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"Our Democratic Republic will not sustain unless students are
aware of their changing cultural and physical environments; know
the past; read, write, and think deeply; and act in ways that

promote the common good.” ~the coliege, Career and Civic Life (C3) Framework for Social
Studies State Standards: Guidance for Enhancing the Rigor of K-12 Civics, Economics, Geography and History p. 5




CKEC Social Studies Network Meeting — March 25™, 2014 Agenda
What is your vision for Social Studies?

Introduction — network purpose and pillars: How are you being a change agent?
--Which Formative Assessment Strategies have you used to improve instruction?
--Why is Fostering a Growth Mindset an important part of social studies instruction?

What the Heck is Social Studies?

--Breaking Bad Social Studies, and C3 Instructional Shifts for Social Studies
--Why do | have to learn this? reader’s theater

--Why are we still reading about Lincoln?

-disciplinary questions, characteristics of compelling questions and supporting questions

Concurrent Mini-sessions:

--1s the Common Core Good for Social Studies?

What are the CCSS/KCAS literacy standards for social studies?
~-Why is doing a Close Reading of primary source documents important? -Gettysburg Address
--What can we learn from Lincoln about leadership, vision and mindset?

LUNCH
--Who is on your district leadership team? Planning your Impact
Breakout sessions — Elem, MS, & HS:

--Analyzing and evaluating lessons and units based on the C3 framework.

What makes a lesson/unit “C3-like?”
--How do | improve my current lessons to be more “C3-like?”

--Complete the online Evaluation before you leave — we need your feedback!

Homework:

1.

Sl

Teach the lesson you worked on today to be more “C3-like.”

Bring back student work samples that show evidence a C3 indicator.

Read one of the assessment articles to prepare for a Socratic circle on assessment in Social Studies.
Complete the online Balanced Assessment Survey you will receive via email.

Be ready to share how you have used formative assessment and other strategies in your classroom.

CKEC Social Studies Network Facilitators
Debbie Waggoner, debbie.waggoner@education.ky.gov KDE/CKEC Instructional Specialist — Math &
Social Studies Emphasis
Terry Rhodes, terry.rhodes@education.ky.gov KDE/CKEC Instructional Specialist — Science & Social
Studies Emphasis
Kelly Clark, kelly.clark@education.k.gov KDE Literacy Consultant
Kathy Swan, kswan@uky.edu Social Studies Education Associate Professor —
University of Kentucky
Nichole Caskey, nichole.caskey2@harrison.kyschools.us HS Social Studies Teacher - Harrison County

Schools

Today’s Materials can be accessed at:
www.debbiewaggoner.com/mar-2014-social-studies.html

Tweet during our sessions today? Use: #kyssnet l



Update on Social Studies Standards Work in Kentucky - March 2014

Senate Bill 1 (2009) requires that Kentucky revise all required content standards to reflect the necessary
knowledge and skills needed to ensure all students are college and career ready. SB 1 suggests that all
standards should be rigorous, world class, and internationally benchmarked, while also allowing for
deeper engagement around fewer concepts/topics. Adoption of the Common Core State Standards in
English language arts and mathematics was the first step taken to address SB 1. Despite the fact that
the ELA standards include a section for Literacy in History/Social Studies, there is still a need for a set of
Social Studies standards that fully addresses the needs of Kentucky's 21%' century learners.

In February of 2013, a team of elementary, middle, high school, higher education, and key Social Studies
advocacy group representatives was established to begin setting a vision for and drafting new social
studies standards for the Commonwealth. These new standards will be informed by a document called
the College, Career, and Civic Life (C3) Framework for Social Studies. The C3 Framework is not a set of
standards, but rather was designed to assist states in updating, revising, or reinventing their state social
studies standards.

The College, Career, and Civic Life (C3) Framework for Inquiry in Social Studies State Standards,
developed by the National Council on Social Studies (NCSS)—Iled by University of Kentucky's Kathy
Swan (who is also on the team mentioned above) --focuses on the disciplinary and multidisciplinary
concepts and practices that make up the process of investigation, analysis, and explanation. It is
designed to have explicit connections to the Common Core ELA standards. Work on the C3 Framework
began in 2010. Members of the Council of Chief State School Officers (CCSS0's) Social Studies
Assessment, Curriculum, and Instruction (SSACI) collaborative (of which Kentucky is a member) provided
feedback and guidance to this process. The C3 Framework was released on Constitution Day last year—

September 17, 2013,

The KY team has been working with a near-final draft of the C3 Framework since late spring 2013 and
has been able to begin some prioritization of desired characteristics/elements for a new set of Kentucky
socials studies standards—and has even begun to draft some models of what the new standards might
be. Small writing groups will work to capture the thinking of the team and the intent of the Framework to
draft a complete set of standards throughout 2014. During this period other key stakeholders and experts
in various related fields will be asked for comments and feedback to ensure the quality of the work.

Teacher, Schooel, and District Leaders participating in Kentucky’s Leadership Networks for Social Studies
(launched in January 2014) will focus on developing capacity of all participants to effectively translate the
Literacy in History/Social Studies standards into practice while censidering the C3 Framework’s
implications for teaching and learning. The participants will have multiple opportunities to provide
input/feedback on the standards revision work, too, as they will have the most extensive knowledge of all
the pieces-alongside their practical experience of supporting students’ understanding of the social
studies.

The goal is to have a solid, defensible, world-class draft of college/career- ready standards to present to
the Kentucky Board of Education in the fall of 2014. Progress updates will continue on a regular basis
during Network meetings and in KDE's ISN Newsletters and Webcasts.

KDE: ONGL — KK (fcs) rev. February 2014
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6 Motivation is the most important factor in determining whether you
succeed in the long run. What | mean by motivation is not only the ‘
desire to achieve, but also the love of learning, the love of challenge :
and the ability to thrive on obstacles. These are the greatest gifts

we can give our students. 9 | s
(Dweck, 2006) i

Over the years during which our understanding and practice of
formative assessment have so far evolved, it has been clear that
strategies and techniques have very little impact if the culture of the
classroom does not support the philosophy or ethos of the key
principles. We can list the component parts or key messages of
formative assessment, but the appropriate learning culture consists of
i less tangible elements. The elements which most often arise in

i discussion in my learning teams and in other continuing research are
dealt with in this chapter. What seems to matter the most are:

B How teachers and pupils view ability and consequently their !
learning potential;

e TR AR

B What teachers and pupils think the ideal learning environment
should consist of, and effective strategies to create and sustain that
learning culture.

How teachers and pupils view ability and

their learning potential {

Much research carried out by Carol Dweck and others (e.g. Dweck, :
1975, Weiner, 1984; Weiner, Heckhausen and Meyer, 1972) shows that 3

[

pupils differ in whether they regard their successes and failures as the
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result of certain factors. Boys are more likely to attribute-their successes.
to ability and their failures to lack of effort and bad luck. Girls; on the

other hand;-are more.likely to.attribute their successes to.effort and
their failures to.lack.of. ability. Gitls, especially,.if.they feel
unsuccessful, are liable to suffer from low confidence which, if it .
continues, results in What Dweck (197.5) ealls-‘learned helplessness’.

Dweck built on this work and has now established - through thirty
years of studies involving thousands of children and adults from all
walks of life — that-what matters the most, in-terms of-metivation; is
whether we.see-ability as fixed. (an.entity-learner)-or growth-(am
incremerital. leamer).dn short, people with a ‘fixed’ mindset will only
tackle tasks which they know, in advance, they will succeed at. People
with a ‘growth’ mindset not only willingly tackle difficult tasks, but
thrive on them. Examples of both mindsets, in terms of their
characteristics and the repercussions, are given below. Our aim, of
course, must be to develop a growth-mindset — for-ourselves;for-all

- adults-involvéd iti working with -children, forparents and-all our.

~pupils?

The ‘fixed’ mindset

’
Characteristics of a ‘fixed’ mindset

Repercussions

My intelligence is a fixed trait — | have a
certain amount of it and that's that,

| worry about how much intelligence | have
and it makes me interested in looking and
feeling as if | have enough. | must look clever
and, at all costs, not look stupid.

| feel clever when things are easy, where |
put in little effort and | outperform my
peers.

Effort, difficulty, setbacks or higher performing
peers call my intelligence into question, even if
I have high confidence in my intelligence, so |
feel stupid.

| need easy successes to feel clever.

Challenges are a threat to my self-esteem, so |
won't engage with them.

| don’t want to have my inadequacies and
errors revealed.

I will withdraw from valuable learning
opportunities if | think this might happen.

Even if I'm doing well initially, I won’t be
able to cope with a problem or obstacle.

| readily disengage from tasks when obstacles

occur. J

SR
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The ‘growth” mindset

; 1
3 Characteristics of a ‘growth’ mindset | Repercussions -
Intelligence is something | can increase I am keen to work hard and learn as much

through my own efforts. as | can.
I acknowledge that there are differences | believe that everyone, with effort and ;
between people in how much they know and | guidance, can increase their intellectual
how quickly they master things. -abilities. ;
I love to learn something new. t will readily sacrifice opportunities to look {:
clever in favour of opportunities to learn ;
something new.
I am excited by challenge. Even if | have low confidence in my !
intelligence, | throw myself into difficult i
tasks — and stick with them. | set myself ’
goals and make sure | have strategies to ;
reach them. i
{
| feel clever when . . . | am fully engaged with a new task, exerting t
effort to master something, stretching my z
‘ . skills and putting my knowledge to good use :
I (e.g. helping other pupils learn). ) ‘r
1 \.

People with a fixed mindset need to consmntly prove their ability,
proving that they are special or even superior, whereas.people with a
growth mindset-believe: thatdntelligence can be developed throu,gh
il Aleqrmng “something which brain research has’ proved to be true. In
one study (Dweck, 2006), people were asked hard questions and given ‘
Bl feedback about their answers. Their brain waves were monitored to see ;
il where they were interested and attentive. People with a fixed mindset

i were only interested when the feedback reflected their ability, when
il they were told whether they were right or wrong. When they were
il presented with information which could help them learn, they showed
I no sign of interest, even when given the right answer for something
they had got wrong. Only people with a growth mindset paid close
attention to information that could stretch their knowledge. For them,
: learning was a priority. Even for.people with.a-grewth mindset; failure
; : can stilkbepainfiEl but-the bigdifferentce between them: and-people
A withra-fixed miidsetis-thiat-they don’tbelievethat failure defines you.
f At ds.rather.a problem to.be faced, dealt:with and dearnt froth.

SR |
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Self-esteem

Before I outline strategies for encouraging a growth mindset in
ourselves and our pupils, we need to be clear about our understanding
of self-esteem. All parents, hopefully, want their children to have a
basic sense of self-worth - to know that they have our respect and love,
but after that self-esteem is something they are in charge of and we
can only facilitate. High self-esteem-happens-for:those.with:a:growth
mindset when-they-are-using-their-abilities-to-the-fullestin:something

R,

the Vq_,_uq,, ,mthgr than showing. that.they. are-better than semeone

Strategies for developing a growth
mindset - for teachers, parents and all
involved in education

Modelling a growth mindset
We need to moggl u %glgowt}gh mdset and IOV@ Bf'leafmng by

,\.-,-n.'u, S

ting.challenges, putting Hlﬂ,gﬁk ;; mnﬂ usmgﬂstmtegigs«whlch help

Hsile learn. We need to teach children that intelligence can be developed.
e need to transform ‘difficulty’ into ‘new or deeper learning’ and

avoid expressing-sympathy. when.children encounter-failure or

diffieulfy. We need to show enthusiasm about challenging tasks and

eigsuz that; fa}lur%sff@llgeweg@g#byg@glebIgmda@m@ﬁwhxmﬂhwbeen

lea ntheexperience, in terms ofnewssategiesneeded:By.doing

thiss sweshelprnsars ot challengesandseffortd e MG THET ehitrte
Se%fm%mgiﬁﬁhﬁk‘@ﬁﬁﬂhﬁﬂtgﬁ@t

Teachers with a fixed mindset often give lower achievers less
demanding work in order to preserve their self-esteem — making sure
they succeed, telling them how clever they are . . . and dooming them
to fall further behind. This approach also ensures that these pupils will
only feel successful when they can do things easily.

Qwsstrategz@s By gmng puplls greater access to tasks
sing the level of support within the task itself), for instance,
they instantly have greater access to the success criteria used in
formative assessment.
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Praising effort and achievement rather than ability or
| personal attributes

1 Praising pupils” intelligence. harms.theirmotivation-and theig,

i ..performanee. Children love to be praised for their intelligence and

: talent, but if this is the norm, the minute they encounter an obstacle
their confidence drops. If success means they are clever, then failure
can only mean they are not! This hooks them neatly into a fixed
mindset. Dweck (2006) gives some examples of well-meaning
comments and what pupils actually hear:

“You learned that so quickly! You're so clever!
If I don’t learn something quickly 'm not clever.

‘Look at that drawing! Is he the next Picasso or what?
| shouldn’t try drawing anything hard or they’ll see I'm not.

‘You're so brilliant! You got an A without even studying!’
I'd better stop studying or they won’t think 'm brilliant.’

Any feedback we give pupils clearly needs to support a view of ability
as incremental rather than fixed. We need to praise pupils for what
they have accomplished and the strategies used, such as practice,
research, persistence, evaluating and making improvements: ‘Well done,
that is a beautiful rainbow, especially the way you’ve worked so carefully at
blending the colours’, ‘Fantastic. You-worked:so-hard-at-that probleit.’

With my own three-year-old daughter, I have been able to see at first
hand the impact of the language used to encourage and praise. Before
I read Mindset, by Dweck, I was more likely to absent-mindedly tell her
how clever she was at all her infant achievements, like crawling and
walking. Luckily, those things are now mastered and are no longer
part of a learning journey. When she first completed an easy jigsaw,
however, I again told her how clever she was — and saw the exact §
repercussions described by Dweck. The moment she now encounters
any form of difficulty with a jigsaw, she expresses displeasure and says
‘You do it!’ She refuses to have a go if I tell her to try again. We now
only use the word clever to describe something inanimate, rather then
to describe her ability (‘The way that hot air balloon works is so clever’)
and again, she copies our use of the word (‘That’s clever! The cooker
rings a belll’). l-havefotivid-it-particularly-effectivetofociis iy praise

3 on:learnirig; telling-herhow-goedsit-isthat-shesisdearning:to==cwrite,

B readsusespaints,cut:out;-use.a.potty.«ete: She copies this language
about things she still has to work at, with pride and enthusiasm (‘Look
Daddy! I am learning to wind the tape measure’). The words we use clearly
form attitudes and beliefs.
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So what do you say when someone completes something quickly and
perfectly? At home, you would just acknowledge that it had been
achieved, with no mention of any related intelligence. Dweck states
that speed and perfection are the enemy of difficult learning, so, in the
classroom, we would respond by apologising for wasting their time in
giving them something which was not challenging enough. Children
need.further-learning-experiencesrratherthanto.dodhings. they find

EOASK

A set of commonly devised strategies for dealing with challenge can be
a useful visual prompt for enabling pupils to be self-sufficient, such as:

When something really makes you think . . .

I. Don't worry or panic.

2. Remind yourself that, if it makes you think, you are learning.

3. Read the success criteria again and check exactly where you are having
difficulties.

4. Look at any finished examples to see what other pupils have done.

5. Ask your talk partner for advice.

6. Use class resources to help solve the problem, such as a thesaurus or
number line.

Avoiding external rewards

The fixed mindset is perpetuated by the use of external rewards,
mistakenly given to pupils to boost their self-esteem, when the opposite
actually results. A-considerable-numberofstudies (e.g. Dweck, 1989;

Elhot and Dweck, 1988) Showé,lr}«,% fe;;farman,ce .goals.—.such-as-house
<1S@mvw1‘i x.::others;smlle;g

compared Wlth others;
B tend to.create.an excuseforfailure;
® tend to see ability as.fixed;

B concentrate much of theirtask-analysis-on-gauging-the difficulty of
the task and calculating-their-chances-of-gaining-favourable ability
]Qggements

E qaftribute difficulty-to-low-ability;
m give up.in the.face-ofdifficulty;

B become upset-when facéd with difficulty.or.failure.
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Lepper. and-Hodell (1989) found that.external rewards have a..
detrimental effect on intrinsic motivation. Extrinsic.rewards can-be
seen as a-bribe’ which skew motivation. They adversely affect
performance, encouraging pupils to complete tasks as quickly as
p0531ble and include only those features which are needed in order to
gain the reward. Children who are used to rewards tend in future not
to choose activities where there are no rewards to be had, and also
prefer less demanding tasks. Intrinsic motivation, or a growth mindset,
promotes more effective, deeper and longer-lasting learning.

Gerry Miller, the coordinator of the North Tyneside Learning Team for
2007, was particularly interested in the implications of fixed and
growth mindsets and had introduced teachers to Carol Dweck’s work
before the team first met. As a result of the extra experimentation in
schools which stemmed from this focus, I asked both Gerry and one of
the teachers involved in working with her class on developing a growth
mindset to write about their findings for this book. Gerry Miller’s
interesting account is given first, followed by Ang1 Gibson’s, a Deputy
Head and Year 6 teacher (11 year olds).

rtance of a growth mindset in ralsmg ach:evement

ad knoWn of Carol Dweck’s work when | was teaching in secondary schools, | would
SaJd to.the bottom set | used to teach somethmg like this:

,go;ng to work extra hard to improve your literacy skills at the same time as we learn about hrsto
and have some fun along the way. We are going to do the same work as the higher sets, and 0 :
aim;Js to do better than many of those in set 2. If you achieve that, you will have the chance t6.Mmove
up. The best way for us to be successful is to work together and support each other so that everyone
will. be successful ’

It ‘was Interesting to note that, when asked what these students found useful in lessons, they
often said ‘things like: ‘Leaming how to spell key words as 'm not a good speller’ or “Learning: -
where to put the apostrophe’. This was useful feedback to me, as it told me that they valued
help with literacy skills and recognised this was where they needed to improve the most.
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In my dealings with pupils now, mainly Year 5 and 6 (10 and 1| year olds), | use the following
strategies to encourage ‘fixed mindset’ learners to become ‘growth mindset’ learners:

I. Ask children to discuss with talk partners what we mean by intelligence.

Some will come up with fixed mindset ideas, such as:

* How smart you are.

* Inborn ability to learn complex ideas.

* The ability to survive with the least effort while still doing really well

Others will come up with growth mindset ideas, such as:
* Studying hard.

* The amount of knowledge you possess and how you use it.

* How much effort you put into something.

2. Ask them when they feel smart:

Fixed mindset ideas:

* When | don’t make mistakes.
* When [ finish my work first.

* When | get easy work.

Growth mindset ideas:

* When | don’t know how to do it and it’s pretty hard and | figure it out without anyone tefling
me.

* When I'm doing school work because | want to learn to get smart.

* When I'm reading a hard book.

3. Use Dweck’s list of characteristics of the different mindsets to stimulate
discussion with children on what it means to be an Entity Learner or an Incremental
Learner.

4. Explain how the view on intelligence has changed over the last ten years — many people
used to think it was fixed, but most educationists now see it as something that can be
changed through learning.

5. Discuss the importance of challenge and having a go at difficult tasks — we shouldn't
be afraid to get things wrong, because that’s how we learn. If work is easy, it means we
are not learning — if it’s hard, we need to keep trying, as that is how we learn.

6. Discuss role models with children of people who have achieved success through hard
work. Children often equate success with innate ability rather than hard work and imagine
that clever or skilful people can be successful without working hard. An example is English
footballer Alan Shearer — not considered one of the most skilful players when he was in
junior teams, but very hard-working, determined and focused: he believed he would
succeed and was prepared to put the effort in to get there.

7. Discuss possible pressures on us not to work hard. Some people think it is ‘cool’
not to work hard. These people are unlikely to achieve much. ‘Swot’ is a four-letter
word! g

e e e e
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8. Discuss the importance of resilience. Many children want to give up when the work
gets hard, or want the teacher or Teaching Assistant to come and help them as soon as
they get stuck. The more they can learn to use a variety of strategies to overcome
difficulties without help from an adult, the more they are likely to succeed in more
difficuit tasks as they get older. We should celebrate mistakes and praise those who stick
at a task and don't give up.

9. Compare our brain with our muscles — the more we use it, the stronger it gets.

10. When we move up to High School it will help if we are incremental learners
because:

* We will probably find some subjects harder than others. It is important that we don’t give up
when we find it hard.

* We will be out of the ‘comfort zone’ of our primary classroom — this is when those with a fixed
mindset sometimes struggle.

* We will-have lots of different teachers — we want to show them that we are willing to have a
go, and that we don'’t need an adult to help us whenever the work gets difficuit.

‘Becoming Incremental Learners

Angi Gibson — Deputy Head at New York Primary School, North Tyneside

New York Primary is recognised as being within a super output area of deprivation, with the
-highest percentage of NEETs (1618 year olds Not in Education, Employment or Training)
recorded. Once pupils enter education they soon assume an attitude that they are as they are,
and what we see is as good as it gets. These low aspirations are confirmed within the family,
often supported by anecdotes that mother, father, brother and sister were also ‘no good’ at

- school ~ and so the myth perpetuates, This mindset must be challenged, as the school faces a

“raising standards agenda.

VjWith my Year 6 class, it became clear that until some of my pupils’ self-worth and personal

-capacity issues were tackled, success and achievement would remain out of their reach.

A first asked my pupils to complete the Implicit Theories of Intelligence Scale for Children — Self
‘,Form questionnaire, included by Carol Dweck in her book Sefftheories (2000). The results, as of
- September 2006, were as we feared: only 18% of the class had a growth mindset, 11%
were borderline and 71% had a fixed mindset, These results were proof of the need to
_change!

1 began my journey by realising very quickly that there was NO one-step method to success!
I found that the best way to promote the growth mindset with my children was through an
amalgamation of various strategies.

The techniques that [ used to implement change were first and foremost:

I. Building self-esteem and belief in self-ability

% e e e P B R A b & 80 4
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2. Reinforcing and encouraging steps of learning

3. Celebrating an awareness of self-recognition

These three strategies were promoted and adopted through using the following teaching
techniques:

* Target setting (SMART) i

* Peer teaching (buddies) : i)

» Assessment for learning i

¢ Meaningful praise — recognising how their learning was moving on-

* Recognising wrong answers as being a positive thing, something to learn from

= The 5 R’s for learning: Resilience, Responsibility, Resourcefulness, Reasoning and
Reflectivity-Reflexivity (Smith and Call, 1999)

* Less teacher talk — more pupil talk

* Positive self-narrative and visualisation g

* Increasing roles of responsibility within and around school through increasing the pupils’
sense of belonging, self-worth and importance

* Managing the moment of impulse — good questioning techniques, etc

* Problem-solving, mind-mapping/templates, hierarchy of questions

* Collecting facts before making judgements

* Regular review, post-analysis of work and emphasis on perfect practice.

| began to record our incremental learning journey into a checklist:

* Goal-setting through visualisation

* Using all data to target-set for incremental improvement

* Share and negotiate the curriculum with the pupils

* Give parents knowledge of the curriculum (in parent speak)

* Share national curriculum targets with pupils and parents

* Use posters and visual resources as aids for incremental learning

* Check regularly how familiar pupils are with content of posters

* Realistic tests practice throughout the year

» Teach skills of how to mark and assess own work (learning/success criteria)

* Talk about emotions during learning and tests

* Teach relaxation and have a range of movements and/or techniques (brain gym/take
[O/activate body and mind)

* Use music for mood and atmosphere

* Morale-boosting self-talk before tests

* Celebrate all successes.

Through training, the majority of my pupils were noted to be incremental learners when re-
tested in January 2007. The results werée as follows:

*+ 85% growth mindset
+ 4% borderline
+ | 1% fixed mindset
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The effect of this on their learning was phenomenal! The majority of my pupils were now
: totally tuned into learning — hungry for it, even. They were no longer just content with

* finishing a piece of work: it had to challenge them. Their newly-found learning goals and
standards enabled them to think like an incremental learner. Their mindset is now:

* | thrive on challenge

* I throw myself into difficult tasks

* | am self-confident

* | have learning goals

* [like feedback on my performance so that | can improve
* | react to failure by trying harder

* I engage in self-monitoring

* | can ignore the low aspirations of my peers

) * | believe that intelligence is not fixed .

i * My intelligence can be improved through learning.

What was truly amazing was the fact that |, the teacher, was seen as the last resort (instead of

. the first) that the pupils would approach for help. The first was now their buddy, then their-
table buddies, and finally the teaching and non-teaching staff, It freed us up tremendously! It
gave us the time that we once never had, yet should have had, to guide and keep the‘pup‘glé‘ :
on track. P

D B T T e e B P B o b

Due to the changes implemented, the pupils absolutely thrived upon the programme: their
confidence and self-belief was overwhelming, they were not scared of challenges any more —
they were welcoming them! They were learners with a growth mindset!

What the ideal learning environment
should consist of, and effective strategies

to create and sustain it

Wiliam (2006) states that the key features of an effective learning
environment are that it creates pupil engagement and it is well-
regulated. In the context of learning, well-requlated refers to guiding
learning to the appropriate goal. We can also add to this the
importance of dialogue and active reflection.

? Active pupil engagement is an indicator of real learning taking
i place. Pupils learn best when they have a slightly difficult task which
{ - they have to work at (Vygotsky’s ‘zone of proximal development’, 1978),

which leads them into a state of ‘flow’. Knowing they can cope with
difficulties makes pupils seek challenges and overcome further

problems. Flow’ is an interesting term which usefully describes how
engaged a person is in an activity, the level of absorption, how rapt or \zj

engaged they are in their learning (Claxton, 2002).
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Establishing the requirements for learning

In order to ensure effective engagement, reflection, dialogue and
appropriate guidance, we need to create, with pupils, the best
environment for those elements and therefore for effective learning to
take place. As with all formative assessment, pupils need to be actively
involved in deciding, with teachers, what they need.

The best place to start exploring the ideal learning environment is by
talking to pupils about their lives and their learning. This is Diana
Pardoe’s (2005). advice.in-herpublication. Towards.Successfil Learning,
whi vhich lrecommend-as-an-excellent. xesouxce.for, this purpose. Her work
1nvolves a model of successful learning, synthesising formative
assessment and the Critical Skills Programme as well as her own
substantial work with teachers and pupils. Following her aim of
‘teachers and leatners engage.together.in.high-quality learning...
conversations', she suggests the following questions are asked of pupils
to begin the process of establishing a positive climate for learning:

1. What do you want your teacher to be like?

2. What do you want the classroom to be like?

3. So what are you going to do (in order to enable your teacher and
classroom to be as you wish)?

Pupils could decide the answers to these questions alone, through
jottings, through talk partners — and then, critically, the answers must
be shared so that everyone can see them and a class list of answers
established.

The next step is for pupils to work in small groups to identify what
helps them to learn (movers) and what stops them from learning
(blockers).

What helps you learn? (Three minutes to brainstorm ideas and a further‘ three minutes to_
‘ d:scuss and then prioritise the top three ideas from the group.) e : : ‘

What st0ps you from learning? (Again, three minutes to brainstorm ideas and a further
~three minutes to discuss and then prioritise the top three ideas from the group.) ;

It is very important that those engaged in this activity respond to the questions from their
own ;ierspective as learners. For example, when teachers are working together, they need to
consider how they feel as adult learners, not how they think the children in their classes feel
‘about learning. From the lists created, group members then explore together what successful
learners do (see Fig. 3.1).

It'is important that the question is phrased ‘What does a successful learner do?’ so that the
responses given include a verb, such as listens, thinks, tries hard, asks questions or reads. This
_emphasnses that specific actions are required to become successful in learning. From the verbs
used, specific observable behaviours can then be identified that illustrate the action. For
example:
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: Yeu have said that a successful-learner listens.
: What does that look like/sound like in our classroom/staffroom/school?
You have said that a successful learner takes care of things. ]

What does that look like/sound like in our classroom setting?

| : You have said that a successful learner makes sure he/she understands what to do.
) ‘ : What does that look like/sound like in our classroom/school?
‘ (reproduced from Pardoe, 2005, by k:nd permtssmn ‘of Continuum)

i @ Believes in herself/
4 nimself

i m Looks forward to
d  learning

# m Neversays'lcan't
1 doil’

4 m Listens to the leacher
' and other people in

1 the class

4 m Tells the truth

% 4 ®m Thinks hard
T d m Keeps heatthy

1
{ w Never slops trying i B Goes to bed early! ;

L Cancentrales hard

4 m Dossai skip schooll
€ m Warks with other people :
A ®m Focusas on what to do :

4 m Asks guestions
® Joins in

4 = Listens carefully
& m Doesn't distract
; others

What does
a successful
learner do?

x4 m Has confidence
% | Afways doss
d  his/her best

4 = Helps other peopie
# @ Bahaves well
| m Takes care of things

m Trigs harder
: every time

4 m Uses her/his brain

® Brainstorms ideas

d m Talks about work

d B Makes sure hefshe ; and thinking
g understands what 4  withafriend |
to do # @ Follows instrisctions i

d m Dossas asked

{ m Has the courage to have a ol
B Finds work interesting

Year 4 and Year 5 learners

Fig. 3.1 Children’s responses (from Pardoe, 2005)
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Taking it further: learning how to learn

Pupils

Much research has been done in the last decade about the importance
of pupils learning about learning, or meta-cognition. Pupils need not
only the ideal learning environment, but also the skills to be able
to control their own learning.

David Hargreaves (2004) outlined three significant gateways to
‘personalised learning’: student voice, assessment for learning

and learning to learn. He defines ‘student voice’ as: ‘How Students
come to play a more active role in their education and schooling as a
result of teachers becoming more attentive, in sustained or routine

ways, to what students say about their experience of learning and of school
life.’

In Chapter 4 there are a number of quotes from pupils about their
experiences and opinions of having talk partners. They are excellent
examples of pupils actively exercising ‘student voice’,

Guy Claxton’s (2002) book Building Learning Power is well known
amongst teachers for his four learning-power dispositions:

Resilience: absorption, managing distractions, noticing and perseverance
Resourcefulness: questioning, making links, imagining, reasoning and capitalising
Reflectiveness: planning, revising, distilling and meta-learning

Reciprocity: interdependence, collaboration, empathy and listening, imitation

In order to become higher-order thinkers in a modern world, Claxton
believes children need to be helped to develop the power of learning in
these four areas. In analysing the four areas, I was able to link them
all with different aspects of formative assessment:

B Resilience: the ethos of an incremental mindset and engagement as
active learners.

B Resourcefulness: talk partners, effective formative questions to
pupils which result in high-quality thinking and discussion; pupils
engaged in peer- and self-evaluation and class analysis of what
constitutes excellence; success and improvement against criteriq;
and pupils involved in deciding what and how they want to learn at
initial planning stages and throughout a unit of work.

B Reflectiveness: all the evaluative reflective processes involved in
formative assessment.
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B Reciprocity: talk partners and following ground rules for those;
evaluating talking and listening and making improvements; talking
and listening skill-building.

One teacher from the Moray Learning Team, Julie Oatridge, describes
exactly how she uses Claxton’s dispositions alongside principles of
formative assessment:

Learning Muscles

. The children in my class are used to working with learning intentions and success criteria, but

-1 felt that some of their working habits needed to be smproved Having looked at Guy
Claxton’s iearning dispositions and the four ‘capacities’ into which they are subdivided, | felt

my class really needed to do work on resilience, particularly managing distractions and
“absorption. | spent ten minutes introducing Claxton’s work to the children by using his
-analogy of going to the gym to work on muscles and strengthen them, and how it is the same
-with our learning muscles. By strengthening our learning muscles, it will help us to be better
“learners.

| showed them all the dispositions and the capacities, but said we would just focus on a few to

_start with. | have all these component parts of the four learning dispositions laminated on

* individual labels and colour-coded. Managing distractions was chosen first, as | felt some
“puplls were distracted easily. For 20 minutes with talk partners we discussed what distractions
“there were in the classroom: these were listed, and then we acted out how we could manage
~these distractions and the effectiveness of these strategies.

:’On our learning wali, where our learning intentions and success criteria are, we now have
-‘Our learning muscle is . . ." and then the ‘managing distractions’ laminated label. During the
~lesson | will remind the children that we are focusing on ‘managing distractions’ and ways that

we can do that. | also give encouragement if [.see a child managing a distraction well

~‘Well done, | saw that Michael was trying to distract you, but you said you were busy and went back
- to your own learning.’

‘Thank you, brain break manager, you could see we needed a break and engaged us in a brain gym
activity to refocus us.’

Just as we talk about our learning intentions and success criteria, | just add in about the
learning muscle we are working on. At the end of a lesson | ask the children on a scale of |
to .10 (10 being brilliant) how effective they were at working at a particular muscle. The

children then show me with their hands their score. | then ask a few children how it felt
‘working this muscle. Responses show that they felt they were more focused on their work
‘and more in control of their learning, and were pleased that they had used tactics to keep

them on task.

After a week | introduced another capacity — absorption. Again we discussed the capacity
with talk partners and came up with reasons why we needed to focus on this capacity. The
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- label was added to our learning wall and was agai,r_m-'m'entioned-'inzl.ess.cjns_;aar;;d- encouragement
was given when | saw children-totally absorbed. We discussed: how. it felt to: be totally

absorbed and how the lesson just flew by when they were totally engrossed.

As each week goes by, | add another capacity. We are at the stage now where the capacities.
we have focused on are still on the learning wall under their disposition, and I'now ask the
children which particular muscle they are going to focus on to help with their learning. This is.
done at the beginning of each lesson. Some muscles relate more to some lessons:than others,
so they are the ones we specifically focus on. Children like the fact that they are in control of

-impmving_their fearning, so instead of just bei:ﬁg in class the
* -as;an-adult, [ sti

better-learnes

Teachers and other educators

This book aims to help teachers see themselves as equal learners in
every aspect of formative assessment. It seems incongruous to attempt
to create the ideal learning environment for pupils if these principles
are not also reflected in the learning environment for all adults
working in the school. Andy Hind (2007) lists the following ingredients
of ‘an emotionally intelligent organisation’:

y are now working to.
[l have to use thes

usclés, and:

[Morivation of all | Work/life A culture of Clear and agreed | Individuals h
individuals balance ‘openness’ and | direction for demonstrate
regularly encouraged and | ‘security’ future ‘awareness’ and
monitored monitored developments ‘responsibility’

for development
Change handled | Clear and Every member | Trust and Shared and
effectively and effective feeling valued challenge flow agreed values
welcomed by all | communication | and respected | throughout regarding core

purpose

\, 7

He describes change in three ways:

r g ™

Shallow change impacts on policies, documents and resources.

Deep change impacts on skills and knowledge.

Profound change impacts on attitudes and behaviours.
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This certainly resonates with the wealth of teacher feedback I have
collated over the last ten years. Formative assessment strategies and
techniques in place indicate only shallow change unless teachers’ skills
and knowledge are developed and, ultimately, they change or hone :
their attitude and behaviour regarding the role of the pupil and the
teacher, so that active learning through formative assessment can i
flourish.,

Letting go . . .

Conirol in the classroom features regularly in feedback discussions on
Learning Team feedback days. For many teachers, getting pupils to

e generate success criteria which are then used by them to evaluate their
IR work, and discussing questions asked with a talk partner, significantly
. changes the locus of control. Instead of the teacher doing most of the
talking, and telling, it is the pupils. Having success criteria and being
involved in the constant process of analysis - whether of previous
pupils’ work or reviewing existing work — means there is a continual

] handover from teacher to pupil. One secondary teacher from the

;i ‘ Birmingham Learning Team described his development, after one term
i of introducing success criteria and talk partners, as follows: -
f

i ‘The whole process has helped me learn that | am still becoming a teacher. | started
e off teaching by just surviving and making sure that | was totally in control. Now, nine
years down the road, | have for the first time realised that | can give some of that
control to the students. | am now letting them in on the secret and letting go of my
own insecurities in my teaching.’

~

4. * Do you have a fixed mindset (an entity learner) or a growth mindset (an

i incremental learner)?

* What about your pupils?

* Can you think of what might have made you develop either a fixed or growth
mindset from your past: e.g. the phrasing of praise or encouragement, or the
Mmessage that ability was fixed for good, or that you were ‘intelligent’?

* Do you think that external rewards really work in making pupils effective

y _ self-motivated learners? '

i

JF , * How much say do your pupils have in determining the ideal learning
| environment!?
; * Which of Claxton’s four learning dispositions are most in need of attention
! in your class/es or school?
* How far have you let pupils have control of the learning in your own
classroom!?




What the heck is Social Studies?

Social Studies is

When | think of those two words, | think

The famous people | most associate with Social Studies

are

Most people who are not Social Studies teachers probably

think

because

If Social Studies is taught using the C3 Framework, parents

will

The future of Social Studies teaching is because

of

The C3 Framework and the Inquiry Arc will

my students

If Social Studies were a car it would be a:

If Social Studies were a plant it would be a:




C3 Framework Instructional Shifts

Swan, K. & Lee, J. (2014) in consultation with the Social Studies Assessment, Curriculum, and Instruction Collaborative

Craft questions
that matter.

Dimension 1 of the C3 Framework sets an expectation that individually and collaboratively,
students will construct compelling and supporting questions that are suitable for inquiry.
Compelling questions represent academic content-based problems and issues in and across
the social studies disciplines. Supporting questions often nestle underneath compelling
questions, contributing knowledge and insights to the overall inquiry and the C3 expects that
students will be able to understand these relationships (D1.4). Set along grade banded
pathways of increasing cognitive complexity, three of the four questioning indicators (e.g.,
D1.1, D1.2, & D1.3) ask students to parse compelling and supporting. quest]oné‘for
importance as well as academic context (e.g., what others have sald,abaut these questions in
the past). The C3 Framework notes that students will need considérable gundance from
adults to construct questions suitable for inquiry (p. 24 & 25). Ultimately, th_e C3 Framework
expects that students understand the relevance and importance of the quesfians under
investigation and that this understanding spirals arﬂnd/ﬁ)(ﬁlds along the inquiry experience.

Rate yourself!

1< 1 . £ —> 5

Establish a
collaborative
context to
support student
inquiry.
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Collaboration is a key component of, the C3 Framework The. C3 makes it clear that students
need support from their teachers and frora each other to develop skills and knowledge about
social studies. Throughout the C3, |ndlcators are prefaced by notion that students will
“individually and with othETs \accompllsh the Iearnlng goals set forward. The idea of
collaboration is hard-w:red mto the inquiry arc, but collaboration means more than just
pairing up with other students to develop questions or analyze sources. Collaboration is a
natural part of cmc Ilfe When u5|ngan inquiry approach informed by the C3 in the
classroom, the rmppr';ahcg of collaboration as an element of civic life is clear. Students
collaborate to devefoP%questlons and rely on one another to examine the importance of
those questions When aqgagmg disciplinary content, students “work together to apply civic
virtues anc( prmctpies in ‘school settings.” Students are expected to communicate their

. 'conclusmns to a range of audiences” {p.60), including classmates but also outside the

classroom Students join efforts to critique arguments and explanations (D4.4 and D4.5) and
“to. further refme their understanding. And, perhaps most importantly students assess their
indw1dua| and collective capacities for addressing problems {D4.7) and then apply a range of
dellber"atlve and democratic procedures in making classroom decisions (D4.8). In all the
gplaces where the C3 emphasizes civic life, collaboration is fundamental to student success.

Rate yourself! ‘ 4
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Integrate content
and skills
meaningfully.

Dimension 2 of the C3 Framewaork focuses on disciplinary skills and key conceptual knowledge
associated with civics, economics, geography, and history. Thus, Dimension 2 guides but does
not prescribe the choice of curricular content necessary for a rigorous social studies program.
Curricular content specifies the particular ideas to be taught and the grade levels at which to
teach them; conceptual content is the bigger set of ideas in the C3 that will help frame out
the curricular content. However, the absence of curricular content in the C3 should not be
misinterpreted. Curricular content is critically important to the disciplines within social

2\



studies, and teachers will need to be thoughtful in selecting appropriate and relevant content
to help students ground their inquiries and to help them build up their disciplinary skills and
conceptual knowledge. The notion of content as separate from skills is an artificial distinction.
Skills, particularly those in the disciplines, exist for the purpose of developing content
knowledge. The C3 Framework argues for the active (skilled-based) development and
application of content knowledge. In essence, students will come to know disciplinary
content as the apply C3 skills to be fully college, career, and civic ready.

Rate yourself!

Articulate
disciplinary
literacy practices
and outcomes.

The literacies described in the C3 Framework fall into two broad categories: Inquiry and
Disciplinary literacies. Inquiry literacies include questioning, developmg claims with evidence,
and communicating conclusions. While these inquiry literacies repr’esent in some ways, a
new way of thinking about social studies instruction (see shifts 1, 2, and 5), the unigue
emphasis on disciplinary literacies in the C3 Framework requires a separate consideration.
Social studies has long emphasized literacy and social studies teachers recognize that they
share the responsibility for literacy instruction in the schools The Common Care provides a
clear accounting for the development of literacies ¢ among students However, the unigue
disciplinary literacies that emerge in social studies from the dISCIp|lnes of civics, economics,
geography, and history require special attention. The C3 emphasmes these unique
disciplinary literacies in the 55 indicators:in. Dimension 2. Thes’e indicators represent a
roadmap for students to develop dlsmplmary literacies as they examine content in civics,
economics, geography, and history, Includedhamong thesedlsmplmary literacies are processes
such as using deliberative processes, usmg econom:c data, reasoning spatially, analyzing
cause and effect. With conststent practice, students can become more literate and practiced
at thinking in the soc:al’,)s:tu‘d@s disciplines and better prepared for college and careers.

Rate yourseif!

1 € ; ________ — : > g

Provide tangible
opportunities for
taking informed
action.

communlcate the results of their inquiries, and in cases where it is curricularly appropriate, to
take mformed‘ 'i_;t;on The C3 does not prescribe the actions that are appropriate for a
pamcular classroom context or for a specific inquiry. Instead, what these indicators do is
focus on belng m_formed when taking action. Students in social studies use their C3 inquiries

Sk asa [aunchmg pad for action. The indicators in Dimension 4 guide students in doing three

) ' thmgs as tHey move from academic inquiry to the public square: 1) Understand the
per\r;a§1VEness of the problem as well its complexity (D4.6); 2) Assess options for action given

‘ “;the context of the problem (D4.7); 3) Engage in deliberative processes to move toward an

| “action” plan (D4.8). These experiences are organized within grade-banded pathways

allowing students to grow in the skills that undergird purposeful, informed, and reflective
action. According to the C3 Framewaork, citizenship is not just an ideal or a mantra we trot
out for high-minded standards documents. Instead, there is an expectation that social
studies students practice citizenship in the same way they practice historical thinking,
economic decision-making or geographic reasoning. As a result, students will need tangible
spaces in curricula to consider, debate, and plan for action-oriented experiences that would
culminate their academic inquiries.

Rate yourself!
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COMPELLING QUESTIONS THROUGH DISCLIPINARY LENSES
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From Inquiry Arc to

Instructional Practice:

The Potential of the C3 Framework

S. G. Grant

Students are clear: They do not like social studies.! What they dislike, however, is
not the civic, economic, geographic, and historical ideas they encounter so much as
the instructional practices they experience. And instructional experiences matter:
Students who read more than textbooks, who write more than end-of-the-chapter

questions, and who have more rather than fewer opportunities to discuss ideas out-

perform their peers in more traditional classroom settings.” Smith and Niemi argue
that “if faced with a choice of only one ‘solution’to raise history scores, it is clear that

instructional changes have the most powerful relationship to student performance.”

Although numerous attempts have
been made to revitalize social studies,
the bulk of them have focused on
curricular reforms rather than on
instruction.! The Inquiry Arc featured
in the C3 Framework is a form of
guidance for social studies curriculum
writers.” [t also represents an approach
to instructional planning that moves
away from traditional textbook coverage
to 2 model that is more consistent with
the research on ambitious social studies
teaching.’

Overview of the Inquiry Arc

“We begin with the hypothesis,” asserts
Jerome Bruner, “that any subject can be
taught effectively in some intellectually
honest form to any child at any stage of
development.”™”

Bruner’s quote is not cited in the
C3 Framework, but its spirit runs
throughout the document in general
and the Inquiry Arc in particular.
Defined as a set of interlocking and
mutually reinforcing elements, the four
dimensions of the Inquiry Arcspeakto

3

the intersection of ideas and learners.
Those four dimensions are:

1. Developing questions and
planning inquiries;

2. Applying disciplinary concepts
and tools;

3. Evaluating sources and using
evidence; and

4. Communicating conclusions
and taking informed action.

Key to the Inquiry Arc is the use of
questions, As noted in the Scholarly
Rationale of the C3 Framework,

“children and adolescents are naturally
curious, and they are especially curious
about the complex and multifaceted
world they inhabit.”® Curiosity drives
interest and interest drives knowledge,
understanding, and engagement. Atheart,
social studies is about understanding
the things people do. Whether those
things are brave, ambitious, and
inventive or cowardly, naive, and silly,
social studies is about using questions to
direct our investigations into the world

Sociarn EnvcaTtionx
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around us. Dimension 1, then, features
the development of questions and the
planning of inquiries.

If social studies is about understanding
why people do the things they do, then
Dimension 2-Applying Disciplinary
Concepts and Tools—is a fundamental
step in the Inquiry Arc. With a robust
instructional question in mind, teachers
and students determine the kind of
content they need in order to create a
plan to address their questions. This
process is an artful balancing act;
teachers must preload some disciplinary
content when developing questions
with their students. At the same time,
teachers must provide students with
enough content to propel their inquiries
without quashing their curiosity or,
worse yet, doing their work for them.

Children will naturally begin
proposing solutions to instructional
questions based on their lived
experiences. Rich social studies teaching,
however, offers students opportunities to
answer those questions more thoroughly
through disciplinary (civic, economic,
geographical, and historical) and multi-
disciplinary venues. Dimension 2 sets
forth concepts from the disciplines, such
as the historian’s habit of accounting
for how perspectives of people in the
present shape their interpretations of
the past. This practice from history
and the distinctive habits of thinking
from other disciplines inform students’
investigations and contribute to an

y



instructional [ramework for teaching
social studies.

Instructional questions posed may
demand content representing a single
discipline. For example, a question
like “Which will you buy—lunch or a
new video game?” would have teachers
and students draw primarily from the
concep's of economics. A question that
asks, “Has the definition of ‘Americans’
changed over time?” would feature
concepts from civics/political science.
Many questions, however, can best be
explored through the use of multiple
disciplines. For example, a contemporary
environmental question such as

“Should transcontinental pipelines be
banned?” demands the use of economic,
geographical, historical, and political
lenses.

With a question in hand and a sense
of the relevant concepts and ideas, the
Inquiry Arc turns toward the matter of
sources and evidence. Social studies,
like science, is an evidence-based field.

The disciplinary concepts represented in
Dimension 2 provide a solid base from
which students can begin constructing
answers to their questions. Equally
important, however, is knowing how
to fill in the gaps in their knowledge by
learning how to work with sources and
evidence in order to develop explanations
and to make persuasive arguments in
support of their conclusions.

Evidence can come in many forms,
including historical and contemporary
documents, data from direct observation
in environments, graphics, economic
statistics, and legislative actions and
court rulings. Digital sources are now
also more readily available than ever via
the Internet. That said, notall sources are
equal in value and use. Sources do not, by
themselves, constitute evidence. Rather,
evidence results from the choices made
by teachers and students to appropriate
information [rom sources in support of
an explanation or argument. Helping
students develop a capacity for gathering,

oL VR By

mrrsmm&

ARTBY ﬂlﬂ

TR TeDNE

LY g J1J
MIETORY
T T
| PREATEST |
BmIvaLs

i 1 AR WA

ENGAGE
THE NEXT
GENERATION
WITH
GRAPHIC
HISTORIES!

“This baok should ke used
in every high school
lustory class in America.”

= Seripps Noaws Service

FATTLE AVR
A TEF (1L WAL

“Fantastic for teens.”
— Book Legion

“Highly recommended
for those vlder kids in
vour life.”
- Wired.com

19.c
&b ZENITI
0E

PRrESs

Information and To Order:
Steve Daubenspeck

Zcenith Press

612-344-8192
sdaubenspeck@quaysidepub.com

http: / / www.zenithpress.com/pages/graphic_history

CoucaTion

324

SocraL

evaluating, and then using sources in
responsible ways is a central feature of
Dimension 3.

Forexample, a question like “Was the
Civil Rights Movement of the 1960s a
success?” demands that students examine
more than one or two sources. A wide
range of perspectives is available in
both primary and secondary form, and
so having students gather, evaluate,
and use a subset of those sources offers
teachers opportunities to make key
instructional points about the nature
of evidence. Those activities also offer
students opportunities to demonstrate
their abilities to develop explanations
and to make and support arguments in
answer to their questions.

Breaking the power of the multiple-
choice test, developing explanations
and making and supporting arguments
can take the form of individual essays,
group projects, and other classroom-
based written assessments, both formal
and informal. But they need not be
limited to those options for there are any
number of ways that students can express
the evolution of their ideas. Although
there is no substitute for thoughtful and
persuasive writing, Dimension 4 of the
Inquiry Arc supports expanding the
means by which students communicate
their findings and conclusions. It also
expands the venues in which students
participate. Classroom and school sites
are important arenas for students as they
work through their ideas. Butif students
areto take informed action—the second
aspect of Dimension 4—then they will
need to be able to interactin other arenas
as well—from cross town to across the
globe. Defining questions, seeking the
best knowledge available, examining and
using source material, and constructing
and communicating conclusions are
the hallmark qualities of thoughtful
and engaged students. Helping students
prepare for civic life demands new means
of expressing themselves and new settings
in which to do so.

In one sense, Dimension 4 closes
the Inquiry Arc. Every good teacher
knows, however, that teaching and
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learning play off one another—new
sources can lead to new disciplinary
and multi-disciplinary concepts, new
concepts can lead to new questions,
and new questions can lead to new
audiences. The Inquiry Arc, then,
offers teachers multiple opportunities
to involve students in powerful
learning opportunities and to develop
as thoughtful, engaged citizens.

The C3 Framework in general
and the Inquiry Arc in particular
were designed to help state and local
curriculum writers retool their social
studies standards. To that purpose, [
would offer a second—the Inquiry Arc
as an instructional arc, a lesson and unit
planning approach that foregrounds the
use of teacher- and student-developed
questions.

Compelling Questions

Pushed into the classroom, the Inquiry
Arc challenges some basic and long-
held instructional practices. Perhaps
the most challenging element, however,
is designing lessons and units around
questions.

Teachers have long used questions
as part of their pedagogical repertoire.
But there is a big difference between
using questions to check for student
understanding and using questions
to frame a teaching and learning
inquiry. Good questions can be
difficult to create, but they can also
help teachers and their students focus
their inquiries and produce powerful
learning outcomes.

Questions, as envisioned in the
Inquiry Arc, are of two types—
compelling and supporting. Compelling
questions address “problems and issues
found in and across the academic
disciplines that make up social
studies.” They “deal with curiosities
about how things work; interpretations
and applications of disciplinary
concepts; and unresolved issues that
require students to construct arguments
in response.”’® In short, compelling
questions are provocative, engaging,
and worth spending time on.

Compelling questions must satisfy
two conditions. First, they have to
be intellectually meaty. That means
that a compelling question needs to
reflect an enduring issue, concern,
or debate in social studies and it
has to draw on multiple disciplines.
For example, “Was the American
Revolution revolutionary?” works as
a compelling question because it signals
a continuing argument about how to
interpret the results of the Revolution.
And, although it sounds like a history
question, to address it fully demands
that one must look at it through a
range of disciplinary lenses—Did the
Revolution yield dramatic political
change? Economic? Social? All of the
above?

The second condition defining a
compelling question is the need to be
student-friendly. By student-friendly,
I mean a question that reflects some
quality or condition that teachers know
students care about and that honors
and respects students’ intellectual
efforts. The American Revolution
question above seems to [it these
qualifications as well: It brings students
into an authentic debate and it offers
the possibility that adults may be
confused—how could the American
Revolution not be revolutionary? The
latter is a condition that students tend
1o find especially fascinating.

Quiz time: Which of the following
examples fit the criteria for a compelling
question?

1. Why do we need rules?

2. What are the five largest
sources of oil for U.S. markets?

3. Why is Albany the capital of
New York?

4, Who are our community
helpers?

5. Can Canada and the U.S. be
friends forever?

6. Who won the Cold War?

I would argue that numbers 1, 3,
5, and 6 fit the bill as compelling
questions. For example, “Can Canada
and the U.S. be friends forever?”
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satisfies the student-friendly criteria in
that it keys off the idea that young people
find the notion of friendship intriguing.
On the substantive side, the notion of
U.S.-Canada relations can be explored
on multiple disciplinary dimensions.
Think about it: If the U.S. and Canada
compete on an economic level, can they
still maintain good relationships on the
political and/or social level? Similarly,
the question, “Who won the Cold
War?” qualifies as a compelling question
because it meets the intellectually meaty
criteria of highlighting a genuine dispute
and the student interest criteria because it
presumes that students can offer a useful
perspective on the question through the
arguments they make.
By contrast, “What are the five largest
sources of oil for U.S. markets?” and
“Who are our community helpers” may
be useful in developing a larger inquiry,
but on their own, they do not carry the
day either in terms of substantive or
student interest engagement.

Supporting Questions

From an instructional perspective, if a
compelling question helps frame a unit of
study, supporting questions can provide
the infrastructure for lesson planning.

Supporting questions are “intended
to contribute knowledge and insights
to the inquiry behind a compelling
question,” Furthermore, they “focus on
descriptions, definitions, and processes
onwhich there is general agreement.”! In
other words, supporting questions help
scaffold students’ investigations into the
ideas and issues behind a compelling
question.

Forthe question abouttherevolutionary
elements of the American Revolution,
supporting questions could include the
following: What were the regulations
imposed on the colonists under the Stamp
and Townshend Acts? How did colonists
respond? What were the arguments for
and against the Revolution? What were
the political conditions in America
before and after the Revolution? What
were the economic conditions before
and after the Revolution? What were

the social conditions before and alter
the Revolution? Supporting questions
like these offer important pedagogical
support, but typically lack either
the intellectual heft or the student
connections necessary to be considered
a compelling question.

Returning to the list of questions in
the preceding sections, I would argue
that “Whart are the five largest sources
of oil for U.S. markets?” and “Who are
our community helpers” could work
as supporting questions. For example,
identifying the sources of oil would
be helpful if students were tackling
a compelling question like, “What
path should a new transcontinental oil
pipeline take?” Insimilar fashion, “Who
are our community helpers” would aid an
inquiry into a question such as “Should
our community grow?”

Implications for Practice:

Thinking about What Matters

The College, Career, and Civic {C3)
Framework for Social Studies State
Standards offers a different way of
thinking about curriculum development.
Instead of advocating for the creation
of long lists of names, dates, and places,
the C3 Framework pushes curriculum
writers to think about how the meaningful
concepts and skills of civics, economics,
geography, and history play out across an
inquiry arc. Equally important, however,
may be the push the C3 Framework
offers to teachers who are interested in
employing an inquiry approach in their
instructional practice.

Taking such an approach calls for a
kind of mindfulness that echoes standard
teacher practice, but pushes well beyond
it. In teaching through inquiry, these
six distinct, but inter-related elements
matter:

1. Questions matter. Successful
teaching and learning inquiries are
built around powerful questions of two
sorts—compelling and supporting. Most
teachers and students have extensive
experience working with supporting-
style questions. Compelling questions,
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however, can be a challenge for teachers
to create, especially for those who
work with younger students. But if the
compelling questions offered meet the
conditions outlined above, teachers will
find that student effort and engagement
will soar,

2. Students’ questions matter. The
C3 Framework argues that questions—
both compelling and supporting—can
originate from teachers and/or students.
It does not advocate turning over the
question-developing responsibility to
kindergartners, but it does promote
the idea that students should play an
increasingly prominent role in defining
inquiry questions over the course of their
school lives, Needless to say, teachers
play a key role in helping students
identify compelling questions that will
work for instructional purposes.

3. Language matters. lf we are going
to take Bruner’s quote at the beginning
of this article seriously, then we need to
realize that one of the biggest challenges
teachers and students will face is at the
level of language. This issue has two
dimensions. First, although students
can grasp almost any social studies
construct through their lived experience,
they do not always have the language
or vocabulary to participate fully in
classroom discourse. (Imagine, for
example, a student who misses the point
of a discussion because he or she does
not understand the difference between
guerrilla and gorilla warfare.)

The second challenge lies more on
the teacher’s side: One of the trickiest
parts of being an inquiry-based teacher
is learning how to “hear” the kernels of
rich ideas in what seems like the fumbling,
inarticulate, and confusing things that
students of all ages say. Students can
be useful partners in constructing
compelling questions, but only if we can
help them articulate their ideas.

continued on page 351
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4. Resources matter. Again, if we are
going to take Bruner’s view seriously, we
need to realize the challenges teachers and
kids face at the resource level. Students
bring considerable life experience to their
understanding of social studies ideas. To
help them grow beyond the limits of their
own experiences requires a range of high-
quality and accessible resources.

5. Writing matters. Whetheritisin the
form of an oral report, an essay, a debate,
ora blog, good social studies teaching and
learning demands the capacity to write
well. Explanations and arguments are at
the heart of the ways in which students
present their ideas.

6. Trust matters. The Inquiry Arc
reflects a level of trust between teachers
and students that is not part of the
traditional pattern of schooling. Good
teachers know that students will blunder
sometimes as they embrace the greater
responsibilities an inquiry approach
demands, but they also know that students
will not become the kinds of life-long
learners that we desire il they are not
trusted to take an active role in their own
education.

Conclusion

Teaching through an inquiry approach
demands the skilled use of questions to
frame units of study and to develop the
necessary scaffolding so that even young
children can examine issues of substance
and interest. [tis not a teaching approach
for the faint hearted, but the research
evidence gathered to date that supports
the C3 Framework, suggests that students
will embrace it.”?
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College, Career, and Civic Life (C3)
Framework for Social Studies State
Standards: State Guidance for
Enhancing the Rigor of K-12 Civics,
Economics, Geography, and History

The Framework was developed to offer
guidance for state social studies standards.
The shared principles that drive the
Framework are:

- Social studies prepares the nation's
young people for college, careers, and
civic life.

= Inquiry is at the heart of social studies.

- Social studies involves
interdisciplinary applications and
welcomes integration of the arts and
humanities.

- Social studies is composed of deep
and enduring understandings,
concepts, and skills from the
disciplines. Social studies emphasizes
skills and practices as preparation for
democratic decision-making.

«  Social studies education should have
direct and explicit connections to the
Common Core State Standards for
English Language Arts and Literacy in
History/Social Studies

The C3 Framework changes the conversa-
tion about literacy instruction in social
studies by creating a context that is mean-
ingful and purposeful. Reading, writing,
speaking and listening and language skills
are critically important for building disci-
plinary literacy and the skills needed for
college, career, and civic life.

http://www.
socialstudies.org/c3



