accounts of what happened on Lexington Green, 1775, to illustrate the
nature and methods of histogy anq to encourage the student to func;ion
as historian: Included are excerpts from court records, eyewitness and

newspaper accounts, and the works of English and Ameriean historians
from 1805-through 1965. ‘
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