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In This Issue


This issue has four articles and a book review. A variety of topics from a Civics study to using literature books to teach geography themes are presented. A look at the topic war and terrorism in the classroom is also offered. We even have an article dealing with the old west! We end with a book review about the Fusiliers.


The first article by Bolton and Blackman presents a study assessing the civic climate of high school students. This pilot study gives an overview of the study and its findings. Currently, civic involvement is a hot topic nationally so this is very timely.


Second, we have an excellent article whose focus is teaching about war and terrorism in classrooms. In this article, Sharp emphasizes the use of student questions as a part of the teaching and learning strategy.


The third article, presented by Pierce and Jukes, involves using children’s literature to teach the five themes of geography. Excellent examples are offered that could easily be adopted by elementary teachers to try in their own classrooms. 


In the fourth and final article, Hazler presents a look at the old west with a twist! The book presented is about a slave who becomes free and a Deputy U.S. Marshall. Six activities are offered to give practitioners ideas on using this fine book.


This issue concludes with a book review about the Fusiliers. The reviewer points out the historic value of the book for teachers of American History. Mostly this book is recommended for presenting the British perspective on the Revolutionary War through the eyes of a famous British Regiment. How could the famous Fusiliers be defeated at Boston? How could the powerful British army lose to the rebels? This book helps students understand the other side of the story.

We hope you find the selections in this issue interesting and helpful if you are a practitioner in the classroom. We feel this issue provides good tips and sound practices for you to think about. Mostly, we hope your love of the social studies will be enhanced.

ASSESSING THE CIVIC CLIMATE OF HIGH SCHOOLS: A PILOT STUDY
Natalie Bolton, PhD and Orville Blackman
Civic education is the primary way our citizens acquire the knowledge and skills necessary for informed and engaged citizenship. While there are many institutions that play important roles in educating people how to use their skills, knowledge and attitudes; schools have the important task of teaching students how they can be more responsible citizens (Center for Civic Education, 2009). 


Researchers conducted a pilot study on the civic climate in 14 urban and rural high schools to determine how high schools in a southern state were integrating civic education into their curriculum and school culture. In the study, school administrators, teachers and students were surveyed using the School Citizenship Climate Assessment (2006) that was designed by the National Center for Learning and Citizenship.


School climate refers to the impressions, beliefs, and expectations held by the members of the school community, including teachers, administrators, parents and community members. A positive school climate supports students’ personal and civic development and academic achievement (Education Commission of States, 2000). This is an important topic for exploration because of public concerns that there is a deepening sense of civic disconnection in American society. Both civic knowledge and participation among America’s youth have been declining. Where there is significant participation in civic activities, programs for young people often emphasize service rather than political knowledge. Political knowledge is an important pre-condition for voting and other forms of political participation and is essential for civic development (Milner, 2008). 


In the United States, K – 12 schools play a significant role in connecting students to civic engagement and the community (O’Bannon, 1999). Educators and community leaders advocate for the involvement of students in community activity because engagement in activities such as service learning improves individual achievement, support school improvement and contribute to community renewal. Through these activities, students relate to the school curriculum, while at the same time making a valued contribution to their schools, neighborhoods and communities. To develop greater civic engagement amongst students, educators are required to develop and sustain a school climate that is conducive to and supportive of civic education and engagement (Education Commission of the States, 1999). 


There are several ways that teachers and schools can foster and sustain a positive civics climate. A Chicago Public School study found that activities like hearing from civic role models, engaging in service-learning projects, following current events, discussing problems in the community and ways to respond to those problems have a significant impact on student’s commitment to civic participation. The impact was especially significant among low-income groups and minorities who were found to not readily engage in political issues at home or in the community (Klump, 2009). Schools must therefore employ these and other means of integrating civic education into the school curriculum and school culture.  

Research Questions

To explore the civic climate in high schools across a southern state, the researchers investigated the following questions for a pilot study: 1) What are the baseline levels of high school civics climate in schools who participated in a civic education professional development?  and 2) How does high school civics climate change as a result of teachers implementing civics education standards-based units with his/her students?  

Selection of Subjects 


Study subjects included students, teachers and administrators from 14 high schools in a southern state who applied and were selected to participate in a high school professional development to design government and civics standards-based units of study and agreed to participate in the civic climate study in 2006-2007 and 2007-2008. The schools were selected from the teachers selected to participate in the civic education professional development.  From those schools, a building administrator and students, who the teacher taught a social studies course at the beginning and end of the school, participated in completing the civic climate survey.  

Instrument 

The researchers used the National Center for Learning and Citizenship School Citizenship Climate Assessment (2006) to assess the high school civic climate. The survey is designed to measure the quality of the climate in schools. The survey is divided into seven sections representing seven measurement scales. The sections of the survey include: (1) Recognition of the Civic Purpose of Education, (2) Meaningful Learning of Civic-Related Knowledge, (3) Cooperation and Collaboration, (4) Trust and Positive Interactions, (5) Students' Input and Participation Skills, (6) Thoughtful and Respectful Dialogue about Issues, and (7) Engagement in and Learning about the Community.
Method  

 
The research design utilized for the study was an experimental design that compared changes in the civic climate of high schools from the beginning of the school year to the end of the school year. The researchers purposively selected seven experimental schools based on seven teachers from each of the schools participating in a civic education professional development called the treatment in this study. Seven control schools that were not exposed to any treatment were selected based on demographic similarities with the experimental schools. The experimental schools were compared with the control schools to determine the impact of the treatment in improving the civics climate in the selected schools. 



All students and teachers from the selected classes in the schools and administrators from the selected schools completed the initial civic climate survey as part of their routine instruction in a social studies class. Follow-up surveys were administered to the same teachers and the students in their social studies classes, and the administrators from the same schools at the end of the school year.   

 
The researchers examined the descriptive statistics, correlations, and one-way repeated measures analysis of variance (ANOVA) for all data. Quantitative analyses were used to examine changes in civic climate measures from the first administration to the second administration completed by students, teachers and administrators. All survey responses for students, teachers, and administrators were aggregated to provide a single mean score for each section of the civic climate survey. The one-way repeated measures ANOVA was conducted on the aggregated mean score for each section of the civic climate survey.

Analysis 
 
When the researchers analyzed the school climate data they used the statistical analysis repeated measures one way ANOVA. This statistical analysis allowed the researchers to evaluate if there was any change in the perceptions of the participants about the civics climate in their schools between the first and second administrations of the survey. The results of the analysis showed that on all of the civic climate scales there was a significant increase between the first and second administration of the civic climate survey. Scale 3 - Cooperation and Collaboration, Scale 4 - Trust and Positive Interactions, and Scale 5 - Students' Input and Participation Skills had the greatest effect on explaining the variance of the changes in mean scale civic climate scores from the first to second administration of the civic climate survey. The results also showed that there was no significant difference in the changes in each civic climate scale score from the first to second administration of schools that did and did not participate in the civic education professional development. 

 
Overall, the analysis of the civic climate survey scale data showed that all schools participating in the civic education professional development increased mean scores on each civic climate scale from the first to second administration. On all civic climate scales, schools that did not participate in the civic education professional development reported a lower perception of the civics climate in the controls schools. However, on Scale 3 - Cooperation and Collaboration, Scale 4 - Trust and Positive Interactions, Scale 5 - Students' Input and Participation Skills, and Scale 7 - Engagement in and Learning about the Community, the mean score for the control group from the second administration of the survey were higher than the mean scores for the experimental group. This implied a greater change in perception about the schools’ civic climate in the controls schools than in the experimental school.

Discussion


In this study the researchers compared selected social studies classes in two groups of schools, experimental and control. In the experimental group of schools where there was a treatment (the civic education professional development), the researchers found that in the first administration of the survey, participants had a greater awareness and positive perception of the civics climate in the schools than did the participants in the control schools where there was no treatment. The results also indicated that the professional development had a positive impact on the perception of the civic climate in the experimental schools. However, the change between the first administration and the second administration of the civic climate survey was greater in the control schools than in the experimental schools on most scales. A further analysis is warranted to explore what factors occurred between the two administrations of the survey that could have resulted in the changes in perceptions about the civics climate in the control schools. 


An important limitation of this study is the use of a purposive sampling method. Participants were selected on the basis of teachers having registered for civics professional development. The findings of this study cannot be generalized because the sample was not designed to be representative of the population. A second limitation of the study is that the participants in the study were either social studies teachers or students from social studies classes. To get a more comprehensive assessment of the school civic climate as a whole, students and teachers who are in classes other than social studies should be surveyed. 
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RECONCILING STUDENTS’ QUESTIONS ABOUT WAR AND TERRORISM: A POWERFUL TEACHING AND LEARNING APPPROACH

Kimberlee A. Sharp, Ed.D.

Introduction

The social studies classroom is a place for student questions. The kinds of questions students often ask involve controversial issues that they have heard about on the news, popular media, and/ or their families and friends. The war in Iraq and Afghanistan and the related issue of terrorism is no exception. However, since the U.S. invasion of Iraq in 2003, many school districts across the nation have tread softly around the controversial subjects of war and terrorism. In some cases, this “tip-toe” effect has made headlines, as the following cases illustrate:

· The fining of a 26-year veteran teacher in New Mexico for refusing to have his students remove anti-war posters in his classroom (Archuleta, 2003)
· The suspending of an 11th grade honors student in Dearborn, Michigan for wearing an anti-Bush t-shirt to school (Simon, 2003)
· The pulling of the textbook, History Alive! The Medieval World and Beyond from a Scottsdale, Arizona middle school amid parental complaints of its portrayal of Islam (Falkenhagen, 2005)
· The filing of a lawsuit by a Los Angeles high school social studies teacher claiming administrative retaliation in response to critical thinking activities about the war in Iraq (Garrison, 2006)
· The two-day suspending of Princeton High School students in New Jersey following a student-sponsored anti-war rally (Common Dreams NewsWire, 2008).

Administrators and teachers cite various concerns regarding controversial issues instruction. For administrators, the primary concern involves ensuring student welfare and conduct (Elseroad, 1970; VanSledright & Grant, 1994).  Controversial issues and students’ tenuous rights to freedom of speech, however, tests that basic function of school administration (Brooks, 2004; Simon, 2003). Parker (2005) noted that controversial issues, by nature, spark conflict among students. Dynneson and Gross (1999) observed that controversial issues generate polemical, divisive attitudes among students. In the absence of well-trained teachers and/ or formal policies regarding controversial issues, administrators may feel compelled to impose their own restrictions (Wilson, 1980) or resort to legal action in the guise of behavior control. A secondary concern for administrators is their role as instructional leaders (Kaplan & Owings, 2001). Although the purpose of this role is still evolving in this era of high-stakes testing, controversial issues test administrators’ ideological perspectives regarding curricular and instructional decisions. These perspectives span the political spectrum: one which calls for student inquiry and freedom of speech on the issues, even if critical of United States’ foreign policy, and the other which may “promote[s] a jingoistic form of nationalism” (Hess & Stoddard, 2007, p. 231). It is with the latter that Westheimer (2007) cautioned schools from becoming the vehicles of prevailing government sentiment, by commenting, “during times of war, especially, schools are very often dragged into the inculcation of a so-called patriotic ideal, and that happened in World War I, it happened in World War II, and it happened for some period of time during the Vietnam War” (http://www.youtube.com/watch?v=F-4pgJgwnY4).   

Whether the administrators’ reasons for restricting controversial issues apply to student conduct or their personal and/or district ideological perspective, Mattioli (2003) reasoned that, “ignoring major current events is not good citizenship . . . teaching social studies while remaining absolutely silent about the ongoing war would be a disservice to students” (p. 127).


Research also shows that teachers have numerous reasons for censoring discussion about controversial issues.  One reason is with regard to student maturity and presumed appropriateness of the subject matter (Wilson, Sunal, Haas, & Laughlin, 1999). Another reason pertains to reduced instructional autonomy as a result of standardized testing and accountability mandates (Merryfield, 1993). Teachers also sometimes feel obligated to remain neutral during times of international crises because of their position as a government employee. As a result, teachers may ignore current events which suggest “the United States’ culpability in international conflict” (Knowles, 1991, p. 4). Jeff Passe’s (1988) research has shown that pedagogical preparation, personal background, and other internal factors may also help explain teachers’ reluctance to teach certain controversial issues.  Perhaps the most compelling reason for teachers to censor discussion and inquiry into controversial issues is that of administrative disapproval (VanSledright & Grant, 1994).  


Despite administrators’ and teachers’ reasons for censoring certain controversial issues, students  still have questions about the current crises in Iraq and Afghanistan, and about war and terrorism in general (“Iraq: Answering Student Questions,” 2003). Knowing how and when to effectively engage in these discussions without causing disruption is foremost on teachers’ minds. Which begs the question: if teachers want to be innovative and encourage inquiry into these controversies, how do they simultaneously reconcile a potentially negative reaction by administrators (and even in some cases, parents) and satiate students’ curiosities? One answer resides in re-examining the critical role of the social studies, which is to develop students’ participatory citizenship skills, by applying the principles of powerful teaching and learning (National Council for the Social Studies [NCSS], 1994). 

Powerful Teaching and Learning


According to the National Council for the Social Studies (NCSS) Position Statement, “Creating Effective Citizens,” one dimension of the social studies is to prepare students for the “office of citizen” (NCSS Task Force on Revitalizing Citizenship Education, 2001). The NCSS recommends that students learn the “office of citizen” in environments employing powerful principles of teaching and learning; that is, experiences which are meaningful, integrative, value-based, challenging, and active (NCSS, 1994; NCSS Task Force on Standards for Teaching and Learning in the Social Studies, 2008). This means that a lesson in social studies is meaningful when it encourages in-depth inquiry and reflection on the part of the teacher and learners; it is integrative when it involves interdisciplinary connections and inquiry; and is value-based when it is presented from multiple perspectives and challenges existing mindsets and beliefs. A lesson is challenging when it involves multiple resources and critical thinking skills, and is active when it involves students working collaboratively to discuss and find solutions to issues (NCSS, 2008).  Individually, these principles signify engaged and authentic learning experiences; collectively, they signify the skills and dispositions k – 12 students need as adults in order to be prepared for an ever changing society and world (NCSS, 1994; NCSS, 2008).  


Further, in its Position Statement, “Academic Freedom and the Social Studies Teacher,” the NCSS recommends that students study controversial issues objectively and in ways that develop students’ critical thinking and inquiry skills (NCSS Academic Freedom Committee, 2007). The NCSS repeats and expounds upon its language on controversial issues in its revised NCSS Position Statement on powerful social studies teaching. This position statement calls for students to grapple with multiple dilemmas and multiple perspectives on issues which contribute to civic action and efficacy (NCSS, 2008). The current war and the related issue of global terrorism are two controversies where teachers can apply the five powerful principles for teaching social studies. To do so, I recommend a powerful approach that is inquiry-based, teacher-facilitated, and deliberately designed to develop students’ critical thinking skills about the issues of war and terrorism.    
The Powerful Approach Applied


There are many creative ways for teachers to apply the powerful principles for teaching about war and terrorism that adhere to best-practice recommendations in the areas of differentiated instruction, cooperative learning, and citizenship education (National Middle School Association [NMSA], 1995; Tomlinson, 1999; Parker, 2005). The approach that I will describe accomplishes each of these recommendations. First, the approach is compatible for diverse sets of learners whose needs range from requiring instructional scaffolds and modeling to those requiring instructional tasks that encourage independent thinking. The approach, therefore, conforms to Tomlinson’s (1999) differentiated instruction model in which “teachers provide specific ways for each individual to learn as deeply as possible and as quickly as possible … [while being] held to high standards” (p. 2). Second, the approach requires cooperative learning. Parker (2005) regards cooperative learning as essential for students as they learn “to be the kind of citizens who can and will share in popular sovereignty” (p. 386); in sum, the decision making and interactive skills needed in a democracy. And third, the approach is challenging, integrative, and exploratory. These are attributes which the National Middle School Association (1995) endorses for adolescents, and, like the NCSS, the NMSA considers these as a means to provide students relevant and rich learning opportunities that address their questions and curiosities.


I modeled this article’s powerful learning approach after Parker’s (2005) issues-centered unit in which a teacher’s class is divided into “research committees” comprised of 4 to 6 students (depending on class size). The “big picture” goal is to provide students the opportunity to explore the persistent controversial issues of war and terrorism from multiple perspectives for the purpose of developing individual points of view substantiated with factual evidence. The objectives are consistent with the NCSS’ powerful teaching and learning recommendations:

1. The students will investigate war and terrorism utilizing a variety of resources and critical thinking skills (meaningful);

2. The students will investigate war and terrorism from multi-disciplinary contexts and synthesize information in written and oral communication (integrative);

3. The students will reflect upon diverse cultural perspectives to inform decision-making on public issues (values-based);

4. The students will create visual aids in the form of charts, tables, graphs, and maps to communicate facts about war and terrorism (challenging);

5. The students will work collaboratively to ascertain points of view and possible solutions to the complex issues of war and terrorism (active).


In addition to conforming to best-practice recommendations, my powerful teaching and learning approach is applicable to state social studies curriculum standards, therefore strengthening the approach’s viability and instructional soundness amid potential censorship by administrators. Based upon a perusal of three, state education websites, Table 1 illustrates how the approach corresponds to their curriculum standards and to the objectives of the issues-centered unit.
Table 1.
	State Name
	State Curriculum Standard
	The Issues-Centered Unit Objectives

	Ohio


	“Students collect, organize, evaluate and synthesize information from multiple sources to draw logical conclusions. Students communicate this information using appropriate social studies terminology in oral, written or multimedia form and apply what they have learned to societal issues in simulated or real-world settings.”

Benchmark A: Analyze different perspectives on a topic obtained from a variety of sources.

(Ohio Department of Education, 2002)
	1.  The students will investigate war and terrorism utilizing a variety of resources and critical thinking skills.

2.  The students will investigate war and terrorism from multi-disciplinary contexts and synthesize information in written and oral communication.

4.  The students will create visual aids in the form of charts, tables, graphs, and maps to communicate facts about war and terrorism.

5.  The students will work collaboratively to ascertain points of view and possible solutions to the complex issues of war and terrorism.



	Kentucky
	“Understanding the historical development of structures of power, authority, and governance and their evolving functions in contemporary U.S. society and other parts of the world is essential for developing civic competence.”

SS-8-GC-S-5
Students will analyze information from a variety of print and non-print sources (e.g., books, documents, articles, interviews, Internet) to research answers to questions and explore issues

(Kentucky Department of Education, 2006)
	3.  The students will reflect upon diverse cultural perspectives to inform decision – making on public issues.

1.  The students will investigate war and terrorism utilizing a variety of resources and critical thinking skills.

	Tennessee

	Standard 1 (Culture)  Culture encompasses similarities and differences among people, including their beliefs, knowledge, changes, values, and tradition. Students will explore these elements of society to develop an appreciation of and respect for the variety of human cultures.”
Standard 5 (History) “History involves people, events, and issues. Students will evaluate evidence to develop comparative and causal analyses and to interpret primary sources. They will construct sound historical arguments and perspectives on which informed decision in contemporary life can be based.” (Tennessee Department of Education, 2009)
	3.  The students will reflect upon diverse cultural perspectives to inform decision – making on public issues.

1.  The students will investigate war and terrorism utilizing a variety of resources and critical thinking skills.

5.   The students will work collaboratively to ascertain points of view and possible solutions to the complex issues of war and terrorism.



To prepare for the issues-centered unit, I recommend that teachers identify and select a plethora of resources, both primary and secondary for students’ consultation. These resources should include magazines (such as TIME and U.S. News & World Report), newspapers (such as USA Today, The New York Times, and the Washington Post), almanacs, atlases, and documents pertaining to war and terrorism as can be retrieved from reliable sources on the Internet. A rule of thumb when selecting the resources is that they meet the test of reputability; that the resources contain a mix of oral histories / personal accounts, are fact-based, and written by learned professionals (Altoff, 2003). Teachers may also want to consult the media specialists in their school libraries for additional hard print and Internet resources.  

Consistent with Parker’s (2005) issues-centered unit, I also recommend that teachers think about the current war and terrorism in holistic or big picture terms. The teacher does this by anticipating student questions about the war. The questions might be as explicit as, “Who are the major players in these events?” “How long has the war been going on?” “Why do countries disagree about the war?” “Why do the terrorists disagree with American way of life?” and “What is the relationship between the war in Iraq and with terrorism?” Another way of handling the question phase of the activity would be for the teacher to ask the students their questions.  Either way, the next step in the activity requires students to classify the questions according to social studies relevance; that is, according to political science, history, theology, sociology, geography, and economics. This process enables the students to understand the crises of war and terrorism in an integrated, rather than isolated fashion.


 
To demonstrate the integrated nature of the inquiry, the next step involves assigning students to research committees. Each research committee represents a specific cultural perspective about the war and terrorism. Suggestions for the cultural perspectives assigned to the committees include, but are not limited to:

1. U.S. government (i.e., the Bush administration and/or the Obama administration),
2. British government (i.e., the Blair administration and/or the Brown administration),
3. The United Nations,
4. The French government,
5. Al Qaeda,
6. The Taliban,
7. The Sunni in Iraq,
8. The Shia in Iraq,
9. The Kurds in Iraq,
10. The Afghan Northern Alliance.

Based upon prior experience, I recommend that teachers place students who are ardent and perhaps biased in their beliefs in groups whose perspectives are oppositional to those beliefs. This cognitive dissonance, or challenge of one’s beliefs, is a critical feature of powerful social studies and empathy-building in which students “consider implications for self, family, and the whole national and world community” (NCSS, 1994, p. 6). Teachers can expect that most or all of the students will want to investigate the United States and other allies’ roles in the crisis. Since the object of the lesson is to learn other perspectives in addition to that of the United States’ and the coalition, teachers should deliberately assign students in order to ensure fair and objective analysis of all the perspectives.  


Also consistent with the integrative nature of this issues-centered unit, teachers assign each member of the research committee a specific role to perform. These roles should be compatible with students’ individual abilities and interests (NMSA, 1995). Although the roles require the students to perform research utilizing the specialized inquiry skills of social scientists, they do not require prior experience in doing so. As a result of performing this research, the students learn investigative techniques used in the social sciences for the purpose of constructing new knowledge (NCSS, 1994). Most importantly, these “expert” areas of inquiry collectively represent the synthesis of each committee’s cultural perspective. Suggestions for the social scientist roles within each committee include, but are not limited to:

1. Political scientist,
2. Geographer,
3. Theologian,
4. Historian,
5. Economist,
6. Sociologist/Demographer.

I recommend that teachers scaffold the social scientists’ investigative techniques by providing their students with “task cards” for each member of the committee (see Figure 1). These task cards contain the role title and role responsibilities, and serve as a checklist to guide the students’ inquiry. These task cards also “teach” the students how to research their topic by asking the kinds of questions common to the specialized roles they represent.  Figure 1. illustrates just some of the questions and topics the 
students may want to focus on during their inquiry. 
	Figure 1.
	

	
	

	Political Scientist
	Geographer

	1.  Research your sub-group's form
	1.  Research the topography,

	of government.
	climate, and natural resources in

	2.  Find out the issues and policies 
	which sub-group inhabits.

	facing your cultural sub- group as
	2.  Find out your sub-topic's natural

	related to the current war
	and political boundaries.

	3.  Find out the political parties/
	3.  Find out the political

	factions and their views on the war.
	implications of the boundaries.

	4.  Learn what your culture's 
	4.  Research to find out how your 

	relationship with the U.S. is like. 
	sub-group utilizes the land and

	5.  Find out the internal/external
	resources.

	conditions that have contributed
	5.  Is the land up for grabs by 

	to the conflict.
	Anyone?

	
	6.  Find out how their geography

	
	reflects their cultural values.

	Theologian
	Economist

	1.  Research to find out the major
	1.  Research your sub-topic's 

	religion(s) worshipped by your
	natural resources, industries, and

	sub-group (may be sects).
	role in the global economy.

	2.  Research to find out their views 
	2.  Find out the unemployment

	of the war.
	rate, trading partners, and trade

	3.  If your sub-group differs from
	deficit.

	Christianity, compare and contrast
	3.  Find out the disparity between

	the traditions, values, and beliefs.
	rich and poor.

	4.  Research to find out how #3 has
	4.  Find out the effects of war on

	influenced their view of the war.
	supply and demand of goods.

	5.  Find out stereotypes that 
	5.  Find out how the crisis has

	Americans may have about them.
	affected the local, national, and 

	 
	global economics of your sub-group.



	Historian
	Sociologist / Demographer

	1.  Research the chronology of
	1.  Research the culture of your

	events leading up to the war from
	sub-topic and contrast it to that of

	the perspective of your sub-group.
	the U.S. (if not assigned).

	2.  Research the important people
	2.  Find out your sub-topic's 

	of your sub-topic and their points
	population density, literacy rate,

	of view about the war.
	ethnicities, languages, education,

	3.  Utilize both primary and 
	and mortality rates.

	secondary sources.
	3.  Research to find out your sub-

	4.  At the end of your research,
	topic's rejection or acceptance of 

	form a conclusion as to your 
	the war and find out why.

	sub-topic's involvement in the war.
	4.  Research to find out the effects

	 
	of the war on your sub-group's 

	 
	people, events, and culture.



During the students’ inquiry, teachers facilitate the research and learning process. This facilitation involves leading the students to the right resources, helping students to comprehend and clarify new information, and ensuring they find answers to their initial questions. To add to the teacher-as-facilitator role, I recommend frequent use of the dry erase board, overhead projector, and/or PowerPoint as a means to display the students’ questions and discoveries, and as a way to segue into daily de-briefings. The debriefings allow the students an opportunity to discuss their progress and add new findings and questions to the original list. This process of facilitated learning, researching, and debriefing provides the students (and teacher) a powerful opportunity to construct their own knowledge (Parker, 2005) about war and terrorism. 


The final stage of the project is evaluation. Teachers may choose various methods for formative and summative assessment, and may feel it necessary to evaluate both individual and research committees’ gains on the topic of war and terrorism. These methods may include paper and pencil criterion-referenced tests, and more authentic measures of assessment, such as group presentations, mock newscasts, and debates. In addition, written reflections before, during, and after the research may provide teachers a repository of rich information, and may elucidate the degree to which students’ attitudes and perceptions about the crises evolved during the unit. These same reflections may also determine whether the students understood the scope of the crises, ranging from the multiple perspectives involved to the processes by which all participants negotiate and resolve conflicts. 

Conclusion


The issues-centered approach that I described is responsive to students’ interests and their civic and critical thinking skill development. It provides teachers a context to teach about a difficult and sensitive subject using all five of the NCSS–recommended principles of powerful social studies teaching and learning; as such, the approach is active, challenging, integrative, meaningful, and values-based. In addition, the approach reconciles students’ questions amid potential censorship from teachers and administrators because it is grounded in solid pedagogy. I have referred to researchers’ suggestions (Tomlinson, 1999; Parker, 2005) and specialized professional organizations (NCSS, 2008; NMSA, 1995) to lend integrity to the design and application of the approach. This issues-centered approach for powerful social studies teaching and learning also satisfies state curriculum standards. In perusing a sample of states’ curriculum standards on the internet, I found that each called for student inquiry into multiple perspectives related to public issues. Thus, if used regularly by teachers in a variety of contexts,  the issues-centered unit for teaching powerful social studies offers infinite opportunities to nurture participatory citizenship skills in our students, as well as to influence students’ attention to local, national, and global controversial issues. By following the example presented in this article, teachers and administrators can help reverse the trend of controversial issues “avoidance” and advance a new era of controversial issues “acceptance” for the purpose of perpetuating our nation’s democratic ideals.  
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USING CHILDREN’S LITERATURE TO TEACH THE FIVE THEMES OF GEOGRAPHY IN THE ELEMENTARY CLASSROOM  
Dr. Judy Pierce and Dr. Pamela Jukes
     
The room is silent as Michael Smith closes the cover to Cynthia Rylant’s When I Was Young in the Mountains.  He asks the students to write a response to “What are your thoughts about Cynthia Rylant and the story you’ve just heard?" All thirty fourth grade students lower their heads and begin to write.


When everyone is finished, Mr. Smith asks the students to get into cooperative groups. Mr. Smith overhears some of the conversation from the groups. “Can you imagine how cool it would be to drape a dead snake around your neck?” one student remarks. “Wow! Imagine going to the bathroom in an outhouse. I wonder why they didn’t have an indoor bathroom?" another interjects. "We know that Cynthia Rylant was writing about her family in West Virginia. I loved the description of her grandfather. What is a coal mine like? Where are coal mines in West Virginia?” another student queries.


When the cooperative groups finish their discussions, Mr. Smith asks for summaries of what each group discussed and invite them to share their written responses. One girl sums up what seems to be the response of the whole class 

when she says, “It would be so different living in the mountains. She really loved her family."


In fiction and nonfiction children’s literature, events are told as the stories of people and events that seem real to us (Galda & Cullinan, 2002; Huck & Kiefer, 2004). Galda and Cullinan (2002) indicate that from reading literature 

children learn about people and places on the other 
side of the world as well as ones down the street. 
They can travel back and forth in time to visit 
familiar places and people to meet new friends, and 
see the new worlds.  (p.7)

These fourth grade students are about to embark on a study of the Appalachian Mountains in their social studies class focusing on geography and cultures of the mountain range.  The teacher is planning to use children's literature to enhance

their understanding of the topic. "Books," writes Chapin (2009), "can vividly tell about other cultural perspectives" 
(p. 196). In regard to this point, Farris (2004) points out that "It is through the use of quality children's literature and literature-based reading, writing, thinking, and listening activities that geography will come to life in the classroom" (p. 462). The focus of this article is on using children’s literature to help elementary children understand the five national geography themes in the social studies curriculum: 
	Theme
	Components

	Location
	· Absolute location (latitude and longitude 
(a global location or local location)

· Relative location – (how one place may associate with another)

	Place
	· Natural features (Physical – mountains, rivers, beaches, wildlife, soil)

· Cultural features (Human – buildings, roads, clothing, food)

	Human/

Environment Interaction
	· Humans adapt to the environment.

· Humans modify the environment.

· Humans depend on the environment.

	Movement
	· Travel from place to place

· Exchange of goods and ideas

	Region
	· Region united by similar physical conditions

· Regions untied by common cultural traits


 (1) location, (2) place, (3) human-environment interaction, (4) movement, and (5) region.
Figure 1.  Five Themes of Geography and Their Components (cited in Hannibal, Visilev, and Lin (2002).

Importance of Children’s Literature in Teaching the Five Themes of Geography 

Geography is all around us daily (Sunal & Haas, 2005). Kenneth Mitchell (as cited in Stockard, 2001, p. 309) writes: “Geography has a profound influence in 
shaping any society . . . [L]iterature, like all art, is ultimately a reflection and illustration of the landscape that produced it." Virtually every story has a setting that can be expressed in geographical terms. This point is extended by Gandy (2006) who writes: "Place and space are important in describing the setting of a book" (p. 267). Stockard (2001) writes that  

. . .  advocates for making the social-studies program 
literature-rich present three main reasons for using a 
literature-based approach to teach geography:


1.  There is a natural link between geography and 


literature.


2.  The study of literature improves the 



comprehension of geography.


3.  A literature-based approach to geography 


improves reading comprehension. (p. 309)
Students can also begin to see both geography and literature have relevance outside the classroom. Hannibal, Vasiliev, and Lin (2002) write: “When a country is studied with the five geographic themes and supported with high-quality children’s literature, it becomes a life in a child’s mind” 
(p.  81). It is important to point out that some children’s books address only one geographic theme such as Where Do I Live? (Chesanow, 1995) that focuses on the concept of 

location. Many children’s books address multiple geographic themes such as those books suggested in this article. 

Connecting Children’s Literature and the Five Themes of Geography Theme I:  Location:  Position on the Earth’s Surface

Perhaps the most basic of geographical themes is location. According to Hannibal, Vasiliev, and Lin (2002), “The theme of location tells exactly where in the world something is, as well as why things are located in particular places” (p. 82). The fundamental questions of location are:  (1) Where are we? (2) Why is it there? (3) What is important about the location? and (4) How is one location related to other locations of people, places, and environments?  Teachers of elementary children can answer these questions through children’s literature.  

One of the most worthwhile and simplest things kindergarten and first grade teachers can do with respect to the theme of location, is to begin with the body. According to Dill (as cited in Hannibal, Vasilieve, and Lin, 2002),  

     
. . . young children can tell the shape of the body and 
how much space it takes up, tell where the different 
body parts are, notice how the body moves and rests, 
and realizes how the voice is a part of the body. 

(p. 83) 
     
A good starting point for teaching the concept of location for early primary children is Goldilocks and the Three Bears (Brett, 1990). Brett's brightly illustrated, eye-catching book retells the childhood story of Goldilocks and her adventure in the three bears' house. Another book for teaching location is Cinnamon, Mint, & Mothballs: A Visit to Grandmother’s House (Tiller, 1993). The stunning illustrations in Tiller's book tells the story of a city child’s description of her grandmother’s rural home and includes ordinary details that she herself founds extraordinary: the pantry, the bathtub with feet, the dirt floor in the cellar, and, of course, the cistern out back. 

There is a wide selection of children’s literature for intermediate children that address location and other geographic themes. One such book is Laura Ingalls 

Wilder’s On the Way Home: A Diary of a Trip from South Dakota to Mansfield, Missouri in 1894. This book contains Laura Ingalls Wilder’s diary of her trip from the Dakota Territory to Missouri. Laura with her husband, Almanzo, and 
seven-year-old daughter, Rose, move from their drought-stricken farm in the Dakota Territory in 1894 to a new farm in the Ozarks. In this diary, Laura describes the towns, rivers, people and events that happened along the way.


Many books that address location and other geographic themes focus on slavery and the activities of the Underground Railroad when people faced the moral issue of breaking laws out of compassion for other human beings. F. N. Monjo’s (1970) titled his easy reading book, The Drinking Gourd, after the “code song” that slaves sang. The song was used to point out the directions for escape by following the North Star and using the Big Dipper as a guide.

Theme II:  Place – Natural (Physical) and Cultural (Human) Characteristics 

Place is a theme that Hill and McCormick (as cited in Stockard, 2001) describe as deceptively simple. This theme taken from the Guidelines for Life: National Geography Standards 1994 Education is the physical (natural) and human (cultural) characteristics of places. Concepts describing features on the earth include mountains, capital cities, and the developing world. Such fundamental questions are asked: (1) What kind of place is it? (2) How much water is present in the place? (3) Why don’t wild animals live in the area? (4) Why does my home look like? Inside? Outside? (5) What is the location of my present home? Why? The physical and human characteristics of any place can tell a lot about where people live, why they settle there, and how they use natural resources. Hardwick and Holtgrieve (as cited in Hannibal, Vasiliev, and Linn, 2002) write: “Specifically, physical characteristics of a place are determined by nature and human characteristics are defined by the cultures as reflected in language clothing, architectural style, and governmental ideologies” (p. 83).

The Goat in the Rug (Blood and Link, 1990) offers a good example of the concept of physical characteristics. The story is told by a goat named Geraldine who lives on a Navajo reservation with Glenmae, a Navajo weaver. The reader follows the steps Glenmae follows in order to make a rug. Geraldine explains how she gets into trouble because she does not understand what Glenmae is doing.  


Nigel Gray and Philippe Dupasquier‘s (1991) book, A Country Far Away offers a good example of the concept of physical or cultural characteristics. The text appears in the middle of the page, and two sets of pictures, above and below, contrast the daily events of two young boys in two very different cultures. The two boys, one in a small village in Africa and one in a suburban setting in the United States or anywhere in the “developed” world wake, sleep, play, eat, and share in family life on opposite sides of the globe. This is a good book for teachers to use to introduce culture.

Theme III:  Relationships Within Places: Humans and Environments

The natural environment tends to limit what people can do in a place. However, throughout history, people have been quite clever in dealing with these limitations.  Fundamental questions addressed in this theme are: 

(1) Given the choice where would you live? Why? (2) What is the environment? (3) How do people interact with the environment? (4) How do the physical features affect us?

Barbara Mitchell’s (1993) brightly illustrated story, Down Buttermilk Lane can help children understand the interactions between people and their environment. The book follows an Amish family as they travel in their buggy to the local village where they visit and do errands. Many of the cultural ways of the Amish are interwoven in the dialogue and pictures.  

Many books focus on an environmental theme such as Jeanne Baker’s (1987) collage pictures for Where the Forest Meets the Sea which combines both the past and the future. As the young boy explores the forest, shadows of dinosaurs can be seen in the trees, and on the last page, shadows of a future Star Hotel, skyscrapers, homes, and swimming pools are superimposed on the picture of the 

beach. Window (Baker, 1991) is a wordless picture book that depicts the view from a boy’s window changing from wilderness, to country, to small town, to city. The boy, now 25 and with a baby of his own, looks through a window in his new house in the country, and sees an ominous sign advertising “House blocks for sale,” suggesting that the whole destructive cycle will continue.  

A story with a happier outcome is Lynne Cherry’s (1992) A River Ran Wild. This stunning book details the history of the Nashua River in New Hampshire. Beginning long ago when the river ran so clear that its pebbled bottom was visible. Cherry shows how the ecology of the river gradually changed as the land was colonized and then industrialized. Eventually the river became so badly polluted that nothing lived in it. Her illustrations, and detailed borders showing wildlife and other artifacts from various eras, will invite children to understand social and ecological problems. 


The relationships between natural and human systems are shown in Dooley’s (1992), Everybody Cooks Rice that focuses on a young girl who searches the neighborhood for her brother who is late for dinner. On the way, she discovers that all of her immigrant neighbors are cooking rice recipes brought from their native countries. She has a taste of each rice recipe and then returns home to find her brother already eating rice. 

Theme IV:  Movement:  Humans Interacting on the Earth

The fourth theme is movement which focuses on how people, things, ideas, products, and information move from one place to another. The fundamental question that addresses this theme is: (1) What are the patterns of movement of people, products, and information? A study of movement includes learning about major modes of transportation used by people, an area’s major exports and imports, and ways in which people communicate.  

A good starting point for teaching movement is Abuela’s Weave (1993) by Omar Casteneda. In this story, a young Guatemalan girl and her grandmother grow closer as they weave some special creations and then make a trip to the market in hopes of selling them. Patricia Pollaco’s (1988) The Keeping Quilt is an excellent introduction to family tradition. It is the story of a Russian Jew who is an immigrant to this country and makes a quilt to help the family always remember their homeland. 


The illustrations capture the hardships of moving west in David Williams’ (1993) book, Grandma Essie's Covered Wagon. This book is an authentic oral history told to the author by her Grandma Essie. The story starts in Missouri during her childhood days and continues with her family's search for a better life in Kansas, then to an oil-rich town in Oklahoma and finally back to Missouri.

Theme V:  Regions:  How They Form and Change


The basic study of geography is the region. A region is an area that displays a coherent unity in terms of the government, language, or possibly the landform or situation.  Regions are human constructs that can be mapped and analyzed. Physical regions have a particular climate, natural features, or plant life. Dill (as cited in Hannibal, Vasiliev, and Linn, 2002) suggests that “a cultural region has some common culture and history that distinguish it from other nearby regions" (p.85). Teachers need to address the following questions in teaching regions: (1) What region do we live in? (2) What type of region is it? (3) What are its characteristics? (4) What states do we define as the South?  The Northeast? The West? The Midwest, and (5) What characteristics and perceptions go along with these regions?


A study of the Northeast region, for example, provides many delightful books such as Amish Home, a sensitive and informative view of the Amish captured with 

colored photographs by Raymond Bial (1993). Christiansen (1993) tells the story of a young boy who learns the dangers and excitement of the ice harvest in the Hudson River Valley in The Ice Horse.

The story of a Kentucky heroine is shared in Mary on Horseback (Wells, 1998). It is the story of an extraordinary nurse who brings health care to skeptical mountain people.  In Virgie Goes to School with Us Boys, Howard (2000) tells the post-Civil War story in the 1860s of a determined African American girl and her quest to attend a Quaker school in Jonesborough, Tennessee. 

Other:  Geography Books


There are many excellent books that address specific geographic themes. Ron Hirschi's (1989) Who Lives in the . .  Mountains? and Who Lives on the Prairie? introduce young readers to different geographical regions. Galen Burrell's photographs show the mountains and prairies and the animals that live within these regions. Another book organized by regions is My America: A Poetry Atlas of the United States, a compilation of poems selected by Lee Bennett Hopkins (2000) about the geography of all the states in the United States.


Barbara Younger’s (1998) Purple Mountains Majesty is a unique book to share as a culminating read aloud as it tells the story of Katharine Lee Bates’ journey across America as an inspiration for her beloved song, “America the Beautiful.” The Amazing Pop-Up Geography Book by Kate Petty (2000) encourages children to take a closer look at the earth through an interactive format. The book is divided into eight sections, each three-dimensional page explodes with visual stimulation. Rubel’s (2000) Scholastic Atlas of the United States is organized by region and then alphabetically by state. Each of the eight sections contains a map and facts such as population, the state nickname, motto, flower, tree, and bird. 
Summary


Linking children's literature to social studies sparks children’s imagination and provides them the opportunity to develop personal understandings through reflection on what they have read and felt. It helps them to form positions on what they value in life. Oden (cited in Farris, 2004) points out, “Children love books. Through carefully chosen books, geography can be integrated into the curriculum in a way that will stimulate and excite young students. Geography 

concepts can be emphasized and strengthened easily and painlessly through the use of literature” (p. 426). Farris (2004) suggests, “The use of quality children’s literature to teach geographic knowledge and skills opens for students a world of excitement and information” (p. 426).
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BASS REEVES, DEPUTY U.S. MARSHAL
Kitty Y. Hazler, Ph.D.


Moments before President Abraham Lincoln signed the Emancipation Proclamation on January 1, 1863 he said, “I never, in my life, felt more certain that I was doing right than I do in signing this paper” (Miller, 1999, p.70). At about 8 PM that day, the transmission of the text of the Emancipation Proclamation began to travel across telegraph wires and the message that altered the lives of many became known to those beyond the White House walls (Franklin, 1993).


One whose life was changed by the Proclamation was Bass Reeves. Reeves had been born into slavery in Arkansas in 1838 and his owners moved to Texas in 1846 (Burton, n.d.). While a slave, Bass took care of his master’s livestock. He seemed to have an affinity for and expertise with guns and knives, which his Master, Colonel George Reeves, capitalized on by taking him hunting and entering him in shooting contests. Bass even accompanied his master when the Colonel went to fight in the Civil War. As the story goes, one night during a card game Bass and his master got into a fistfight. The penalty for striking one’s master was death and Bass did not stay to argue his cause. He took off to Indian Territory.


Indian Territory was land that had been set aside for Native Americans in place of their tribal lands. While some tribes moved to the Indian Territory of their own accord, the Indian Removal Act of 1830 insured the displacement of other tribes to what is now Arkansas and Oklahoma (Everett, n.d). Bass, the escaped slave, took refuge with Seminole and Creek Indians and continued to improve upon his skills with firearms and tracking (Weiser, 2010).


The Civil War ended, the Emancipation Proclamation took effect, and Bass Reeves was free to live on his own terms. He married and settled down to farm and raise livestock in Arkansas, just outside of Indian Territory. The settlers in this area were facing problems with large numbers of outlaws who had moved to the territory to continue their wild ways and to hide to escape punishment.


Judge Isaac Parker came to Fort Smith in Indian Territory in 1875 to take up a position as federal judge for the Western District of Arkansas. Parker made his mark by being fair and hard. He hired 200 deputy marshals to hunt down outlaws in an area that covered 74,000 square miles. Parker earned his nickname, the “Hanging Judge,” by imposing the sentence of hanging on 79 individuals while he held his office (Weiser, 2010). 


Bass Reeves was one of the deputy marshals hired by Judge Parker. Reeves knew the territory, was a skilled tracker, and handled a gun well. As a slave, Reeves had never learned to read, but that did not hold him back. He had Judge Parker’s arrest warrants read aloud to him and memorized the charges and names of those he would hunt. He was often gone for weeks at a time and sometimes used disguises to get close to and capture the criminals he was seeking.


Bass was respected, and he was hated. Some whites 
didn’t like the notion of a black man
with a badge. 
Desperadoes simply wanted Bass off their trails. . . 
But danger was a small matter for this lawman. Duty 
was his guide. Right and wrong were clear and 
simple.

(Nelson, V. M., 2009, p. 25)

Bass was never tested more than when he had to arrest his own son on charges of murdering his daughter-in-law. Reeve’s devotion to justice and to his duty was legendary. 


When Oklahoma became a state, Indian Territory no longer existed and Bass Reeves was no longer a deputy marshal. He was then hired as a member of the Muskogee, Oklahoma police force and worked at that job for two years before he died of a kidney disease in 1910 (Nelson, 2009). In the 35 years that Reeves served as a Deputy U. S. Marshall, he arrested more than 3,000 outlaws and helped bring justice to the region (Weiser, 2010).


Vaunda Micheaux Nelson describes Bass Reeves’ life in her picture book titled Bad News for Outlaws: The Remarkable Life of Bass Reeves, Deputy U. S. Marshal. Much of Nelson’s writing focuses on Reeves as he tracked down and brought outlaws to justice. The story is compelling and Bass Reeves’ life was, as the book title indicates, remarkable. This picture book would be an excellent jumping-off-spot for any grade level that was beginning a study of westward expansion, the end of slavery, the Indian Removal Act, Indian Territory, and/or the U.S. Marshal Service.


Some activities that could be used with Bad News for Outlaws: The Remarkable Life of Bass Reeves, Deputy U. S. Marshall follow:

1.  Problematic Perspective – Bass Reeves, a former slave, was a Deputy U. S. Marshal assigned the task of arresting outlaws who were overrunning the Indian Territory. His job was to bring the outlaws back to be tried by the “Hanging Judge” Isaac Parker. Divide the class into groups which will examine Reeves and his job from the perspective of one of the following:


a.  white settlers


b.  former slaves


c.  Native Americans in the Territory


d.  the outlaws

Come back together as a class to discuss the different perspectives.

2.  Open Word Sort – Students are provided with a collection of vocabulary words that will be encountered in the book/unit. Students are divided into pairs or small groups and are given the task of dividing the words into logical categories. Each group then assigns every category a descriptive label. Some words that could be used for sorting are:

lawman


Indian Territory


outlaws


cattle rustlers

Deputy U.S Marshal

slavery




master



field hand

Civil War


Native Americans


runaway


frontier

Emancipation Proclamation
livestock



judge



Oklahoma

sharpshooter


arrest warrant


gunslinger


justice

homesteader


lynching



square shooter


Arkansas

3.  Asking You Own Questions – Students listen to the first six pages of the book, which describe an incident in Bass Reeves life while he was a deputy marshal. Students are then each asked to write 5-10 questions that they think will be answered by the remainder of the book. After the allotted time, write some of the questions on the board and have students explain why they chose the questions they did. Read the rest of the book aloud or have the students read the book to themselves. Students should be reading or listening to the book to see if their questions have been answered. At the completion of the book, ask students to explain why some questions were answered and others were not. 

4.  Hot Seat – In this strategy, students take on the role of a major character in a book and are interviewed by their peers. As students ask questions, the person in the hot seat maintains the persona of the character. Students could pair up and plan interview questions to ask Bass Reeves. At a predetermined interval, another student could take on the persona of Bass Reeves and answer questions.

5.  In My Mind and Heart – This strategy requires that students label one side of a piece of paper “Bass Reeves, Slave” and the other side of the paper should be labeled “Bass Reeves, Deputy Marshal.” Students will imagine that they are Bass Reeves during these two different periods in his life. As Bass Reeves, students will make a bulleted list of what they are thinking and feeling during each particular time period. Students should remember that Reeves is functioning within an historical context.

6.  Tea Party – Used as a prereading strategy, students would participate in a tea party preparing them for the reading of the book. The teacher types and laminates pieces of background information that will be helpful for an understanding of the text. Students are each assigned a one or two paragraph piece of text and given time to practice reading it aloud. At a signal, each student finds someone in the classroom who has a different piece of text. Student A will read their own text to Student B. Before switching roles as readers, Student A will make sure that the text they have read is understood by Student B. Student B will then take on the role of reader, sharing their piece of text with Student A. The tea party will continue until all students have heard and understand the various pieces of text. Tea party texts for this book could include short descriptions of:  slavery, a slave’s life, the Emancipation Proclamation, the Indian Removal Act, Indian Territory, and life as a homesteader.
Problematic Perspective, Open Word Sort, and Asking Your Own Questions strategies can be found in Vacca and Vacca, 2010.
Hot Seat and Tea Party strategies can be found in Tompkins, 2009.

In My Mind and Heart strategy is a K. Hazler original.
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BOOK REVIEW

Fusiliers: The Saga of a British Redcoat Regiment in the American Revolution by Mark Urban  ISBN:10-0-8027-1688-1, copyright 2007, Walker Publishing Company, reviewed by David B. Peterson

        
One of the things often overlooked in the study of the American Revolution is in the area of what the British were unable to do and why. How could the super power of the time lose battles? What problems other than logistics did they face? This book is a look at one famous regiment and the problems they faced throughout the war. The author details the condition of the Fusiliers at the eve of the war and through the entire conflict. Most students know of the hardships George Washington faced and Valley Forge has been well studied. What about the British?

        
The story begins with the past glories of the Fusiliers being reviewed and the decline in this regiment in the pre-war period. We learn from Urban of the decline in leadership, discipline and training that significantly degraded the readiness of the Fusiliers. He takes us to Concord, Lexington, and Bunker Hill. We learn that the soldiers operated from fear and poor training in ways that were not the hallmark of this regiment. Bunker Hill highlighted the inability to follow orders and the horrors that followed.

        
The Fusiliers also would learn that even the tactics and strategies they used would need to be changed. The high ground that was key to defending Boston was never fortified, for example. The British had known for a year Boston and its ships could not be defended if this ground was taken by the rebels. When Washington began placing cannon there, it meant the British would have to abandon the city. It also meant the British military had made a serious blunder. Urban continues to discuss the changes the British would make, like taking New York, which was a much easier place to defend. 

        
The book then covers the southern theatre and the role of the Fusiliers through and including the surrender at Yorktown, and back in England and in Europe. Of interest to history buffs was Urban’s coverage of British politics and patronage and the eventual change to more professional ways of selecting officers. He discussed the importance of experienced troops having input into both training of new recruits and adjusting strategy to the new types of warfare the Fusiliers had experienced.

        
This book gave a great account of the common soldier on the British side and the hardships they endured. It was good to read something from a different perspective that was so well documented. It was easy to visualize the times and places Urban discussed. If your area is American History, I strongly recommend this book. This was a very enjoyable read.
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