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Introduction

. Objectives

In cooperation with The Critical Thinking Consortium we have developed seven
lessons for use with books in the Righting Canada’s Wrongs series to promote the
following objectives:

*  Providing a more complete picture of our past. The study of Canadian
history requires that students don’t just learn about the glorious side of
our national story. They must also understand the injustices that have
knowingly been committed in our history. The message is not one of
pessimism, rather it focuses on the ways in which minority groups have
been treated in the past; and in many cases, it chronicles stories of dignity,
courage, and perseverance, and the triumph of right over wrong.

* Using engaging primary sources. The lessons help students make rich
use of the abundant variety of primary sources found in each book. These
sources include photographs, official documents, letters, political cartoons,
and written accounts supplemented by rich textual annotations.

* Rooting out institutional racism. The hope is that by building greater
awareness of the deep-rooted racist and non-inclusive attitudes of the
individuals, groups, and governments behind each of these injustices, we will
decrease the likelihood of events or attitudes like these happening again.

*  Teaching historical thinking. Each lesson supports students in exploring
various concepts found in the framework for historical thinking developed
by Professor Peter Seixas of the University of British Columbia.
www.historicalthinking.ca

. Overview of the lessons

Before using any of the other six lessons, we recommend introducing students to
the strategies for analyzing photographs and drawings explained in the following
lesson:

1. Reading an image
Once students understand how to interpret images, choose one or more of the

tollowing six lessons depending on the fit with the curriculum and teachers’
objectives:
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2. Adopting historical perspectives
3. Tracking continuity and change
4. Examining historical causation
5. Identifying consequences

6. Offering ethical assessments

7. Determining historical significance

. Background on racism

Teaching about racism on page 93

. Correlation of the lessons with books in the series

Each lesson can be used with any and all of the books in the Righting Canada’s
Wrongs series. The Key rtopics and references to Righting Canada’s Wrongs texts
beginning on page 96 lists the critical thinking questions at the heart of each lesson
and specifies, for each book, key topics and factors to consider with relevant page
numbers for students to consult.

. Appendix

The Resource Guide for Indigenous Teachers and Students, included here as an
appendix, is a guide for Residential Schools, Inuit Relocations, and The Sixties Scoop
that equips educators working with Indigenous students to teach about the history
of the Canadian government’s racist policies and conduct toward Indigenous

Peoples.

6 Righting Canada’s Wrongs Resource Guide



1.

Reading an image

. Critical task

Derive multiple relevant observations and plausible inferences in response to
general and specific questions posed about the contents of an assigned image.

. Overview

This challenge introduces a three-step approach to analyzing images that students
will be encouraged to apply when completing other lessons in this series. As
a first step, students formulate a one-sentence summary of the contents of a
sample photograph. Next, students undertake a more detailed examination of
the image, indicating their answers to each of the 5 Ws questions. Students are
then introduced to the difference between what can be directly observed and what
might be inferred based on observations. Students revise their answers to the 5 W
questions in light of this distinction. In the third step, students study the image
for more specific information about an assigned topic (for example, architecture
of the time, daily life, gender roles). When looking for this information, students
undertake a section-by-section reading of the photograph and qualify their
conclusions based on the available evidence. Finally, students apply this multi-
layered approach to another image (or images) found in one of the books in the

Righting Canada’s Wrongs series.

. Select images for analysis

We suggest introducing the three-step approach to reading
images using the sample image found on Blackline Master
#1.1 and then applying the approach a second time with
different images on a common theme. For the follow-up
analysis, you may wish to choose one or more images on
a particular topic of interest from a book in the Righting
Canada’s Wrongs series.

BLACKLINE MASTER #1.1 p. 14

[ —
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Session One: Practising Image Analysis

. Discuss the value of image analysis

Invite students to speculate about the meaning and the accuracy of the saying: “A
picture is worth a thousand words.” Ask students to consider, in general terms,
what information we can learn by examining historical images (for example,
architecture, fashions, modes of transportation, technology use). Explain that in
this lesson they will be learning a three-step approach to use when “reading” an
image.

. Introduce step one: Summary statement

Display the sample image (Blackline Master #1.1) either as a transparency or
digital projection. You may also wish to distribute a print copy of the image to
each pair of students. Do not reveal the caption (“Ukrainian internees leave their
compound for work at Castle Mountain Internment Camp, AB, 1915”). Invite
students to formulate a one-sentence response to the question: What is this
picture about? Arrange for several students to share their summary sentences and
supporting reasons with the rest of the class. Without going into detail, draw
attention to any discrepancies in students’ answers. For example, is the main action
a parade or are troops simply marching through the streets?

. Introduce step two: 5 Ws questions

Explain that a useful next step in analyzing an image is to use five questions that
reporters ask when trying to explain an event. Write the following 5 Ws questions
on the board:

1. Who appears in the image?

2. What is occurring in the image?

3. When does the scene take place?

4. Where does the scene take place?

5. Why are the events in the scene occurring?

Invite students to work with a partner to answer each of these questions and
to identify details from the sample image that help them answer each of these

questions. Create a chart similar to the following one on the board and ask various
students to share their answers.

8 Righting Canada’s Wrongs Resource Guide



Questions  Details Conclusions

Who? Men are walking, wearing overalls The men are leaving for work
and hats. They do not appear to be in a | that is most likely physical
hurry. labour.

What? The men are walking through a gate of | The men are being forced to go
a barbed wire fence. None of the men to some form of work camp and
are carrying supplies or food. are likely prisoners.

When? The clothing doesn’t look contemporary. The lack of electrical wires and
There are no signs of modern clothing suggests this is the
technology. early 20th century

Where? There are mountains in the background. | This is a rural setting. The
The housing appears to be temporary mountains suggest it could be
(large tents). somewhere in the Rockies.

Why? There are no prison guards present The men appear to be
and no men appear to be attempting to temporarily imprisoned at a
escape. remote work camp.

Invite students to look for other details that might confirm or challenge various
conclusions. For example, the lack of prison guards might suggest that the
prisoners are not considered a serious threat. This reinforces the conclusion that
the men are not likely to attempt escape.

. Distinguish observation from inference

Explain that when examining an image, readers often draw conclusions and
identify details that are not explicitly observable from the image. Introduce a
distinction between what students can actually see in the image (for example,
“the men leaving the enclosure are wearing overalls and hats”) and the inferences
they might draw from these observations (for example, “the men are going to do
physical work outdoors”). Point out that the observations provide evidence for the
inference. Relabel the headings on the chart as shown below and invite students
to confirm whether the details they offered are observations or inferences. As
illustrated below, ask students to restate as direct observations any details that
included inferences.

Questions Observations Inferences

Who? ORIGINAL: They are wearing work- REVISED INFERENCE:
style clothes and hats. CHANGE TO: Based on their clothing and
The men are walking wearing similar body language the men are
clothing, including jeans, overalls, and leaving for work that is most
hats. They have their hands in their likely physical labour outdoors.
pockets and do not look like they are in They do not appear to be in a
a hurry. hurry to get to work.

Reading an image 9




Questions Observations Inferences

What?

When?

Where? ORIGINAL: The housing looks REVISED INFERENCE:
temporary and remote. CHANGE TO: The housing for the men is
The housing in the background appears large tents which is most likely
to be large canvas ftents. temporary and in a remote

area.
Why?

Discuss criteria for a thoughtful analysis
Introduce students to the following criteria for the thoughtful analysis of an image:

o accurate and detailed observations: the observations that are offered
accurately describe the relevant details in the image, including less obvious
details

plausible and imaginative inferences: the inferences go beyond the obvious
conclusions and are supported by several pieces of evidence found in the
image or based on other facts known about the topic

Reveal the published caption for this image (“Ukrainian internees leave their
compound for work at Castle Mountain Internment Camp, AB, 1915”). Ask
students if they can identify any details from the image or offer other information
they know about the time period to support the identification of Ukrainian intern-
ees in Alberta during the First World War. (For example, students may narrow
down the possible locations by considering what areas of Western Canada were
developed at this time and why the internees may have been sent to a remote area
instead of an urban prison.)

. Introduce step three: Focus questions

Indicate that answers to the 5 Ws questions are useful in explaining the overall
contents of any image. Often we want to probe images for specific information about
a topic of particular interest (for example, to study clothing fashions, architecture, or
daily life). Return students’ attention to the sample image. Assign various groups of
students a particular focus for a more detailed analysis. These topics might include:
quality of life for internees, men’s clothing, the setting of internment camps and
internment camp construction. Encourage students to look beyond obvious clues,
trying to extract as much information as possible from the image.

10 Righting Canada’s Wrongs Resource Guide



. Provide guidance for step three

Before students begin to study the sample image to learn about their assigned
topic, offer these suggestions to guide their reading of the picture:

What do I already know about the topic? Take a minute to make a list of
information they already have about their assigned topic and time period.

What I can tell about the topic from a sector-by-sector analysis? Rather
than randomly looking at the picture, organize a close reading of the image
using one of these methods:

*  Rows: Divide the image into three horizontal rows and analyze the

foreground, middle, and background.

* Panels: Divide the image into three vertical rows and analyze the left

panel, middle panel, and right panel.

*  Quadrants: Divide the image into four quadrants and look closely at
each section. Explain that the composition of the image often suggests
which way of segmenting the image may be more useful: for example,
viewing the image in panels works when there are sections of relevant
details on the sides of the image (as is the case if exploring setting or
environment in the sample image); a complicated picture that has evenly
distributed relevant detail may be best viewed in four quadrants (the
bottom two quadrants are most useful if exploring the men’s clothing);
outside landscape images or images with depth of view often are best
approached in rows (perhaps, if exploring the remoteness of the camps or
the construction of internment housing).

How plausible are my conclusions? Encourage students to assess the
plausibility of each of their inferences in light of corroborating details in the
image or in other images or sources. If students know little about the topic
and are faced with limited or inconclusive detail in the image, encourage them
to be tentative in stating their inferences. Suggest that they qualify tentative
conclusions by using terms such as “may be,” “possibly,” and “perhaps.”

. Direct students’ investigations

Arrange for students to work in pairs or groups of three to review what they
already know about their assigned topic; to study the image section-by-section
looking for relevant details and drawing inferences about the topic; and finally to
summarize and qualify any conclusions. After each team has “read” the sample
image, arrange for other teams with the same topic to share their findings with
each other. Finally, ask a few students to share what they have learned about their
assigned topic with the entire class.

Reading an image 11



Session Two: Historical Image Analysis

. Introduce a new analysis

Invite students to use the three-step analysis to examine one
or more images from the Righting Canada’s Wrongs series.
Begin by distributing both pages of Image analysis (Blackline
Master #1.2) to each student. Review the three-step approach:

* summarize the image’s main focus in a sentence;

* explain the contents of the image using the 5 Ws
questions to make observations and draw inferences;

* conduct an in-depth reading of the image on a particular
BLACKLINE MASTER #1.2 p. 15 topic by reviewing prior knowledge, making relevant
observations and drawing inferences based on a section-
by-section analysis, and summarizing and qualifying all
relevant conclusions.

Provide students with a specific topic (or different topics) to consider as they
make observations and draw inferences. Ask students individually or in groups to
analyze the assigned photographs on a common theme and to record their findings
at each step of the analysis on Blackline Master #1.2.

. Share findings

Once students have completed their analyses, arrange for them to share their
findings with other students investigating the same topic. Finally, invite a few
students to share what they have learned about their assigned topic with the entire
class. Discuss the challenges that students face as they try to “read” images, and
the usefulness of the approach they have just applied.

. Assess the image analysis

Assess students’ ability to make accurate and detailed observations
and to draw plausible and imaginative conclusions about an
image as recorded on Blackline Master #1.2, using the rubric
found on Assessing the image analysis (Blackline Master #1.3).

BLACKLINE MASTER #1.3 p. 17




. Prepare for future applications

Suggest to students that it may be useful for them to complete Blackline Master
#1.2 in writing for a few of the images they will analyze. However, once they
become familiar with the approach, they may spend less time on the first two
steps, perhaps completing them orally. In addition, while students are encouraged
to undertake a section-by-section analysis of any image, they may prefer to record
all their observations and inferences, even those from several images, in a single
two-column chart.

Reading an image 13



Blackline Master #1.1

. Sample image

Image © Glenbow Archives

14 Righting Canada’s Wrongs Resource Guide



Blackline Master #1.2

. Image analysis

Title of image:

Summarize the image’s main focus:

Explain the Observations Inferences
contents of

the image

Who appears

in the image?

What is
occurring in
the image?

When does
the scene take
place?

Where does
the scene take
place?

Why are
the events
in the scene
occurring?

Reading an image 15



Identify a topic to explore in-depth:

Review what you already know about this topic:

What can I learn Observations Inferences
about the topic

in each section of
the image?

Check applicable
section:
Foreground

Left panel

Top left

Check applicable
section:
Middleground
Middle panel
Bottom left

Check applicable
section:
Background
Right panel

Top right

Bottom right (if
applicable)

Summarize and qualify conclusions about the topic:

16 Righting Canada’s Wrongs Resource Guide




Blackline Master #1.3

. Assessing the image analysis

Outstanding  Very good Competent  Basic In progress
Accurate For every For almost For most For most Struggles
and detailed | question all questions | questions questions to identify
observations | or section and sections | and sections | and sections | even the

identifies identifies identifies a identifies most obvious

several several few obvious only the details from

relevant and relevant and | details most the image.

accurate accurate from the obvious

details from observations | image and details from

the image, from the occasionally | the image.

including image recognizes

numerous including subtle details.

subtle details. | some subtle

details.

Comments/reasons for rating:
Plausible For every For almost For most For most Struggles to
and question all questions | questions questions provide any
imaginative | or section and sections | and sections | and sections | plausible
inferences provides provides provides provides a inferences

several several a few plausible that build

varied and plausible and | inferences but obvious | upon the

imaginative sometimes that are inference. observations.

inferences imaginative generally

that are highly | inferences. plausible

plausible. but rather

obvious.

Comments/reasons for rating:

Reading an image 17




2.

Adopting historical perspectives

. Critical tasks

A. Draw historically plausible conclusions about the experiences and attitudes
of a featured group regarding some aspect of a historical injustice.

B. Write a letter from the point of view of a teenage member of the group
explaining the specified situation or event.

. Overview

In this two-part critical challenge, students learn to take on the historical perspective
of a group by analyzing primary and secondary sources from the Righting Canada’s
Worongs series. Students are introduced to the idea of historical perspective-taking
using the example of postal services in the nineteenth century. They consider the
difference between presentism and historical perspective-taking and learn about
three strategies to help in adopting a historical perspective. Students are then
asked to examine textual and visual sources to learn about an assigned group’s
perspective on some aspect of a specified historical injustice. They record relevant
details from the sources, draw possible conclusions, and summarize what they have
learned about the group’s experiences and reactions. Drawing upon these findings,
students write a letter from the point of view of a teenager at the time, explaining
the specified situation.

. Select the featured event

Prior to introducing the topic to students, determine which injustice (or injustices)
teatured in the Righting Canada’s Wrongs series you wish to explore. Consult the
Key topics and references to Righting Canada’s Wrongs texts (page 96) for specific
aspects of the injustice(s) that students are to examine (for example, life before
the featured incident, the hardships endured because of the injustice, the redress
provided to people who suffered the injustice). Consider assigning different aspects
of the injustice to various students individually or in pairs. Make note of the
relevant pages in the publication(s) that students might consult when taking on
the historical perspective.

18 Righting Canada’s Wrongs Resource Guide



Session One: Shifting Perspectives

. Present the sample scenario

Present students with the following scenario to illustrate the challenges of trying
to understand the mindset of people living in a different time.

In 1858 people living in the British colony on Vancouver Island waited

Jfour to five montbhs to receive a response to a letter sent from Victoria, BC, fo

London, England. This meant that important news from friends and family,

or advice and instructions from superiors, took almost half a year to arrive.
Invite students to speculate briefly with a partner on what it might have been
like for people in the past to wait this length of time before receiving return
correspondence from the home country.

. Discuss students’ initial responses

Many students may react to the sample scenario from a modern-day perspective
influenced by their experiences in living at a time of instantaneous access to news
from friends and family via Twitter, Facebook, cell phones, Skype, and email.
When responding with a modern-day lens, students may suggest that the colonists:

* were probably frustrated to have to wait so long to hear news from their
homeland.

* might think that this method of communication was inefficient and
needed to be improved.

*  would have felt very isolated because it took so long to receive
correspondence or news from England.

. Contrast historical perspective with presentism

Explain that adopting a historical perspective is not a matter of thinking of how
students personally would have felt in a particular historical situation, but how
people at the time would likely have felt. One of the primary obstacles to historical
perspective-taking is presentism, the tendency to use present-day values, beliefs,
and experiences to interpret the past. When studying history, students often use
modern-day lenses that distort the past and what it meant for the people living at
the time. Invite students to think back to their initial responses to postal services in
1858. Which of their comments were indicative of a presentist perspective? Which
were sensitive to a historical perspective?

Adopting historical perspectives 19



. Introduce strategies for historical perspective-taking

In trying to nurture historical perspective-taking, encourage students to consider
three strategies:

* Anticipate different beliefs and values: Don’t presume that historical
attitudes, values, and beliefs are identical to those that people currently

hold.

*  Expect different conditions: Sensitively imagine the realities of the time to
understand what would seem unfamiliar (or very familiar) now, but would
be commonplace (or foreign) back then.

» Attend to different meanings: Be attentive to the fact that words and
gestures may not have had the same meanings or connotations in the past
as they do now.

. Reconsider initial reactions

Illustrate the application of these strategies by presenting additional information
about mail service at the time:

Although mail service between Victoria and London in 1858 was still

measured in montbhs, it had improved greatly in the preceding decade. The

turnaround time had been reduced almost by half, thanks to improvements

in transportation, especially in the novel application of steam power to

ocean transport.
Invite students to reconsider the colonists’ likely beliefs, conditions, and meanings
associated with a four- to five-month wait to receive a response to a letter (down
from almost a year-long wait). Individually or in groups, ask students to share their
responses. Possible responses may include:

Beliefs
*  People might feel pleased to receive such a quick (relatively-speaking)
response.

*  People might feel that the speed of communication is much improved
compared to a decade earlier.

*  People might feel less isolated and more connected to people in England

than they had felt previously.
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Conditions
*  There was very limited communication with the outside world.

*  People would not have access to any digital technologies.

Meanings
* Instead of viewing a letter as “snail mail,” old-fashioned and slow, people
may have looked upon mail as exciting news and as a marvel of “modern”

technology.

Invite students to share one idea that has changed from their initial thoughts about
the reactions of people in the mid-nineteenth century towards the speed of the postal
service.

. View video on historical perspective-taking

OPTIONAL: Invite students to watch the short Take 2 video on
Historical = perspective prepared by The Critical Thinking Consortium.

:T: Discuss the examples and the factors explained in this video.
kel https://tc2.ca/products/historical-perspective

. Introduce the featured injustice

Inform students that they will now explore an injustice committed against a
teatured group as seen from the perspective of people living at the time. They will
examine historical evidence from various primary and secondary sources to draw
conclusions about the beliefs, conditions, and meanings associated with some
aspect of the injustice. Assign students individually or in groups to one of the
injustices featured in the Righting Canada’s Wrongs series.

. Provide historical context

Ensure that students understand the historical context for the assigned injustice(s)
by inviting them to read and discuss the introductory pages of the relevant book
in the Righting Canada’s Wrongs series. Alternatively, ask students to share
information they already know about the injustice.

Adopting historical perspectives 21


https://tc2.ca/products/historical-perspective

Session Two: Historical Perspective-Taking

. Introduce the first critical task

Inform students that their first task is to look for clues from
relevant sources in the Righting Canada’s Wrongs series about
the historical perspective of a featured group on an aspect of the
historical injustice. Identify the specific aspect of the injustice
you wish each student to explore. Draw students’ attention to
the relevant page numbers in the Righting Canada’s Wrongs
series for their assigned event or situation as indicated in
the Key topics and references to Righting Canada’s Wrongs
texts (page 96). Distribute copies of Identifying historical
perspectives (Blackline Master #2.1) to students individually
or in pairs. Explain to students that they can use this sheet

BLACKLINE MASTER #2.1 p. 25 to record information and draw conclusions about the likely

experiences and reactions of a featured group to the assigned
situation or event.

. Discuss criteria for historical perspective-taking

Distribute a copy of the rubric Assessing historical perspectives
(Blackline Master #2.3) and discuss the following criteria:

* Identifies many relevant details, including less obvious

details that indicate the beliefs, conditions, and meanings
of the time.

* Offers plausible and imaginative conclusions that are
consistent with one or more clues in the historical
documents about the group’s experiences and reactions in
connection with the featured situation or event.

BLACKLINE MASTER #2.3 p. 27 * Provides a thoughtful summary of their conclusions with

reasons why their findings are grounded in historical facts
and not a result of a presentist perspective.

. Direct students’ analyses

Before students begin, you may wish to model completion of Blackline Master #2.1
using a sample image (or perhaps a document). If students have had little experience
with image analysis, introduce the strategies described in the lesson plan Reading an
image (beginning on page 7). When you are ready to start, introduce a sample text
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or image to analyze. Direct students to look for obvious and less obvious clues about
the beliefs, conditions, and meanings associated with the assigned situation or event.
Record ideas in the first column of Blackline Master #2.1. Be sure that the details
are relevant to the group’s perspective. Instruct students to record their tentative
conclusions about the group’s experiences and reactions in the second column.
When students are not certain about their conclusions, encourage them to qualify
their statements with words such as “maybe,” “might,” or “perhaps.” Direct students
to examine a few other documents and images found on the assigned pages.

. Share and review partial work

When students have recorded details and possible conclusions
for a few documents and images, arrange for them to exchange
their work with another student. Encourage students to use
Peer assessment of perspective-taking (Blackline Master #2.2) to
review each other’s work. Encourage students to find details
from each other’s work that offer evidence of how well they
did, to offer an overall assessment of the work, and to make
helpful suggestions. Encourage students to consider the
teedback they received when continuing with their analysis of
the remaining assigned documents and images. After students
have recorded details and possible conclusions from all of the
assigned pages, direct them to summarize their findings on
the bottom of Blackline Master #2.1 and to explain how and
why this perspective differs from the views that people living
today might hold. In other words, direct students to explain
why their portrayal isn’t the result of a presentist perspective.

. Assess the completed analyses

When students have finished their analyses of the assigned pages, assess their
completed copies of Blackline Master #2.1 using the rubric Assessing historical
perspectives (Blackline Master #2.3). Based on feedback from your assessment,
encourage students to locate additional information about the event or to review
some of the previously analyzed sources.
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Session Three: Letters From the Past

. Introduce the historically realistic letter

BLACKLINE MASTER #2.4 p. 28

Inform students that their next task is to assume the role of
a teenager from their assigned group and write a historically
realistic letter to a relative, a newspaper editor, a government
official, or other historical person explaining the experiences
and reactions associated with the featured situation or event.
Encourage students to portray the historical perspective of
a young person writing at the time. You may want to share
copies of the rubric found on Assessing a historically realistic
letter (Blackline Master #2.4) with students. Explain the two
criteria for the assignment:

* offer accurate and detailed information about the situation
they are explaining;

* provide a realistic and believable account written from the
perspective of a young person living at the time.

. Discuss the lessons learned

When students have completed drafts of their letters, arrange for them to share
with other students of the same featured group; or, if you have chosen to study
multiple groups, with members of different groups. Reflect as a class on the
experiences and attitudes of the various historical groups, and the difficulties of
adopting a historical perspective. In light of what they have just learned, encourage
students to revise their letters prior to submitting them for assessment.

. Assess the letters

Assess students’ revised letters using the rubric found on Assessing a historically
realistic letter (Blackline Master #2.4).
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Blackline Master #2.1

. Identifying historical perspectives

Featured group:
Situation or event:

Details about the beliefs, conditions, and Possible conclusions about the group’s
meanings associated with the situation or experiences and attitudes
event

Summary of the group’s experiences and attitudes:

Differences from a present-day perspective:
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Blackline Master #2.2

. Peer assessment of perspective-taking

/ / / /

Identifies many relevant details including less obvious details about historical beliefs, conditions,
and meanings associated with the assigned situation or event

/

Excellent

Not yet

Evidence for the rating

Suggestions for improvement

Offers plausible and imaginative conclusions about the historical experiences and

reactions
/ / / / /
Excellent Not yet

Evidence for the rating

Suggestions for improvement
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Blackline Master #2.3

. Assessing historical perspectives

Outstanding Very good Competent Satisfactory In progress
Identifies Accurately Provides Provides some | Accurately Identifies
obvious and identifies many | many accurate | historical identifies almost no
less obvious relevant details | details. No information. only the most | accurate
details including details are Minor details | obvious details, | details about
less obvious inaccurate, may be including some | the situation/
details about but they may inaccurate or significant event.
the situation/ not be very vague. inaccurate
event. specific. details.
Reasons/explanation:
Offers Suggests many | Suggests many | Suggests some | Suggests some | Suggests
plausible and | imaginative generally generally plausible but almost no
imaginative and very plausible plausible generally plausible
conclusions plausible conclusions conclusions obvious conclusions
conclusions about the about the conclusions about the
about the group’s group’s about the group’s
group’s experiences experiences group’s experiences
experiences and and reactions; experiences and reactions.
and reactions some and reactions;
reactions. conclusions other
may be conclusions are
exaggerated. implausible.
Reasons/explanation:
Provides The The The The The
complete summary and | summary and | summary and | summary and | summary and
and realistic explanation explanation explanation explanation explanation
summary and | reveal the reveal most reveal some reveal aspects reveal very
explanation main aspects of the main of the main of the group’s | few accurate
of the group’s | aspects of aspects of perspective, aspects of
perspective the group’s the group’s but key aspects | the group’s
and are highly | perspective perspective are missing or | perspective.
consistent with | and are with some inconsistent
what is known | generally inconsistencies | with what is
about the consistent with | with what is known about
period. what is known | known about the period.
about the the period.
period.
Reasons/explanation:
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Blackline Master #2.4

. Assessing a historically realistic letter

Outstanding Very good Competent Satisfactory In progress
Includes Includes Includes many | Includes some | Includes some | Includes
accurate many specific, | historically historical historical almost no
and detailed historically accurate information. information, historically
information accurate details | details. No Minor details | butincludesa | accurate
about the details are may be few significant | details; the
situation. inaccurate, inaccurate or inaccuracies. account
but they may vague. is vague
not be very or largely
specific. inaccurate.
Reasons/explanation:
Offers a Provides a Provides a The account The account The account is
realistic and very realistic generally is often is somewhat unrealistic and
believable and believable | realistic and believable and | believable and | not believable.
account account from believable realistic but realistic but It clearly does
the perspective | account from aspects don’t important not reflect the
of a person the perspective | reflect the aspects don’t perspective of
living at the of a person perspective of | reflect the a person living
time. living at the a person living | perspective of | at the time.
time. at the time. a person living
at the time.
Reasons/explanation:
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3.

Tracking continuity and change

. Critical tasks

A. Identify the similarities and differences between the experiences of two
groups or a single group over two time periods.

B. Identify the most important similarity and difference between the
compared groups or time periods.

. Overview

In this two-part challenge, students investigate continuity and change between
groups or time periods featured in the Righting Canada’s Wrongs series. Students
begin by tracking similarities and differences at two comparison points in their
own lives: primary school and secondary school. After discussing criteria for
assessing the relative importance, students identify the most important similarity
and most important difference between two periods in their lives. Students then
investigate the similarities and differences in the experiences of featured groups
using primary and secondary sources found in the Righting Canada’s Wrongs
series. Finally, students determine the most important similarities and differences
between the featured groups or time periods.

. Select the featured event

Prior to introducing the topic to students, determine which groups or time periods
teatured in the Righting Canada’s Wrongs series you wish to explore. Consult
the Key topics and references to Righting Canada’s Wrongs texts (page 96) for specific
comparisons that students might explore (for example, life before and after the
unjust treatment, the nature and impact of sanctioned injustices for different
groups). Consider comparing the experiences of featured groups found in different
books in the Righting Canada’s Wrongs series. Make note of the relevant pages
in the publication(s) that students might consult when tracking continuity and
change.
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Session One: Understanding Continuity and Chang

. Introduce continuity and change

Introduce the concepts of continuity and change by indicating that you will soon
ask students to think of aspects of their lives that have remained the same from
when they were in primary school and those that have changed since then. As a
class, brainstorm categories of life experiences to compare (e.g., school life, home
life, relationships). Explain that you will want students to think of examples of
similarities and differences within each of these categories. To illustrate what you
will soon require of them, suggest several actual or hypothetical examples from your
own life experiences. Record your responses in a chart such as the one shown below.

. Sample response

Comparing my life at age six and now

Similarities Differences

Relationships

Many of my closest relationships are with the | I have more friends now.
same groups of people: my parents, siblings, People who were my best friends then are no
my school friends. longer my closest friends.

School life

Regular school hours are very similar now to | The level of difficulty of lesson materials has
when I was six. Classes began around 9 am | changed significantly since primary school.
and finished around 3 pm.
In high school, students learn different
The basic structure of a classroom has changed | subjects in different rooms with different
very little. There are around thirty students teachers and classmates.

and one teacher. There are tables and chairs
and boards for teachers to instruct on.

Home life

Home remains the place where the majority | I now have complete responsibility over my
of my meals are eaten and leisure time is eating, sleeping, and leisure schedule at home.
spent.

Entertainment and food preparation

A similar daily routine and schedule is technologies have advanced significantly.
kept; morning routine, eating, and sleeping
patterns.
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. Explore continuity and change in their own lives

Ask students to complete Comparing similarities and differences
(Blackline Master #3.1) individually or in groups. Students
are to record the agreed-upon categories and list as many
similarities and differences in each category as they can.
After completing this activity, invite students to share their
observations in small groups or with the entire class. Draw
out from the discussion that in all aspects of their lives, some
things are changing, while other things stay the same.

BLACKLINE MASTER #3.1 p. 37

. Introduce criteria for judging importance

Invite students to consider whether all of the similarities and differences between
the two time periods are equally important. For example, is moving to a new city
or country a bigger change in one’s life than modifications in hairstyles over the
years? Introduce the following criteria for determining whether some similarities
and differences are more important than others.

Criteria for an important change:

*  Substantial effect (a dramatic difference in the way the thing functions).

*  Relatively permanent (not easily reversible).

*  Widespread (affects a wide breadth of things and has a wide scope of
impact).

Criteria for an important continuity:
*  Makes little if any difference in what happens.
* Involves a key aspect of people’s lives, not a trivial similarity.

*  Widespread constancy across a breadth of things—reaches many people,
involves frequent events.
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. Judge important aspects in students’ lives

Distribute a copy of Judging important differences and similarities
(Blackline Master #3.2) to students individually or in pairs.
Explain that they are to identify three significant differences
and three significant similarities in their lives between primary
school and secondary school. They should then provide
evidence related to the criteria discussed above for each
aspect. Finally, ask students to use these criteria to judge the
most important difference and the most important similarity.
After completing this activity, invite students to share their
conclusions in small groups or with the entire class.

BLACKLINE MASTER #3.2 p. 38

. Self-assess the analysis of continuity and change

Distribute a copy of the rubric found on Assessing the comparisons
and judgments (Blackline Master #3.3). Ask each student or pair
of students to review the completed copy of Blackline Masters
#3.1 and #3.2 in light of the criteria described in the rubric.
Review any issues that students may not have understood.

BLACKLINE MASTER #3.3 p. 39

View video on historical continuity and change

OPTIONAL: Invite students to watch the short Take 2 video on Continuity and

change prepared by The Critical Thinking Consortium. Discuss the examples and
the factors explained in the video.

https://tc2.ca/products/continuity-and-change

M
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Session Two: Investigating Continuity and Change

. Introduce the featured historical group(s)

Inform students that they will consider the changes and constants related to the
experiences of one or more groups of people who suffered an injustice committed
by a government. First, they will examine various primary and secondary sources
to determine similarities and differences between groups or time periods, and then
select the most important similarities and differences. Assign students individually or
in groups to compare groups or time periods featured in Righting Canada’s Wrongs.

. Provide historical context

Ensure that students understand the historical context for the assigned groups
or time periods by inviting them to read and discuss the introductory pages of
the relevant book(s) in the Righting Canada’s Wrongs series. Alternatively, ask
students to share information they already know about the topic.

. Introduce the first critical task

Inform students that their first task is to look for clues from relevant sources in
the Righting Canada’s Wrongs series about similarities and differences in social,
political, and economic experiences of featured groups or between time periods.
Draw students’ attention to the relevant page numbers in the Righting Canada’s
Worongs series and ask them to select a group and time period to compare.

Distribute copies of Comparing similarities and differences (Blackline Master
#3.1) to students individually or in pairs to record similarities and differences
between the featured groups or time periods.

. Explain the need to draw inferences

Before students begin making observations and inferences from the sources,
discuss the following criteria:

Effective observations
* include both obvious and less obvious features;
» are relevant to the experiences of featured groups;

* accurately reflect the various categories of experience.
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Thoughtful inferences
 are plausible;

* are supported by evidence;

* provide insight into the situation.

Offer an example connected to a featured group to illustrate how some sources
enable readers to draw explicit or obvious inferences about that group’s experiences
and conditions. Find another example, where viewers must read “between the
lines” or draw implicit inferences about the group’s circumstances.

. Introduce three categories of experiences

Explain to students that it is helpful to organize their comparisons of historical

experiences into the following categories:

Political: Relating or concerned with their rights and freedoms as citizens and
the involvement or influence of government and the legal system

Social: Relating to the quality of the interaction with others and the ability to
take part in daily events involving others.

Economic: Relating to their ability and conditions for work and to earn and

enjoy a livelihood

As a class, work through two paired sample sources to demonstrate how to make
observations and draw inferences about similarities and differences in social, polit-
ical, and economic experiences. You may choose to compare groups using different
sources (e.g. Righting Canada’s Wrongs: Japanese Canadian Internment in the Second
World War and Righting Canada’s Wrongs: Italian Canadian Internment in the Second
World War) or decide to compare the same group at two different time periods.

Category: Economic experiences

Similarities

In both time periods, Japanese and Chinese
Canadians worked in labour-intensive,
physically demanding, and low-paying

industries.

Differences

The locations of work are different. Large
numbers of Chinese Canadians engaged in
labour-intensive railway work, while many
Japanese Canadians worked on fishing boats or
in the fish canneries and would likely have
lived on the coast in company dwellings.
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. Complete the identification of similarities and differences

Direct students to study the assigned pages looking for evidence of social, political,
and economic similarities and differences. When students have gathered and
recorded this information on Blackline Master #3.1, arrange for them to share their
findings with the rest of the class. Discuss with students the ongoing presence of
continuity and change. Invite students to identify how certain experiences changed
in some ways and were similar in other ways.
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Session Three: Judging Importance

. Judge important similarities and differences

Explain to students that their next task is to select the most important similarity
and difference from among the changes and continuities they have identified
between the two time periods or groups. Remind students of the criteria for
important continuity and change:

Important difference: has a substantial effect, is relatively permanent, is
widespread,;

Important similarity: little if any change over time, focuses on a key aspect
of people’s lives, is not a trivial similarity, is widespread or frequently
experienced.

Distribute a copy of Judging important differences and similarities (Blackline Master
#3.2) to each student. Explain to students that they must identify three important
changes listed on Blackline Master #3.1, and then decide which of these is the most
important change. They should then repeat the process for the most important
continuity. Remind students to look for evidence of importance in the designated
primary and secondary sources from the Righting Canada’s Wrongs series.

. Discuss the lessons learned

Invite students to share their choices of most important similarity and difference
and the reasons for these judgments with the rest of the class. Discuss whether
students were surprised by certain findings.

. Evaluate students’ conclusions

Assess each student’s identification of examples of similarities and differences and
their justification for the most important similarity and difference using the rubric
found on Assessing the comparisons and judgments (Blackline Master #3.3).
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Blackline Master #3.1

. Comparing similarities and differences

Focus of comparison:

Category
Similarities Differences
Category
Similarities Differences
Category
Similarities Differences
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Blackline Master #3.2

. Judging important differences and similarities

Describe three differences Evidence of important change
Summarize what is known about the depth of its effect,

its permanence, and how widespread its impact was

Explanation for the most important difference:

Describe three similarities Evidence of important continuity
Summarize what is known about its lack of effect, its

key role in people’s lives, and how widespread it was

Explanation for the most important similarity:
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Blackline Master #3.3

. Assessing the comparisons and judgments

similarities.

Outstanding  Very good Competent Satisfactory  In progress
Examples of | For each For each For most For most Provides very
continuity | category, category, categories, categories, few relevant
and change | provides provides a provides a few | provides and important

several relevant | few relevant relevant and | only the examples of

and important | and generally | somewhat most obvious | continuity and

examples of important important examples of change between

continuity examples of examples of continuity the featured

and change continuity continuity and change groups/time

between and change and change between periods.

the featured between between the featured

groups/time the featured the featured groups/time

periods. groups/time groups/time periods; some

periods. periods. important
examples are
missing.

Comments/explanation for rating:
Evidence Provides Provides Provides Provides Provides
of the several very some relevant | some relevant | some relevant | little accurate
importance | relevantand | and accurate | and accurate | and accurate | and relevant
of accurate pieces | evidence for | evidence for evidence for evidence for
similarities | of evidence each of the most of the some of the any of the
and for each of important important important important
differences | the important | differences and | differences and | differences and | differences and

differences and | similarities. similarities. similarities. similarities.

Comments/explanation for rating:
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Reasons for
the most
important
similarity
and
difference

Offers several
specific

and very
convincing
reasons for the
selected most
important
similarity
and most
important
difference.

Offers several
specific and
somewhat
convincing
reasons for the
selected most
important
similarity
and most
important
difference.

Offers a few
convincing,
though vague,
reasons for the
selected most
important
similarity

and most
important
difference.

Offers a

few relevant
reasons for the
selected most
important
similarity
and most
important
difference,
but some

of the most
convincing
reasons are
omitted

or vaguely
explained.

Offers very
vague or
unconvincing
reasons for both
the selected
most important
similarity and
most important
difference.

Comments/explanation for rating:
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4.

Examining historical causation

. Critical task

A. Identify the various underlying and immediate causes of a particular event.

B. Determine the three most important contributing factors to the event.

. Overview

In this challenge, students learn to identify the range of underlying and immediate
causes leading to a historical event featured in the Righting Canada’s Wrongs series.
Students are first introduced to the concept of causation by identifying various
factors that caused a car accident. They learn to distinguish between underlying
and immediate causes by grouping the causes for the car accident. Students then
consider the criteria for assessing the importance of causes. Next, students examine
a variety of primary and secondary sources from the Righting Canada’s Wrongs
series to gather information about the contributing role of various factors to an
assigned event. They identify the many underlying or immediate causal factors
that contributed to the event and gather evidence about their impact. Finally,
students determine the three most important contributing factors to the event.

. Select the featured event

Prior to introducing the topic to students, determine which injustice (or injustices)
teatured in the Righting Canada’s Wrongs series you wish to explore. Consult
the Key topics and references to Righting Canada’s Wrongs texts (page 96) for the
specific event(s) that students are to analyze for their causal factors (for example,
why the injustice occurred, or what factors contributed to a decision to provide
redress to people who suffered the injustice). Consider assigning different events
to various students individually or in pairs. Make note of the relevant pages in the
publication(s) that students might consult when identifying the causes of their
assigned event.
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Session One: What Caused the Accident?

. Introduce the concept of causation

Explain to students that when historians study the past, they do more than simply
recount a sequence of events. They strive to explain why events happened the way
they did. Historians often ask questions such as, “What caused the First World
War?” or “Did increased use of birth control affect women’s status in society?” In
asking these questions, historians are not looking for a single factor that brought
about the event; rather they are looking to identify the many factors, including
broad social, political, and economic conditions, that contributed to its occurrence.

. Recognize various causal factors

Invite students to identify a range of causes by considering a
series of events leading to a fictional car accident. Distribute
Identifying the causes of the accident (Blackline Master #4.1) to
each pair of students and ask them to identify all the possible
causes that they can locate in the account of the accident.
Invite students to share their lists of contributing factors with
the rest of the class.

BLACKLINE MASTER #4.1 p. 47

. Introduce underlying and immediate causes

Explain to students that the difficulty in determining causation is that direct
causes seldom act on their own as catalysts for change. Often underlying causes
and broader trends create the conditions that trigger significant change. For
example, the start of the First World War is often attributed to the assassination
of Archduke Franz Ferdinand. However, a war does not break out each time a
leader is killed. A broader set of circumstances existed that enable the killing of a
leader to trigger a global conflict. These broader factors and circumstances—called
underlying causes—are often distinguished from immediate causes:

immediate causes: the direct and often the most obvious and easily identified
tactors. They typically occur just prior to the event in question. Removal of
immediate causes may not have prevented the occurrence of the event, as there
are often other significant factors contributing to the event.
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underlying causes: the broader and usually less obvious and more difficult to
identify conditions. They are often a broader underlying factor, practice, or
belief and not tied to a single event. Removal of an underlying cause may help
prevent the event from occurring.

Suggest the following metaphor to distinguish immediate and underlying
causes. Immediate causes are igniters of events. They are the flints, matches, or
lighters that start a fire. However, if a match, flint, or lighter has no kindling,
dry grass, or wood to burn, it will quickly fizzle out and will not cause the fire to
start. The kindling, dry grass, and wood represent the underlying causes that are
often the foundational causes of an event, and the causes that will propel an event
forward. Underlying causes merit attention because they create the circumstances

for historical change.

. Recognizing immediate and underlying causes

Distribute copies of Sorting immediate and underlying causes
(Blackline Master #4.2) to each pair of students. It lists eight
of the contributing factors to the previously discussed car
accident. Invite students to classify the causes into immediate
and underlying. Provide an example of an immediate cause
(e.g., the victim had run out of cigarettes) and a broader
underlying cause (e.g., lax law enforcement of drunk drivers).
After completing the task, invite students to discuss their
conclusions. Below are samples of answers that students

might offer.

BLACKLINE MASTER #4.2 p. 48

Immediate causes Underlying causes

1t was late in the evening on a dark and stormy

night.

This part of the highway had long been dangerous
and, despite warnings, the authorities had failed to
do anything about it.

Perbaps because he was in a rush, John Smith didn’t
exercise enough caution when pulling out onto the

highway.

The town council was biased against recommenda-

tions and complaints made by people in this part of
the town.

The roads were icy and difficult to drive on.

Liguor laws in the town were not faithfully enforced
by the police.

John Smith’s neighbour who crashed into him
was driving while impaired from alcohol.

John Smith’s neighbour who crashed into him failed

to consider the icy conditions on the road.
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. Assess the relative importance of causes

Ask students to consider whether all the causes are equally
important—whether some factors are more instrumental than
others in bringing about and shaping the event. Distribute
copies of Examining the causal factors (Blackline Master #4.3)
to each pair of students. Direct students to consider three
criteria for determining the importance of causes:

* The cause was a directly linked factor to the event
occurring and not simply an accidental occurrence (i.e., it
gave rise to causes that were catalysts for the event).

BLACKLINE MASTER #4.3 p. 49 * The factor was an important contributor to the direction

and intensity of the event (e.g., a careful driver going
slowly might still have hit Smith’s car but not necessarily

killed him).
*  The event would be much less likely to have occurred if the cause was not
present (e.g., Smith may not have been killed that night, but speeding cars
may eventually have claimed his life if the highway was dangerous).

Ask students to record reasons for each identified cause related to these three
criteria. Once they have done this, invite students to judge the three most import-
ant causes that led to the accident. Arrange for students to share their priority

causes and supporting reasons. As a class, attempt to reach consensus on the most
important causes.

. Self-assess the examination of causal factors

Distribute a copy of the rubric found on Assessing the causal
analysis (Blackline Master #4.4). Ask each pair of students to
review their completed copies of Blackline Master #4.3 in light
of the class discussion and the criteria in the assessment rubric.
Review any issues that students may not have understood.

BLACKLINE MASTER #4.4 p. 50
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View video on historical cause and consequence

OPTIONAL: Invite students to watch the short Take 2 video on Cause and
consequence prepared by The Critical Thinking Consortium. Discuss the examples
and the factors explained in this video.
https://tc2.ca/products/cause-and-consequence-1

\4
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Session Two: Determining Causal Factors

. Consider the causes of a historical injustice

Inform students that they will consider the contributing factors to an event associated
with an injustice committed by the government against a particular group. This will
entail examination of historical evidence from a variety of primary and secondary
sources to determine possible causes, and then to identify those that seem most
important. Assign students individually or in groups to an event associated with one
of the injustices featured in the Righting Canada’s Wrongs series.

. Provide historical context

Ensure that students understand the historical context for the assigned event by
inviting them to read appropriate pages in the Righting Canada’s Wrongs series
that introduce the event or by reviewing what they already know about it.

. Research the causal factors

Encourage students to consult the pages in the Righting Canada’s Wrongs series
associated with their assigned event. Distribute copies of Examining the causal
factors (Blackline Master #4.3). Ask students to identify and list the causes of the
event, classify those causes into immediate and underlying causes, and collect the
following evidence on each causal factor:

* how it is directly linked to the event;
* how it contributed to the direction and intensity of the event;

*  why the event would be less likely to have occurred if the cause was not
present.

When students have completed their research, invite them to determine the

three most important causes. Ask students to provide reasons for the special
importance of the three selected causes.

. Share conclusions

When finished, invite students to share with the rest of the class their list of
identified causes, indicating the three most important causes and their justifications.

. Assess the causal analysis

Assess each student’s completed version of Blackline Master #4.3 using the criteria
in the assessment rubric found on Blackline Master #4.4.
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Blackline Master #4.1
Identifying the causes of the accident

Just before midnight one dark and stormy night, a man called John Smith, an engine
mechanic, was sitting in an isolated cabin in the woods. As he reached for a cigarette, he
noticed he had only one left. Glancing at his watch, he realized he had just enough time to
hop in his car and drive to the gas station down the road to buy cigarettes before it closed.

As his car pulled out of his lane and onto the highway, it was hit by his neighbour, who,

returning from a long night of drinking, was unable to stop his car soon enough on the
icy road. Smith was killed instantly. Later, as the townspeople were discussing the sad
event, they shook their heads and said, “We always knew that smoking would kill Smith.”
1t is worth noting that local officials had long been warned of the dangers of that part of
the highway, especially in winter, and yet they seemed uninterested in doing anything
about it—apparently because the residents of that part of the town did not have any
influence with local authorities. Others wondered whether the neighbour who smashed
into Smith would have been as drunk as he was if the impaired driving laws had been

more faithfully enforced in the town.!

List the contributing factors to the accident:

1 Taken from Heaven & Hell on Earth: The Massacre of the “Black” Donnellys, part of the Great
Unsolved Mysteries in Canadian History series: www.canadianmysteries.ca
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Blackline Master #4.2

. Sorting immediate and underlying causes

1. It was late at night on a dark and stormy night.

2. Perhaps because he was in a rush, John Smith didn’t exercise enough
caution when pulling out onto the highway.

3. This part of the highway had long been dangerous and, despite warnings,
the authorities had failed to do anything about it.

4. The roads were icy and difficult to drive on.

5. John Smith’s neighbour who crashed into him was driving while impaired

from alcohol.

6. The town council was biased against the recommendations and complaints
made by people in part of the town.

7. Liquor laws in the town were not faithfully enforced by the police.

8. John Smith’s neighbour who crashed into him failed to consider the icy

conditions on the road.

Characteristics of immediate causes

Characteristics of underlying causes

Are often the most obvious and easily
identified.

Typically occur just prior to the event in
question.

Removal of immediate causes may not have
prevented the occurrence of the event, as
there are often other significant factors
contributing to the event.

Are usually less obvious and more difficult to
identify.

Are often a broader underlying condition,
practice, or belief and not tied to a single
event.

Removal of an underlying cause may have
helped prevent the event from occurring.
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Characteristics of immediate causes Characteristics of underlying causes
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Blackline Master #4.3

. Examining the causal factors

Event:

Evidence of a
direct link to the

event; not simply
accidental

Evidence that it
contributed to the
event’s direction
and intensity

Evidence that the
event would have
been less likely

if the factor was

Cause:

(3 Immediate

(3 Underlying

missing

Cause:

(3 Immediate

(3 Underlying

Cause:

(3 Immediate

(3 Underlying

Cause:

(3 Immediate
(3 Underlying
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Evidence of a Evidence that it Evidence that the
direct link to the contributed to the event would have

event; not simply  event’s direction been less likely
accidental and intensity if the factor was
missing

Cause:

(3 Immediate

(3 Underlying

Cause:

(3 Immediate
(3 Underlying

Cause:

(3 Immediate
(3 Underlying

The most important contributing factors:
Reasons:
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Blackline Master #4.4

. Assessing the causal analysis

evidence about
each cause’s
effect on the
event.

evidence about
each cause’s
effect.

effect, but
key pieces of
evidence are
overlooked.

effect. Often
evidence is
irrelevant or
key evidence is
omitted.

Outstanding  Very good Competent Satisfactory In progress
Identifies Identifies a Identifies Identifies Identifies some | Identifies very
plausible comprehensive | the most most of the important tew plausible
causes list of possible | important important causes, but causes.
causes, causes, causes, others may be
including including including both | omitted or are
less obvious a few less immediate and | implausible.
immediate and | obvious underlying
underlying immediate causes.
causes. and
underlying
causes.
Comments/reasons for rating:
Distinguishes | Consistently | In almost In most cases, | Often Consistently
immediate and | and accurately | all cases, accurately misidentifies | misidentifies
underlying distinguishes | accurately distinguishes | immediate and | immediate and
causes immediate and | distinguishes | immediate and | underlying underlying
underlying immediate and | underlying causes. causes.
causes. underlying causes.
causes.
Comments/reasons for rating:
Identifies Consistently | Generally Identifies Identifies Identifies very
relevant identifies identifies relevant and some relevant | little relevant
evidence for relevant, relevant, accurate and accurate and accurate
each cause accurate, and | accurate, and | evidence about | evidence about | evidence about
substantial substantial each cause’s each cause’s each cause’s

effect on the
event for any
criteria.

Comments/reasons for rating:
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Justifies
assigned
rating

The assigned
rating for each
cause is highly
plausible and
clearly justified
by the reasons

provided.

Generally,

the assigned
rating for each
cause is clearly
plausible and
justified by
the reasons

provided.

Often, the
assigned rating
for each cause
is plausible
and somewhat
justified by

the reasons

provided.

Often the
assigned rating
for each cause
is somewhat
plausible, but
barely justified
by the reasons

provided.

With few
exceptions, the
assigned rating
for each cause
is implausible
and not
justified by

the reasons

provided.

Comments/reasons for rating:
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5.

Identifying consequences

. Critical tasks

A. Identify the obvious and less obvious direct and indirect consequences
resulting from the event for the featured group(s).

B. Rate the severity of the collective impact on the featured group(s) in
each of the following categories: political, social, economic, and emotional/

psychological.

. Overview

In this two-part challenge, students identify and assess the direct and indirect
consequences of a historic event for a featured group. Students learn to recognize
when something is the consequence of a prior event, and to distinguish
consequences that follow directly from an event from those that are indirect.
Students create a web of effects to illustrate the direct and indirect consequences
resulting from an event in their own lives. They then turn their attention to the
consequences of an assigned historical injustice. Using sources provided in the
Righting Canada’s Wrongs series, students gather information about various direct
and indirect consequences. They classify the consequences for the featured group
into four categories: political, social, economic, and psychological/emotional.
Finally, students rate the severity of the impact of each category of consequence.

. Select the featured event

Prior to introducing the topic to students, determine which injustice (or injustices)
teatured in the Righting Canada’s Wrongs series you wish to explore. Consult
the Key topics and references to Righting Canada’s Wrongs texts (page 96) for the
relevant pages in the publication(s) that students might consult when identifying
consequences.
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Session One: What Are Consequences?

. Distinguish “consequence” from “afterward event”

Inform students that a consequence is a result or effect of an action or condition.
Explain that just because an event occurred after another event does not mean that
the subsequent event is a consequence of the first event. T'o qualify as a consequence,
the second event must be a result of or be caused by the earlier event. For example,
if a teenager left the house angry after having a dispute with her boyfriend and then
got in a car accident, it is uncertain whether the car accident was a consequence of
the quarrel. We would need to determine whether the accident simply happened
after the fight, or whether the fight distracted or upset the girlfriend in such a way
as to contribute to the accident.

. Using evidence to determine consequence

When determining the consequences of an event or action, it is important to
provide evidence that links one event to another. For example, to say that the
accident was a consequence of teenage angst, there would need to be evidence that
the argument—not the road conditions, visibility, or speed the car was travelling—
was a factor in the accident. Provide students with a specified action (e.g., a teacher
walks into the classroom) and invite students to suggest all the possible events that
may follow (e.g., students become silent, one student sneezes, a noise is heard from
outside the classroom, several students start reading their textbooks). Ask students
to suggest the kind of evidence that would be required to determine whether or
not the follow-up events were a consequence of the initial action. For example, we
would need evidence about the reasons why students stopped talking to connect it
to the teacher’s arrival. Is there evidence that they even noticed the teacher? Were
whispers heard among students to keep quiet because the teacher had arrived?

. Explain direct and indirect consequences

Explain that an event may have multiple causes with different degrees of influence.
Returning to the example of the car accident, suggest that it may be possible for
there to be a trail of consequences from the dispute that led to the accident. Invite
students to speculate on the range of possible events that resulted from the fight
(e.g., the driver was angered by the fight, called her mother to complain, was
distracted while talking on the phone, and in so doing missed the turn in the road
and smashed into a tree). Record these in a list on the board. Invite students to
draw the links from the fight to the subsequent accident. The initial consequence
of the fight (getting mad) is the direct consequence. The rest of the events are
indirect consequences. Explain the following terms:
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Direct consequences are the immediate results of a situation (e.g., bleeding
is a direct consequence of cutting a finger, feeling cold is a direct
consequence of going outside in the winter).

Indirect consequences emerge as a result of a direct consequence and of other
indirect consequences. For example, staining one’s shirt with blood is an
indirect consequence of cutting a finger. If a man was denied entry to a
fancy restaurant because of his bloody shirt, this result would also be an
indirect consequence of cutting his finger.

. Apply the concepts to their own lives

Invite students to choose an important event that happened
in their lives. Distribute a copy of Web of effects (Blackline
Master #5.1) to each student or group of students. Invite
them to identify several direct consequences of that important
event, and for each direct consequence to think of several
indirect consequences. In exploring the consequences of
the initial event, remind students that events often have
unintended consequences, and while we can identify some
consequences, it may take years or even a lifetime to reveal
others. Encourage students to provide evidence that supports
any link connecting the suggested direct consequences with
the initial action, and evidence to link the suggested indirect

consequences to each other.

. Self-assess the web of personal consequences

Distribute a copy of the rubric found on Assessing direct and
indirect consequences (Blackline Master #5.3). Ask each student
working in pairs to review the completed copy of Blackline
Master #5.1 in light of the criteria described in the rubric.
Review any issues that students may not have understood.

BLACKLINE MASTER #5.3 p. 63
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. View video on cause and consequence

OPTIONAL: Invite students to watch the short Take 2 video on Cause and
consequence prepared by The Critical Thinking Consortium. Discuss the examples
and the factors explained in the video.
https://tc2.ca/products/cause-and-consequence-1

. Introduce the featured injustice

Inform students that they will now explore the consequences of an injustice
committed against a featured group. They will examine historical evidence from
various primary and secondary sources in order to draw conclusions about the
breadth, depth, and duration of the impact of the injustice. Assign students
individually or in groups to one of the injustices featured in the Righting Canada’s
Worongs series.

. Provide historical context

Ensure that students understand the historical context for the assigned injustice by
inviting them to read and discuss the introductory pages of the relevant book in the
Righting Canada’s Wrongs series. Alternatively, ask students to share information
they already know about the incident.

. Identifying the consequence of the featured event

Distribute another copy of Web of effects (Blackline Master #5.1) to each student or
team of students. Invite students to work through the sources on the relevant pages
from Righting Canada’s Wrongs, and to record the direct and indirect consequences
on Blackline Master #1. Remind students to ignore subsequent events that may have
occurred after an event but are not consequences of the event. Encourage students
to recognize that indirect consequences can give rise to further consequences. The
important point is not to correctly label every consequence but to understand that a
particular event can have ripple effects throughout society over time.

. Share preliminary findings

When students have identified most of the important direct and indirect
consequences, arrange for them to discuss their findings with one or more
colleagues. Encourage students to add any important consequences that they had
not previously identified.

Identifying consequences 57


https://tc2.ca/products/cause-and-consequence-1

. Evaluate the web of effect

Assess each student’s identification of the indirect and direct consequences reported
on Web of effects (Blackline Master #5.1) using the rubric found on Assessing direct
and indirect consequences (Blackline Master #5.3). Encourage students to add to
their web of consequences based on the assessment feedback.
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Session Two: Severity of Consequences

. Introduce various kinds of consequences

Explain to students that events can have differentiated consequences. These can
vary in the political, social, economic, and emotional/psychological ramifications.
Provide the following definitions:

Political: Relating to or concerned with their rights and freedoms as citizens
and their involvement with or influence by government and the legal system.

Social: Relating to the quality of interaction with others and the ability to take
part in daily events involving others.

Economic: Relating to ability and conditions for work and to earn and enjoy a

livelihood.

Psychological/emotional: Relating to the mental wellbeing or feelings and
emotions of persons.

Ofter a few sample consequences (e.g., people lose their homes, are denied access
to university, lose the right to vote, feel like they don’t belong, develop a stronger
bond with their friends). Ask students to identify the category within which each
consequence falls. Remind students that some consequences may affect more
than one category. Advise students when this occurs to select the category that
best represents the consequence. Ask students to suggest indirect consequences
that might result from these consequences (e.g., the loss of opportunity to go
to university may have economic consequences—loss of earning power—and
emotional consequences—increased sense of personal frustration).

. Consider the severity of consequence
Explain to students that not all consequences have an equivalent impact; they can
vary in their severity. When considering the impact of the consequences, invite
students to consider three criteria:
Depth: How deeply felt or profound were the consequences?
Breadth: How widespread were their impact?

Duration: How long-lasting were the consequences?

Share a few examples of the consequences that students identified and discuss the

depth, breadth, and duration of each.
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. Categorize and rate the consequences

Distribute a copy of Impact assessment report (Blackline Master
#5.2). Invite students to categorize the consequences identified
in their study of historical wrongs into the four categories listed
on the left side of the page. Encourage students to identify as
many as five consequences for each category. Ask students to
assess the collective severity of the positive or negative impact
of each category of consequence on a scale from extremely
positive (+3) to extremely negative (-3). If needed, direct

students back to the primary and secondary sources to collect
evidence to support their ratings.

BLACKLINE MASTER #5.2 p. 62

. Share conclusions

Place students into groups of three or four and invite them to share their answers.
Ask them to indicate which of the consequences were the most severe, and explain
why. Invite students to share their responses with the rest of the class.

. Evaluate the impact report

Assess each student’s evidence and rating for the impact of the
consequences reported on Impact assessment report (Blackline

Master #5.2). Use the rubric found on Assessing the impact
assessment (Blackline Master #5.4).

BLACKLINE MASTER #5.4 p. 64
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Blackline Master #5.1

. Web of effects

Indirect Consequences

Evidence: Evidence: Evidence:

Evidence: Evidence:

N

Direct Consequences Event:

¢ %

Evidence: Evidence:

4 4

Evidence: Evidence: Evidence:
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Blackline Master #5.2
. Impact assessment report

Take the perspective of one segment of a target population and consider the
different consequences (political, social, economic, psychological/emotional) of the
historical wrong you examine. Consider as many consequences as possible for each
category and assess their collective severity of impact on a scale from extremely
positive (+3) to extremely negative (-3). Provide an explanation for your ranking.

Identity of (sub) group:

Depth, breadth, and duration of impact

Political consequences:

Explanation:

Rating: +3 +2 +1 0 -1 -2 -3

Social consequences:

Explanation:

Rating: +3 +2 +1 0 -1 -2 -3

Economic consequences:

Explanation:

Rating: +3 +2 +1 0 -1 -2 -3

Psychological/emotional consequences:

Explanation:

Rating: +3 +2 +1 0 -1 -2 -3

Overall Impact (considering evidence from all categories):
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Blackline Master #5.3

. Assessing direct and indirect consequences

Outstanding  Very good Good Satisfactory ~ In progress
Identifies Identifies Identifies a Identifies a Identifies Offers
significant several tew significant | few obvious obvious direct | no direct
direct significant direct direct consequence | consequences
consequences | direct consequences | consequences | resulting from | resulting from
consequences | resulting from | resulting from | the event, the event, or
resulting from | the event the event, but omits confuses direct
the event with some with some significant and indirect
with relevant | supporting supporting consequences. | consequences.
supporting evidence. evidence Little
evidence. provided. supporting
evidence
provided.
Comments/explanation for rating:
Identifies Identifies Identifies a Identifies a Identifies a Offers no
significant several tew significant | few obvious few obvious indirect
indirect significant indirect indirect indirect consequences
consequence | indirect consequences | consequences | consequences | resulting from
consequences | resulting from | resulting from | resulting from | the direct
resulting from | each direct each direct each direct consequences,
each direct consequence. | consequence | consequence, | or confuses
consequence with some but misses direct and
with relevant supporting significant indirect
supporting evidence. consequences. | consequences.
evidence. Little
supporting
evidence
provided.

Comments/explanation for rating:
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Blackline Master #5.4

. Assessing the impact assessment

Outstanding  Very good Good Satisfactory  In progress
Identifies Identifies Identifies Identifies Identifies a Identifies
relevantand | several several several tew obvious very few
important relevant and | relevant and | consequences | consequences | consequences
consequences | important important for most for most and often
for each consequences | consequences | categories, but | categories, classifies
category for each for most misses some | but misses them into

category. categories. important the significant | inappropriate

consequences. | consequences. | categories.

Comments/explanation for rating:
Supports Provides Provides Provides Provides Provides very
with accurate, | accurate generally generally evidence of little evidence
relevant, and detailed | accurate accurate impact for of impact for
and detailed | evidence for | evidence for | evidence of many of the | any of the
evidence the depth, the depth, impact for identified identified

breadth, and | breadth, and | many of the | consequences, | consequences.

duration of duration of identified but some

impact for impact for consequences. | evidence is

most of the most of the inaccurate or

identified identified exaggerated.

consequences. | consequences.
Comments/explanation for rating:
Offers Provides Provides Provides Provides Provides
plausible highly plausible generally plausible implausible
ratings plausible ratings for plausible ratings ratings.

ratings for each category. | ratings for some

each category. for most categories, but

categories. not all.

Comments/explanation for rating:
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6.

Offering ethical assessments

. Critical task

Wirite a letter to a public official assessing the adequacy of the official response to
a specified historic injustice.

. Overview

In this challenge, students consider the overall adequacy of an official government
response to a specific historical injustice documented in the Righting Canada’s
Wrongs series. First, students explore a contemporary school-related scenario to
learn about criteria for judging the adequacy of a response to a legally-sanctioned
but unjust act. Students then gather evidence from the Righting Canada’s Wrongs
series on the nature and consequences of the unjust treatment of an assigned
historic group. Next, students investigate the official government’s reactions and
consider the arguments for and against the adequacy of that response. Finally,
students prepare a letter outlining the consequences of the injustice and explaining
whether or not the overall government’s response was adequate.

. Select the featured event

Prior to introducing the topic to students, determine which injustice (or injustices)
teatured in the Righting Canada’s Wrongs series you wish to explore. Consult the
Key topics and references to Righting Canada’s Wrongs texts (page 96) for the relevant
pages in the publication(s) that students might consult when learning about the
injustice and the government response to the injustice.
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Session One: Responses and Ethical Judgments

. Present the sample scenario

Distribute a copy of Falsely accused (Blackline Master #6.1) to
each student or pair of students. As a class, read the fictional
scenario about a youth who is punished for bringing pills to
school that were incorrectly identified as illegal drugs. Ask
students to express their opinions on whether the principal’s
response to the false accusation was adequate or not.

BLACKLINE MASTER #6.1 p. 70

. Discuss criteria for an adequate response

Individually or in groups, ask students to share the factors they considered when

judging the adequacy of the principal’s response. Invite students to compare the
factors they used with the following criteria:

Sincere and full admission: acknowledges the mistakes and, where warranted,
exposes any intentional wrongdoing;

Appropriate support: includes appropriate assistance and/or compensation for

the negative experiences and consequences for the victims and their families
and ancestors;

Prevention potential: response helps to build public awareness and avoid
future injustices;

Fair consideration: response fairly respects the legitimate interests of all
affected parties—doesn’t create new victims or ignore old ones.
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. Critique the principal’s response

Ask students to consider the difference between an official
and unofficial response. Encourage them to consider the
tollowing distinction: an official response takes place within
parliament in the House of Commons. An unofficial response
is considered to be one that is given outside of parliament,
even if it is delivered by the prime minister. Have students
consider the importance of a response that takes place
through the organs of government and speaks on behalf of
the entire nation.
Distribute copies of Judging the official response (Blackline
Master #6.2) and invite students to assemble reasons for
and against the adequacy of the principal’s response in light
of the four criteria presented on the previous page. Place a
copy on an overhead or digital projection and invite students
to present their reasons supported with evidence from the scenario. Complete
the overhead transparency as a class. Finally, ask students individually to rate the
adequacy of the principal’s response on a scale from “much more than required” to
“much less than required.” Ask students to indicate their conclusions with a show
of hands. Discuss the varying reasons supporting different students’ conclusions.

. Introduce ethical judgments in history

Explain to students that in history we are often called upon to make ethical
judgments of the appropriateness of the actions of governments and public
officials. This was just what students did in the previous task when they judged
whether the principal’s response was adequate or not.

. View video on ethical judgment

OPTIONAL: Invite students to watch the short Take 2 video on Ethical judgment

prepared by The Critical Thinking Consortium. Discuss the examples and the
factors explained in the video.

https://tc2.ca/products/ethical-judgment

vi

. Introduce the featured injustice

Inform students that they will now explore the adequacy of the government
response to an injustice. They will examine historical evidence from various
primary and secondary sources to draw conclusions about the nature of the injustice
and the impact on the people affected. Assign students individually or in groups to
one of the injustices featured in the Righting Canada’s Wrongs series.
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. Provide historical context

Ensure that students understand the historical context for the assigned injustice by
inviting them to read and discuss the introductory pages of the relevant book in the
Righting Canada’s Wrongs series. Alternatively, ask students to share information
they already know about the incident.

. Find evidence about the event

Provide students with another copy of Judging the official response (Blackline Master
#6.2) to use while researching their assigned injustice. Direct students to the
relevant pages in the Righting Canada’s Wrongs series to learn about the nature
of the injustice, its consequences for the featured group, and the government’s
responses at the time and later on. Encourage students to look for evidence that
supports and challenges the adequacy of the government’s response on each of the
identified criteria. Instruct them to come to a final conclusion about the response,
ranging from “much more than was required” to “much less than was required,”
and to identify the three most compelling reasons for this judgment.
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Session Two: Assessing Government Response

. Share preliminary findings

When students have completed Blackline Master #6.2, arrange for them to share
their summary of the consequences of the injustice, the nature of the government’s
response, and the reasons for and against judging the response as adequate.
Encourage students to add additional reasons that they had not previously identified
and, if appropriate, to revise their overall assessment of the official response.

. Write a letter of appreciation or recommendation

After students have reviewed their reasons and overall assessments, inform them
that they are to draft a letter to a relevant level of government that either (1)
expresses appreciation and explains why the government response is adequate or
(2) explains the inadequacy of the response and offers recommendations on the
actions required to make proper amends.

. Assess the letter to the government

Using the rubric found in Assessing the ethical judgment
(Blackline Master #6.3), evaluate students’ ability to judge
the adequacy of the response to the injustice as reflected in
students’ completed copies of Blackline Master #6.1 and their
letters to the governmental officials.

BLACKLINE MASTER #6.3 p. 72
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Blackline Master #6.1
Falsely accused

Marcus had a terrible headache before school one day, but he didn’t want to miss an
important science class, so he took two acetaminophen pills. His mother placed a handful
of pills in a plastic bag to take to school in case his headache continued. When Marcus
arrived at school, he opened his locker and began to place the bag of pills inside it. Just at
this moment, a teacher walked by. He immediately reported to the school principal, Mrs.
Green, that he had seen Marcus at his locker with a bag of pills.

Mrs. Green went to Marcus’s classroom, demanded that he gather all of his things, and
escorted him roughly to her office. Once in the office, Mrs. Green informed Marcus that
school authorities had forced open his locker and found a bag of illegal drugs inside.
Marcus explained that they were pills for his headache. The principal was unconvinced,
suggesting instead that Marcus had brought the pills to school for the purpose of selling
them to other students. She suspended Marcus from school and informed his parents and
the police.

When the police arrived, they handcuffed and escorted Marcus through the crowded
hallways to the police car. He was detained overnight in jail and missed a week of classes
because of the principal’s suspension. News of his arrest spread throughout the community.
The local newspaper contained an article on illegal drugs in schools and mentioned
Marcus by name.

When the test results finally arrived, they revealed that the drugs were not illegal, but
common headache medication. Upon learning of this development, Mrs. Green sent a
letter to Marcus’s home apologizing for the misunderstanding, and suggesting that he be
more careful in future about bringing suspicious-looking drugs to school without a note
from his parents.
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Blackline Master #6.2

. Judging the official response

Summary of the injustice(s) Immediate and long-term
consequences

Official response(s) to the injustice

Criteria for an apology Reasons why it may be Reasons why it may be

adequate inadequate

Sincere and full admission
Acknowledges the mistakes and, where
warranted, exposes any intentional
wrongdoing.

Adequate support

Offers appropriate assistance and/or
compensation for the negative experiences
and consequences for the victims and thein
families and ancestors.

Prevention potential
Response helps to build public awareness
and avoid future injustices.

Fair consideration

Response fairly respects the legitimate
interests of all affected parties—doesn’t
create new victims or ignore old ones.

Overall assessment Reasons for assessment
(3 Much more than was required L
(3 A little more than was required I,
(3 Exactly what was required
(3 A little less than was required 3.

(3 Much less than was required
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Blackline Master #6.3

. Assessing the ethical judgment

Outstanding  Very good Competent Satisfactory  In progress
Relevant and | Identifies Identifies Identifies Identifies a Identifies
important many relevant | many relevant | some relevant | few of the almost no
consequences | and important | consequences | consequences | relevant relevant
consequences | of the of the consequences | consequences
of the injustice. injustice. of the of the
injustice. injustice. injustice.
Comments/explanation for rating:
Reasons for | For each of For most of | For mostof | For some of | Identifies
and against the criteria, the criteria, the criteria, the criteria, and explains
identifies identifies identifies identifies almost no
and explains | generally and explains | and explains | thoughtful
thoughtful thoughtful reasons for reasons for reasons for

reasons for

reasons for

and against

and against

and against

and against and against the adequacy | the adequacy | the adequacy
the adequacy | the adequacy | of the official | of the official | of the official
of the official | of the official | response; response; but | response.
response to response to but some important
the injustice. | the injustice. | thoughtful reasons are
reasons are missing.
missing.
Comments/explanation for rating:
Justified The ethical The ethical The ethical The ethical The ethical
ethical judgment judgmentis | judgmentis | judgmentis |judgment
judgment is very reasonable and | reasonable reasonable is not
reasonable well justified | and somewhat | but weakly reasonable.
and clearly by the reasons | justified by justified by
justified by provided. the reasons the reasons
the reasons provided. provided.
provided.

Comments/explanation for rating:
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7.

Determining historical significance

. Critical tasks

A. Identify the historically significant aspects or dimensions of your assigned
event.

B. Design a visual commemorative piece featuring the most significant aspects
of the historical injustice.

. Overview

In this two-part challenge, students learn about the historical significance of legally
sanctioned injustices featured in the Righting Canada’s Wrongs series. Students
are introduced to the concept of historical significance using events from their own
lives. Next, students learn about the historical significance of one of the historical
injustices featured in the series Righting Canada’s Wrongs. Based on their analysis
of primary and secondary sources, students decide which aspects or dimensions of
the injustice are the most historically significant. Next, students are introduced
to criteria for an effective commemoration. Students create a draft design for a
commemoration of the most significant aspects of the injustice studied. Based on
peer feedback, students revise their designs prior to sharing them with the rest of
the class.

. Select the featured event

Prior to introducing the topic to students, determine which injustice (or injustices)
teatured in the Righting Canada’s Wrongs series you wish to explore. Consult
the Key topics and references to Righting Canada’s Wrongs texts (page 96) for the
suggested pages in each publication that students might consult for information
about the event’s historical significance.
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Session One: Understanding Significance

. Introduce the concept of significance

Ask students to write histories of their lives in ten bullet points or less. After
students have finished their life histories, ask for volunteers to share their histories
with the rest of the class. Explain to students that in the process of writing their
life histories they made judgments about significance—what was important to
include and what was not. Invite students to review the ten events on their lists
and ask them to consider how they decided on the events to include and the ones
to ignore. Create a chart, like the following, to record various suggested events and
the reasons for their importance.

Sample event Significance of the event

I moved from another country

Turning point, life altering (consequences and
symbolic of a new chapter)

Death of my grandfather

Affected the entire family (prominem‘ at the
time, scale of impact, deeply felt)

1 met Adam, who was my best friend
throughout elementary school

First met my best friend who I had stayed close
to for years (consequences)

Got caught stealing

Taught me a lesson that I won’t forget
(symbolic, legacy)

. Introduce criteria for significance

Draw students’ attention to the reasons offered for an event’s significance by
asking them to rank the three most important events from their list in order of
importance. Implicit in these reasons are criteria for deciding about historical
significance (e.g., coming to a Canada came to symbolize a new era in a student’s
life). Explain that the criteria for personal significance are similar to those for
historical significance, except historical significance refers to a broader assessment
beyond a single individual’s concerns. Invite students to draw parallels between
their reasons for ranking their own significant events and the following criteria for
historical significance:

Scale of the incident—the profile of the event at the time:
*  Prominence at the time: Was the event noticed by many or few people?

*  Duration: Did the event span a long or a short time?
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Consequences of the event—the lingering impact after the event was over:

Magnitude of impact: How deeply felt or profound were the effects of the
event?

Scope of impact: How widespread was its impact? Were many people or
geographic areas affected? Did it reach across various aspects of life?

Lasting nature: How long-lasting were the effects? Were the effects short-

lived or did the event change the direction of subsequent events for a long
time to come?

Historical legacy—what the event has come to mean within the collective
memory:

Symbolic: Has the event been memorialized in popular culture or

professional history? Has it assumed an iconic status within a group or
society?

Rewealing: Does it inform our understanding of history? Is it emblematic
of a condition of a period in history?

. Determine the significance of a personal event

Distribute a copy of Identifying historical significance (Blackline
Master #7.1) to each student. Invite students to choose an
event from their own lives and explain if and how the event
is significant, given the three criteria discussed. In place of
the third criteria—historical legacy—encourage students to
consider how an event in their lives may be symbolic of a
larger trend or pattern in their lives. You may choose to model
how to complete Blackline Master #7.1 using a significant
event from your own life. Request volunteers to present their
explanations for the significance of their chosen event.

BLACKLINE MASTER #7.1 p. 81

. View video on historical significance

OPTIONAL: Invite students to watch the short Take 2 video on Historical

significance prepared by The Critical Thinking Consortium. Discuss the examples
and the factors explained in this video.

E https://tc2.ca/products/historical-significance
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. Introduce the featured injustice

Inform students that they will now explore the significance of an injustice
committed against a featured group. They will examine historical evidence from
various primary and secondary sources to draw conclusions about the scale,
consequences, and historical legacy of the injustice. Assign students individually
or in groups to look at one of the communities affected by an injustice featured
in the Righting Canada’s Wrongs series. Remind students that within an affected
community, there are often sub-groups whose experiences may differ. For example,
children were often oblivious to some of the hardships of internment suffered
by their parents; mothers were faced with a disproportionate burden when their
husbands were taken away.

. Provide historical context

Ensure that students understand the historical context for the assigned injustice by
inviting them to read and discuss the introductory pages of the relevant book in the
Righting Canada’s Wrongs series. Alternatively, ask students to share information
they already know about the incident.

. Gather evidence of historical significance

Distribute another copy of Identifying historical significance (Blackline Master #7.1)
to each student. Explain that students are to examine the primary and secondary
sources on the identified pages in the Righting Canada’s Wrongs series. They are
to look for information about the historical injustice and its scale, consequences,
and historical legacy. Direct students, working individually or in pairs, to record
this information in the “Evidence of significance” column of Blackline Master
#7.1. Arrange for students to share their findings about the significance of the
assigned event with other students.
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Session Two: Commemorations

. Judge the most significant aspects

BLACKLINE MASTER #7.1 p. 81

When students have gathered and shared information about the
event, invite them to consider which aspects of the injustice are
most significant. For each of the three criteria for significance
(scale, consequences and historical legacy), ask students to
identify one most significant dimension. For example, when
considering the scale of the incident, students might weigh
the impact at the time of the seizure of property, conditions of
internment, or the breadth of the operation. Direct students
to identify their choices and provide supporting reasons in the
“Most significant aspect” column of Blackline Master #7.1.

. Evaluate conclusions about significance

Use the rubric found on Assessing the significant aspects (Blackline Master #7.2) to
evaluate students’ evidence and conclusions about the significant aspects of their
assigned event as recorded on Blackline Master #7.1. Encourage students to add to
or revise their evidence and conclusions based on the assessment feedback.

. Introduce the idea of a commemoration

BLACKLINE MASTER #7.5 p. 86

Explain to students that their task is to design a powerful

commemoration that features the most significant aspect(s)
of the injustice they investigated. Invite students to share
examples of commemorations of historical people or events
they are familiar with (e.g., cenotaph war memorials, statues,
museum exhibits, educational centres, commemorative coins).
Ask them to consider the purpose of a commemoration.
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. Introduce criteria for an effective commemoration

Display various easily recognizable commemorations found in
Sample commemorations (Blackline Master #7.5). Ask students
to identify the characteristics that make commemorations
powerful. Lead a group discussion on key criteria for an effective
commemoration, or present students with the following list:

captures the main features of the historical event (e.g.,
details key aspects of the event or its impact);

uses effective symbols to represent the significance of
the event (representative of the group/action, easily
BLACKLINE MASTER #7.3 p. 83 identifiable as relating to the event);

introduces important historical information about the
event for the uninitiated or uneducated, i.e. teaches
about the event itself and the significance of the event;

evokes strong feelings of the event or contains iconic images (e.g., prompts
vivid images of the event and its lasting impact);

is visually effective (e.g., composition, texture, and use of colour effectively
reflect the injustice).

. Critique sample commemorations

Distribute a copy of Commemoration critigue (Blackline Master #7.3) to each
student. Display each of the sample commemorations. Assign each student a
different commemoration to critique so that all the samples are examined. Direct
students to identify a positive aspect and a possible improvement in relation to each
criterion of an effective design. Arrange for students to share their comments with
others on the effectiveness of their assigned commemoration.

. Prepare commemorative design

Review the criteria for an effective design and explain to students that their task
is to prepare a draft design of their commemoration that will be critiqued by
other students before they finalize their design. As a class, brainstorm imaginative
ways to commemorate events (e.g., coin, collage, museum exhibit, statue). Direct
students to sketch a prototype of a suitable commemoration that features one or
more significant aspects of the injustice they explored.
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. Invite peer feedback on their commemorative prototypes

Distribute another copy of Blackline Master #7.3 to each student. Working in
pairs, arrange for students to explain their design decisions and how each relates to
the criteria for an effective commemoration. Each partner is to provide feedback
on the positive aspects and possible improvements. Encourage students to revise

their draft design in light of the peer feedback.
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Session Three: Commemoration Presentations

. Share final commemorations

Arrange for students to share their final versions with the rest of the class. Invite
the class to discuss how well they capture the event’s significance. Alternatively,
distribute several examples to teams of students, and invite each team to identify
the events, and select the most powerful commemoration for each of the injustices
studied. Consider posting these commemorations in a prominent place in the
classroom or school.

. Evaluate the commemorations

Assess the final versions of students’ commemorative designs
using the rubric found in Assessing the commemorative design

(Blackline Master #7.4).

BLACKLINE MASTER #7.4 p. 84

. Extension

Encourage students to explain the significance of their event in terms of an
overarching metaphor. Explain that historians adopt different kinds of metaphors
to help them conceptualize complex stories as possessing some kind of unity
over centuries of time, thousands of locations, and millions of lives. History is
sometimes characterized as a river, a tree, a labyrinth, or a circle. Metaphors for
specific events in history can also be derived, and are useful tools for portraying
complex stories in a simpler manner. For instance, the myth of David and Goliath
can serve as a metaphor for many historical wars involving a large and a small
power. Encourage students to develop short metaphorical statements to represent
the significance of their assigned event.
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Blackline Master #7.1
. Identifying historical significance

Name:

Event:
Brief description of the event, identifying the incidents that comprise this event

Criteria Evidence of significance Most significant aspect

Scale of the Selected dimension:
incident:
Prominence at
the time
Duration
Reasons for selection:

Consequences: Selected dimension:
Magnitude of
impact

Scope of impact
Lasting nature

Reasons for selection:

Historical Selected dimension:
legacy:
Symbolic

Revealing

Reasons for selection:
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Blackline Master #7.2

. Assessing the significant aspects

Outstanding  Very good Competent Satisfactory  In progress
Accurate, The The The The The
relevant, and information information information information is | information
comprehensive | is accurate, is accurate, is largely often accurate | is often
evidence clearly relevant, accurate, and relevant, | inaccurate
relevant, and | and includes | generally and includes | or irrelevant
comprehensive | the most relevant, and | a few of the and omits
of the important includes many | important the most
important facts for each | of the most facts for each | important
facts for each | criterion. important criterion. facts.
criterion of facts for each
significance. criterion.
Comments/explanation for rating:
Justifiable The selected | The selected | The selected | The selected | The selected
selection of significant significant most most most
significant aspects aspects are significant significant significant
aspects are highly generally aspects are aspects include | aspects are
justifiable justifiable somewhat elements that | not at all
given what given what justifiable are justifiable | justifiable
historians historians given what and others given what
know about know about historians that are not historians
the event. the event. know about | justifiable. know about
the event. the event.

Comments/explanation for rating:
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Blackline Master #7.3

. Commemoration critique

Aspect of injustice to be commemorated:

Main features captures
important aspects or features
of the historical event (e.g.,
details key dimensions of the
event or its impact)

Positive aspects

Modifications to strengthen
commemoration

Effective symbols

uses appropriate symbols to
represent the significance of
the event

Important information
communicates important
historical information to teach
the public about the event and
its significance

Powerful feelings
evokes strong sentiments about
the event

Visually appealing
the display is arranged in an
effective and appealing manner
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Blackline Master #7.4

. Assessing the commemorative design

Outstanding | Very good Competent Satisfactory | Underdeveloped
Important | The most The most Most, but A few Very few of the
features important important not all, of the | important important aspects
aspects aspects important aspects associated with
associated associated aspects associated the event are
with the with the event | associated with the represented in the
event are are somewhat | with the event are design.
represented in | represented in | event are represented
the design. the design. represented in | in the design,
the design. but other key
aspects are
omitted.
Comments/explanation for rating:
Appropriate | The symbols | For the Most, but A few of The symbols
symbols chosen most part, not all, of the symbols chosen do not
capture the the symbols the symbols chosen capture the
significance of | chosen chosen capture the significance of the
the event capture the capture the significance of | event
significance of | significance of | the event
the event the event

Comments/explanation for rating:
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Important | The most For the Most, but Some of the | Very little of
historical important most part, not all, of the | important the important
information | information information information information information about
about the about the about the about the the event and its
event and its | event and its | event and its | event and its | significance are
significance significance significance significance taught.
are taught. are taught. are taught. are taught.
Comments/explanation for rating:
Powerful The images For the most | Most, but A few images | The images do
feelings powerfully part, the not all, of the | recreate the not recreate the
evoke the images vividly | images vividly | significance of | significance of the
significance of | recreate the recreate the the event, but | event.
the event. significance of | significance of | key aspects are

the event. the event. not powerfully
represented.
Comments/explanation for rating:
Visually The design is | The designis | Most of the | A few The design
appealing | arranged in competently | design is aspects of the | appears very
an especially | arranged and | competently | design are cluttered or
effective generally arranged and | arranged in otherwise
and visually appealing. somewhat an interesting | unappealing.
appealing appealing. and appealing
manner. way, but other

aspects disrupt
the effect.

Comments/explanation for rating:
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Blackline Master #7.5

. Sample commemorations

The Warsaw Ghetto Uprising was a 1943 Jewish revolt against the deportation of the
remaining Jews in the ghetto to extermination camps. The three-week uprising was
eventually crushed by a systematic destruction of the buildings and their occupants. www.

en.wikipedia.org/wiki/Warsaw_Ghetto_Uprising
www.coinnews.net/2008/04/15/warsaw-ghetto-uprising-zloty-coins-released-by-poland-4032
Image © National Bank of Poland Images
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Killing Fields commemoration: Cambodia

The Killing Fields refers to the systematic murder of Cambodian civilians by the Khmer
Rouge regime between 1975 and 1979. It is estimated that a quarter of the country’s
population was killed by the Khmer Rouge.

www.en.wikipedia.org/wiki/Killing_Fields
Image © Paul Mannix
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Symbolic interpretation of the history of Chinese immigrants by sculptor Peter Sawatsky

Chinese immigrants to Canada faced systematic discrimination and racism in the early
twentieth century. Their contribution and eventual acceptance into Canadian society
mirrors Canada’s shift to multiculturalism.

www.en.wikipedia.org/wiki/History_of_Chinese_immigration_to_Canada

Image © Gordon Goldsborough
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First World War Memorial, Ottawa
The First World War (1914-1918) was a turning point in Canadian identity and

independence. Canada emerges as a formidable fighting power that is recognized
internationally.

www.en.wikipedia.org/wiki/Military_history_of_Canada_during World War_I
Image © iStock/Andre Nantel
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Ukrainian internment

The Ukrainian internment refers to the decision by the Canadian government to place
Ukrainian and Austro-Hungarian men, women, and children in detention and work
camps during the First World War. While fear of enemy aliens during wartime is widely
cited as the explanation for the internment, the camps continued to operate two years
after the war’s end.

http://en.wikipedia.org/wiki/Ukrainian_Canadian_internment

Image © Canadian First World War Internment Recognition Fund
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Holocaust Memorial, Berlin, Germany

The Holocaust refers to the systemic extermination of European Jewry and the mass
murder of Roma, homosexuals, Jehovah’s Witnesses, and political dissidents by Nazi
Germany and its collaborators between 1941 and 1945. The industrial scale and
efficiency of the killings led to the establishment of human rights laws.

http://en.wikipedia.org/wiki/The_Holocaust

Image © iStock/Burcin Tuncer
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Rwandan Genocide Memorial

The Rwandan genocide was the systematic slaughter of Rwandans of Tutsi descent by
Hutu militants in 1994. The evacuation of United Nations troops from Rwanda as the
killings began reflects the indifference of the international community at the time.

http://en.wikipedia.org/wiki/Rwandan_Genocide
Image © Adam Jones
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Teaching about racism

The following excerpts have been taken from: www.embracebc.ca/local/embracebe/
pdf/make_a_case_teachers_guide.pdf — “Make A Case Against Racism: A Guide

for Teachers of Grades 4-7.” Lorimer additions are shown in italics.

. Pre-teaching considerations related to anti-racism education

Racism is a topic that conjures up a range of thoughts and emotions. In approaching
this topic, teachers may find it helpful to consider:

*  how their own background and experience might affect their approach to
the topic (those who have not personally witnessed or experienced racism
may not be aware of its presence or of its impact on those who have);

*  what their own thoughts and feelings are with respect to this subject;

* what generalizations or stereotypes they themselves may have harboured,

*  what race-related power dynamics might exist in their classrooms (e.g.,
who might be experiencing racism—either in subtle ways, or through

bullying, harassment, or intimidation);

*  how best to create a safe learning environment where racism can be
discussed in a constructive way.

Goodwill and professional judgment grounded in classroom management
experience are important assets when approaching this topic. In addition, however,

teachers may find it helpful to approach the discussion with:

* heightened sensitivity to the comfort levels of students who might have
first-hand experience of racism;

*  honest acknowledgment of their own limitations (e.g., not having
personally experienced what it is like to be a target of racism);

* some familiarity with the terminology and concepts involved with anti-
racism education (see the resources mentioned earlier in this Introduction

and the Glossary included at the end of the resource);

* aclear sense of boundaries regarding forms of self-expression in the
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school environment (respecting students’ needs and rights to self-
expression and inclusion does not involve a validation of any or all
opinions; self-expression that is hurtful or that can readily be construed as
a perpetuation of oppression or injustice should not be a part of classroom
discourse and should be immediately addressed).

It is hoped that teachers who have addressed these considerations will find that
the students who may have experienced racism welcome a chance to have their
reality acknowledged, placed in context, and discussed openly.

Introduce the concept of social responsibility. Ask students to brainstorm what
they think this term means. Guide the discussion toward the following key ele-
ments:

* contributing to the classroom and school community;
* solving problems in a peaceful way;

* valuing diversity and defending human rights;

* exercising democratic rights and responsibilities.

Connect the concept of social responsibility to the following terms (see also the

Glossary):

prejudice: explain to students that the underlying meaning of the word prejudice
is to prejudge; discuss how they think prejudging (prejudice) and making broad
generalizations about groups and/or individuals (stereotyping) lead to poor treat-
ment of people.

discrimination: point out the fundamental unfairness and the limitations involved
in treating people with disrespect on the basis of difference.

racism: point out the ways in which racism can adversely affect an entire commun-
ity (e.g., limit access to opportunity, limit development of society’s full potential,
undermine members’ sense of belonging).

Depending on the age and maturity levels of your students, you may consider
extending discussion to include the term “hate crime” or the term “genocide” as an
extreme form of systemic racism. You might also use current news articles to have
students identify real-life examples of prejudice, stereotyping, discrimination, and
racism, and indicate how/why these are hurtful. Guide the discussion to help students
understand how a belief in a stereotype or prejudice, without realizing it, can easily lead
to discriminatory bebhaviour.
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A “prevailing attitude” is a historical and accepted stereotype that most people in a
population accept. The prevailing attitude in the early twentieth century on the west coast
of Canada was anti-Asian. J. Arthur Lower wrote about this in the following passage
from Canada & The World, Toronto: MacLean-Hunter, 1977. ISSN 0043-8170.

Racists saw the hundreds of millions across the Pacific as an immigrant

threat which could swamp the white settlers. Furthermore, said the racists,

these people could not be assimilated (absorbed into society so that cultural

differences could disappear) because of their colour, languages, clothes,

religions, foods, and customs.

As people complained and politicians responded, laws were passed against Asian
immigrants, including Japanese, Chinese, and Indian people. These racist laws were part
of the “official” or “systemic” racism that Asian immigrants faced in Canada.

We also recommend the teaching resource material “Internment and Redress: The
Japanese Canadian Experience” for the BC Ministry of Education. A sample can be
Jfound at www.japanesecanadianbistory.net/secondary_guide.htm and ordering infor-
mation is available there.
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Key topics and references to Righting
Canada’s Wrongs texts

Each of the lessons in the first part of this resource can be used with any of the books in
the Righting Canada’s Wrongs series. In this part of the resource, you will find the page
references and topics from each book in the series that correspond with a specific lesson.
The following table of contents specifies where you can locate the relevant information

for each book.

Japanese Italian Chinese
Canadian Canadian | Komagata Head
Internment | Internment Maru Tax
Adopting historical
; 109 115 121 127
perspectives
Tracking continuity o u u .
and change 7 3 2 >
Examining historical
. 104 111 117 123
causation
Identifyin
ying 106 112 118 124
consequences
Offering ethical
108 114 120 126
assessments
Determining historical
L. 110 116 122 128
significance
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Residential Inuit The Sixties
Schools Africville | MS St. Louis | LGBT Purge | Relocation Scoop
134 141 148 155 160 166
132 139 146 153 159 164
129 136 143 150 157 162
131 138 145 152 158 164
133 140 147 154 160 166
135 142 149 156 161 167
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Japanese Canadian Internment

in the Second World War

P Examining historical causation
A. Identify the various underlying and immediate causes of a particular event.
B. Determine the three most important contributing factors to the event.
Key topics

In exploring the immediate and underlying causes related to the Japanese Canadian
internment, the following events are most important:

1. Causes of Japanese immigration to Canada from 1877-1914: pp. 8-17.

a. Push factors: rice riots, poverty and starvation, excessive taxation,
immigration restrictions in other countries.

b. Pull factors: promise of a better life, family who had already immigrated to
Canada, promise of employment.

2. Causes of the government’s decision to intern Japanese Canadians from 1942-1945:

pp- 18-19, 28-85 (especially pages 70-81).
a. Societal and government-sanctioned racism.
b. Concern about the international threat to Canadian security.
c. Concern about domestic security.
d. War hysteria.
e. Political advantage.

f. Economic benefit.
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3. Causes of the government’s decision to acknowledge the injustice of Japanese
Canadian internment: pp. 144-148.

a. Pressure from national Japanese-Canadian community groups and other

ethnic groups, unions, professional organizations, religious and cultural
groups, and private citizens.

b. Sincere regret about the violation of human rights during the war and
commitment to create a society that ensures equality and justice for all.

c. United States government decision to sign a redress bill with Japanese
Americans.

d. Political pressure and advantage.
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. Identifying consequences

A. Identify the obvious and less obvious direct and indirect consequences
resulting from the historic injustice for the featured group(s).

B. Rate the severity of the collective impact on the featured group in each
of the following categories: political, social, economic, psychological/
emotional.

Key topics

1. Obvious and less obvious direct and indirect consequences of the Japanese Canadian

internment:
a. Direct consequences: pp. 82-123.
b. Indirect consequences: pp. 124-151.

2. When determining the severity of the collective impact of the consequences of
internment for Japanese Canadians, consider the following areas:

a. Psychological and emotional consequences.
b. Social and cultural consequences.
c. Economic consequences.

d. Political and legal consequences.
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. Tracking continuity and change

A. Identify the similarities and differences between the experiences of two
groups or a single group over two time periods.

B. Identify the most important similarity and difference between the compared
groups or time periods.

Key topics

When tracking continuity and change between the experiences of Japanese Canadians
and one or more groups, consider the following topics:

1. Causes of Japanese Canadian internment: pp. 18-19, 28-85.
2. Internment experience for Japanese Canadians: pp. 72-137.

3. Racism experienced by Japanese Canadians prior to their internment: pp.

14-67.

4. Consequences of internment for Japanese Canadians: direct consequences

pp- 82-123; indirect consequences: pp. 124-151.

5. Government acknowledgement and redress for Japanese Canadian
internment: pp. 144-148.

When comparing a single group at two different time periods, consider the following
topics:

1. Attitudes towards and treatment of Japanese Canadians before the war and

during internment: pp. 14-59 (pre-war), pp. 68-138 (post-war).

2. Life in Canada for Japanese Canadians before and after internment:

pp- 14-59 (pre-war), pp. 124-151 (post-war).
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. Offering ethical assessments

A. Write a letter to a public official assessing the adequacy of the official

response to a specified historical injustice.
Key topics

Consider the following areas when assessing the adequacy of the official response of the
tederal government to Japanese Canadian internment:

1. Experiences during and consequences of Japanese Canadian internment:
direct consequences pp. 82-123; indirect consequences: pp. 124-151.

2. Government response to Japanese Canadian internment: pp. 144-147.
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. Adopting historical perspectives

A. Draw historically plausible conclusions about the experiences and attitudes
of a featured group regarding some aspect of a historical injustice.

B. Write a letter from the point of view of a teenage member of the group
explaining the specified situation or event.

Key topics:

Consider one or more of the following topics when adopting a historical perspective
related to Japanese Canadian internment:

1. Japanese attitudes towards immigrating to Canada prior to internment:

pp- 8-39.

2. Canadian attitudes towards Asian immigration prior to internment:

pp- 16-35.

3. Degree to which nikkei maintained Japanese culture or accepted Canadian
culture prior to internment: pp. 34-59.

4. Degree of inclusion/exclusion felt by people of Japanese descent prior to
internment: pp. 18-59.

5. Nikkei attitudes towards the beginning of the Second World War:
pp. 66-71.

6. Nikkei attitudes towards the restriction of their rights prior to internment

in February 1942: pp. 72-79.
7. Daily life for a teenager in:
Hastings Park: pp. 86-91.
Road camps and prison camps: pp. 110-113.
Internment camps: pp. 96-109, 114-115.
Forced labour on the Prairies: pp. 116-119.
8. Nisei feelings about the fairness of internment: pp. 82-121.

9. Reasons offered by government officials and politicians to justify
internment: pp. 68-81.
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10. Nisei attitudes towards joining the Canadian war effort in 1945:
pp- 122-123.

11. Attitudes towards the Canadian government’s decision in 1945 to require
Japanese Canadians either to resettle east of the Rockies or be deported to

Japan: pp. 124-123.

12. Attitudes towards the federal government’s official redress agreement,
signed in 1988: pp. 144-151.

. Determining historical significance

A. Identify the historically significant aspects or dimensions of your assigned

event.

B. Design a commemorative piece (e.g., coin, collage, museum exhibit, statue,
video, memorial epitaph, poem, song) featuring the most significant aspects
of the historical injustice.

Key topics: Japanese Canadian Internment in the Second World War

When identifying historically significant aspects of the Japanese Canadian internment,
consider the following criteria:

1. Recognition of internment at the time: pp. 72-95.

2. Consequences of internment: direct consequences pp. 82-123; indirect

consequences: pp. 124-151.

3. Iconic status and insights about the past: pp. 144-151; how the Japanese
Canadian internment has been memorialized by different groups:

pp. 148-151.
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Italian Canadian Internment in the

Second World War

P Examining historical causation

A. Identify the various underlying and immediate causes of a particular event.

B. Determine the three most important contributing factors to the event.

Key topics

In exploring the immediate and underlying causes related to the Italian Canadian
internment, the following events are most important:

1. Causes of Italian immigration to Canada from the late 1800s to early 1900s

a. Push factors: pp. 8-13 (poor crops, high rent for small parcels of land,

unemployment, poverty, excessive taxation, limited job prospects).
b. Pull factors: pp. 14-21 (job opportunities, adventure, testimonials from

Italian immigrants already in Canada, promise of a better life, promise of
free land, reunite family).

2. Causes of the government’s decision to intern Italian Canadians from 1940-1945:

pp. 44-53, 56-63.
a. Societal and government-sanctioned racism: pp. 44-45.
b. Canadian connections to Italian fascism: pp. 46-51.
c. Canadian declaration of war on Italy: pp. 52-53.

d. Concern about domestic security during the war: pp. 56-63.
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. Identifying consequences

A. Identify the obvious and less obvious direct and indirect consequences
resulting from the historic injustice for the featured group(s).

B. Rate the severity of the collective impact on the featured group in each
of the following categories: political, social, economic, psychological/

emotional.

Key topics

1. Obvious and less obvious direct and indirect consequences of the Italian Canadian

internment:
a. Direct consequences: pp. 64-87.

b. Indirect consequences: pp. 88-99.

2. When determining the severity of the collective impact of the consequences of
internment for Italian Canadians, consider the following areas: pp. 64-103.

a. Psychological and emotional consequences.
b. Social and cultural consequences.
c. Economic consequences.

d. Political and legal consequences.
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. Tracking continuity and change

A. Identify the similarities and differences between the experiences of two
groups or a single group over two time periods.

B. Identify the most important similarity and difference between the compared
groups or time periods.

Key topics

When tracking continuity and change between the experiences of Italian Canadians and
one or more groups, consider the following topics:

1. Causes of immigration: pp. 8-21.

2. Daily life in Canada prior to Internment: pp. 14-47.

3. Causes of Italian Canadian internment: pp. 44-53, 56-63.
4. Internment experiences for Italian Canadians: pp. 60-77.

5. Racism experienced by Italian Canadians prior to their internment: pp.

44-45.

6. Consequences of internment for Italian Canadians: direct consequences pp.

64-87; indirect consequences: pp. 88-99.
7. Government acknowledgement and redress for Italian Canadian
internment: pp. 100-103.
When comparing a single group at two difterent time periods, consider the following topic:

1. Life in Canada for Italian Canadians before and after internment:

pp- 14-59 (pre-internment), pp. 90-103 (post-internment).
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. Offering ethical assessments

A. Write a letter to a public official assessing the adequacy of the official
response to a specified historical injustice.

Key topics

Consider the following areas when assessing the adequacy of the official response of the
tederal government to Italian Canadian internment:

1. Experiences during and consequences of Italian Canadian internment:
direct consequences: pp. 60-87; indirect consequences: pp. 88-99.

2. Government response to Italian Canadian internment: pp. 100-103.
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. Adopting historical perspectives

A. Draw historically plausible conclusions about the experiences and attitudes
of a featured group regarding some aspect of a historical injustice.

B. Write a letter from the point of view of a teenage member of the group
explaining the specified situation or event.

Key topics

Consider one or more of the following topics when adopting a historical perspective
related to Italian Canadian internment:

* Italian attitudes towards immigrating to Canada prior to internment:

pp. 8-21.
* Life in Canada in the early twentieth century: pp. 22-23.
*  Diaily life in Canada for Italian immigrants prior to internment: pp. 24-51.

*  Degree of inclusion/exclusion felt by people of Italian descent prior to
internment: pp. 24-47.

* Italian Canadian attitudes towards Italian fascism: pp. 46-51.

* Italian Canadian attitudes towards supporting the Canadian war effort:

pp- 52-55.
*  Diaily life for internees in:
a. Camp Petawawa and KP4W: pp. 68-71
b. Camp Ripples: pp. 72-77.

* Italian Canadian family life during World War II: pp. 64-67 and
pp. 78-87.

* Life after internment for Italian Canadians: pp. 94-101.

+ Attitudes towards the federal government’s official response to internment:

pp. 100-103.
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. Determining historical significance

A. Identify the historically significant aspects or dimensions of your assigned
event.

B. Design a commemorative piece (e.g., coin, collage, museum exhibit, statue,
video, memorial epitaph, poem, song) featuring the most significant aspects
of the historical injustice.

Key topics

When identifying historically significant aspects of the Italian Canadian internment,

consider the following criteria:
1. Recognition of internment at the time: pp. 52-67 and pp. 78-89.

2. Consequences of internment: direct consequences: pp. 64-87; indirect

consequences: pp. 88-99.

3. Iconic status and insights about the past: pp. 100-101; how the Italian
Canadian internment has been memorialized by different groups: pp. 102-
103.
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The Komagata Maru and Canada’s

Anti-Indian Immigration Policies in
the Twentieth Century

P Examining historical causation

A. Identify the various underlying and immediate causes of a particular event.
B. Determine the three most important contributing factors to the event.
Key topics

In exploring the immediate and underlying causes related to the Komagata Maru incident
and Canada’s anti-Indian immigration policies, the following events are most important:

1. Causes of Indian immigration to Canada from 1857 to 1914: pp 5-6, 14-23.
a. Push factors: famine, poverty, increased taxation, British oppression.
b. Pull factors: promise of being welcomed anywhere in the British Empire,
employment opportunities, a better life for their families, encouragement

from Indian immigrants already in Canada.

2. Causes of the government’s decision to restrict Indian immigration in 1908 and deny
landing rights to the passengers of the Komagata Maru: pp. 5-6, 36—42, 56-57.

a. Societal and government-sanctioned racism.

b. Union concerns about job competition from Asian immigrants.

c. Anti-Asian sentiments that resulted in the Vancouver Riot of 1907.
d. Political opportunism.

3. Causes of the government’s decision to acknowledge the injustice of the Komagata
Maru incident and Canada’s anti-Indian immigration policies in the twentieth

century: pp. 74-75, 80-83, 88-91.

a. Pressure from descendants of the Komagata Maru passengers and others.

Key topics and references to The Komagata Maru 111



b. Indo-Canadians in political positions of power within the Canadian
government.

c. Increase in political activism amongst Indo-Canadians.

d. New attitude of multiculturalism and a commitment to a society that
ensures equality and justice for all.

. Identifying consequences

A. Identify the obvious and less obvious direct and indirect consequences
resulting from the historic injustice for the featured group(s).

B. Rate the severity of the collective impact on the featured group in each
of the following categories: political, social, economic, psychological/
emotional.

Key topics

1. Obvious and less obvious direct and indirect consequences of the Komagata Maru
incident and Canada’s anti-Indian immigration policies in the twentieth century:

a. Direct consequences: pp. 42—65.

b. Indirect consequences: pp. 65-66, 80-83, 88-94.

2. When determining the severity of the collective impact of the consequences of the
Komagata Maru incident and Canada’s anti-Indian immigration policies in the
twentieth century, consider the following areas:

a. Psychological and emotional consequences.
b. Social and cultural consequences.

c. Economic consequences.

d. Political and legal consequences.
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. Tracking continuity and change

A. Identify the similarities and differences between the experiences of two
groups or a single group over two time periods.

B. Identify the most important similarity and difference between the compared
groups or time periods.

Key topics

When tracking continuity and change between the experiences of Indo-Canadians and
one or more groups, consider the following topics:

1. Racism experienced by Indian immigrants in Canada: pp. 21-23, 26-32,
36-43, 48-061.

2. Experience of those held captive on the Komagata Maru: pp. 50-61.

3. Consequences of anti-Indian Immigration policies: direct consequences: pp.

42-64; indirect consequences: pp. 65-66, 80-83, 88-94.

4. Government acknowledgement of historic injustice and apology to Indo-

Canadians: pp. 88-94.

When comparing a single group at two different time periods, consider the following
topic:

1. Attitudes towards and treatment of Indo Canadians before the immigration
ban of 1908 and after the ban was lifted in 1918: pre-1908: pp. 5-6, 20-23,
26—41; post-1918: pp 66-79, 84-94.

2. Life in Canada for Indo-Canadians before and after India’s independence
from British rule: pre-independence: pp. 26-47, 66—69; post-independence:
pp. 70-94.

3. Experience of hopeful Indian immigrants arriving by boat to Canada
in 1914 on the Komagata Maru compared to those who arrived in 1987
(Amelie) and 2010 (Sun Sea): pp. 48-61, 76-79.

4. Political activism within the Indo-Canadian community prior to the change
in immigration laws in 1918 compared to after 1918: pre-1918: pp. 36-40,
43-61, 65; post-1918: 69-73, 80-83, 88-91.
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. Offering ethical assessments

A. Write a letter to a public official assessing the adequacy of the official
response to a specified historical injustice.

Key topics

Consider the following areas when assessing the adequacy of the official response of the
tederal government to the Komagata Maru incident and Canada’s anti-Indian immigration
policies in the twentieth century:

1. Experiences during, and consequences of, the Komagata Maru incident: pp.

48-65.
2. Government response to the Komagata Maru incident and Canada’s anti-

Indian immigration policies in the twentieth century: pp. 66—69, 74-79,
88-94.
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. Adopting historical perspectives

A. Draw historically plausible conclusions about the experiences and attitudes
of a featured group regarding some aspect of a historical injustice.

B. Write a letter from the point of view of a teenage member of the group
explaining the specified situation or event.

Key topics
Consider one or more of the following topics when adopting a historical perspective
related to the Komagata Maru incident and Canada’s anti-Indian immigration policies in

the twentieth century:

* Indian attitudes towards immigrating to Canada before 1914: pp. 5,
20-22, 42-48.

* Canadian attitudes towards Asian immigration prior to the Komagata

Maru incident: pp. 5-7, 20-24, 26-32, 36-47.

* Canadian attitudes towards Asian immigration after the Komagata Maru

incident: pp. 66—69, 74-91.
+ Attitudes of Indian immigrants aboard the Komagata Maru: pp. 48-61.

* Indo-Canadian culture prior to the Komagata Maru incident: pp. 32-35,
44-47.

* Indo-Canadian culture 1918-1967: pp. 66-73.

* Life in Canada for Indo-Canadians after immigration opened up in 1967:

pp. 74-91

* Political activism in the Indo-Canadian community prior to the Komagata

Maru incident: pp. 42—-48.

* Political activism in the Indo-Canadian community following the

Komagata Maru incident: pp. 62-66, 70-73, 76-83, 88-91.

* Reasons offered by government officials and politicians to justify the anti-

Indian immigration policies: pp. 5-6, 3641, 54, 57.

+ Attitudes towards the federal government’s apology: pp. 7, 88-91.
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. Determining historical significance

A. Identify the historically significant aspects or dimensions of your assigned
event.

B. Design a commemorative piece (e.g., coin, collage, museum exhibit, statue,
video, memorial epitaph, poem, song) featuring the most significant aspects
of the historical injustice.

Key topics

When identifying historically significant aspects of Canada’s anti-Indian immigration
policies and the Komagata Maru incident, consider the following criteria:

1. Recognition of anti-Indian immigration policies: pp. 57, 36-65.

2. Consequences of anti-Indian immigration policies and the Komagata Maru
incident: direct consequences pp. 42—64; indirect consequences: pp. 65-66,
80-83, 88-94.

3. Iconic status and insights about the past: pp. 74-75, 88-94; how the

Komagata Maru incident has been memorialized by different groups: pp.
73, 92-94.
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The Chinese Head Tax and Anti-

Chinese Immigration Policies in the
Twentieth Century

. Examining historical causation
A. Identify the various underlying and immediate causes of a particular event.
B. Determine the three most important contributing factors to the event.
Key topics

In exploring the immediate and underlying causes related to the Chinese Head Tax and
Canada’s anti-Chinese immigration policies, the following events are most important:

1. Causes of Chinese immigration to Canada from 1858-1923: pp 5, 8-17, 22-25
a. Push factors: famine, poverty, foreign occupation in China
b. Pull factors: gold rush; employment opportunities, especially in railway
construction; possibility of earning money that could be sent back to China

for their families; encouragement from labour employers in Canada

2. Causes of the government’s decision to restrict Chinese immigration in 1885: pp.

20-21, 26-27, 42-47
a. Societal and government-sanctioned racism.
b. Union concerns about job competition from Asian immigrants.
c. Anti-Asian sentiments that resulted in the Vancouver Riot of 1907.
d. Political opportunism.

3. Causes of the government’s decision to acknowledge the injustice of the Chinese
Head Tax and Canada’s anti-Chinese immigration policies in the twentieth century:

pp. 64-67, 69-75

a. Pressure from the Chinese Head Tax payers, their descendants, and others.
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b. Chinese Canadians in political positions of power within the Canadian
government.

c. Increase in political activism amongst Chinese Canadians.
d. New attitude of multiculturalism and a commitment to a society that
ensures equality and justice for all.
. Identifying consequences

A. Identify the obvious and less obvious direct and indirect consequences resulting from
the historic injustice for the featured group(s).

B. Rate the severity of the collective impact on the featured group in each of the
tollowing categories: political, social, economic, psychological/emotional.

Key topics

1. Obvious and less obvious direct and indirect consequences of the Chinese Head Tax
and anti-Chinese immigration policies in the twentieth century

a. Direct consequences: pp. 32, 40-41, 44-47, 52-54, 74-75
b. Indirect consequences: pp. 35, 48—49, 68—69, 74-83
2. When determining the severity of the collective impact of the consequences of the
Chinese Head Tax and anti-Chinese immigration policies in the twentieth century,
consider the following areas:
a. Psychological and emotional consequences.
b. Social and cultural consequences.

c. Economic consequences.

d. Political and legal consequences.
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. Tracking continuity and change

A. Identify the similarities and differences between the experiences of two
groups or a single group over two periods of time.

B. Identify the most important similarity and difference between the compared
groups or time periods.

Key topics

When tracking continuity and change between the experiences of Chinese Canadians
and one or more groups, consider the following topics:

1. Racism experienced by Chinese immigrants in Canada: pp. 5-6, 13-15,
20-29, 31-32, 34-36, 41-59, 63, 67-69, 72-73.

2. Consequences of anti-Chinese Immigration policies: direct consequences:
pp- 32, 40-41, 44-47, 52-54, 74-75; indirect consequences: pp. 35, 48-49,
68-69, 74-83.

3. Government acknowledgement of historic injustice and apology to Chinese

Canadians: pp. 76-87.

When comparing a single group at two different time periods, consider the following
topics:

1. Attitudes towards and treatment of Chinese Canadians before the Head
Tax in 1885: pp. 5-6, 13-15, 20-29, 31-32, 34-36, 41-59, 63, 6769,
72-73; and after the immigration ban was lifted in 1947: 64-67, 70-72,
76-77, 78-87.

2. Life in Canada for Chinese Canadians before and after Canada and China
become allies in World War Two: pp. 20-57 (pre-WW?2), pp. 64-77 (post-
WW?2).

3. Political activism within the Chinese-Canadian community prior to the
change in immigration laws in 1947 compared to after 1947: pp. 34-37, 52,
57 (pre-1947), pp. 6477 (post-1947).
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. Offering ethical assessments

A. Write a letter to a public official assessing the adequacy of the official
response to a specified historical injustice.

Key topics
Consider the following areas when assessing the adequacy of the official response of the
federal government to the Chinese Head Tax and Canada’s anti-Chinese immigration

policies in the twentieth century:

1. Experiences during, and consequences of, the Head Tax and Chinese

Exclusion Act: pp. 26 32, 4041, 44-47, 52-54, 74-75.

2. Government response to the Head Tax and Canada’s anti-Chinese

immigration policies in the twentieth century: pp. 64-66, 70-71, 75-83, 87.
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. Adopting historical perspectives

A. Draw historically plausible conclusions about the experiences and attitudes

of a featured group regarding some aspect of a historical injustice.

B. Write a letter from the point of view of a teenage member of the group

Key topics

explaining the specified situation or event.

Consider one or more of the following topics when adopting a historical perspective
related to the Chinese Head Tax and Canada’s anti-Chinese immigration policies in the
twentieth century.

Chinese attitudes towards immigrating to Canada before 1885: pp. 8, 12,
16, 23-24

Canadian attitudes towards Asian immigration prior to the Head Tax: pp.
5-6, 13-18, 20-25

Canadian attitudes towards Asian immigration after the Head Tax: pp.

42-52

Life in Canada for Chinese Canadians after the Exclusion Act was

eliminated in 1947: pp. 65-72, 84-87

Political activism in the Chinese-Canadian community prior to, and

during, the Head Tax and Exclusion Act: pp. 34-37, 52, 57

Political activism in the Chinese-Canadian community following the

repeal of the Exclusion Act: pp. 64-77

Reasons offered by government officials and politicians to justify the anti-

Chinese immigration policies: pp. 20-22, 26

Attitudes towards the federal government’s apology: pp. 76-77
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. Determining historical significance

A. Identify the historically significant aspects or dimensions of your assigned
event.

B.Design a commemorative piece (e.g., coin, collage, museum exhibit, statue,
video, memorial epitaph, poem, song) featuring the most significant aspects
of the historical injustice.

Key topics

When identifying historically significant aspects of Canada’s anti-Chinese immigration
policies and the Chinese Head Thax, consider the following criteria:

1. Recognition of anti-Chinese immigration policies: pp. 5-6, 74-83.

2. Consequences of anti-Chinese immigration policies and the Chinese Head
Tax: direct consequences: pp. 32, 40-41, 44-47, 52-54, 74-75; indirect
consequences: pp. 35, 48-49, 68-69, 74-83.

3. Iconic status and insights about the past: pp. 70-83; how the Chinese Head

Tax and Exclusion Act have been memorialized by different groups: pp.
78-83
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Residential Schools: The Devastating
Impact on Canada’s Indigenous

Peoples and the Truth and
Reconciliation Commission’s Findings
and Calls for Action

P Examining historical causation
A. Identify the various underlying and immediate causes of a particular event.
B. Determine the three most important contributing factors to the event.
Key topics

In exploring the immediate and underlying causes related to the residential schools
and Canada’s assimilation policies relating to Aboriginal peoples, the following
events are most important:

1. Causes of conflict between Aboriginals and the British/Canadian governments
from 1600s to 1900s: pp. 14-15, 20-21, 37, 38-47.

a. The government wanted to expand its control over the land owned by

Aboriginal peoples.

b. In order to reduce the potential strength of the First Nations peoples,
the government sought to assimilate Aboriginal peoples into the general
population. One way they did this was by offering Aboriginal peoples
citizenship in exchange for giving up their land rights.

c. The government negotiated land treaties with various First Nations and
created reserves where the bands could live. Many of the promises agreed
upon in the treaties, such as education, were not kept.

d. The government banned some very important First Nations’ cultural
practices, such as potlatch.

2. Causes of the government’s decision to open residential schools for First Nations
children (and eventually Inuit children) and then make attendance mandatory in

1920: pp. 38, 42-45.
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a. Societal and government-sanctioned racism. Europeans generally felt
that they were superior and had the right to impose their culture on the
Aboriginal populations.

b. A policy of assimilation that aimed to extinguish Aboriginal cultures in
Canada. The idea was to take young Aboriginal children away from their
parents and communities and totally immerse them in a white Canadian
culture, thereby eliminating their own culture.

c. A desire to create a labour force for Canada’s growing industries. Initially
the children were being taught in the classroom part time and trained as
labourers the rest of the school day.

d. Political opportunism. If the children could be assimilated and the
Aboriginal cultures slowly eliminated, the government would not have to

deal with First Nations and Inuit rights in the future.

3. Causes of the government’s decision to acknowledge the terrible tragedies and

long-lasting impacts caused by the residential school system: pp. 94-95, 98-105.

a. A few prominent individuals, such as Phil Fontaine, went public with their
stories of the abuse they suffered while at residential schools.

b. Pressure from individual Aboriginals and organizations.
c. Growing public awareness of the abuse that took place in the schools.
d. Apologies from the Anglican and United Churches.

e. A new public attitude about multiculturalism and a commitment to a society
that ensures equality and justice for all.
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P Identifying consequences

A. Identify the obvious and less obvious direct and indirect consequences
resulting from the historic injustice for the featured group(s).

B. Rate the severity of the collective impact on the featured group in each
of the following categories: political, social, economic, psychological/
emotional.
Key topics
1. Obvious and less obvious direct and indirect consequences of residential schools.
a. Direct consequences: pp. 54-81.

b. Indirect consequences: pp. 86-93, 96-97, 106-109, 112-115.

2. When determining the severity of the collective impact of the consequences of
the residential schools, consider the following areas:

a. Psychological and emotional consequences.
b. Social and cultural consequences.
c. Economic consequences.

d. Political and legal consequences.
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P Tracking continuity and change

A. Identify the similarities and differences between the experiences of

Aboriginal groups and other groups over two time periods.

B. Identify the most important similarity and differences between the

Key topics

compared groups or time periods.

When tracking continuity and change between the experiences of Aboriginal
peoples and one or more groups, consider the following topics:

1.

Racism experienced by First Nations, Inuit, and Metis peoples in Canada

since the arrival of Europeans: pp. 10, 38-47, 54, 56, 68, 82.

. Experience of those who attended residential schools (forced to leave their

home and confined to a government-sponsored institution or community):

pp. 48-81, 86-93.

. Consequences of assimilation policies: direct consequences: pp. 44-81;

indirect consequences: pp. 86-93.

4. The fight of individuals and Aboriginal groups to obtain an apology and

seek justice: pp. 94-95.

. Government acknowledgement of historic injustice and apology to First

Nations and Inuit peoples: pp. 98-103.

. Government action following the apology, including the work of the Truth

and Reconciliation Commission: pp. 106-115, 119.

When comparing Aboriginal peoples at two different time periods, consider the
following topics:

1.

Life for Aboriginal children before attending residential schools and after
residential schools became mandatory: pp. 8-37 (pre-residential schools),
pp- 48-81 (after residential schools were mandatory).

. Family relationships before attending residential schools and after leaving

residential schools: pp. 11, 24-28, 32-35 (before residential schools), pp.
53, 68-71, 8693 (after leaving residential schools).

. Political activism within Aboriginal communities prior to when residential

schools became mandatory compared to after the schools closed: pp. 15,

36-37, 39 (before schools), pp. 8285, 94-97, 117-119 (after schools closed).
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P Offering ethical assessments

Wirite a letter to a public official assessing the adequacy of the official response to
the call for an apology for the government’s role in the residential school system.

Key topics

Consider the following areas when assessing the adequacy of the official response
of the federal government to the residential school system:

1. Experiences during, and consequences of, the residential schools: pp. 4881,

86-93.

2. Government action following Survivors’ lobbying for an apology for

residential schools: pp. 94-95, 98-103, 106, 119.

3. Government response to the Truth and Reconciliation Commission’s

Report: pp.116-117.

Key topics and references to Residential Schools 127



P Adopting historical perspectives

A. Draw historically plausible conclusions about the experiences and attitudes
of a featured group regarding some aspect of a historical injustice.

B. Write a letter from the point of view of a teenage member of the group
explaining the specified situation or event.

Key topics

Consider one or more of the following topics when adopting a historical perspective
related to the residential school system.

*  Aboriginals’ attitudes towards arrival of Europeans before 1800s: pp. 11,
13, 15, 20-23, 30-31, 36-39.

*  Government attitudes towards Aboriginal peoples before residential

schools: pp. 38-47.

*  The school authority’s attitudes towards Aboriginal students at residential
schools: pp. 54-81.

* The attitudes of Aboriginal students at residential schools: pp. 48-79.
*  Life for residential school Survivors: pp. 86-93.

* Political activism in the Aboriginal community prior to residential schools:

pp. 15, 36-37, 39.

*  Political activism in the Aboriginal community following the closing of

residential schools: pp. 82-85, 94-97, 117-119.

*  Reasons offered by government officials and politicians to justify the
residential school system: pp. 42—45, 111.

»  Attitudes towards the federal government’s apology: pp. 97, 99-101.

* Attitudes towards the Truth and Reconciliation Commission’s findings:

pp. 111, 116-117.
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P Determining historical significance

A. Identify the historically significant aspects of dimensions of your assigned
event.

B. Design a commemorative piece (e.g. coin, collage, museum exhibit, statue,

video, memorial epitaph, poem, song) featuring the most significant
aspects of the historical injustice.

Key topics

When identifying historically significant aspects of Canada’s residential schools,
consider the following criteria:

1. Recognition of an assimilation policy for Aboriginals: pp. 42-47, 54-57,
102, 110-111.

2. Direct consequences of the residential school system: pp. 54-81; indirect
consequences: pp. 86-93, 96-97, 106-109, 112-115.

3. Consequences of the Truth and Reconciliation Commission’s findings: pp.

106-117.

4. Iconic status and insights about the past: pp. 110-117; how residential
schools have been memorialized by different groups: pp. 118-119.
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Africville; An African Nova Scotian

Community Is Demolished - and Fights Back

P Examining historical causation

A. Identify the various underlying and immediate causes of a particular event.
B. Determine the three most important contributing factors to the event.
Key topics

In exploring the immediate and underlying causes related to the demolition of
Africville, the following events are most important:

1. Causes of conflict between Blacks and the British/Canadian governments from 1700s
to 1900s: pp. 10-15, 32, 38

a. It was legal in Nova Scotia to enslave Black people. Many White settlers
brought enslaved Blacks with them when they came to Nova Scotia.

b. The British Colonial government made promises of land and freedom to
Black Loyalists and Black Refugees if they came to Nova Scotia. Many
promises were broken. White settlers were given titles to land but most
Black settlers were not.

c. Anti-Black racism made it very difficult for Black settlers to get jobs and
support themselves and their families. Black children were not welcome in

White schools.

2. Causes of the City’s decision to demolish Africville under Halifax’s policy of Urban
Renewal: pp. 22-27, 44-47, 48-49, 52, 60-61.

a. Lack of services. The City of Halifax refused Africville’s requests for public
services such as running water, sewers, fire and police protection and other
basic services available to the rest of the City. Lack of services made life
more difficult for residents and limited their ability to upgrade their homes.

b. Environmental racism. The City of Halifax imposed of a variety of
undesirable industries and public services on the area of Africville.
The result was a dramatic decline in the appearance and health of the

community. This led to the public opinion that Africville was a slum that
should be demolished.
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c. Urban Renewal. This was a new policy that municipalities across North
America were embracing. City officials wanted to eliminate existing slums
and move the residents into public housing. In many cases, the land where
the slums existed was property that the cities wanted for other purposes.
The land where Africville was situated was desired by the City of Halifax

for industrial expansion and a bridge.

d. Desegregation policy. City officials and public opinion from many Black
and White organizations believed that communities should be integrated,
not segregated.

3. Causes of the City of Halifax’s decision to acknowledge the traumatic loss of the
Africville community. pp. 64-71, 72-73.

a. Some former residents of Africville, including dedicated protester Eddie
Carvery, worked to increase public awareness of what happened to

Africville.

b. The Africville Genealogy Society formed to keep the Spirit of Africville
alive. They lobbied the City of Halifax, Province of Nova Scotia and the

Canadian government for compensation and a memorial to Africville.
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I Identifying consequences

A. Identify the obvious and less obvious direct and indirect consequences
resulting from the historic injustice for the featured group(s).

B. Rate the severity of the collective impact on the featured group in each
of the following categories: political, social, economic, psychological/
emotional.

Key topics

1. Obvious and less obvious direct and indirect consequences of the demolition of

Africville.
a. Direct consequences: pp. 52-59, 60-65, 80-82.
b. Indirect consequences: pp. 66-69, 70-71, 74-79, 85.

2. When determining the severity of the collective impact of the consequences of
the demolition of Africville, consider the following areas:

a. Psychological and emotional consequences.
b. Social and cultural consequences.
c. Economic consequences.

d. Political and legal consequences.
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P Tracking continuity and change

A. Identify the similarities and differences between the experiences of two

groups or a single group over two time periods.

B. Identify the most important similarity and differences between the

Key topics

compared groups or time periods.

When tracking continuity and change between the experiences of African Nova
Scotians and one or more groups, consider the following topics:

1.

6.

Racism experienced by Blacks in Nova Scotia since they immigrated: pp.

11-15, 17,19, 22-27, 32, 38, 44-47, 68-69, 70-71, 85.

. Experience of those who lived in Africville and had their home demolished:

pp.52-58, 61-63, 69.

. Consequences of integration and urban renewal policies: direct

consequences: pp.52-58, 60-63; indirect consequences: pp. 64-69.

. The fight of individuals and African Nova Scotian groups to obtain an

apology and seek justice: pp. 65-66, 70-72, 80-81.

. Government acknowledgement of historic injustice and apology to

Africville residents and their descendants: pp. 70-73.

Government action following the apology: pp. 74-77.

When comparing Africville residents at two different time periods, consider the
following topics:

1.

Life for Africville children before the community was destroyed and after it
was demolished: pp. 20-21, 24-44, 47 (pre-demolition), pp. 62-65, 81-82.
(after Africville was demolished).

. Community and family relationships in Africville before it was destroyed

and after Africville was destroyed: pp.20-21, 28-43, 81 (before Africville
was destroyed), pp. 53, 59, 62-67, 80-81 (after Africville was demolished).

. Political activism by Africville residents prior to the demolition of Africville

compared to activism by former Africville residents after Africville was
demolished: pp. 22, 26, 38, 44-47, 50-52, 58 (before demolition), pp. 61,
64-71, 76, 78-79, 80-82, 85 (after demolition).
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P Offering ethical assessments

A. Wirite a letter to a public official assessing the adequacy of the official
response to the call for an apology for the government’s role in the
demolition of Africville.

Key topics
Consider the following areas when assessing the adequacy of the official response
of the Halifax Regional Municipality to the former residents of Africville and their

descendants:

1. Experiences during, and consequences of, the demolition of Africville: pp.

p-48-59, 63-69.

2. Government action following the Africville community’s demand for an

apology for the destruction of Africville: pp. 70-77.

3. Community action in response to the apology by the Halifax Regional
Municipality: pp. 76-82.
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P Adopting historical perspectives

A. Draw historically plausible conclusions about the experiences and attitudes
of a featured group regarding some aspect of a historical injustice.

B. Write a letter from the point of view of a teenage member of the group
explaining the specified situation or event.

Key topics

Consider one or more of the following topics when adopting a historical perspective
related to the destruction of Africville.

1. Government and societal attitudes in Nova Scotia towards Black

immigrants before Africville was established: pp. 11-13, 15-17.

2. Government and societal attitudes in Nova Scotia towards the community

of Africville: pp. 18-19, 22-27, 32, 38, 40, 44-48.

3. Political activism in the Africville community prior to its destruction: pp.

22, 26, 38, 44-47, 50-51, 58.

4. Political activism in the Africville community after its destruction: pp. 61,

64-71, 76, 78-79, 80-82, 85.

5. Reasons offered by government officials and politicians to justify the
destruction of Africville: pp. 44-45, 48-49, 52, 60-62.

6. Attitudes towards the apology by the Halifax Regional Municipality: pp.
72-73, 80-82.
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P Determining historical significance

A. Identify the historically significant aspects of dimensions of your assigned

event.

B. Design a commemorative piece (e.g. coin, collage, museum exhibit, statue,
video, memorial epitaph, poem, song) featuring the most significant
aspects of the historical injustice.

Key topics

When identifying historically significant aspects of the destruction of Africville,
consider the following criteria:

1. Recognition of anti-Black racism: pp. 10-13, 15-17, 18-19, 22-27, 32, 38,
40, 44-48, 70.

2. Direct consequences of the destruction of Africville: pp. 52-59, 60-65,
80-82; indirect consequences: pp. 66-69, 70-71, 74-79, 85.

3. Iconic status and insights about the past: pp.70, 74-75, 82, 85; how

Africville has been memorialized by different groups: pp. 64-67, 70, 74-80,
82.
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Anti-Semitism and the MS St. Louis:

Canada’s Anti-Semitic Policies in the
Twentieth Century

P Examining historical causation

A. Identify the various underlying and immediate causes of a particular event.
B. Determine the three most important contributing factors to the event.
Key topics

In exploring the immediate and underlying causes related to Canada’s anti-Semitic
policies and the rejection of the MS Sz Louis, the following events are most important:

1. History of anti-Semitism before Jewish immigration to Canada: pp. 6, 8-11.
a. Jews have faced anti-Semitic attitudes for most of their 5000 years of existence.

b. Jewish people were persecuted in their home countries and forced to move
to other countries for safety.

c. In the late 1800s and early 1900s, Jews in Russia and Europe were under
attack and thousands were killed. Millions of Jews fled Europe for Canada

and other countries.

2. Jewish immigrants faced anti-Semitism in Canada before the Second World War:
pp- 15-16, 18, 28-35.

a. Early Jewish immigrants settled across Canada but many preferred to live
in the large cities of Toronto and Montreal. They often lived in crowded
conditions and were forced to work for low wages. Jewish labour unions
were organized to fight for equality.

b. Some professions, such as being a doctor, were closed to Jews. In response,
the Jewish community in Toronto built its own hospital.

c. In the 1930s during the economic depression, many Canadians were out of work.
Anti-Semitism and anti-immigration attitudes grew stronger. The Canadian

government passed a new law to stop most Jews from coming to Canada.

3. The rise of fascism and Hitler’s Nazi party in Germany inspired some people in
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Canada to promote anti-Semitism: pp. 20-25, 28-30, 34-35.

a. In the 1930s and 1940s, Adrien Arcand led the Parti National Social
Chretien du Canada, a fascist party that proudly displayed the swastika, the
symbol of Germany’s Nazi Party.

b. Neighbourhoods in Ontario and in Quebec displayed anti-Jewish signs.

c. The Christie Pits Riot broke out at a baseball game in Toronto in August,
1933.
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P Identifying consequences

A. Identify the obvious and less obvious direct and indirect consequences
resulting from the historic injustice for the featured group(s).

B. Rate the severity of the collective impact on the featured group in each
of the following categories: political, social, economic, psychological/
emotional.

Key topics

1. Obvious and less obvious direct and indirect consequences of anti-Semitism and
Canada’s rejection of the MS Sz. Louwis.

a. Direct consequences: pp. 35, 46-51.
b. Indirect consequences: pp. 56-60.

2. When determining the severity of the collective impact of the consequences of
the Residential Schools, consider the following areas:

a. Psychological and emotional consequences.
b. Social and cultural consequences.
c. Economic consequences.

d. Political and legal consequences.
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P Tracking continuity and change

A. Identify the similarities and differences between the experiences of two
groups or a single group over two time periods.

B. Identify the most important similarity and differences between the
compared groups or time periods.

Key topics

When tracking continuity and change between the experiences of Jewish people
and one or more groups, consider the following topics:

1. Racism experienced by Jewish people in Canada since they arrived: pp.

15-16, 18, 20-25, 28-31.

2. Racist government and institutional policies that supported anti-Jewish

activities: pp. 16, 18, 28, 30, 32-35, 46-47, 54, 56-60.

3. Consequences of anti-Semitism: direct consequences: pp. 46-47, 54, 56-60;
indirect consequences: pp. 48-51, 56-61.

4. The resistance of individuals and Jewish organizations to anti-Semitism in

Canada: pp. 15-16, 18, 31, 34-35, 46-47, 52-53, 59, 60-63, 68-69.

5. The fight of individuals and Jewish organizations to obtain an apology and
seek justice for rejecting the MS Sz. Louis: pp. 70-71.

6. Government acknowledgement of historic injustice and apology to passengers of

the MS Sz Louis and their families, as well as the Jewish community: pp. 72-75.
7. Government action following the apology: pp. 80-81.
When comparing Jewish life at two different time periods, consider the following topics:

1. Life for Jewish people before immigrating to Canada, and after they
settled in Canada prior to the Second World War: pp. 6, 8-11 (before
immigrating to Canada), pp. 12-19 (after settling in Canada pre-war).

2. Canadian immigration policies regarding Jews before the Second World
War and after the Second World War: pp. 8, 12-13, 24-25, 32-35, 46-47
(before the Second World War); pp. 62-69 (after the Second World War).

3. Political activism within the Jewish-Canadian community before the MS
St. Louis was rejected and after it was rejected: pp. 15-16, 18, 31, 34-35,
46-47 (before the MS Sz. Louis was rejected by Canada), pp. 41, 52-53. 59.
60-63. 68-71, 80-81 (after the MS Sz Louis was rejected by Canada).
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P Offering ethical assessments

A. Wirite a letter to a public official assessing the adequacy of the official
response to the call for an apology for the government’s rejection of the
refugees on board the MS Sz Louis.

Key topics

Consider the following areas when assessing the adequacy of the official response of the
tederal government for rejecting the refugees on board the MS Sz. Louis:

1. The direct consequences of rejecting the MS Sz. Louis: 48-51.

2. Government action following survivors lobbying for an apology for the

rejection of the MS §z. Louis: pp. 72-75, 80-81.

Key topics and references to Anti-Semitism and the MS St. Louis 141



P Adopting historical perspectives

A. Draw historically plausible conclusions about the experiences and attitudes

of a featured group regarding some aspect of a historical injustice.

B. Write a letter from the point of view of a teenage member of the group

Key topics

explaining the specified situation or event.

Consider one or more of the following topics when adopting a historical perspective
related to anti-Semitism in Canada and the MS Sz. Louis.

7.

. Anti-Semitism experienced by Jewish immigrants to Canada before the

Second World War: pp. 15-16, 18, 28-35.

. Anti-Jewish Canadian government and institutional policies and attitudes

up to the end of the Second World War: pp. 16, 18, 28, 30, 32-35, 46-47,
54, 56-60.

. Life for Jewish immigrants in Canada prior to the end of the Second

World War: pp. 12-19.

. Political activism in the Jewish-Canadian community up to the rejection of

the MS Sz. Louis: pp. 15-16, 18, 31, 34-35, 46-47.

. Political activism in the Jewish-Canadian community following the

rejection of the MS Sz. Louis: pp. 52-53, 59, 60-63, 68-71.

. Reasons offered by government officials and politicians to justify their anti-

Semitic immigration policies and the rejection of the MS Sz Louis

pp. 32-34, 47, 72.

Attitudes towards the federal government’s apology: pp. 75.

8. Actions following the government’s apology: pp. 80-81.
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P Determining historical significance

A. Identify the historically significant aspects of dimensions of your
assigned event.

B. Design a commemorative piece (e.g. coin, collage, museum exhibit, statue,

video, memorial epitaph, poem, song) featuring the most significant
aspects of the historical injustice.

Key topics

When identifying historically significant aspects of Canada’s rejection of the
MS §t. Louis, consider the following criteria:

1. Recognition of anti-Semitic government and institutional policies in

Canada: pp. 16, 18, 28, 30, 32-35, 46-47, 54, 56-60.

2. Direct consequences of Canada’s rejection of the MS Sz Louis: pp. 46-51;
indirect consequences: pp. 35, 56-60.

3. Changes in Canada’s immigration policies regarding Jewish immigrants

after the Second World War: pp. 62-69.

4. Iconic status and insights about the past: pp. 72-77, 80; how the
MS Sz. Louis has been memorialized: pp. 71, 80-81.

Key topics and references to Anti-Semitism and the MS St. Louis 143



The LGBT Purge and the fight

for equal rights in Canada

P Examining historical causation

A. Identify the various underlying and immediate causes of a particular event.
B. Determine the three most important contributing factors to the event.
Key topics

In exploring the immediate and underlying causes related to the LGBT Purge, the
following events are most important:

1. Causes of conflict between the LGBT community and government and society in
general: pp. 5; 7-11; 22-24; 26-30.

a. The colonial government believed that homosexuality was criminal.

b. The churches had a strong influence on society in general. Church leaders
preached about the evils of homosexuality.

c. First Nations peoples were encouraged to abandon their respect for T'wo-
spirit individuals and adopt the colonial views that homosexuality was wrong
and should not be tolerated.

d. Homosexuality was illegal until 1969 and punishable by imprisonment.

e. Even after homosexuality was no longer illegal, police harassed and arrested
members of the LGBT community. Members of the military and RCMP

were still purged.

t. Survivors of the Purge had to sue the federal government and win before the
government issued an official apology.
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2. Causes of the government’s decision to identify, persecute, and remove homosexual

members of the military, RCMP, and Canadian civil service: pp. 12-16; 20-21; 51; 65.

a. The start of the Cold War with Russia made the Canadian government
very security conscious. It was concerned about spy and espionage activity.

b. Government authorities believed that homosexuals were vulnerable to
blackmail. They believed that homosexuals would trade classified (secret)
information to spies in exchange for not revealing their homosexuality.

c. Discovery of Russian spies in Canada, such as Gerda Munsinger,
strengthened the government’s resolve to hunt down and eliminate
homosexuals from government services, especially in positions where
security clearances were involved.

3. Causes of the government’s decision to acknowledge the injustice of the policies that
targeted LGBT employees and the impact of their discrimination on individuals and
tamilies: pp. 24; 50-57; 59-61; 62-63.

a. A few prominent individuals, such as Michelle Douglas, fought back
against her forced resignation from the military and won.
b. Pressure from individuals, and gay and lesbian organizations.

c. Growing public awareness of the Purge in the military, RCMP, and civil
service.

d. Class Action suit launched against the Canadian government on behalf of
Purge victims was successful.

e. Members of the LGBTQ2+ community became visible and proud. Society

began to be more accepting and inclusive.
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P Identifying consequences

A. Identify the obvious and less obvious direct and indirect consequences
resulting from the historic injustice for the featured group.

B. Rate the severity of the collective impact on the featured group in each
of the following categories: political, social, economic, psychological/
emotional.
Key topics
1. Obvious and less obvious direct and indirect consequences of the LGBT Purge.
a. Direct consequences: pp. 16-20; 32-37; 62-73; 81.

b. Indirect consequences: pp. 21-22; 23-31; 38-41.

2. When determining the severity of the collective impact of the consequences of

the LGBT Purge, consider the following areas:
a. Psychological and emotional consequences.
b. Social and cultural consequences.

c. Economic consequences.

d. Political and legal consequences.
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P Tracking continuity and change

A.Identify the similarities and differences between the experiences of two groups

(from two different books in the series) or a single group over two time periods.

B. Identify the most important similarity and differences between the

Key topics

compared groups or time periods.

When tracking continuity and change between the experiences of the LGBT
community and one or more groups, consider the following topics:

1.

6.

Discrimination experienced by LGBT people in Canada since the arrival

of Europeans: pp. 5, 7, 9-23; 24-37; 48; 58-61.

. Experience of homosexuals who were in the Canadian military, RCMP,

or federal civil service: pp. 16-21; 25; 32-37.

. Consequences of the LGBT Purge: direct consequences: pp. 16-20;

32-37; 62-73; 81; indirect consequences: pp. 21-22; 23-31; 38-41.

. The fight of individuals and LGBTQ2+ groups to obtain an apology and

seek justice: pp. 50-51; 62-63.

. Government acknowledgement of historic injustice and apology to the

LGBTQ2+ community: pp. 64-67.

Government action following the apology: pp. 68-70; 74; 76; 78; 81.

When comparing the LGBT community at two different time periods, consider the
following topics:

1.

Life for LGBT people before homosexuality was decriminalized and after
1969 when homosexuality was decriminalized: pp. 8-11; 16; 19; 21-23;
(before homosexuality was decriminalized); pp. 26-45; 47-61; 67-81 (after

1969 when homosexuality was decriminalized).

. Life for LGBT who were in the Canadian military, RCMP, or federal civil

service during the Purge and after the Purge ended: pp. 12- 21(during the
Purge); pp. 52-57; 62-81 (after the Purge ended).

. Political activism within the LGBTQ2+ community before homosexuality

was decriminalized: pp. 11; 23-24 (before homosexuality was
decriminalized), pp. 26; 29; 38-45; 47-57; 59-61; 63; 75-77; 79-81 (after

homosexuality was decriminalized in 1969).
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P Offering ethical assessments
A. Write a letter to a public official assessing the adequacy of the official
response to the call for an apology for the government’s role in the
LGBT Purge.
Key topics

Consider the following areas when assessing the adequacy of the official response of the

tederal government to the LGBT Purge:
1. Experiences during, and consequences of, the LGBT Purge: pp. 16-21;
32-37 (experiences during the Purge); direct consequences: pp. 16-21;
32-37; 62-73; 81; indirect consequences: pp. 21-22; 23-31; 38-41.
2. Government action following survivors lobbying for an apology for the
LGBT Purge: pp. 64-70; 74; 76; 78; 81.
P Adopting historical perspectives

A. Draw historically plausible conclusions about the experiences and attitudes
of a featured group regarding some aspect of a historical injustice.

B. Write a letter from the point of view of a teenage member of the group
explaining the specified situation or event.

Key topics

Consider one or more of the following topics when adopting a historical perspective

related to the LGBT Purge.

1. Society’s attitudes towards the LGBT community prior to the
decriminalization of homosexuality in 1969: pp. 5; 7; 8-11; 13; 19; 21-23.

2. Government attitudes towards LGBT people in the military, RCMP, and
civil service before the apology: pp. 5; 7; 12-21; 24; 32-37; 50-51; 62.

3. Life for members of the military, RCMP, and civil service during the
Purge: 12-21; 32-37.

4. Political activism in the LGBT community prior to the decriminalization

of homosexuality in 1969: pp. 11; 23-24.

5. Political activism in the LGBT community after the decriminalization of
homosexuality in 1969: pp. 26; 29; 38-45; 47-57; 59-61; 63; 75-77; 79-81.
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6. Reasons offered by government officials and politicians to justify the
LGBT Purge: 12-16; 20-21; 25; 32; 51; 65.

7. Attitudes towards the federal government’s apology: pp. 67-73.

P Determining historical significance
A. Identify the historically significant aspects of dimensions of your assigned event.
B. Design a commemorative piece (e.g. coin, collage, museum exhibit, statue,
video, memorial epitaph, poem, song) featuring the most significant aspects of
the historical injustice.

Key topics

When identifying historically significant aspects of the LGBT Purge, consider the

tollowing criteria:

1. Recognition of systemic discrimination against LGBT people: pp. 5; 7;
12-21; 24; 32-37; 50-51; 62.

2. Direct consequences of the LGBT Purge: pp.16-21; 32-37; 62-73; 81,
indirect consequences: pp. 21-22; 23-31; 38-41.54-81.

3. Iconic status and insights about the past: pp. 64-68.

4. How the LGBT community has been memorialized: 76; 78; 80; how the

Purge has been memorialized: 69, 81.
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Inuit Relocations: Colonial Policies and

Practices, Inuit Resilience and Resistance

P Examining historical causation

A. Identify the various underlying and immediate causes of a particular event.
B. Determine the most important contributing factors to the event.
Key topics: Inuit Relocations and Colonial Policies

In exploring the immediate and underlying causes related to Canada’s Inuit relocation
policies and the forced displacement of Inuit, the following events are most important:

1. Causes of change to Inuit traditional ways of life from the 1800-1920s: pp. 14-25.
a. European whalers arrived in the Arctic.

b. The Hudson’s Bay Company (HBC) began operating trading posts in the

eastern arctic.
c. Missionaries came to coastal settlements in order to convert Inuit to Christianity.

2. Causes of the decision for Inuit to permanently relocate to settlements, 1910s—-1960:
pp- 28, 30-36, 110-111,118, 122.

a. Some Inuit were relocated north to help the RCMP. Instead of returning
home, they were relocated to other northern settlements.

b. The fur trade collapsed and many Inuit needed on social assistance from the
government (welfare) to avoid hunger and starvation.

c. Other Inuit groups were relocated for “efficiency.” It was less expensive for the
government to serve one larger settlement than several smaller ones.

d. Sled dogs were essential to Inuit life on the land. After their slaughter, Inuit
could not get out on the land. Some bought snowmobiles, but the fuel was
only available in settlements.

e. Inuit children had to attend federal day schools that were far from their homes.
Parents often followed their children to the communities where the schools were.

t. Many Inuit relocated to find jobs such as construction of the D.E.W. Line
and work in the North Rankin Nickel Mine.
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g. Inuit sometimes moved to settlements to access healthcare, especially for their
children. Many illnesses were introduced by settlers.

3. Causes of the government’s decision to acknowledge and apologize for the forced

Inuit relocations: pp. 40-43, 68, 86, 100-101, 115.

a. The Makivvik Corporation and Inuit Tapiriit Kanatami (ITK) made
representations to the Minister of the Department of Indian Affairs and
Northern Development regarding the High Arctic Relocation of Inuit from
Inujuak. It resulted in a recommendation from the House of Commons
standing Committee on Aboriginal Affairs that the government apologize.

b. Recommendations for apology from the Canadian Human Rights
Commission and the Royal Commission on Aboriginal Affairs.

c. David Serkoak and the Ahiarmiut Relocation Society filed a lawsuit against
the government for the forced relocation of Ahiarmiut from Ennadai Lake.

d. Qikiqtani Truth Commission’s hearings into the sled dog slaughter and forced

relocations. Continued pressure from Inuit individuals and organizations.

e. In 2016, Natan Obed, president of ITK, called for an apology from the federal
government on how Inuit had been treated in handling the TB epidemic
in the period following the Second World War. Aluki Kotierk, president
of Nunavut Tunngavik Incorporated, was also involved in pressuring the
government for an apology.

t. Many Indigenous peoples sued the federal government for its role in the
Indian Residential School system, including federal day schools in the north.

P Ildentifying consequences

A. Identify the obvious and less obvious direct and indirect consequences
resulting from the historic injustice for the featured group(s).

B. Evaluate the severity of the collective impact on the featured group in each of the
following categories: political, social, economic, and psychological/emotional.

Key topics

1. Obvious and less obvious direct and indirect consequences of Inuit relocations and
Canada’s colonial policies and practices.

a. Direct consequences: pp. 34-36, , 43, 56-57, 62-67, 80-85, 90-93, 96-97,
98-99, 102-103, 105, 110, 112-114, 116-119, 120-121, 123-125, 132-135.
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b. Indirect consequences: pp. 44, 45, 47, 52, 58-61 68, 74-75, 87, 94-95, 101,
103-104, 106, 115, 127-128.

2. When determining the severity of the collective impact of the consequences of Inuit
relocations, consider the following areas:

a. Psychological and emotional consequences.
b. Social and cultural consequences.

c. Economic consequences.

d. Political and legal consequences.

P Tracking continuity and change

A. Identify the similarities and differences between the experiences of two
groups or a single group over two time periods.

B. Identify the most important similarity and differences between the compared
groups or time periods.

Key topics

When tracking continuity and change between the experiences of Inuit and one or more
groups, consider the following topics:

1. Racism experienced by Inuit in Canada: pp. 14, 21, 23, 66, 78-83, 84-85, 92, 102-103, 113.

2. Racist government and institutional policies that supported Inuit relocation: pp. 27,

28-29, 30-32, 48, 56-59, 78-83, 98-99, 118-119, 122.
3. Consequences of Inuit relocations and Canada’s colonial policies and practices:

a. Direct consequences: pp. 34-36, 43, 56-57, 62-67, 80-85, 90-93, 96-97,
98-99, 102-103, 105, 110-112, 114, 116-119, 120-121, 123-125, 132-135.

b. Indirect consequences: pp. 44, 45, 47, 52, 58-61 68, 74-75, 87, 94-95, 101,
103-104, 106, 115, 127-128.

4. Government acknowledgement of historic injustice and apology to survivors of Inuit

relocations: pp. 40-43, 68-73, 86-87, 115, 120-121, 125.

5. Government action following the apology, including the work of the Truth and
Reconciliation Commission: pp. 7475, 88-89, 101, 115, 129, 134-135.
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When comparing Inuit life at two different time periods, consider the following topics:

1. Life for Inuit before the relocations and after the relocations: (before the relocations) pp.

8-27; (after the relocations) pp. 35-39, 44-47, 58-63, 89, 102-110, 126-127, 132-133.

2. Family relationships before Inuit relocations and after Inuit relocations: (before Inuit

relocations) pp. 9, 12, 15, 52; (after Inuit Relocations) pp. 61, 62, 67, 80-85. 97.
3. Political activism within Inuit communities before the government apologies and
after the government apologies: (before the government apologies) pp. 21, 4043, 68,

86, 100-101, 115, 128; (after the government apologies) pp. 74-77, 85, 100, 115,
128-132, 134-135.

Offering ethical assessments

Wirite a letter to a public official assessing the adequacy of the official response to the
call for an apology for the government’s forced relocations of Inuit.

Key topics

Consider the following areas when assessing the adequacy of the official response of the
tederal government for Inuit relocations:

1. The direct consequences of Inuit relocations: pp. 34-36, , 43, 56-57, 6267, 80-85, 90-93,
96-97, 98-99, 102-103, 105, 110, 112-114, 116-119, 120-121, 123-125, 132-135.

2. Government action following survivors lobbying for an apology for Inuit relocations:
pp. 74-77, 88-89, 101, 115, 129.
Adopting historical perspectives

A. Draw historically plausible conclusions about the experiences and attitudes of a
teatured group regarding some aspect of a historical injustice.

B. Write a letter from the point of view of a teenage member of the group explaining
the specified situation or event.

Key topics

Consider one or more of the following topics when adopting a historical perspective
related to racism in Canada and Inuit relocations.

1. Racism experienced by Inuit before the relocations: pp. 14, 21, 23, 66, 78-83, 84-85,
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92, 102-103, 113.
2. Government attitudes towards the relocations: pp. 28-29, 110, 113, 118-119, 122.

3. Political activism within Inuit communities before the government apologies: pp. 21,

40-43, 68, 86, 100-101, 115, 128.

4. Political activism within Inuit communities after the government apologies: pp. 74-77,

85, 100, 115, 128-132, 134-135.
5. Attitudes towards the government apologies: pp. 42, 71-73, 115, 125.

6. Government action following the apologies, including the work of the Truth and
Reconciliation Commission: pp. 74-75, 88-89, 101, 115, 129, 134-135.

Determining historical significance

A. Identify the historically significant aspects of your assigned event.

B. Design a commemorative piece (e.g., coin, collage, museum exhibit, statue, video,
memorial epitaph, poem, song) featuring the most significant aspects of the
historical injustice.

Key topics

When identifying historically significant aspects of Canada’s relocation of Inuit,
consider the following criteria:

1. Racist government and institutional policies that supported Inuit relocation: pp. 27,

28-29, 30-32, 48, 56-59, 78-83, 98-99, 118-119, 122.
2. Consequences of Inuit relocations and Canada’s colonial policies and practices.

a. Direct consequences: pp. 34-36, 39, 43, 56-67, 80-85, 90-93, 96-97, 98-99,
102-106, 110-113, 116, 118-119, 124-125.

b. Indirect consequences: pp. 44, 45, 47, 52, 68, 74, 87, 94-95, 101, 103-104,
114-115, 127, 132-133.

3. Government action following the apology, including the work of the Truth and
Reconciliation Commission: pp. 7475, 88-89, 101, 115, 129, 134-135.

4. Iconic statues and insights about the past. How Inuit relocations have been

memorialized: pp. 25, 42, 64-65, 81, 85, 109, 123.
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The Sixties Scoop and the Stolen Lives of

Indigenous Children

P Examining historical causation

A. Identify the various underlying and immediate causes of a particular event.
B. Determine the three most important contributing factors to the event.
Key topics

In exploring the immediate and underlying causes related to the Sixties Scoop and the
stolen lives of indigenous children, the following events are most important

1. Colonization forced many changes on Indigenous Peoples and their family systems: pp.

10-11,14-17, 22-25.

a. In 1876, the government passed The Indian Act to control the lives of First
Nations Peoples.

b. The implementation of a system of reserves forced First Nations to change
their way of life. Seasonal movement stopped. Traditional resource-based
economies were broken and laws preventing traditional movement, hunting
and fishing created widespread poverty and often starvation.

c. Traditional ceremonies were outlawed.

d. Traditionally, many families lived in multi-generational groups and passed
down important cultural, educational, and parenting practices. Children were
taught mainly through experiential learning and oral knowledge keeping. When
missionaries arrived, they sought to convert Indigenous Peoples to Christianity
and convince them to give up their traditional spirituality. Some First Nations
children began attending church-run schools.

2. The residential school system: pp. 26-31, 32-35.

a. In an effort to separate children from the parents, family, culture, language
beliefs and identity, the government paid for church-run residential schools.
In the 1920s, residential schools became compulsory for children between the
ages of seven and fifteen. Governments, social workers, health professionals,
the clergy and the RCMP were all part of the system designed to separate
Indigenous children from their families. Students received poor education and
suffered physical, emotional, sexual, and spiritual abuse.
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b. Several generations attended residential schools up until the 1970s. This
created a legacy of generational trauma. Many children went years without
seeing their families.

c. Childhood trauma and abuse repeated over several generation within families
meant it was difficult for Survivors to develop healthy parenting skills. Rates
of depression, mental illness and drug addiction were very high among parents
who attended these institutions.

3. The Sixties Scoop: pp. 3637, 39-40, 44-45, 46-53, 58-59.

a. In 1951, the Indian Act was amended to give provincial child welfare agencies
access to on-reserve First Nations families. This resulted in a wave of child welfare
interventions that forcibly removed First Nations children from their homes on
their reserve and placed them in non-Indigenous foster care homes. Child welfare
agencies began taking more and more children in what became known as the
Sixties Scoop.

b. Social workers and child welfare agents were not sufficiently trained regarding
Indigenous cultures and family systems. Inadequate housing caused by the reserve
system meant that children were often removed from homes for simply being poor.

c. Religious organizations viewed Indigenous Peoples as needing charity. Church
influences in education, health, and family services meant many children were
removed from their families as a “good will effort.”

d. At the core of the Sixties Scoop was the belief that Indigenous children
were better off with non-Indigenous families. In 1967, the Adopt an Indian
Program was launched. Children were removed from their homes and sent
across the country and, in some cases, around the world.

e. Many Sixties Scoop Survivors were children of residential school Survivors.
The trauma associated with separation from their families and culture
continues through generations.

t. In 1985, the Kimelman Report was issued. Judge Kimelman and the committee
concluded that Manitoba’s child welfare practices amounted to cultural genocide.

4. The Millennium Scoop: pp. 80-83, 91.

a. The Sixties Scoop laid the framework for continued removal of Indigenous
children through the child welfare system. In what is often referred to as
the Millennium Scoop, thousands of Indigenous children continued to be
apprehended during the 1990s and 2000s and the rate of apprehension
remains high today. As of 2021, Statistics Canada reported Indigenous
children made up 53.8% of all children in care.
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b. Because Indigenous Peoples have been continuously separated from their
tamilies, land, medicine, language, cultural practices, and spirituality, they are
much more likely than non-Indigenous families to be struggling with poverty
and overcrowded housing. Social workers use these situations to remove
children from their homes and list poverty as the reason.

P Ildentifying consequences

A. Identify the obvious and less obvious direct and indirect consequences
resulting from the historic injustice for the featured group(s).

B. Describe the severity of the collective impact on the featured group in each of the
following categories: political, social, economic, and psychological/emotional.

Key topics

Obvious and less obvious direct and indirect consequences of the Sixties Scoop and the
stolen lives of Indigenous children.

a. Direct consequences: pp. 43, 46-53, 56-58, 60-71, 75, 80-83, 85-88, 92-93, 102
b. Indirect consequences: pp. 38, 54-55, 7679, 94-99

When determining the severity of the collective impact of the consequences of the Sixties
Scoop and the stolen lives of Indigenous children, consider the following areas:

a. Psychological and emotional consequences.
b. Social and cultural consequences.

c. Economic consequences.

d. Political and legal consequences.

P Tracking continuity and change

A. Identify the similarities and differences between the experiences of two
groups or a single group over two time periods.

B. Identify the most important similarity and differences between the compared
groups or time periods.
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Key topics

When tracking continuity and change between the experiences of Indigenous Peoples
and one or more groups, consider the following topics:

1.

2.

Indigenous life for kids in Canada before settler colonization: pp. 10-11, 14-17, 19.

Racism experienced by Indigenous Peoples in Canada before the creation of
government and institutional policies that resulted in the Sixties Scoop and the stolen

lives of Indigenous children: pp. 12, 17-18, 22-25, 26-35.

. Life for Indigenous children after the creation of government and institutional

policies that resulted in the Sixties Scoop and the stolen lives of Indigenous children:

pp. 36-53, 58-59, 80-83.

. Obvious and less obvious direct and indirect consequences of the Sixties Scoop and

the stolen lives of Indigenous children.
a. Direct consequences: pp. 43, 46-53, 56-58, 6471, 75, 80-83, 85-88, 92-93, 102.

b. Indirect consequences: pp. 38, 54-55, 76-79, 94-99.

. Government acknowledgement of historic injustice and apology to survivors of the

Sixties Scoop: pp. 64—69.

. Government action following the apology and the recommendations of the Truth and

Reconciliation Commission, as well as the class action suit and the Canadian Human

Rights Tribunal decision: pp. 64-69, 70-75, 84, 88-90, 92-93, 100-103.

When comparing Indigenous children’s lives at two different time periods, consider the
tollowing topics:

1.

Life for Indigenous children before the creation of government and institutional
policies that resulted in the Sixties Scoop and the stolen lives of Indigenous children,
and after: pp. 10-11, 14-16, 19 (before the creation of policies), pp. 12, 18, 22-35,
46-53, 80-83 (after policies were created).

. Political activism within Indigenous communities before the Sixties Scoop and the

stolen lives of Indigenous children, and after: pp. 23-24, 32, 38 (before), pp. 40, 43,
53-58, 60-63, 64—67, 70-73, 7679, 80-90, 92—-103 (after).
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P Offering ethical assessments

A. Write a letter to a public official assessing the adequacy of the government
response to the class action suit that resulted in the Sixties Scoop settlement.

B. Write a letter to a public official assessing the adequacy of the official
response to the findings of the Canadian Human Rights Tribunal which
determined that the Canadian government had discriminated against
Indigenous children in care.

Key topics

Consider the following areas when assessing the adequacy of the official response to the
class action suit that resulted in the Sixties Scoop settlement and the response to the
findings of the Canadian Human Rights Tribunal which determined that the Canadian

government had discriminated against Indigenous children in care.

1. The direct consequences of the Sixties Scoop and the stolen lives of Indigenous

children: pp. 43, 46-53, 56-58, 64-71, 75, 80-83, 85-88, 92-93, 102.
2. Government action as a result of the class action suit and the Canadian Human Rights
Tribunal decision: pp. 64-69, 70-75, 84, 88-90, 92-93, 100-103.
. Adopting historical perspectives

A. Draw historically plausible conclusions about the experiences and attitudes of
a featured group regarding some aspect of a historical injustice.

B. Write a letter from the point of view of a teenage member of the group
explaining the specified situation or event.

Key topics

Consider one or more of the following topics when adopting a historical perspective
related to the Sixties Scoop and the stolen lives of Indigenous children.

1. Indigenous life for kids in Canada before settler colonization: pp. 10-11, 14-17, 19.

2. Racism experienced by Indigenous Peoples in Canada before the creation of
p y ) p
government and institutional policies that supported the Sixties Scoop and the stolen

lives of Indigenous children: pp. 12, 17-18, 22-35.
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. Life for Indigenous children after the creation of government and institutional policies

that resulted in the Sixties Scoop and the stolen lives of Indigenous children: pp. 3653,
58-59, 80-83.

. Obvious and less obvious direct and indirect consequences of the Sixties Scoop and the

stolen lives of Indigenous children.
a. Direct consequences: pp. 43, 46-53, 56-58, 64-71, 75, 80-83, 8588, 92-93, 102.

b. Indirect consequences: pp 38, 54-55, 76-79, 94-99.

. Government acknowledgement of historic injustice and apology to Survivors of the

Sixties Scoop: pp. 64-69.

. Government action following the apology and the recommendations of the Truth and

Reconciliation Commission, as well as the class action suit and the Canadian Human

Rights Tribunal decision: pp. 64-69, 70-75, 84, 88-90, 92-93, 100-103.

Determining historical significance

A. Identify the historically significant aspects of dimensions of your assigned event.

B. Design a commemorative piece (e.g., coin, collage, museum exhibit, statue,
video, memorial epitaph, poem, song) featuring the most significant aspects of
the historical injustice.

Key topics

1.

Government action following the apologies, the recommendations of the Truth
and Reconciliation Commission, the class action and the Canadian Human Rights

Tribunal in regards to the Sixties Scoop and the stolen lives of Indigenous children: pp.
64-69, 70-75, 84, 88-90, 92-93, 100-103.

. Direct and indirect consequences of the Sixties Scoop and the stolen lives of Indigenous

children: pp. 43, 4653, 56-58, 60-71, 80-83, 85-88, 92-93, 102 (direct consequences),
pp- 38, 54-55, 94-99, 100-103 (indirect consequences).

. Political activism and key figures within Indigenous communities before the Sixties

Scoop, and after: pp. 23-24, 32, 38 (before the Sixties Scoop); pp. 40, 43, 53-58,
60-67, 70-73, 76=79, 80-90, 96-103 (after the Sixties Scoop).
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Appendix

Resource Guide for
Indigenous Teachers and Students

Jana Girdauskas, ed.
Dr. Lindsay Brant
Kyle Herbert

Sherry Procunier

'This resource guide was designed to accompany the three Indigenous titles in the
Righting Canada’s Wrong series: Residential Schools, Inuit Relocations, and The
Sixties Scoop, and contains 5 lesson plans relating to each title. These lesson plans
are intended for educators working with First Nations, Inuit, and Métis students
across Turtle Island, or in classrooms with a significant number of Indigenous
learners.

Rooted in First Nations perspectives and community knowledge, these plans
centre cultural teachings, lived experiences, and Indigenous voices. However, they
do not represent all First Nations, Inuit, and Métis perspectives, nor can they fully
account for the diverse experiences of the students in front of you. It is essential to
keep students at the heart of this work as we teach students, not just curriculum.
Take what resonates with your classroom, and adapt or leave the rest as need be.

To ensure these topics are taught with care and sensitivity, educators must
approach them with a trauma-informed lens and culturally responsive pedagogy,
which should be interwoven throughout their teaching. Understanding the lasting
impacts of colonialism and intergenerational trauma is crucial when discussing
these histories in a classroom setting. This guide offers flexible, Indigenous-
centered approaches that honour First Nations, Inuit, and Métis stories, and foster
healing and resilience, as well as respectful dialogue.

No one is expected to know everything about these histories, not even First
Nations, Inuit, and Métis people. Let the resource guide the learning, and embrace
the process of discovery and a stance of “Let’s find out together.” When we
approach education with humility and a shared commitment to learning, we create
space for growth, understanding, and deeper connections.

These lesson plan were created by Community and edited by Jana Girdauskas.
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Residential Schools: Lesson Plan 1

What Is the Story before European Contact?

Objective
Students will use an inquiry-based approach to learn what Indigenous life was like before

European contact.

Key Take-Aways

*  Before settlers arrived on Turtle Island, Indigenous people always lived here, and they
still do.

* Indigenous people lived on the land, hunting, fishing and growing crops.

* Indigenous communities had rich cultures and vibrant societies.

*  Settlers and Indigenous people traded goods for what they needed.

Teacher Note:

Remember that it’s okay for teachers not to know everything and say, “I don’t know;
let’s find out together.” We don’t have to be experts on everything; the resource will help
guide us, and some questions can be left unanswered.

It is encouraged for you to identify the treaty or treaties your school is located on. Use
resources such as the First Nations and Treaties Map of Ontario to engage students in
understanding historical agreements.

Content Warning: Let students know that the lesson will discuss residential schools. Give
students space to opt out of certain activities if they feel uncomfortable. Offer alternative
activities, if needed.

24-Hour Residential School Crisis Line: 1-866-925-441

. Day 1: Overview

*  On the Contents page, display the “Life before the Schools” section for the class.
Look at the content headers as a class: Food and Medicine; Clothing, Shelter, and
Transportation; Educating the Children; etc.

Discuss: What do you already know about these topics? What stories have you heard
of life in your Community before Europeans arrived? What do you wonder?

* DBased on students’ own curiosities, they investigate “Life before the Schools” (pages
8-31) independently. They should look at the pictures and read some of the captions
of that section. They should 7of read the entire section.

* As they look through the resource, students reflect on these questions: What stories
have you heard about residential schools? What connections does your Community

have with them? What are OUR truths?
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. Day 2: Activity

This final assignment aims to showcase feelings, thoughts, stories, things students know/

learned about their/a Community before European contact, and anything else they

learned and want to show.

Students choose how to show their learning from the resource. They can:

a) DRAW: Create a picture to represent your learning about Indigenous life
before European contact, following the assignment instructions. You can create
your illustration using your preferred method: paper and pencil, paint, digital,
collage, etc. Be creative and be sure you can explain what stories and ideas are
represented in your art.

b) MAKE A VIDEO: Create a video to represent your learning about Indigenous
life before European contact, following the assignment instructions. Jot down your
ideas/knowledge, then record a video that explains what you learned and know.
The video could feature specific stories that you already knew or that you learned
from the resource. The video should be 3 to 5 minutes long and can incorporate
images from the resource or other things you think would be important to show.

¢) WRITE: Write a journal entry based on the following prompt. Be sure to follow
the instructions for the assignment and to show things you already knew and
things you learned:

o Imagine that you are a child in an Indigenous community before European
contact. Describe your day. What would you do? How would you feel about

your Community? What connections to your Community would you have?

Activity extensions:

Treaties: Students locate their school on a treaty map and identify the Indigenous
nations associated with their region.

Science: Students explore traditional land stewardship practices that Indigenous
communities engaged in before European contact.

Math: Students create a map using Indigenous migration routes or trading paths.
Connect this to mathematical concepts like distance and scaling.

Art: Students research Indigenous beadwork and report back on their learning.

. Day 3: Sharing

Ask who would like to share their work with the whole class. Alternative activity:
Divide the class into four groups. Each group goes to a corner of the room, and each
student takes turns presenting their learning (drawing, video, thoughts from writing)
to their small group.

As a class: Discuss what students learned today about Indigenous life before
residential schools.

(Optional) Extension/Homework: Invite students to ask their families: What stories
have you heard about life before residential schools in our Community?
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Residential Schools: Lesson Plan 2

Exploring the Timeline of Residential
Schools in Canada

Objective
Students will make connections between the timelines of Canada’s residential schools to

their own Communities.

Key Take-Aways

*  Canadian residential schools timeline happened over the last two hundred years.
* Residential schools opened and closed in every part of Canada.

* Alot of healing has happened since the last residential school closed in 1996.

Teacher Note

Remember that it’s okay for teachers to not know everything and say, “I don’t know;
let’s find out together.” We don't have to be experts on everything; the resource will help
guide us, and some questions can be left unanswered.

Content Warning: Let students know that the lesson will discuss residential schools. Give
students space to opt out of certain activities if they feel uncomfortable. Offer alternative
activities, if needed.

24-Hour Residential School Crisis Line: 1-866-925-4419

. Day 1: Overview

Give students time to read the timeline on pages 120-121 independently.

* As students read the timeline, get them to think about (post the instructions for
them to read):

o What connections or prior knowledge can you apply to the timeline?
Students should have a way to record their thoughts or questions (sticky
notes, notebook, technology).

*  Class discussion: What stood out for you? What was new information for you?
What was new knowledge for you? What didn’t you understand?

. Day 2: Research

* Students will use the internet to research a residential school in their area or one that
is relevant to their family/Community (also check out the Canadian map at the front
of the resource).
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o Students take notes (journal or digitally) on dates that are relevant to
them, such as: When did the school open? When did the school close?
When did certain people attend?

*  Pair and share: Students share with a partner about what they learned today.
* Class discussion: What did you learn? What questions do you still have?

Activity extensions:

* Reading: Students browse through Righting Canada’s Wrongs: Residential Schools to
look at the pictures and read captions to learn about residential school experiences.

* Science: Investigate the effects of climate displacement on Indigenous communities
during the residential school era.

*  Math: Have students graph the opening and closing dates of residential schools and
analyze patterns over time.

* Art: Explore traditional storytelling through visual arts, such as painting or digital
media, reflecting Indigenous perspectives on residential schools.

. Days 2 to 4: Activity

This activity might be shorter or longer depending on student engagement. Students can
work independently or with a partner.

*  Create a timeline (digitally or on paper) of things that stood out for you from the
resource timeline (pages 120-121) or through learning about a local residential
school.

* Challenge students to make the timeline more personal, using questions:
1. What residential school was in your area? When did it open and close?

2. When were members of your family born? Plot a few of those dates on
the timeline.

3. What has happened since 2021 that you could add to the timeline?

4. Ask your family/caregivers: Is there something specific from your
Community that you could add to the timeline? (such as: A relative
attended in a specific year; 1967 was the year of the last Indian Agent in
my community)

. After the Lesson

* Post the paper timelines on the classroom wall or share them in your online
classroom for viewing.

 Sitting in Circle: Everyone can share one or two things from their timeline.
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Residential Schools: Lesson Plan 3

Lived Experiences at Residential Schools

Objective
Students will use an inquiry-based approach to explore various perspectives on the

residential school experience.

Key Take-Aways

* Indigenous life before residential schools was rich and fulfilling.

*  While First Nations, Inuit, and Métis people survived Canada’s residential schools,
many lost their identities, languages, spiritual beliefs, and ways of life. Being separated
from their communities for so long left many survivors feeling lost, disconnected, and
struggling to reclaim their culture. Today, many Indigenous people are actively relearning
their languages, dances, songs, and traditions as part of the healing process.

*  Healing and learning are happening through sharing stories of residential schools
through the generations that followed.

Teacher Note

Use these subject-specific lessons (in no specific order) over three (or more) separate
days or periods or use them to weave together various subjects.

Remember that it’s okay for teachers to not know everything and say, “I don’t know;
let’s find out together.” We don’t have to be experts on everything; the resource will help
guide us, and some questions can be left unanswered.

Content Warning: Let students know that the lesson will discuss residential schools. Give
students space to opt out of certain activities if they feel uncomfortable. Offer alternative
activities, if needed.

24-Hour Residential School Crisis Line: 1-866-925-4419
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. Day 1: Independent Inquiry

As a class, fill out a KWL (know, want to learn, learned) chart about “Canada’s Residential
Schools.” (A KWL chart has three columns: What do I know? What do I want to learn?
What did I learn?) Students brainstorm answers for the first two questions.

* Independently, students pick one section of the resource that interests them (start
with the Contents page for support on what’s interesting to them).

1. Each student has their own personal KWL chart and fills in a few points

under each of the first two columns: What do I know? What do I want
to learn?

2. Now students independently read the section they choose.

*  Pair and share: With a partner, students share things they learned from reading that
section.

Teacher Note

To be trauma informed, a suggestion is to list sections of the resource that are
appropriate choices for student activities that steer away from explicit trauma. Do NOT
allow students to act out, write about or draw explicit trauma, such as abuse or death.

. Day 2: Drama

* Activity: Working in small groups, students dramatize one scene relating to the
section they read that represents the viewpoint of various people (children, parents,
Communities, residential staff, etc.) using thoughts explained in the resource to
create the scene.

o Sample scenario: An Indigenous child is learning at school from an
English- or French-speaking teacher when the child only speaks and
understands another language, their Indigenous mother tongue (from the
“Education in English and French” section, pages 60-65). They write an
English letter to their family, who do not read English.

*  Reflection: After each skit, discuss with students the various viewpoints:

o How did you feel as the character?
o What do you think the child might have been thinking at the time?
o How do you think the family/Community felt when this happened?
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. Day 3: Language

Activity: Working in pairs, students choose a viewpoint they want to showcase,
relating to the section they read in the resource, through a mock TV interview. They
use thoughts explained in the resource to create the interview. Students might choose
to interview a child, parents, Community members, residential school staff, etc.

1.

The student writes out interview questions for someone in the resource.
They can think of the whole child: mental, physical, spiritual and
emotional well-being. They focus mainly on the change from life before
the schools to life after residential or day schools.

The student writes the answers to the questions using evidence from the
resource.

Set up the activity like a TV interview: film the questions and answers as the two
students act out being the interviewer and interviewee.

. Day 4: Visual Arts

Focus: How can art represent the experience of those who went to residential

schools?
Activity:

(@)

Give students a few choices of modality of art they can use (depending on
what materials your classroom has; even a blank piece of paper and pencil
will suffice).

After reading a few sections of the resource, students draw an
interpretation of their learning.

Students have a variety of points in the artwork to explain their
understanding of the stories to the class or teacher.

When everyone is done, share the artwork in small groups. Post the
artwork inside the classroom if the students give you permission.
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Residential Schools: Lesson Plan 4

Learning about Truth and Reconciliation
through Media

Objective
Students will learn about various aspects of life after residential schools by way of many

truths and acts of reconciliation through Canada’s apologies or/and Calls to Action.

Key Take-Aways

*  Residential schools are a devastating part of Canada’s history that deeply impacted
Indigenous communities, causing loss of identity, language, and cultural traditions.

* Indigenous people are resilient: through healing and relearning cultural traditions,
languages, and stories, many are reclaiming their identities and sharing their truths.

*  The learning and the truths of what happened continue today, and we can make tangible

acts of reconciliation through the 94 Calls to Action.

Teacher Note

Remember that it’s okay for teachers to not know everything and say, “I don’t know;
let’s find out together.” We don't have to be experts on everything; the resource will help
guide us, and some questions can be left unanswered.

Content Warning: Let students know that the lesson will discuss residential schools.
Give students space to opt out of certain activities if they feel uncomfortable. Offer
alternative activities, if needed.

*  Emphasize that while the history of residential schools is painful, the goal is to
reflect on these emotions in a way that encourages healing, understanding and
reconciliation.

* Reiterate that it is okay to feel angry or sad about Canada’s history but that we must
also focus on the truth and acts of reconciliation together.
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. Day 1: Independent Inquiry

Students read a selected text about Canada’s residential schools: page 82 of Righting
Canada’s Wrongs: Residential Schools (check out the Contents page).

Pair and share: After reading, students share their thoughts with a partner with these
prompting questions (post for students’ reference):

o What was and continues to be the struggle for survivors of residential
schools?

o How are these schools Canada’s history and not the history of Indigenous
people in Canada?

o What impact have the 94 Calls to Action had on Indigenous people?

o What changes have telling their stories had on truth and healing?

As a class, watch Prime Minister of Canada Stephen Harper’s apology E
(https://www.youtube.com/watch?v=-ryC74bbrEE).

Discuss the questions listed above as a class.

. Days 2 to 4: Creative Tech Product

Final product: students create a multimedia project to show how the truth and acts
of reconciliation have changed both Indigenous and non-Indigenous people.

o Remind students that music, art and videos are powerful ways to express
emotions and can help us understand difficult topics.

Students work independently or in small groups (two to four students) to create
their multimedia project.

o What story from the resource do you want to tell? Sketch out ideas on a
paper or digital storyboard, using evidence and facts from the resource.

o The Beyond 94 website (https://www.cbc.ca/newsinteractives/
beyond-94) might also be helpful. E

Provide the necessary tech tools (laptops, tablets, cameras, music apps, drawing
programs) for students to use.

Encourage students to:

o Show evidence of learning about the truth (what happened, life after
residential school) and acts of reconciliation as an individual (Indigenous
people healing or non-Indigenous people doing a call to action) or as a
government (such as apologies).

o Use music, art or video to tell a story about the residential school
experience, focusing on how children might have felt and how we can
heal. The end product might be a poster, video storytelling, presentation,
animation, etc.

o Include a message of hope, resilience or healing to show that we are
learning the truths and taking action.
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Residential Schools: Lesson Plan 5

Speeches Showing Various Perspectives of
the Impact of Residential Schools

Objective
Students will use an inquiry-based approach to explore various perspectives of the

impact of residential schools through apologies and impact statements.

Key Take-Aways

*  Apologies and calls to action have been delivered since residential schools closed, but
many steps are still needed for meaningful healing and justice.

* Residential school survivors and leaders continue to reclaim their cultures and speak their
truths, showing resilience despite the harm caused by residential schools.

*  Residential schools left deep wounds for Indigenous communities, causing generations
to lose their connection to their identities, languages, and traditions. Survivors and their

tamilies still navigate the impacts today.

Teacher Note

Remember that it’s okay for teachers to not know everything and say, “I don’t know;
let’s find out together.” We don't have to be experts on everything; the resource will help
guide us, and some questions can be left unanswered.

* Emphasize that while the history of residential schools is painful, the goal is to
reflect on these emotions in a way that encourages healing, understanding and
reconciliation.

* Reiterate that it is okay to feel angry or sad about Canada’s history, but that we must

also focus on the truth and acts of reconciliation together.

Content Warning: Let students know that the lesson will discuss residential schools.
Give students space to opt out of certain activities if they feel uncomfortable. Ofter
alternative activities, if needed.
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. Before the Lesson

1. Introduce the resource Righting Canada’s Wrongs: Residential Schools.

o Explain that today’s lesson will focus on understanding the lies and
promises made by the Canadian government about residential schools
and how Indigenous people were affected by these actions.

o Briefly summarize the history of residential schools and their devastating
impact on Indigenous communities.

2. As a class, watch Prime Minister of Canada Stephen Harper’s apology
(https://www.youtube.com/watch?v=-ryC74bbrEE).

. Day 1: Independent Inquiry

* Have students read a selected portion from Righting Canada’s Wrongs: Residential
Schools (this could be from the chapters that specifically discuss government
promises, policies and the perspective of Indigenous communities, pages 98-119).

*  Prompt students with questions to guide their understanding (post them for
students’ reference):

o What do you understand about the survivors of the residential school
story? Give evidence of this.

o What apologies have been made since residential schools have closed?
(from the Canadian government and church organizations)

o How have the Truth and Reconciliation Commission’s Calls to Action
made an impact?

o What are the next steps that need to be taken for healing and
reconciliation?

* Students take annotative notes to serve as the foundation for their future work.

*  Pair and share: After reading, students share their thoughts with a partner and
discuss the prompting questions.
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. Days 2 to 4: Group Work

*  Watch Prime Minister of Canada Stephen Harper’s apology again ﬂ
(https://www.youtube.com/watch?v=-ryC74bbrEE).

o Each group creates a fictional person who will make a 2- to 4-minute
speech in the House of Commons about the impact of residential
schools on them (such as a residential school survivor, someone from a
church making an apology, someone from the Truth and Reconciliation
Commission).

* Students work in pairs or small groups to collect evidence from the resource and
websites to support their evidence through a speech on the impact of residential
schools. All students in the group help to find evidence and structure the writing of
the speech, and one student delivers the speech.

. Day 5: Sharing the Speeches

* Students can do the speech live, have it recorded and played in front of the class, or
be recorded for the teacher’s viewing.

Class discussion: After the debate, ask students to reflect on what they learned:

o How did the speeches help you understand the different perspectives on
residential schools?
o What can we learn from these speeches about truth and reconciliation

and moving forward?
o What still needs to be done to support the Calls to Action and to get
more of them completed?
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Inuit Relocations: Lesson Plan 1

Before and After: Inuit Relocations

Objective
Students will use inquiry-based learning to explore Inuit life on the land before

European contact and explore High Arctic relocations.

Key Take-Aways
¢ Inuit life was fulfilling and sustainable prior to Europeans settling in North America.
*  Settler policies led to the High Arctic relocations of Inuit, causing them to move to

various locations south of their own land.

Teacher Note

Remember that it’s okay for teachers to not know everything and say, “I don’t know;
let’s find out together.” We don’t have to be experts on everything; the resource will help
guide us, and some questions can be left unanswered.

You and the class are encouraged to explore Inuit land agreements and the policies that

shaped High Arctic relocations.

Content Warning:Let students know that the lesson will discuss Inuit relocations. Give
students space to opt out of certain activities if they feel uncomfortable. Offer alternative
activities, if needed.

. Day 1: Life on the Land

* Look at the Contents page in the resource and find the “Life on the Land” section
(pages 8-25).

* As aclass, fill out a KWL (know, want to learn, learned) chart about Inuit
relocations. (A KWL chart has three columns: What do I know? What do I want to

learn? What did I learn?) Students brainstorm answers for the first two questions.

During the Lesson

* Students read and look through pages 8-25, reflecting on: What background

knowledge can I connect this information to?

* Students share something verbally with a classmate when they’re done.
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Independent Inquiry

Students pick one part of “Life on the Land” (pages 8-25). They independently look

at the pictures and read the captions of that section.

Extension: “Watch the Video” (https://www.youtube.com/watch?v=r E
IpYsWubDg&t=808s) linked on page 11. (6 minutes)

Think: Students make notes in their journal (paper or digitally), adding pictures,
words or a written reflection: What did you learn?

Pair and share: Students share what they’ve learned with a classmate. Encourage
them to ask each other questions about someone they read about in the resource.

. Day 2: High Arctic Relocations

As a class, look at the Contents page in the resource and find the “High Arctic
Relocations” section (pages 26—47).

Discuss: What do you already know? What do you wonder?
Add thoughts to the KWL chart made on Day 1.

During the Lesson

As students read and look through pages 26—47, they reflect on these questions:
What background knowledge can I connect this information to? What changed in
their life?

Students should be ready to share something verbally with a classmate when they
are done.

Independent Inquiry

Students pick one part of “High Arctic Relocations” (pages 26—47) and
independently look at the pictures and read the captions of that section.

Extension/ homework: “Watch the Video” (https://www.nfb.ca/film/ E

broken promises - the high arctic relocation) linked on page 34.
(52 minutes)

Think: Students make notes in their journal (paper or digitally), adding pictures,
words or a written reflection: What did you learn?

Pair and share: Students share what they’ve learned with a classmate. Encourage
them to ask each other questions about someone they read about in the resource.
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. Day 3: Before and After

Consolidate learning through a class discussion:
* Ask the students: What did you notice in the resource? What did you learn? What
did you connect with?

* Discuss and view pictures in the resource together.
Activity

Students choose how to show their learning from the resource. They can:
a) DRAW: Draw a picture (using whatever mode they’d like) of the learning: make
a collage of pictures, pick one story and draw that, draw feelings, draw thoughts,
draw stories, show life on the land versus relocations.

b) MAKE A PRESENTATION: Make a digital presentation to show the learning

about life on the land or Inuit relocations, or the comparison of before and after.

c¢) WRITE: Complete a personal story or create a graphic story: Imagine you are
a child in an Inuit community before the relocations. Describe your day, family,
activities. Then relocation: What happened? Where did you go? What did you
struggle with?

Activity extensions:
* Science: Students study Inuit survival skills and sustainable living, connecting them
to modern ecological practices.

*  Math: Students map out distances traveled in the relocations and calculate survival
resource needs (food, shelter, etc.).

* Art: Introduce students to Inuit soapstone carvings as a form of artistic resilience.

Sharing

* Divide the class into four groups to share with each other. Each student takes a turn
presenting their learning (drawing, presentations, story) to their small group.
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Inuit Relocations: Lesson Plan 2

Exploring the Timeline of Inuit Relocations

Objective
Students will understand the timelines of Inuit relocations and rebuilding after

colonization.

Key Take-Aways

* The Canadian government relocated Inuit from their homelands for multiple
reasons.

*  Stories of impact are vast as Inuit were relocated south of the Arctic.

*  Apologies and correction of wrongdoings (settlements) by the Canadian government

continue today.

Teacher Note

Remember that it’s okay for teachers to not know everything and say, “I don’t know;
let’s find out together.” We don't have to be experts on everything; the resource will help
guide us, and some questions can be left unanswered.

Content Warning: Let students know that the lesson will discuss Inuit relocations. Give
students space to opt out of certain activities if they feel uncomfortable. Offer alternative
activities, if needed.

» o

Give students time to read the timeline on pages 136—137 independently.

*  As students read the timeline, get them to think about (post the instructions for
students to read):

o What connections or prior knowledge can you apply to the timeline?
Students record their thoughts or questions on sticky notes, in a
notebook or using technology.

* Extension: Browse through the resource to look at the pictures and read some
captions. Goal: Learn another story in the resource.

*  Pair and share: Students share with a partner about what they learned today.

Class discussion: What stood out for you? What was new information for you?

What was new knowledge for you? What didn’t you understand?
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. Day 2: Independent Inquiry

Students scan the “Dealing with Colonialism” section (pages 126-135). They pick
one story that stands out for them. Then they read it, including the captions, and
look at the pictures.

They add sticky notes to the resource or write their thoughts in their journal, adding
pictures, words and/or written reflections to show their understanding.

o Can you add to the timeline something new that you read?

Pair and share: Students share with a partner about what they learned today.

. Days 3 to 4: Class Timeline

This activity might be longer, depending on student engagement.

Give students time to browse through the rest of the resource and look at the
pictures and captions. Have them add sticky notes or write in their journal about
other things that stood out for them that could be added to the timeline.

Create a class timeline of Inuit relocations around the classroom. All students can
pull items from the timeline (pages 136-137) in the resource and other sections they
have read. Writing should be in their own words.

. Day 5: Apologies

As a class, watch the video (2:06) of Canada’s apology in 2024 for the
slaughter of Inuit dogs (https://youtu.be/WHGOItBFUUo?si=NhUDk E
SXRXTj06BED). Note that this apology occurred after Righting Canada’s

Wrongs: Inuit Relocations was initially published.

There are other apologies in the resource you can focus on as well as or instead of

the 2024 apology: see pages 40, 68 and 86.
Class discussion:

o What did you hear? What do you think? What do you still have
questions about?
o How can we add this to our timeline?
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Inuit Relocations: Lesson Plan 3

Inuit Are Resilient!

Objective
Students will understand and demonstrate the resilience of Inuit living in Canada by

exploring stories, engaging in discussions and creating soap carvings.

Key Take-Aways
¢ Inuit stories show how the High Arctic relocation impacted them profoundly in various
ways and how they showed their resilience.

*  Some Inuit were skilled carvers of materials such as soapstone, bone and walrus tusks.

Some Inuit created soapstone carvings during their long days in the hospital.

Teacher Note




. Day 1: Before the Lesson

* Note: It is helpful if teachers carve a bar of soap before this lesson to use as a model
for students.

*  Vocabulary lesson: What is resilience? (noun, definition, example, root word)

o Extension: What is a survivor? What is survivance?
* Review with students: What reading strategies will you use?

o Ask students to think while they are reading: How are the stories you
read showing resilience?

o Option: Get students to create a T-chart with “story” and “resistance” to
help knowledge collection as they read.

Independent Inquiry

* Think: Students flip through the resource and pick one part, section or story that
stands out for them. They make notes, doodles, drawings and/or a mind map as

they go.

o Optional: Watch a video that is listed under “Watch the Video” on pages
11, 34, 65 and 68.

o Extension discussion: How was the person a survivor? How did they show
survivance?

*  Pair and share: Students share a story they learned from the resource and how the
individual(s) showed resilience.

. Day 2: Class Discussion and Soap Carving

*  Class discussion: What stories did you hear? What did you learn about Inuit
resilience?

o Extension: Discuss examples of survivance.
* Look at page 61, on carvings, together and read the captions.

o Discuss: What materials did they use? Why did they use natural
resources? Why did they do these carvings? Where were they and why did
they carve soapstone? Have you seen some of these carvings in real life?
(If not, google a few more pictures to show the students.) How does this
show resilience?
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Soap Carving

*  Note: Before the soap carving, you need these materials for each student: 1 bar
of soap, a carving device (such as sticks from outside or utensils). Review safety
procedures with students.

* Soap carving: Show a model of soap turned into a shape, animal, etc.

o Together, watch a how-to video on YouTube for support,
such as “How to Carve a Soap Sculpture” E
(https://www.youtube.com/watch?v=io6rwl Jr]1s).

o Have students independently sketch their idea for their carving. Then
they carve their soap.

o When done, these soap carvings can be displayed around the classroom.
A title and the artist’s name should also be displayed, such as “The Bear,”
by Student ABC.
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Inuit Relocations: Lesson Plan 4
Inuit Biographies

Objective
Students will analyze the historical and personal impacts of High Arctic relocations

showing resilience and determination through creating biographical fictional narratives.

Key Take-Aways

*  Inuit life was sustainable, with food, transportation, living and ways of life, before any
Europeans settled in North America.

*  Inuit were relocated by the Canadian government and promised many things. These
promises were not kept.

*  Inuit stories are all different, but together they show the resilience of Inuit culture and

Community.

Teacher Note

Remember that it’s okay for teachers to not know everything and say, “I don’t know;
let’s find out together.” We don't have to be experts on everything; the resource will help
guide us, and some questions can be left unanswered.

Content Warning: Let students know that the lesson will discuss Inuit relocations. Give
students space to opt out of certain activities if they feel uncomfortable. Offer alternative
activities, if needed.

Trauma Informed: It’s important to emphasize that when discussing difficult topics like
Inuit relocations, residential schools, dog slaughter and more, we must be sensitive and
avoid victim blaming. Always remind students that the experiences of the survivors are
not their fault and that they are not to blame for the hardships they faced. We should
highlight the strength and resilience of survivors rather than focus on the circumstances
that were beyond their control. Encourage a safe, compassionate classroom environment
where students feel comfortable learning and asking questions, while reinforcing the
importance of empathy and understanding.

. Day 1: Pre-learning

* As a class, watch a movie to add to students’ knowledge of Inuit and Canadian
history through a story from 1953, when the Canadian government relocated seven
Inuit families from Northern Quebec to the High Arctic.

o Broken Promises: The High Arctic Relocation (https://www.nfb.
ca/film/broken promises - the high arctic relocation, 52
minutes)

182 Righting Canada’s Wrongs Resource Guide


https://www.nfb.ca/film/broken_promises_-_the_high_arctic_relocation,

Class discussion

Discuss as a class: What did you learn from the movie? What do you still wonder?
Where did you see resilience and determination?

Discuss the difference between:

o Inuit (a group of people) versus Inuk (one person).
o Fiction (imagination) versus nonfiction (facts).

The next step of learning is to find one story in the resource and write that person’s
biography. Part of their story will be non-fiction (facts from the resource), and part will
be fiction (students creating a story), so the final result of their work will be fiction.

. Day 2: Independent Inquiry

Students browse the resource and read some personal stories of Inuit. Each student
finds one story that resonates with them. Remind students that they will write the
fictional part of the person’s biography.

o Encourage students to research online apologies that have happened since
the resource was published (such as the apology for slaughtering Inuit
dogs).

Each student reads parts of the resource, makes notes and adds annotation notes to the

resource as they go. Viewing the timeline on pages 136—137 might be helpful to the

students.

. Day 3+: Create a Story

Students pull out factual pieces of one person’s story, adding fictional ideas about their
life. They can work independently or in small groups.

The final presentations must have:

o Facts from the resource showing historical significance, such as: “Minnie
spent two years in the Mountain Sanatorium in Hamilton, Ontario, being
treated for TB.”

o Biography from birth to death, with details (most will be fictional), and
how relocation affected them.

o Points showing Inuit resilience and determination: such as in
“Strengthening Inuit Voices” (page 128) and “Promoting Inuit Culture”
(page 132).

o An explanation of how they felt about the government’s action and
apology.

The presentation style of each group is their choice: for example, a podcast, a mind
map, presentation slides, posters, a written speech or an interview.

When complete, groups present to the entire class or leave presentations to be viewed
by their classmates.
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Inuit Relocations: Lesson Plan 5

Apologies . . . Then What?

Objective
Students will explore and understand the historical and contemporary impacts of Inuit
relocations, residential schools and other events fostering critical thinking and a deeper

appreciation for Inuit survivance resilience and cultural heritage.

Key Take-Aways

* Inuit life was sustainable, with food, transportation, living and ways of life, before any
European contact with Inuit two hundred years ago.

*  Inuit were negatively impacted by the Canadian government over the last two hundred
years, with cultures and communities deeply affected.

*  Inuit stories are all different, but together they show the survivance and resilience of their

culture and Community.

Teacher Note

Remember that it’s okay for teachers to not know everything and say, “I don’t know;
let’s find out together.” We don't have to be experts on everything; the resource will help
guide us, and some questions can be left unanswered.

Content Warning: Let students know that the lesson will discuss Inuit relocations. Give
students space to opt out of certain activities if they feel uncomfortable. Offer alternative
activities, if needed.

Trauma Informed: It’s important to emphasize that when discussing difficult topics,
such as Inuit relocations, residential schools, dog slaughter and more, we must be
sensitive and avoid victim blaming. Always remind students that the experiences of the
survivors are not their fault and that they are not to blame for the hardships they faced.
We should highlight the strength and resilience of survivors rather than focus on the
circumstances that were beyond their control. Encourage a safe, compassionate classroom
environment where students feel comfortable learning and asking questions, while
reinforcing the importance of empathy and understanding.

. Day 1: Posters and Research Projects

*  Put up four posters around the room with one title on each poster: High Arctic
Relocations; Tuberculosis (TB) & Inuit Relocations; Inuit & Residential Schools;
Inuit Relocations to Settlements.

o Students rotate around the room, spending a few minutes at each poster:
What do they know? What questions do they have?

o They write directly on the poster their thoughts and questions about
each topic.
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Group Work

Divide the class into four groups for their research projects:

o Each group takes one of the four topics: High Arctic Relocations (pages
26-47); TB: Exiled for a Cure (pages 48-77); Leaving for School (pages
78-89); Relocating to Settlements (pages 90-109).

Review with students what each project should include (where possible):

o What: What was the situation? What was the problem?

o Where: Where did this happen? Where did the people go?

o Why: What were the reasons why the government acted this way? How
did Inuit respond?

o The Apology: When and why did the Canadian government apologize?

o Suggestion for non-Indigenous students: Take the role of a leader (such as
the RCMP, the Canadian government, an official) and write an apology to
Inuit affected by this situation.

o Then What: Students research online: What has happened since the
publication of this resource around your topic? For example: Has there
been another apology? Has there been a settlement?

o Survivance: Each presentation needs to include a story of Inuit survivance
and resistance.

o Extension: How is the topic connected to the 94 Calls to
Action? Use the resource Beyond 94: Truth and Reconciliation
in Canada (https://www.cbc.ca/newsinteractives/beyond-94).

The presentation style of each group’s project is their choice: a podcast, a mind map,
presentation slides, posters, a written speech, an interview, etc.

. Day 2+: Research Project

Start each class in circle for the remainder of the unit. Students can share one thing
they’ve learned so far. Or you can create a question to elicit feelings, thoughts and
analysis connected to the resource.

Vocabulary lesson: (noun, definition, example, root word)
o What is resilience? What is a survivor? What is survivance?
Students continue working on their research project.

o Note: This research project will probably take one to two weeks to
complete (depending on your schedule and students’ needs). Suggestion:
Use week one to collect information and organize, and week two to create
and finalize the presentation.

When the research projects are complete, groups present them to the entire class.

All students go around the room again and add another idea or learning to the four
posters on the wall (from Day 1): High Arctic Relocations; Tuberculosis (TB) & Inuit

Relocations; Inuit & Residential Schools; Inuit Relocations to Settlements.
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The Sixties Scoop: Lesson Plan 1

What Is the Story before European Contact?

Objective
Students will use an inquiry-based method to explore Indigenous life before European

contact.

Key Take-Aways

* Indigenous people and communities had rich lives and cultures prior to European
contact.

* Indigenous people have different stories and experiences. It is not a monolith culture.

*  Many cultural ways of being and knowing of Indigenous people that were present within

Indigenous cultures prior to European colonization continue today.

Teacher Note

Remember that it’s okay for teachers to not know everything and say, “I don’t know;
let’s find out together.” We don’t have to be experts on everything; the resource will help
guide us, and some questions can be left unanswered.

Content Warning: Let students know that the lesson will discuss the Sixties Scoop.
Give students space to opt out of certain activities if they feel uncomfortable. Offer
alternative activities, if needed.

. Day 1: Overview

Watch a short video (2:27) of The Word Indigenous ﬂ
(https://youtu.be/CISeEF TsgDA?si=89ry590mPGadLEww).

*  Students browse the “Life before the Sixties Scoop” section (pages 6-21) for a few
minutes.

* Discuss as a class (connect to prior knowledge):

o What do you already know about these topics?

o What stories have you heard of life in your Community before European
contact?

o What do you wonder? What questions do you have of Indigenous life
before European contact?

*  Watch a short video (1:15) of Pre-Contact and First Peoples E
(https://youtu.be/5bJtkhON{Os?si=g7yXKmw34GZa8H B). Discuss:

o What did you learn about First Peoples pre-contact?
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Independent Inquiry

* Students look through resource and choose one part of “Life before the Sixties
Scoop” (pages 6-21) to independently look at the pictures and read the captions of
that section. Students will ask themselves questions:

o What evidence through the stories shows the lives of Indigenous peoples
before European contact?

o What connections can you make to your family, your Community or the
land you are on now?

o What similarities in the lives of Indigenous people do you see now
compared to before European contact?

. Day 2+: Activity

Students choose how to show their learning from the resource. They can:

a) DRAW: Students can draw a picture (using whatever mode they’d like) of the
learning: make a collage of pictures, draw feelings, draw thoughts, draw stories.
Encourage them to be creative and be able to explain to a peer what stories are
in the drawings.

b) VIDEO: Students can jot down notes of their learning in a few points, adding
anything they've known or learned about life in their Community or the land
they are on before European contact. They will then record a short video (2 to 3
minutes) of their learning.

¢) WRITE: Students can complete a journal entry:

o Imagine you are a child in an Indigenous community before European
contact. Describe your day. What would you do? How would you feel
about your Community? What connection to your Community would
you have?

Sharing

* Ask who would like to share their learning with the whole class.

o Alternative: Divide the class into four groups. Each group goes to a
corner of the room, and students take turns presenting their learning
(drawing, video, thoughts from writing) to their small group.

* As a class: Discuss what students learned today about Indigenous life before
European contact.

* Optional homework: Students can ask their families what stories they have heard
about life before European contact.
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The Sixties Scoop: Lesson Plan 2

Learning from and with a Guest Speaker

If you work in a public school board, reach out to your Indigenous Education
department to arrange for a guest speaker with the proper protocols rather than cold
emailing someone you find online. Indigenous people work based on relationships,
and they will know people connected to the land you are on, in their Community, and
will help bridge that relationship for them to share their stories with you properly and
respectfully in the classroom.

Ask: “We are looking to have a guest speaker come in to discuss their story of being

a Sixties Scoop survivor. If they can teach or incorporate a skill they use (such as
drumming, smudging, singing) to tell their stories through this storytelling, that would
be an additional learning for us.” (Building cultural learning through storytelling is a
positive way for students to learn more.)

Objective
Students will learn about the Sixties Scoop through the personal story of a guest speaker,
who will foster respect, empathy and cultural understanding and will provide students

with multiple ways to reflect on their learning.

Key Take-Aways

+ Al Indigenous stories, although they are different, are true to the person.

It is important to learn more about an Indigenous guest or creator before learning from
and/or with them. Knowing their Nation or Community and learning about their
protocols is important to make a safe space for them.

*  Sixties Scoop survivors are healing through their storytelling and sharing with others.

Teacher Note

Remember that it’s okay for teachers to not know everything and say, “I don’t know;
let’s find out together.” We don't have to be experts on everything; the resource will help
guide us, and some questions can be left unanswered.

Content Warning: Let students know that the lesson will discuss the Sixties Scoop.
Give students space to opt out of certain activities if they feel uncomfortable. Ofter
alternative activities, if needed.

. Day 1: Pre-learning before the Guest Speaker Arrives

* Reading: Browse through the resource. Have students pick a part that stands out for
them. Read the section together, investigating the main text and the captions.

1. Remember that everyone’s story is different. Their story is true. There are
many stories. Each one is true and factual as it happened to them.
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2. Highlight the resilience and bravery of these people telling their story
now. Discuss: Why would they want to tell their story in a public way
through a book or through speaking to others? How could that be
healing for them?

*  Preparing for your guest: Spend some time learning about your guest and how to be
with them before they visit.

1. Who is your guest speaker? Place them: for example, Bob Joey, First
Nations, from (specific Nation or Community). Share what you know
about them. Does a student in class know them? Do they have a website?

2. Brainstorm questions that the class can ask them.

3. Review classroom expectations on how to treat a guest: how to show
active listening, how to sit in circle and listen to a story, how and when to
ask questions. Set up your visit for success!

4. Know the protocols for the guest (or ask the Indigenous Education
department in your school board). If it’s a relationship through someone
in your school, what do they need? Do they accept tobacco? If so, make a
tobacco tie for them.

5. Talk about how the stories of the guest are to stay in Circle. The personal
stories stay, and the learning of the Sixties Scoop is what we are going to
take away.

6. Ask what your guest needs on the day of their visit. Will they be doing a

presentation on screen or sharing oral stories?

. Day 2: During the Visit

* Students or staff can meet your guest at the school’s front door to welcome them.
Follow their protocols: for example, share with them the tobacco tie that was made
for them, if appropriate.

* Sit in a circle. Follow the guest’s lead as they share their story.

*  When the guest is finished sharing, students can ask questions.

. Day 3: After the Visit

Students choose how they'd like to reflect on what they heard and learned from the
guest speaker. They can:

a) WRITE a journal entry or a thank-you letter to the speaker.
b) DRAW what they've learned in the modality of their choice.

¢) TALK through a video recording, describing who visited, discussing some things
they heard, explaining things they learned, mentioning things they still wonder.
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The Sixties Scoop: Lesson Plan 3

Exploring the Timeline of the Sixties Scoop
in Canada

Objective
Students will understand the timelines of the Sixties Scoop and connect it to their own

life and community.

Key Take-Aways

* The Sixties Scoop happened over several decades, not just in the 1960s.

*  The stories experienced through the Sixties Scoop varied from one individual to another
and across Canada.

*  Apologies and correction of wrongdoings (settlements) by the Canadian government

continue today.

Teacher Note

Remember that it’s okay for teachers to not know everything and say, “I don’t know;
let’s find out together.” We don’t have to be experts on everything; the resource will help
guide us, and some questions can be left unanswered.

Content Warning: Let students know that the lesson will discuss the Sixties Scoop.
Give students space to opt out of certain activities if they feel uncomfortable. Offer
alternative activities, if needed.

. Day 1: Overview

Give students time to read the timeline on pages 104-105 independently.

* As students read the timeline, get them to think about (post the instructions for
students to read):

o What connections or prior knowledge can you apply to the timeline?
Students record their thoughts or questions on sticky notes, in a notebook
or using technology).

* Extension: Students browse through the resource to look at the pictures and read
some captions. Goal: Learn another story in the resource.

*  Pair and share: Students share with a partner on what they learned today.

*  Class discussion: What stood out for you? What was new information for you?
What was new knowledge for you? What didn’t you understand?
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. Days 2-4: Timeline

This activity might be longer depending on student engagement. Students can work
independently or with a partner.

*  Students create a timeline (digitally or on paper) of things that stood out for them
from the timeline at the end of the resource.

*  They pull out a few dates from the resource and add them to their own timeline.

* Have them make the timeline personal and show their knowledge. Prompting
questions:

o Were there stories of the Sixties Scoop in your Community? When did
things happen? If so, add them to your timeline.

o When were members of your family born? Plot a few of those on the
timeline.

o What has happened since 2023 (the end of the timeline in the resource)
that you could add to the timeline? Do some research on events,
announcements, apologies, financial settlements, etc.

Sharing

 Share the timelines on the classroom wall or in your online classroom for viewing.

 Sitting in Circle: Everyone can share one or two things from their timeline.
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The Sixties Scoop: Lesson Plan 4

Survivors’ Stories

Objective
Students will understand the concepts of survivance by exploring survivor stories related
to the Sixties Scoop and expressing their learning through discussion and creative media

projects.

Key Take-Aways

*  Sixties Scoop survivors might tell their story of resilience as an act of healing and
survivance.

*  There are many different stories from the Sixties Scoop: all stories are true and are
another part of Canada’s history and what was done to Indigenous people.

*  Understanding of the definition of what a survivor is and how they show survivance.

Teacher Note

Remember that it’s okay for teachers to not know everything and say, “I don’t know;
let’s find out together.” We don't have to be experts on everything; the resource will help
guide us, and some questions can be left unanswered.

Trauma Informed: It’s important to emphasize that when discussing difficult topics
like the Sixties Scoop or survivor stories, we must be sensitive and avoid victim blaming.
Always remind students that the experiences of the survivors are not their fault and that
they are not to blame for the hardships they faced. We should highlight the strength
and resilience of survivors rather than focus on the circumstances that were beyond their
control. Encourage a safe, compassionate classroom environment where students feel
comfortable learning and asking questions, while reinforcing the importance of empathy
and understanding.

Content Warning: Let students know that the lesson will discuss the Sixties Scoop.
Give students space to opt out of certain activities if they feel uncomfortable. Offer
alternative activities, if needed.

. Day 1: Overview

Before the Lesson

*  Vocabulary lesson: What is a survivor? (noun, definition, example, root word)
o Extension: What is resilience? What is survivance?

* Review with students: What reading strategies will you use?
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During the Lesson

Class discussion:

1. What do you know about the Sixties Scoop?
2. What stories have you heard?
3. How could storytelling be a way of healing for a Sixties Scoop survivor?

As a class, fill out a KWL (know, want to learn, learned) chart about the Sixties Scoop.
(A KWL chart has three columns: What do I know? What do I want to learn> What

did I learn?) Students will brainstorm answers for the first two questions.

Independent Inquiry

Think: Each student reads parts of “Survivors’ Stories” (pages 46—53) and/or watch a
video or two listed under “Watch the Video” in that section.

Pair and share: Students share what they’ve learned with a classmate. Encourage
them to ask each other questions about someone they read about in the resource.

o Extension: How did they show survivance? How did they show resilience?
Students share back with the whole class: What did you learn about a survivor’s story?

o Extension: Discuss examples of survivance and resilience from the
resource or from the students’ experiences.

. Day 2+: Activity

Students work with a partner and pick one survivor’s story told in the resource
through images, print or video.

They create a media story to honour one survivor’s story through slides, a mock
video interview, a news report, drawing animation or a medium of their choice.

o Goal: Show the story of one person who is a Sixties Scoop survivor.

Presenting

Set up students in four groups. Each group goes to a corner of the classroom. Each
person can share the survivor’s story that they chose. (If a student does not want to
present to a small group of peers, they can present only to the teacher, or the teacher
can view their work.)

As a class, return to the KWL chart. Fill in the “What I learned” section. (Note:
Make sure the timeline of the scoop happening not just in the 1960s comes up and
is a learning point for all students.)

Discuss with the class:

o What is similar about these stories? (e.g., The Canadian government did
this to them. It is not their fault.)

o What are some differences throughout the stories? (Point out that stories
vary, but they are all true.)

o How would we make our own definition(s) of a survivor?

o Extension: How would we define resilience and survivance?
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The Sixties Scoop: Lesson Plan 5

The Modern System: The Millennium Scoop

Objective
Students will explore the historical context and impacts of the Millennium Scoop
connected to the Truth and Reconciliation Commission of Canada’s Calls to Action and

understand the resilience and healing of survivors.

Key Take-Aways

* The Sixties Scoop in Canada has shifted into the Millennium Scoop, which is still
happening today.

*  The Truth and Reconciliation Commission created the 94 Calls to Action in 2015. Very
tew have been completed as of today.

* Agreements and apologies continue to come in from the government, churches and other

groups responsible for harm done to Indigenous people.

Remember that it’s okay for teachers to not know everything and say, “I don’t know;
let’s find out together.” We don't have to be experts on everything; the resource will help
guide us, and some questions can be left unanswered.

Trauma Informed: It’s important to emphasize that when discussing difficult topics
like the Millennium Scoop or survivor stories, we must be sensitive and avoid victim
blaming. Always remind students that the experiences of the survivors are not their
fault, and that they are not to blame for the hardships they faced. We should highlight
the strength and resilience of survivors rather than focus on the circumstances that
were beyond their control. Encourage a safe, compassionate classroom environment
where students feel comfortable learning and asking questions, while reinforcing the
importance of empathy and understanding.

Content Warning: Let students know that the lesson will discuss the Sixties Scoop.
Give students space to opt out of certain activities if they feel uncomfortable. Offer
alternative activities, if needed.

Before the Lesson

*  Put up five posters around the room, with one heading on each poster: Sixties
Scoop; Millennium Scoop; Calls to Action; Truth and Reconciliation; Settlement
Agreement.

* Students rotate around the room and reflect for a few minutes at each poster. They
add a note to each poster (on a sticky note or directly on the chart paper):

o What do they know (about the words on the poster)?
o What questions do they have?
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. Day 1: Overview

Think: Students independently investigate and read “The Modern System” section of
the resource (pages 80-91), including some videos listed there.

Pair and share: They discuss with a partner what they have learned.

Reflect: Students add a new learning to the Millennium Scoop poster from their
reading.
Class discussion:
o What is one thing that was interesting to you about the Millennium
Scoop?
o What do you still wonder?

. Day 2: Investigate and Discuss the TRC Calls to Action

Think: Students independently investigate, read and look through the “TRC Calls to
Action 1-5" section (pages 60—63), including the videos listed there.

Pair and share: Students discuss with a partner what they have learned.

o With that partner, students investigate Beyond 94: Truth E

and Reconciliation in Canada (https://www.cbc.ca/

newsinteractives/beyond-94). With evidence, have Calls to
Action 1 to 5 been completed? Are they in progress? Not started?

o Add your learning from Beyond 94 to the poster with Calls to Action 1
to 5 showing your evidence.

Reflect: Students add a new learning to the Millennium Scoop and/or Calls to
Action poster.

Class discussion:

o Share one thing you added to the poster or read from a classmate.

o How is the Millennium Scoop connected to Calls to Action 1 to 5?

o What conclusions can you draw about the number of completed Calls
to Action? What needs to happen next? What action can we take as
individuals?

o What do you still wonder about the Calls to Action or the Millennium
Scoop?

Day 3: Investigate and Discuss Provincial Apologies, Final Settlement
Agreement and Timeline

Think: Students independently investigate, read and look through these sections,
including the videos linked in the resource:

1. Provincial Apologies (pages 64-69)
2. The Final Settlement Agreement (pages 92-93)
3. Timeline (pages 104-105)
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*  Pair and share: Students discuss with a partner what they have learned.

o With that partner, students read Calls to Action 1 to 5 again  pe
using the online tool Beyond 94: Truth and Reconciliation ::
in Canada (https://www.cbc.ca/newsinteractives/beyond-94).

What personal connections can be made to these Calls to Action?

* Reflect: Students add a new learning to the Settlement Agreement and/or Calls to
Action poster.

*  C(lass discussion:

o Share one thing you added to the poster or read from a classmate.

o How are the apologies and the settlement connected to the Millennium
Scoop?

o How are the apologies and settlement connected to Calls to Action 1 to 5?

. Day 4: Investigate and Discuss Moving Forward

* Think: Students independently investigate, read and look through the “Moving

Forward” section (pages 94-103) in the resource, including the videos listed there.
*  Pair and share: Students discuss with a partner what they have learned.

* Reflect: Students write (in their notebook, class journal, online classroom) their
reflections on “moving forward.”

e (Class discussion:

o Should there be an order to the posters? How are they connected?

o How are survivors of the Sixties Scoop and Millennium Scoop showing
resilience? How are they healing and moving forward?

o What do you still wonder?

. Day 5: Activity/Reflection

Students choose how to show their learning from the resource. They can:

a) WRITE a letter to a survivor of the Millennium Scoop, celebrate the person
moving forward and ask any questions they still have. (Note: These letters are for
reflection/ assessment only and are not to be mailed.)

d) MAKE A POSTER: Create a poster of how the Millennium Scoop is
connected to Calls to Action 1 to 5, an apology and/or settlement, and how
the survivors are moving forward. Students can draw, make a web, add written
details or add photos from the internet or magazines.

e) DO A PODCAST: Create a podcast with a partner to highlight a survivor
and celebrate their healing and moving forward from the Millennium Scoop.
This podcast could be set twenty years from now, interviewing the survivor but
centring on their survivance.
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Glossary

Definitions provided here are taken from the following document: Province of British
Columbia. British Columbia Multicultural Advisory Council. Strategic Framework for
Action: A Strategy to Stimulate Joint Action on Multiculturalism and the Elimination of Racism
in British Columbia. Vancouver, 2005.

anti-racism: The practice of identifying, challenging, preventing, eliminating, and
changing the values, structures, policies, programs, practices, and behaviours that
perpetuate racism.

bias: An inclination or preference based on something other than facts or evidence.

discrimination: The practice or act of making distinctions between people on the
basis of prejudicial attitudes and beliefs, which leads to the inequitable treatment of
individuals or groups.

diversity: The variety of characteristics all persons possess that distinguish them as
individuals and identify them as belonging to a group or groups. Diversity is a concept
that includes notions of age, class, culture, ability, ethnicity, family, sex, language, place
of origin, race, religion, and sexual orientation, as well as other characteristics that vary
among people and groups within society.

ethnicity: A social and political term used by individuals and communities to define
themselves and others. Specifically, “ethnicity” refers to a person’s cultural background,
including his or her language, origin, faith, and heritage. Ethnicity comprises the
ideas, beliefs, values, and behaviour that are transmitted from one generation to the
next. Ethnicity tends to be perceived in terms of common culture, history, language, or
nationhood. Ethnicity and ethnic identity are interchangeable terms.

hate: An intense dislike of, and contempt for, another person or group of people.

hate/bias crime: A hate/bias crime is a criminal offence committed against a person
or property, which is motivated by the suspect’s hate, prejudice, or bias against an
identifiable group based on race, national or ethnic origin, language, colour, religion,
sex, age, mental or physical disability, sexual orientation, or any other similar factor (as
defined in section 718.2 of the Criminal Code of Canada) (definition from Hate/Bias
Crime Pocket Guide). Verbal intimidation, assault, and vandalism are the most commonly
reported types of hate crimes.

multiculturalism: Refers to a society that recognizes, values, and promotes
the contributions of the diverse cultural heritages and ancestries of all its people.
A multicultural society is one that continually evolves and is strengthened by the
contributions of its diverse peoples.
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prejudice: A preconceived idea or judgment toward a group, based on perceived ethnic
or ancestral characteristics that result in a belief that members of that group are inferior.

racial discrimination: As one of the many signatories to the International
Convention on the Elimination of All Forms of Racism in 1969, Canada agreed to the
following definition of racial discrimination found in Article 1: “Racial discrimination”
shall mean any distinction, exclusion, restriction, or preference based on race, colour,
descent, or national or ethnic origin, which has the purpose or effect of nullifying or
impairing the recognition, enjoyment or exercise, on an equal footing, of human rights
and fundamental freedoms in the political, social, cultural, or any other field of public

life.

racism: A set of mistaken assumptions, opinions, and actions resulting from the belief
that one group of people categorized by colour or ancestry is inherently superior to
another. Racism may be present in organizational and institutional policies, programs,
and practices, as well as in the attitudes and behaviour of individuals.

stereotyping: Refers to a belief that certain people are exactly the same, just because

they have some things in common (such as skin colour, origin, ancestry, physical
condition, habits, wealth or lack thereof, occupation, age, sexual orientation, etc.).
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