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Introduction

Welcome to the fourth issue of the Mavericks’ Education Journal!
We hope that you will enjoy this exciting issue of the Mavericks’ Education Journal. In our first section,
contributors share articles on topics of interest in the field of education. These topics include homework, the
Common Core, and Response to Intervention (RTI). In the subsequent section, we explore different and wideranging topics of historical debate analyzed in several academic literature reviews. Our third section presents an
opportunity for contributors to share creative writing pieces. In this section, we present a poem entitled “Sweet
Thing.” Our final section includes book and museum reviews.
This journal would not have been possible without the hard work of those students whose submissions are
published in this issue. We would therefore like to thank them. We would also like to acknowledge those
faculty members who contributed submissions and/or nominated student work included in this issue: Dr.
Alexandra Miletta, Dr. Terri Germain-Williams, and Dr. Eric Martone.
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Homework: Beneficial or Just Dreadful?
Alex Pimentel

When many of us parents and educators were growing up, there was always something that we expected
at the end of the day: homework! We have always thought that homework has been good practice for what we
worked on earlier during the day, but studies are showing differently. With the school day becoming longer in
many states across the nation, the time for a student to get home, have dinner, and spend time with his or her
family leaves little time for a student to spend hours doing daunting work.
Of course, there are two sides to this argument. Many proponents of homework contend that “life is
filled with things we don’t like to do, and that homework teaches self-discipline, time management and other
nonacademic life skills.” Others challenge this popular notion, arguing that “if kids have no choice in the matter
of homework, they're not really exercising judgment, and are instead losing their sense of autonomy”
(Sorrentino, 2013). The problem could stem from elementary school, where homework is usually given daily
and is nothing too daunting. In most cases, parents are able to assist their children with this homework if need
be. However, when students move on to middle school and high school, and the simple homework turns into
projects, longer and more difficult mathematics, more reading, more research, and so forth, problems can occur.
Many that oppose homework think that if homework has no educational tie besides a continuation of
what was done in class, then students can and will begin to lose interest not only in the class, but the topic as a
whole. This is something we don’t want to encourage from our students. As Kohn argues, “after spending all
day in school, our children are forced to begin a second shift, with more academic assignments to be completed
at home. This arrangement is rather odd when you stop to think about it, as is the fact that few of us ever do stop
to think about it” (Kohn, 2012). Although there are jobs where work comes home with them—teachers
included—there are even more where work stops when they leave work. Doing work at home is something that
many wouldn’t even consider because their time away from work is valuable and detracts from time devoted to
themselves, their family, God, etc. If this is something adults would dread, why put our children through it? If
you have a child that loves to read and write, and this time is being taken away by doing homework, what do
you think will happen to this child’s desire to read and write after spending countless number of hours doing
homework? Still believe that “more time spent on a task produces better results, or that because practice is
required to be a good athlete or musician, it’s also at the heart of intellectual growth.” Kohn, however, perceives
his view as incorrect because one “can't ‘reinforce’ understanding the way you can reinforce a behavior” (Kohn,
2012). This is something to which many fall victim, both parents and educators included. Unfortunately, the
“practice makes perfect” approach doesn’t always apply to academics, even more so if such a student is being
forced to do it. Students will be better readers if it is something that is done with them at an early age, but a high
school student being told to read a book may find alternate means of actually doing so (such as Cliffnotes, the
internet, a movie adaptation, etc).
Just as there is research from academics supporting the banning and/or limiting of homework, there are
some studies (although less in number) that support the usage of homework. Harris Cooper, for example,
contends that homework should be given to students, but on a limited basis. According to an article for Duke
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Today, Cooper argued that “even for high school students, overloading them with homework is not associated
with higher grades” (Duke Today Staff, 2006). His research has shown that homework length should be grade
level based. He feels that the research is consistent with the “10-minute rule,” suggesting the optimum amount
of homework that teachers ought to assign. The “10-minute rule” is a commonly accepted practice in which
teachers add 10 minutes of homework as students move from one grade to the next. In other words, a fourthgrader would be assigned 40 minutes of homework a night, while a high school senior would be assigned about
two hours of homework. For upper high school students, after about two hours’ worth of homework, “additional
homework was not associated with higher achievement” (Duke Today Staff, 2006). Cooper also suggests that
factors surrounding education, such as race, socioeconomic status, and the abilities of the students should be
considered (Duke Today Staff, 2006). At a time when where poverty goes hand-in-hand with many negative
effects in a student’s education, Cooper says that there isn’t enough research on such things that would give us a
deeper look into the value of homework. Professional and upper class parents want their children to be
challenged to perform to the best of their abilities and be prepared for success in the real world. Additionally,
the current general consensus of most Americans’ opinion on homework appears to retain the notion that the
more the teacher assigns, the better the school. More homework is sometimes correlated with schools that offer
“rigor and challenge” (Rhodes and Wilson, 2010). With all the research surrounding us, why do we still dish out
homework to our students? Part of the reason is the pressure placed on teachers, students, and administrators to
succeed. Success is currently measured by results on standardized tests. Many believe that doing countless
problems, worksheets, and activities will help increase the score a student will get on a standardized test.
However, much research suggests otherwise. A comparative study of children in China, Japan, and two U.S.
cities indicates no correlation between time spent on studying and academic achievement (Sorrentino, 2013).
With so much pressure from the top down, we are in turn creating more work for our students and teachers by
giving them countless assignments to work on at home. Are they learning anything? Chances are they aren’t and
it won’t have a great impact on their standardized test scores and success in life.
Are students doing homework? We always have to look at both ends of the spectrum, obtaining the point
of view of those that are being given and doing the homework: the students. Teachers often find that “a number
of students do not complete homework assignments for various reasons, and have long experienced the
frustration of students who do not or will not complete their homework assignments” (Rhodes and Wilson,
2010). Teachers have heard all the excuses for not getting homework done in a timely manner and many will
accept late homework from students just to provide the opportunity for them to increase their grade. Among the
most frequent reasons is that students “do not know how to do the work. Some students reported now knowing
how to begin the homework assignment, and in some cases they do not understand the instructions for their
assignment as given by the teacher. If a teacher does not grade the homework and return it to the students the
next day or quickly thereafter, the students report feeling like they have wasted their time on the activity.”
(Rhodes and Wilson, 2010)
There are two sides to the story, as there are parents that feel that their children are being overwhelmed
with homework. Parents want teachers “to be mindful of the amount of work they assign students and not
underestimate the amount of time it will take the student to finish the work. Some families want to decide how
they spend the majority of their evening and not the school system” (Rhodes and Wilson, 2010). This is one
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aspect that needs serious consideration, as there are plenty of factors that need to be taken into account. If the
student is involved in an extracurricular activity, for example, this activity occupies time after normal school
hours. The student still has to make it home, have dinner, spend time with his or her family, and get the
recommended amount of sleep (7-9 hours). Granted that he or she will likely have some time to work on
homework, it seems like school is taking more time out of a student’s life than most adults’ jobs.
With all the research done and class days being extended, many teachers are taking a “no homework”
approach. This approach entails the students completing classwork as homework. Homework is not formally
assigned, but students will typically have to finish at home any class work not completed during the school day.
This is a revelation many families have been wishing for. With many children coming home after a long day at
school, only to spend countless additional hours working on homework, it has taken time away from things like
family time, extra-curricular activities, hobbies, and even a good night’s sleep” (Swartwood, 2016). These are
things help with a child’s development and get a student into a positive routine that will allow his or her
experiences a home to help shape and relate to the education he or she is receiving in the classroom. The
homework conversation isn’t one that is going to go away anytime soon, and with studies showing more
benefits to not having homework in comparison to having homework, there should be a solid mixture of both
approaches. The best approach, then, might be an extension of what was not completed in the classroom. At the
end of the day, teachers will do what they feel is best for everyone to be successful, themselves and their
students.
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Common Core
Meaghan Kenny
The Common Core is a group of standards broken down into two separate categories—mathematics and
English language arts—that build upon each other as students move through kindergarten to grade twelve. As a
result, they set guidelines for what students should know and be able to do at the end of each grade level. The
Common Core, put forward to ensure that students would graduate high school with the skills and knowledge
needed to succeed in college and in their future careers, was developed because many believed the United States
was losing ground when it came to academics compared to other countries and that the No Child Left Behind
system was not working. Whether the Common Core is the answer to this dilemma has been a contested topic of
debate, but the standards have been adopted by forty-two states and four U.S. territories.
What is the Common Core?
Before the start of Common Core, each state had its own set of standards and proficiency exams that
were used to determine if students had achieved desired learning goals. With standardized testing showing
general weaknesses, as well as the perception that the United States was falling behind other countries in regard
to mathematics, science and the language arts, some thought that a set of universal standards that would prepare
students for college was the best way to proceed. This idea, with the help of the National Governors Association
(NGA) and the Council of Chief State School Officers (CCSSO), gave birth to the Common Core. These
standards were released in draft form in 2009 to solicit input from teachers, administrators, and experts (Sloan
2010). According to the Common Core website, the standards:
•

Are aligned with college and work expectations;

•

Are clear, understandable, and consistent;

•

Include rigorous content and application of knowledge through high-order skills;

•

Build upon strengths and lessons of current state standards;

•

Are informed by other top-performing countries so that all students are prepared to succeed in
our global economy and society; and

•

Are evidence-based. (Common Core Standards Initiative, 2016)

Common Core was initially meant to build upon No Child Left Behind in a more productive manner.
However, No Child Left Behind, introduced by the Bush administration in 2001, enabled each of the fifty states
to have their own set of standards and testing. A major problem was that a student who was considered passing
in one state might be failing in another (Applebee, 2013). This led to the development of the Common Core,
which is divided into English language arts and mathematics standards. The standards are subsequently broken
up by grade level and listed online for easy access by teachers and parents. A statement regarding the standards
from U.S. Secretary of Education (2010) Arne Duncan states: “The [Common Core standards] will help
teachers, students and parents know what is needed for students to succeed in college and careers, and will
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enable states, school districts and teachers to more effectively collaborate to accelerate learning and close
achievement gaps nationwide” (Sloan, 2010). However, to truly understand the Common Core, as well as the
arguments for and against it, both sets of standards must be explored.
English Language Arts
The English language arts (ELA) standards are for grades K-12 and focus on critical thinking and higher
order skills, rather than memorizing facts and/or vocabulary. The skills that the ELA standards put forward are
those intended to make a positive impact on students’ lives after high school—meaning college and their future
careers. A movement away from certain genres of literature, such as Shakespeare and broader British Literature,
has also occurred due to the Common Core (Robbins, 2013). Skills such as “finding a main idea,” however, can
be applied to any type of literature.
The ELA standards also cover history/social studies, and science and technical subjects. Focusses
include writing; speaking; language; and reading of literature, informational texts, and foundational skills
(Common Core Standards Initiative, 2016). Standards are broken down into grade level and subject area.
Students need to master each standard in their grade level before moving on. Reading standards are divided into
three categories: 1) key ideas and details, 2) craft and structure, and 3) integration of knowledge and ideas. They
are also divided into a range of reading and level of text complexity. An example of a craft and structure
standard for kindergarten would be: “ask and answer questions about unknown words in a text” (Standard:
CCSS.ELA-LITERACY.RL. K.4). While an example of a standard in the same area for tenth grade would be:
“Analyze how an author's choices concerning how to structure a text, order events within it (e.g., parallel plots),
and manipulate time (e.g., pacing, flashbacks) create such effects as mystery, tension, or surprise” (Standard:
CCSS.ELA-LITERACY.RL.9-10.5).
Specific standards for science and social studies do not begin until grade six and continue through grade
twelve, although literacy takes priority within those standards. It seems that science and social studies take a
back seat when being placed under the broad ELA standards. Many find this strange, as science is one of the
areas in which the United States is perceived as lagging in regard to other countries.
Mathematics Standards
According to the Common Core website, the mathematics standards were created to solve the problem
of underachievement in the United States when compared to other countries. It was decided that mathematics
must become more focused and coherent in order to compete with the leading countries across the world. The
standards claim to be more organized than their predecessors and have greater “real world” applications
(Common Core Standards Initiative, 2016). The math standards for kindergarten through fifth grade are meant
to provide students with a “solid foundation in whole numbers, addition, subtraction, multiplication, division,
decimals and fractions.” These standards are meant as building blocks for the more complex math students will
learn in middle school and high school (Sloan, 2010). Once students get to high school, math is focused on real
world applications, including college and career preparation.
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In grades one through five, there are several sections of mathematic standards that students must learn.
These include counting and cardinality, operations and algebraic thinking, number and operations in base
ten/fractions, measurements and data, and geometry. Once students reach sixth grade, ratios, statistics,
probability, and expressions/equations become the focus of the standards. Finally, there are six standard areas
for high school students: number and quantity, geometry, algebra, functions, modeling, and statistics and
probability (Common Core Standard Initiatives, 2016). Each of these areas of standards can be broken down
even further into sub-categories that allow for more information to be taught in separate units that build on each
other.
An example of a seventh-grade math standard in the area of “the number system” would be as follows:
“Understand that multiplication is extended from fractions to rational numbers by requiring that operations
continue to satisfy the properties of operations, particularly the distributive property, leading to products such as
(-1)(-1) = 1 and the rules for multiplying signed numbers. Interpret products of rational numbers by describing
real-world contexts” (Standard CCSS.MATH.CONTENT.7.NS.A.2.A). This standard is meant to build upon
what the students learned in previous years about multiplication and division. As you move through the
standards into higher grade levels, the standards get longer and more complex, asking students to apply several
concepts they have learned in the past. As stated above, there are sub-divisions of material that go along with
each standard. For example, within the geometry standards, there is a category of standards about circles. An
example of one of these standards is: “Derive using similarity the fact that the length of the arc intercepted by
an angle is proportional to the radius, and define the radian measure of the angle as the constant of
proportionality; derive the formula for the area of a sector” (Standard: CCSS.MATH.CONTENT.HSG.C.B.5).
The Arguments
There are arguments both for and against the Common Core, and these arguments come from parents,
teachers, and administrators alike. Some argue that the standards make things more difficult for students and
omit many key areas of science and social studies. Others argue that this is the path we must take to get our
children back to a competitive level with other countries. When reading material explaining the Common Core,
two key elements are always mentioned: college and careers. The goal of the Common Core is to prepare
students for both of these important parts of their futures. However, some argue that starting for this in
kindergarten is too much. Has enough research been done on the effects of these rigorous standards on the
development of kindergarteners?
Another argument based around he Common Core is focused on teachers. Many feel that teachers are
not adequately prepared and/or supported to teach these standards. For example, in regard to second grade math,
students are expected to show their work and this is now just as important as showing the answers; however, the
way in which student work is expected to be shown is entirely different than the way many veteran teachers
would have learned it. Many critics of the standards questioned whether they provide enough direction for
teachers given the short time they have had to adapt to the new system (Sloan, 2010).
In the article, “The Common Core State Standards: Two Views,” two scholars take on different sides of
the Common Core argument. Jane Robbins is against the Common Core, calling it unconstitutional and
Mavericks’ Education Journal 4 (2016-2017)

9

claiming it is a guise, actually training students for jobs instead of teaching them important information.
Robbins particularly dislikes the ELA standards, calling them a combination of two strains of thought:
“educating the work force, and shaping students to accept particular thoughts and beliefs” (Robbins, 2013). She
argues that the ELA standards remove classic literature from the classroom in favor of non-fiction works;
consequently, classics are being thrown to the side. Robbins concludes her part of the article by reiterating her
distaste for the Common Core and the idea of generalizing all education, claiming that this will not “result in
better citizens.” On the other side of the argument is Mark Bauerlein, who presents many of the points that
Robbins makes as extreme. He does, however, agree with her that British literature has all but vanished from
the curriculum and that it is a shame. He subsequently dissects several of the ELA standards to point out what
Robbins might have presented—in his view—as incorrect. Bauerlein uses the rest of his argument to present
ideas to include a better variety of reading material into the standards as well as ideas for testing these
standards. He pushes for more historical literature to appear in the standards and for these works of literature to
feature authors of different races, religions, and genders (Bauerlein, 2013).
Conclusion
These are just a few of the arguments and issues that have been presented since the Common Core came
to fruition in 2010. Currently, forty-two states have adapted the Common Core standards, with five states
refusing to use them. As with any type of education reform, it will be easier to look back and see what did not
work a few years from now. That is how the Common Core came to be in the first place, as a replacement for
No Child Left Behind. It is difficult to predict where the Common Core will end up over the next few years.
New administrations often bring new ideas, and the Common Core could go the way of No Child Left Behind.
While some may not see this as a bad thing, it remains important to try to keep our education system in peak
form. We want our students to have the best education available to them, but one that benefits their future as
well. Only time will tell if the Common Core will be truly successful.

Annotated Bibliography
Applebee, A. N. (2013, September). Common Core State Standards: The Promise and the Peril
in a National Palimpsest. Retrieved October 30, 2016, from
http://www.ncte.org/library/NCTEFiles/Resources/Journals/EJ/1031sep2013/EJ1031Common.pdf
This journal covers both the promise of the Common Core State Standards and the perils
of those same standards. The Common Core shows promise through college and career
readiness, shared responsibility for literacy, providing a central place for writing, and by
offering a useful vision of reading comprehension. However the perils, as explained by
Applebee, include standards that do not vary much from grade to grade, the lack of
teaching students fundamental skills such as research, and the lack of a developmental
model for writing.
Common Core State Standards Initiative. (2013, May 23). Retrieved November 28, 2016, from
http://www.corestandards.org/
Mavericks’ Education Journal 4 (2016-2017)

10

This website provides all the information needed on Common Core. It also explains the
standards and lists all math/ELA standards for public view.
Daro, P. (n.d.). Phil Daro - SERP | Mathematics Common Core Standards. Retrieved October
30, 2016, from http://serpmedia.org/daro-talks/
Phil Daro speaks to principles that he and the other Common Core State Standards
authors established when forming the standards. He also discusses the intention of the
standards and their vision. Daro talks about the potential that the CCSS-M have to effect
change in education in the United States.
Implementation of the Common Core State Standards. (2013, September). Retrieved October 30,
2016, from http://www.ncte.org/library/NCTEFiles/Resources/Journals/CC/0231sep2013/CC0231Brief.pdf
This particular journal issue discusses Common Core implementation. A learning theory
is brought up stating that children learn best when they have opportunities for hands-on,
collaborative, manipulation of real world problems and data. Also discussed is how
students will be assessed when it comes to Common Core, these are usually computer
tests consisting of short answer questions and various tasks.
Robbins, J., and Bauerlein, M. (2013, April 16). The Common Core State Standards: Two
Views. Retrieved October 30, 2016, from
https://www.nas.org/articles/the_common_core_state_standards_two_views
This journal article takes two different views on the matter of Common Core and offers
arguments both for and against the program.
Sloan, W. (2010, December). Coming to Terms with Common Core Standards. Retrieved
October 30, 2016, from http://www.ascd.org/publications/newsletters/policypriorities/vol16/issue4/full/Coming-to-Terms-with-Common-Core-Standards.aspx
This article offers a deeper look into what makes up the Common Core Standards as well
as how they compare to past programs and standards. This article was written before
Common Core was adopted by many states, so it explains how the Common Core works
and what it hopes to accomplish. The author also explains what lead to the Common
Core being drawn up.

Mavericks’ Education Journal 4 (2016-2017)

11

Mavericks’ Education Journal 4 (2016-2017)

12

Response to Intervention
Kathleen Conboy
Response to Intervention (RTI) is a systematically multi-tiered approach to assist students with
educational and/or behavioral struggles, closely monitoring and tracking a student’s progress “as interventions
are put forth to enhance the child’s learning in specific targeted areas of concern” (rtinetwork.org). RTI relates
to a collection of practices that involve identifying academic risk, intervening prior to full-blown academic
failure with increasingly intensive interventions, and monitoring student growth. Schools use this systematic
approach to reach all struggling students or those thought to be at-risk. RTI introduced a perspective on teaching
and learning that is different from the traditional approach used in many schools. The differences include varied
instructional settings and assessment as well as interventions targeted to individual student needs.
How RTI Works
The RTI system begins with the implementation of high-quality instruction in the general education
classroom. Universal screening—a step taken by school personnel early in the academic year to identify or
predict students who may be at risk for poor learning outcomes—is done. As the universal screening occurs,
struggling, or “at-risk” learners receive a multi-tiered approach using research-based interventions to support
the areas of weakness they have shown. Education personnel monitor the child’s progress closely to assess the
child’s learning rate and individual levels of performance. As this occurs, personnel make educational decisions
based on the intensity and duration of the interventions, or changes in instructing a student in an area of learning
or behavioral difficulty to improve performance and achieve adequate progress (rtinetwork.org). In order for
RTI to work, specific and essential components must be followed and implemented:
High-quality, scientifically based classroom instruction. All students receive high-quality, researchbased instruction in the general education classroom.
Ongoing student assessment. Universal screening and progress monitoring provide information about a
student’s learning rate and level of achievement, both individually and in comparison with the peer
group. These data are then used when determining which students need closer monitoring or
intervention. Throughout the RTI process, student progress is monitored frequently to examine student
achievement and gauge the effectiveness of the curriculum. Decisions made regarding students’
instructional needs are based on multiple data points taken in context over time.
Tiered instruction. A multi-tier approach is used to efficiently differentiate instruction for all students.
The model incorporates increasing intensities of instruction offering specific, research-based
interventions matched to student needs.
Parent involvement. Schools implementing RTI provide parents information about their child’s progress,
the instruction and interventions used, the staff who are delivering the instruction, and the academic or
behavioral goals for their child” (rtinetwork.org).
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A survey conducted by a team of administrators, special education teachers, and state directors in the
field of special education revealed that a growing number of districts are implementing RTI or have already
begun to implement the RTI process. According to the 2009 Response to Intervention Adoption Survey
conducted by Spectrum K-12 School Solutions, about 71 percent of respondents indicated that their districts
were piloting RTI, using RTI , or in the process of districtwide implementation, compared to 60 percent in 2008
and 44 percent in 2007 (Pascopella, 2010).
The Systematic Approach
As educators implement RTI, all students shall receive high-quality, research-based, and appropriate
instruction in the regular education classroom aligned with state learning standards and grade level performance
indicators for the general education subjects. Differentiated instruction—a method of providing students of
varying abilities different ways or approaches to learning—must be implemented to meet the wide range of
students’ abilities. The next area in following the systematic approach when implementing RTI is on-going
student assessment. Formative assessments, including diagnostic testing, include various formal and informal
assessment procedures conducted by teachers during the learning process in order to modify teaching and
learning activities to improve student learning. (Rush, Dobbins, and Kurtts, 2010). The student’s progress needs
to be formally assessed using methods that will identify the student’s progress accurately by measuring the
student’s proficiency levels. When RTI is implemented effectively in the early grades, “the anticipated outcome
is that students who are struggling readers will be identified early and provided intervention. Even with an
effective RTI process in place in Grades K–3, however, there will continue to be students in the later grades
who require intervention to support their reading development. For schools, this means that a system for
screening to identify struggling readers needs to continue beyond the early elementary grades into the middle
and high school grades” (rtinetwork.org). Education personnel often use progress monitoring to track the
student’s performance, determine whether the instructional support is working, and provide information to the
student’s teacher with recommendations on areas to adjust to meet the student’s needs. Once education
personnel have implemented the systematic approach for the student and indicators are present that the student
may be “at-risk,” or struggling, this is when the RTI process can begin.
The RTI Process - Tiered Instruction
Tier I
To begin the RTI process and examine the tiered system, we begin with Tier 1 and the research-based,
quality instruction at this level. All students in the regular education classroom receive this instruction. Those
children who may be showing areas of weakness or exhibit behavioral concerns are closely monitored. Their
progress through implemented interventions are assessed. These children will receive interventions for a
specific time, typically 6-8 weeks. If there are indicators indicating that the student is making progress at a
lesser rate than the other children in the classroom, the interventions can remain part of the student’s instruction
and return to the regular classroom curricula. For those students that do not indicate growth in a specific area
after the interventions have been in place for the chosen time, the child will move into Tier II.
Tier II
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Tier II focuses on a more intensive instruction matched to the student’s needs according to levels of
performance and rates of progress. The intervention will typically take place in small group instruction. In
kindergarten to grade three, the typical areas of instruction focus on reading and math. A longer timeframe may
be required for the students in Tier II, but typically some indicators show progression in areas of weakness. The
time-period should not exceed a full marking period. Closely monitored progress is vital in Tier II and
documentation of the student’s growth is also important. When universal screening identifies a student for more
intensive intervention, educators use targeted instructional strategies. Effective progress monitoring reveals
whether these strategies are helping. During Tier II, educators will work with a student to “identify the student’s
current performance level, create learning goals and implement evidence-based interventions” (nwea.org).
Educators will also “monitor the student’s academic performance regularly and determine if the interventions
were successful and make adjustments if necessary” (nwea. org). If a student continues to show little or no
progress during the intervention period of Tier II, he or she will typically move on to Tier III.
Tier III
During this level of RTI instruction, the interventions for the child become more intensified and often
individualized. This allows for the student to concentrate and respond to the instructor, and includes giving the
student direct feedback to his or her responses. To provide greater focus to Tier III instruction, teachers can
modify the overall lesson pace so that it is slow and deliberate (that is, more intensive). Teachers implementing
Tier III instruction can focus on the pace of lessons by focusing on a single component of a lesson (Institute of
Education Sciences, 2009). During Tier III instruction, often a reading coach, AIS specialist, or even a special
education teacher may do the interventions. The child in Tier III may be closely monitored by these
professionals as a last effort before being recommended for special education services and review. In some
states, Tier III intervention is required before any eligibility decision for special education (Bender, 2009;
Kame’enui; 2007; NASDSE, 2006).
Parental Support
Parent involvement plays a critical part of the RTI process. This area of the RTI intervention model
during its implementation focuses on parent permission, approval, and support, which play a major role in the
process. Parents should be kept well informed of RTI and be welcomed as full participants for team meetings on
the progress of their child. Parents can often bring “unique and valuable information about their child to RTI
Team discussions” (Wright, J. (2007). Meanwhile, parents should communicate with their child’s teacher on a
regular basis and encourage their child to do his or her best in school. Parents should also familiarize
themselves with any tests their child may be asked to take or have taken. A child’s teacher or even
administrators will be supportive and willing to assist parents with any questions. Parents can also assist their
child at home with many at-home based strategies. The child’s teacher can provide parents with resources and
interventions that can be done at home. All of these efforts can support a child in the steps to a successful
program to support and steer him or her in the direction for being a successful student.
Pros and Cons for RTI
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There are always pros and cons to any approach when identifying children who may have a learning
disability, are struggling learners, or have behavioral concerns. RTI has faced its share of controversy among
educators, administrators, and the public. Concerns often focus on how this model identifies students suspected
of having a learning disability. It provides no clear guidelines or objective means to determine what
interventions are proven effective, or considered appropriate levels of the interventions. RTI is thus considered
to be a subjective process. In some instances, mainstream teachers may achieve successful results using
appropriate interventions. They may begin to see results within the first few weeks of implementing them. Still,
other teachers, even special education teachers, may not see or may have difficulty providing any level of
appropriate interventions. As all children learn at varying levels, even struggling students have a tendency to go
off-task and keep up with their classmates. Other negative sides to RTI include the dilemma of students still
being classified. A purpose of RTI is to decrease the number of children who are being classified and placed
into special education classrooms. Further, students may miss out on things in a regular classroom when they
are pulled out for specialized interventions. This could cause children to feel inadequate if they are not
performing the same tasks as their classmates. Lastly, it can be costly to hire specialists and train individuals in
the program.
Research on RTI
Research on RTI is limited. The fact that RTI has so many components makes it difficult for researchers
to obtain legitimate studies on the entire process. Instead, research has been done in increments of the three tiers
to provide documentation on the RTI framework. In the case of RTI, “we have to examine the sum of the parts
to evaluate the whole because components of an RTI model, unlike a schoolwide model, can be examined with
rigorous research over long periods of time” (rtinetwork.org). RTI is thus difficult to fully research and obtain
summative results. Although there are rigorous steps to follow with the implementation of RTI, every school
district will begin with Tier I and although a large percentage will move to the next tier, it can be difficult to
obtain research on the process as a whole (rtinetwork.org).
Conclusion
RTI can be a positive support system when implemented correctly into a school district. Core principles
of an effective RTI program should include ways to effectively teach all children. When making decisions, data
based strategies should be used and early intervention is most effective. Problem solving should be used
efficiently within a multi-tiered model. Further, student progress is monitored to inform instruction and ongoing
assessments. When a school district implements an effective RTI program, districts need administrative support,
teacher efficacy, parent involvement, and data collection management systems. Ultimately, the goal is to meet
the needs of children who are academically struggling. Through RTI, educators can make strides in a current
educational model of academic strategies to ultimately meet these needs.
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Scholarly Literature Reviews in History
Introduction by Dr. Eric Martone
Teacher candidates in HSTE 533: Critical Issues in US History and HSTE 534: Critical Issues in Global
History developed literature reviews as a culminating project. Candidates selected a topic of historical debate
and analyzed divergent interpretations from several leading historians. In this process, candidates became
better acquainted with history as an academic discipline as well as the notion that doing history is a
subjective exercise. This process of doing history, or of constructing interpretive historical accounts, requires
the use of various skills pertaining to Common Core standards. A better understanding of the skills
associated with history and the other social sciences can help make better social studies teachers for today’s
schools.
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Admiral Decoux and French Authorities
in Indochina during the Second World War
Benjamin Freud
Traditionally, historians have designated the years of the Second World War in Indochinese history as
the “Japanese period,” implicitly bypassing or downplaying the importance of the internal administrative and
political machine that the Japanese occupying forces allowed French authorities to run. Admiral Jean Decoux
headed this administration for the better part of the global conflict. Appointed during the last days of the French
Third Republic (1870-1940), which collapsed in France following an invasion by German forces, Decoux
vowed loyalty to Marshal Philippe Pétain and his collaborationist Vichy government, which was allowed to
exercise authority over a portion of France in exchange for corroborating with the Nazi German government.
During Decoux’s time at the head of the Goiuvernement générale d’Indochine, Japanese troops were stationed
in the colony, presenting the rather difficult mission for the French authorities of maintaining control (and
prestige) in spite of the threat posed by the Empire of the Rising Sun. Moreover, Indochina slid toward autarky
as its trade relations with Europe ended after the opening of the Pacific conflict and as the Japanese were
increasingly unable to provide the French colony with finished goods. This paper reviews the body of literature
concerning this period in French colonial history in Indochina, and it focuses particularly on the relationship
academics have examined between Decoux’s administration and the Vichy regime in the French metropole.
When not looking at Indochina as a mere piece in the United States’ quest for a decolonized post-war
Asia (a vision that disappeared at the Allied powers’ Yalta Conference in February 1945), scholars have most
often focused on Franco-Japanese relations and the unfolding of events that took place ahead of the coup de
force of 9 March 1945, when the Japanese imprisoned the main figures of the French administration and took
control of the colony. For instance, Brocheux and Isoart present a well-documented account of how the
Japanese stationnement presented diplomatic and strategic dilemmas for France and opportunities seized by
Vietnamese nationalists. In a book rich on archival1 research but often short on analysis, Jaques Valette shows
the often conflicting opinions and directions of French decision-making vis-à-vis the Japanese and the mixed
results that ensued.2 Meanwhile Philippe Grandjean puts Japan at the center of colonial decision-making, with
international relations as the main driver behind Decoux’s policies, and Smith is particularly attentive to how
the French and the Japanese competed for the realization of their visions of post-war Indochina.3
Christopher Goscha’s work principally tries to answer the question of why an Indochinese state structure
did not come into being after the war given various colonial administrations’ desires and plans to create one
unified body.4 When looking at French imperial policies, Goscha examines how the imperial power constantly
had to manage tensions between the Vietnamese on one side and the Lao and Cambodians on the other,
particularly given the historical and socioeconomic domination—as well as the self-perceived racial
superiority—of the former. His brief section on Vichy Indochina focuses mostly on Decoux’s efforts to create
an Indochinese “cultural ensemble” in parallel with the re-rooting of local identities and nationalisms.5 Goscha
treats both of these policy directions as reactions to Japanese propaganda and Thai irredentism. However, while
much attention is spent on the spillover effects for the Indochinese Communist Party (ICP), little is said about
the ideological underpinnings that guided Decoux’s regime. The intellectual framework that processed events
and subsequently decided upon which course to take is largely neglected and yet recognizing the lenses through
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which the world is perceived is a critical component in understanding policy-making (as opposed to policyimplementation). In fact, Goscha treats Decoux’s endeavors as continuations of the politics of Republican
Governor Generals Alexandre Varenne and Pierre Pasquier to redefine local identities based on traditionalism
and construct an Indochinese federal system with France as the keystone.6 If this is accurate, then the National
Revolution in Indochina was not the complete break with the Republic that Vichy intended at home. Perhaps
this says more about the Republican colonial authorities than it does about Vichy Indochina.
A large portion of the historiography of the region examines the effects of Vichyite Indochina’s
promotion of local identities as a factor in the development of nationalisms. The literature is rich with
conclusions that Decoux’s initiatives were the impetus behind the emergence of independence movements.7
Decoux’s policies have to be understood as part of overall changes brought about by colonialism to the
relationship between identity and the nation, particularly in Laos and Cambodia. Until the arrival of the French
in the nineteenth century, state structures in what would be these two countries existed outside Western notions
of judicial recognition.8 In these kingdoms, historically held together by fluid borders within mandala systems,9
the colons altered concepts of geography and spatial delimitations to meet their geo-strategic needs to counter
Thai, British, and Chinese threats as well as to organize the colony administratively. Most of the literature on
the region sees a continuity between the Third Republic and Vichy in promoting Lao and Cambodian identities
to minimize Thai influences and this pays little attention to policies specific to Decoux.
Using Thongchai Winichakul’s Siam Mapped as his theoretical foundation, Søren Ivarsson skillfully
investigates how Laos was formed by the larger and competing layouts of Indochina and Siam.10 He examines
how the French colonial administrations used maps, print, and infrastructural improvements to promote a
discourse linking Laos to Vietnam and away from Thailand. Ivarsson presents the Decoux administration as the
paroxysm of identity politics that already existed during the Third Republic. Clearly the advent of the Lao
Renovation Movement and Director of Public Education in Laos Charles Rochet’s efforts to cultivate a local
identity were outgrowths of Decoux’s convictions, but they remained largely directed against the influence of
the Thai, particularly after the cessation of territories following the Franco-Thai war of 1940-41, efforts to
which the republican administrators were also sensitive. In contrast, Martin Stuart-Fox, perhaps the most
renowned scholar on Laos, and Geoffrey Gunn focus almost exclusively on Lao nationalism as a political
movement, devoting very little space to the National Revolution.11
John Tully briefly evokes how Decoux was eager to foster Khmer national pride, but his longer term
history of Cambodia never treats the National Revolution as much more than a tool to suppress Gaullists, Jews,
and Communists.12 Penny Edwards’s work propounds that Cambodia was defined as a cultural space within
colonial offices, she mistakenly downplays France’s geo-strategic objectives in formulating policy.13 That is to
say that while she treats certain ideological facets of Decoux’s politics of promoting local identity, she pays too
little attention to the pragmatism involved in his decision-making, particularly when pulled by different and
competing forces. Furthermore, Edwards is interested in the revival of Cambodia’s Angkorian past, not the
thrust of the French national recovery that was so central to the National Revolution.
Unlike in Cambodia and Laos, Vietnam’s notion of nationhood dates back at least two thousand years,
and the colonial administration’s principal objectives there were to prevent local identification with Japanese
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pan-Asian propaganda and re-direct emerging nationalism away from the ICP. However the policy outcomes
were not always those that Hanoi intended. Brocheux and Hémery treat the Decoux regime as part of an
incoherent whole of French policy vis-à-vis its colony and relate how the Viet Minh tapped discontent about
colonial policies that had very old roots.14 David Marr’s seminal work 1945 provides multifaceted perspectives
on the events leading to the Vietnamese Revolution, through French, Japanese, Allied, and Vietnamese lenses.15
However as its title indicates, the book does not provide more than background information on the politics that
preceded the final year of the war. Marr’s Vietnamese Tradition on Trial16 focuses mainly on Vietnam and
while it includes Decoux’s efforts to restore the family, reform education, and alter the functions of the
mandarinate as part of the forces of cultural change that seized the country since the 1920s, it is never Marr’s
ambition—nor in his expertise—to understand the dynamics of Hanoi’s policy-making, much less as they relate
to the metropole.
The literature on colonialism examining the Decoux regime is particularly sparse, with only a handful of
books and scholarly articles looking beyond Franco-Japanese relations and concentrating on the relatively free
rein of the French administration. In his book Vichy in the Tropics—of which Indochina is but one of three
parts, the other two focusing on Vichyite Madagascar and Guadeloupe—Eric Jennings argues that Vichy France
“projected its ideology throughout the French empire between 1940 and 1944” and “delivered to its empire not
only an authoritarianism that was bound to elicit opposition but also the seeds of nationalist resurgence.” He
provides a thoughtful analysis of how the National Revolution was adapted to the Indochinese context and how
its ultraconservative agenda aimed to keep the indigenous peoples loyal to the empire. Jennings focuses on what
he believes were the three principal tendencies of Vichyite politics in Indochina: dependence on and use of
mandarins and sovereigns, the impetus given to local nationalisms, and the formulation of a federalist discourse.
He shows how Hanoi sought similarities between Pétainism and Confucianism around values of authority,
family, work, and hierarchy.17 In addition, the colonial authorities drew parallels between French and
Vietnamese folk heroes such as Joan of Arc and the Trung Sisters. Jennings examines thoroughly the Vichyite
regime’s promotion of local identities, its use of sports and organizations to reach the youth, and its cultural
push toward a return to tradition, three vectors which he argues were critical in the emergence of independent
Indochinese nationalisms. Lastly, Jennings looks at the importation of Vichy’s exclusionary politics and
Decoux’s administrative visions of federalism. Unfortunately, in his analysis, Jennings never pays enough
attention to the changes occurring in the metropole, specifically Vichy’s changing political directions, its
dissonant internal voices, and its diminishing power to project itself in the metropole or overseas. If Vichy
cloned itself, then which Vichy was it and when? Furthermore, he never explains what it was about the
Indochina of the Third Republic that Decoux wanted to “revolutionize.” The colony was already nondemocratic, exclusionary, and rural. These fundamental but unanswered questions weaken his argument and
leave the door open for a new interpretation of the Decoux regime.
Of the essays contained in the edited volume L’Empire colonial sous Vichy, Jennings’s contributions are
the most relevant to this project. In them he evokes many of the same themes found in Vichy in the Tropics,
notably the role of youth organization, sports, and identity politics. He repeats his assertion that Vichy
reproduced itself abroad and that it introduced all of Pétain’s favorite themes throughout the empire including
the betrayal by “anti-France” elements, fears of an Anglo-Saxon plot to seize its empire, and the National
Mavericks’ Education Journal 4 (2016-2017)

25

Revolution as a powerful elixir for the recovery of all of France, metropole and colonies alike. As in Vichy in
the Tropics,18 Jennings completely ignores the economic initiatives of the Decoux regime designed to address
the colony’s increasingly autarkical situation. The Decoux he paints in these essays is slightly more autonomous
than the one of Vichy in the Tropics and Jennings affirms that in “Southeast Asia, the Vichy team, dynamic,
competent, and even zealous, tried by every means to instill in the Indochinese notions of local patriotism,
ancestors, authenticity, even irredentism.” As in his previous book, Jennings concludes that the “formula was no
doubt fatal for French colonialism.”19
Anne Raffin focuses primarily on the manners in which Decoux utilized youth organizations for
ideological purposes, specifically to counter Japanese propaganda and develop local patriotisms to fall within
the colonial context.20 Like Jennings, she argues that the promotion of sports and scouting created the structures
and discipline from which nationalists successfully drew in the aftermath of war. Moreover, the cultivation of
regional identities, either as part of an ideological agenda or as a pragmatic approach to counteracting Japanese
influence, backfired on the French as the infusion of youth organizations “with specific and powerful cultural
meanings was viewed by the French colonial authority as a means to reinforce the rapid construction of an
imperial political identity of members of each country [but these] preexisting imperial organizations would later
help social group formation after the fall of French colonialism in 1945 by reducing the costs of mobilization.”21
Raffin shows that the transposition of the National Revolution to Indochina needed to be customized and
localized enough to develop a form of its own if it was to resonate in Confucian and Buddhist cultures. Like
Jennings she explicates how the colonial administration drew parallels between French and Indochinese
folklores, but she is less rigid in her analysis and her approach to the coexisting efforts to “Westernize” local
mentalities and “Easternize” the National Revolution highlights how pragmatic the colonial state could be. She
makes an important contribution by investigating how initiatives to create common political identities were
developed to counteract Japanese pan-Asian propaganda. According to Raffin, the National Revolution drew its
strength from five factors in Indochina: 1) Decoux’s personality and political orientation (influenced heavily by
his habitus and the Navy culture); 2) Decoux’s discretionary powers;22 3) Platon’s ideology as Vichy’s Minister
of Colonies; 4) the drive to counter Japanese propaganda; and 5) the relatively low level of interference by the
Free French.
Sébastien Verney’s recently published L’Indochine sous Vichy provides a panoply of detail, demonstrating a thorough research of the measures taken by the Decoux regime. Like much of French colonial
literature, however, it is rich with information but light on analysis. It emphasizes the administration’s actions
rather than its overall strategy or the origins—that is the reasons behind—these actions. Echoing Jennings
(though providing more room for customization for the local context) in the few places where he dives into
analysis, Verney insists that the Decoux administration “tried to elaborate a National Revolution as faithful as
possible to Vichy” to “create a new Frenchman.”23
This overview of the works specifically examining the politics of the Decoux regime and its relationship
to the ultraconservative agenda of the National Revolution highlights the literature’s quantitative paucity.
Moreover, it shows important gaps in the historiography. While Raffin allows Hanoi more independence in its
policy-making than Jennings, her extensive focus on sports and youth organizations leaves her less room to
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examine thoroughly the dynamics and ideological underpinnings of the colonial administration’s politics,
particularly those based in anti-republican pre-war France. Jennings provides a broader thematic coverage but
presents an often incomplete picture of the National Revolution itself, as he neglects its lack of political and
ideological cohesion at home—particularly as the conflict dragged on—and Vichy’s declining influence; a
significant problem since his argument is based on the notion that Vichy cloned itself abroad.
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Christopher Columbus: Hero or Villain?
Joe Reda

Christopher Columbus is a popular and controversial figure in history who has been the subject of many
books and articles since his lifetime. These works present different interpretations of him and his legacy. For
example, some of these works portray Columbus as a hero, while others portray him as a villain. Still others
attempt to present a more neutral portrayal. This review will explore some of the different interpretations of
Christopher Columbus presented in recent academic literature.
Christopher Columbus: Hero
In “Honoring Columbus,” Warren Caroll offers a positive portrayal of Columbus, perceiving him as a
flawed hero. According to Caroll, Columbus’s heroism can be attributed to what he accomplished based on the
odds he faced. Consequently, he perceives Columbus’s first voyage as a great gamble because he had no prior
knowledge of where he was sailing or if there would even be land. Columbus was therefore a skilled sailor and
explorer, but ultimately a bad governor unable to control his men’s actions in regard to their relations with the
native Taino people. Caroll further claims that Columbus’s discoveries of lands in the “New World” were
beneficial to American Indians through the development of an interracial culture, the ending of cannibalism and
human sacrifice, and their conversion to Christianity. In conclusion, Columbus, Caroll argues, should be
honored for discovering and Christianizing America and Columbus Day is a celebration of this Columbus (the
discoverer and explorer, rather than the civil governor).
Michael Berliner, in “The Columbus Controversy,” similarly presents a positive portrayal of Columbus,
claiming that he introduced Western civilization to America by bringing European people and ideas there.
Columbus is therefore a symbol of Western civilization. Berliner subsequently praises Western civilization,
asserting that the Europeans’ arrival made America better in comparison to the problems among then Native
American cultures. As the article progresses, he attacks Columbus’s critics by claiming that their goal is “to
denigrate the values of Western civilization and to glorify the primitivism, mysticism, and collectivism
embodied in the tribal cultures of American Indians.” Further, Berliner argues that Columbus’s critics seek to
replace Eurocentrism with multi-culturalism, which he perceives as false because in his view not all cultures are
equal. His article concludes by praising Western civilization’s values as superior and universal, and that
Americans should honor Western civilization through celebrating Columbus Day.
Another scholar presenting Columbus in a positive light is Jeff Jacoby. In “Columbus, Hero,” he
addresses the controversy of Columbus by alluding to his critics. For example, Jacoby acknowledges various
vices of Columbus from different sources, such as the National Council of Churches. Nevertheless, Jacoby
asserts that Columbus was a hero by repeating the claim of the scholars discussed above that he brought
Western civilization to the “New World.” According to Jacoby, the distinctive Western qualities he brought
were a thirst for knowledge, passion for progress, notions of natural law and human rights, and a JudeoChristian ethic of justice and morality. Therefore, Jacoby strongly believes these qualities compensate for the
European vices of slavery, superstition, and savagery brought to the Americas. He also claims that Columbus
was a hero by emphasizing his perseverance as a self-made man and his navigational achievements as a skilled
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mariner. In his article, Jacoby implies the superiority of Western culture by claiming that Columbus civilized
the “New World” by leading to the gradual end of primitive practices, such as cannibalism and child sacrifice.
Overall, Jacoby consistently reinforces his main point that Columbus is a hero because he discovered America
for Western civilization.
Christopher Columbus: Villain
In “Thief, Slave Trader, Murderer: Christopher Columbus and Caribbean Population Decline,” Mark
Freeland and Tinker Tink offer a condemnation of the celebration of Columbus Day, which to them recollects
the atrocities of Spanish rule under Columbus in the Americas. Freeland and Tink clearly portray Columbus as a
villain, specifically (as their title suggests) as a thief, slave trader, and murderer. To convey this point, the
authors make reference to the tribute system and land imposition on the native populations of the islands
Columbus conquered. For instance, Freeland and Tink present Columbus’s tribute system as a form of slavery
tantamount to grand larceny. In the article, the authors also allege that Columbus introduced the transatlantic
slave trade by enslaving Native Americans. To convey their view that Columbus was a mass murderer, the
authors compiled persuasive statistical evidence to examine the destructiveness of Spanish rule on the island of
La Española (Hispaniola) by comparing the island’s population before and after Columbus’s arrival. According
to them, the Spanish conquest of the “New World” was an American genocide. Freeland and Tink attest that 7.5
million people died on La Española as a result of the Spanish conquest. Consequently, the authors are highly
critical of Spanish rule in the Americas. Freeland and Tink also present a compelling case against Columbus‘s
character, accusing him of being a religious hypocrite through his destructive colonial policies rather than
exonerating him by claiming he was a man of his times. In sum, Columbus is seen as an architect of genocide
by facilitating disease, warfare, cultural deprivation, and slavery on the native population. The article concludes
by claiming that celebrating Columbus Day reinforces the myth of American exceptionalism and perpetuates a
crime against Native Americans as a celebration of European colonization and genocide.
Columbus: Neither a Hero nor a Villain
In the The Conquest of Paradise, Kirkpatrick Sale portrays Columbus as a misguided explorer
immensely ignorant of the lands he explored in the Americas. For example, Sale recounts several instances of
Columbus’s geographic ignorance of the Americas. Columbus is also portrayed as a desperate man motivated
by his futile search for gold in the islands he explored (107). Sale perceives Columbus’s voyage to be a great
gamble with his navigational career and reputation. Therefore, Columbus’s motivations behind his explorations
drastically impacted his relations with the indigenous peoples he encountered. According to Sale, Columbus
initially possessed peaceful intentions with the native populations, seeking to maintain good relations with
them. For instance, although he viewed the natives as inferior due to their economic and cultural backwardness,
he wanted to make them his trading partners to get gold; he also viewed them as docile servants (121).
However, as the Spanish encountered resistance from the native populations, Columbus changed his policies
toward them. These policies subsequently became violent and Columbus became more contemptuous of the
native population. Sale alleges that Columbus was a man prone to hyperbole, as evident in his letters to his
Spanish sovereigns full of exaggeration and fable in regard to the native populations. Sale also describes how
Columbus vilified and dehumanized the Caribs by perceiving them to be hostile cannibals (131-132). The
Mavericks’ Education Journal 4 (2016-2017)

30

accusation of cannibalism was used as a moral justification for the enslavement and deportation of the Carib
population (134). However, Sale also portrays Columbus as a pioneer who introduced a style of colonization
and exploration mimicked by successive Spanish conquistadors in the Americas (234). Overall, Sale does not
view Columbus as a hero or a villain, but as flawed man with idealistic aspirations in his perception of the
“New World” as a paradise laced with wealth.
Another scholar, John Stewart Collis, depicts Columbus as an ardent adventurer with a clear goal of
enhancing his own wealth and that of his client kingdom of Spain through the discovery of gold on the islands
he explored. As a result, the themes of his voyages were God, gold, and glory. According to Collis, Columbus
was a practical man who was initially peaceful toward the natives. However, his civilized treatment of the
natives was enacted through practicality as opposed to benevolence (86). Collis perceives Columbus as a
misguided man, alluding to his efforts in saving and freeing the natives from their “inferiority” by converting
them to Christianity (91). The author argues that the natives’ mistreatment was an unintended consequence of
Columbus’s voyages. Columbus and his Spanish cohorts invaded the lands they discovered, which Collis
presents as automatic grounds for mistreatment. Collis also claims that Columbus defended the natives by
protecting them from the Caribs. However, Collis struggles in presenting this paradoxical argument, for how
can Columbus be a defender of the natives while oppressing them? In the context of the Caribs, the author
explains how Columbus justified the conquest of the island of Hispaniola by vilifying the Carib population
through cannibalistic assertions (117). Collis also humanizes Columbus by addressing his weaknesses. For
instance, he considers Columbus to have been a poor leader who did not know how to make or carry out
decisions and control his crew’s greed and lustful ambitions (122). Columbus is also depicted as an isolated
individual amongst most of his peers. For instance, Collis addresses how the Spanish held Columbus in
contempt because he was a foreigner (126). Columbus is also viewed as a man of incongruity because of his
greed and spiritual piety (126). As Collis argues, he was “sincere in his Christian devotions, but blind to
unchristian activities” (144). Besides addressing Columbus’s weaknesses, Collis also addresses his strengths,
which include his shrewdness in regard to religion. Collis depicts Columbus as a religious opportunist for
purely practical purposes by using religion as a justification for a third voyage (144). In this sense, the author
views Columbus as a Christian crusader seeking to convert the natives to Christianity through enslavement
(145). Lastly, Collis concludes by ultimately portraying Columbus as a faulty idealist who believed in his own
lies and was consumed by insatiable greed. Overall, Collis presents a neutral portrayal of Columbus, depicting
him as a mere mortal by addressing his contradicting philosophies and inept leadership abilities.
Conclusion
Views on Christopher Columbus vary in academic literature as scholars debate how to interpret him and
his legacy. Some portray Columbus as a hero; others a villain; still others posit him somewhere in between.
These varied perceptions show how history can be subjective, leading to open debates among historians.
History as a discipline is also becoming more multi-cultural, attempting to interpret events from the multiple
points of view of the participants (many whose viewpoints had previously not been taken into account or
accorded equal weight). Therefore, historians are generally more critical of Columbus by emphasizing the
consequences of his explorations and broader legacy. For example, some historians have associated Columbus
with American slavery and genocide. However, other historians have associated him with the Western
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discovery of America and the establishment of Western civilization. Both interpretations hold valid arguments
and should be equally emphasized in order to tell a complete history of Columbus and his legacy. Is Christopher
Columbus a hero or a villain? Undoubtedly, this controversial question will continue to be explored throughout
the study of history.
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“Thus it is Written”: A Literature Review
of World War II as Taught in Japanese Schools
Paul R. Lopez
In June of 2000, I went on my first of two deployments to the island of Okinawa, located in the Ryukyu
Archipelago due south of Japan. I was barely done with my first year as an active duty Marine rifleman and the
idea of deployment to the other side of the world was very exciting. The age-old saying most Marines learn in
Boot Camp was ever present in my mind: “Join the Marines! Travel to exotic, distant lands! Meet exciting,
unusual people! And kill them!” However, this was peacetime, and Japan had been our ally since the end of
World War II. Even so, Japan was a different world that captivated the minds of newly minted Marines who
were taught about the exploits of famous Marines who fought in the Pacific theater of World War II.
During the same year, President Bill Clinton attended the G-8 Summit convened in Okinawa. My
battalion was sent over to a base at the foot of Mt. Fuji, on the Japanese mainland, around the time President
Clinton arrived in Okinawa. During my extended stay on the Japanese mainland, my company had the
opportunity to visit Tokyo Disneyland. There, I was first introduced to Japanese history from the Japanese
perspective. Tokyo Disneyland offered foreign visitors a video tour of a brief history of Japan, which was
narrated by a stork to two children. When the stork arrived to the era of the Pacific War, the shadows loomed
closer to the stork and the children, the music became somber, and the stork bowed her head and said that it was
a time of great sorrow. It was at this point when I realized how subjective history could be. How could the
hardship that occurred in the Pacific War only be summarized as a “time of great sorrow”? My nineteen-yearold mind could not fathom it. A bit older now, as well as a history teacher with a desire to teach history as
objectively as possible, I chose to research how the Pacific War is presented to Japanese students. Japan’s
actions in the Pacific War are quite marginalized in Japanese education. Reasons for this vary, but some of it
has to do with a generation of Japanese who feel that they share no responsibility for the actions of those who
came before them; how much ancient China influenced the Japanese mindset in its early days; and the Japanese
approach to education (rote memory), the purpose of which is to prepare students for rigorous university
entrance exams. Many of the articles surveyed in this review come from the perspective of Japanese scholars
seeking to change the way this topic is taught in contemporary Japanese schools.
Chinese Influence and Education in Modern Japan
Some of the difficulties associated with teaching about the Pacific War in Japan stem from the way
history is taught in general, an approach influenced by Chinese culture. In “Why Pre-war Japanese Historians
did not tell the Truth,” John Brownlee asserts that “early Japanese historians from the eighth century on had
long been influenced by Chinese historical writing” (343). This influence, according to Brownlee, is reflected in
the Nihon Shoki, one of the first national histories of Japan, in which the writers were inspired by old Japanese
legends and “inserted material and quotations from Chinese works, which they presented as actual fact” (343).
Though an argument can be made that many origins for some nations are based on mythology (such as
England’s King Arthur and Camelot), it is interesting to note that historians have emphasized how these
Japanese historians admired Chinese culture to the point where their early history was fabricated and inspired
by their patron country. Brownlee also asserts that Shintoism and veneration for their elders caused early
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Japanese historians to fabricate portions of their history: “throughout the middle ages, historical study was
primarily the domain of Shinto scholars, who fully accepted the age of the gods and devoted themselves to
religious mystery and divine genealogies” (344). This particular piece is significant due to the belief that Shinto
scholars recording Japan’s past would certainly inject religious dogma into it.
Jumping to the years immediately prior to World War II, Saburo Ienaga critcized in “The Glorification
of War in Japanese Education” the process in which school textbooks were developed. Elementary school
textbooks were written and issued by Japan’s Ministry of Education. Although middle school textbooks were
outsourced to private publishing companies, they nevertheless had to follow the Ministry’s prescribed
curriculum (113). These textbooks, packed with what Ienaga calls “militaristic notions,” include a battle
account from an ethics textbook deemed appropriate for first graders: “Kiguchi Kohei was hit by an enemy
bullet and died, but the bugle was still at his lips” (114). It is interesting to note that Ienaga, a writer for the
Ministry of Education, had prior experience with writing history textbooks. Later in his article, he recounts how
he submitted a manuscript about the infamous Rape of Nanking for a history textbook and was strongly advised
to reconsider his wording. As he recounts it:
I had also written: “Immediately after the occupation of Nanjing, Japanese forces killed a large number
of Chinese soldiers and civilians. This is known as the Nanjing atrocities.” The examiner objected:
“How can you tell it was ‘immediately after’? Furthermore, this wording could be misinterpreted as
indicating that the army officially sanctioned it....One could say ‘During the confusion of the occupation
of Nanjing many Chinese soldiers and civilians were killed.’ Although embarrassing to Japan, it is a
fact. If you would write the sentence this way, it would be within the guidelines. Please reconsider your
wording. The present construction, particularly the words ‘Japanese forces,’ suggests that [the killings]
were systematically carried out by the Japanese army.”
While many will find this account disturbing, Ienaga again faced scrutiny from the Ministry of Education for
another manuscript that recounted the same incident. In this passage, Ienaga wrote that “Japanese forces
everywhere killed civilians, burned villages to the ground and raped women. The loss of life and property, and
the number of Chinese women violated, were incalculable” (117). The response from the Ministry reviewer
advised that “rape by soldiers was a ‘common occurrence in wartime’ and to cite only such conduct by Japanese
soldiers was inappropriate in a textbook” (117). Ienaga’s only recourse was to remove the highly charged words
of rape and violation, or risk not getting his writing approved for use.
Ienaga’s article is helpful for many reasons. First, it helps us understand who maintains final authority in
what is written in a Japanese textbook—in this case, a monitor from the Ministry of Education. Further, Ienaga
filed a lawsuit against the Ministry in 1931 for “violating his constitutional freedom of expression and academic
freedom.” This lawsuit, not settled until 1993 in Japan’s Supreme Court, at the very least tells us that there were
scholars who challenged Japan’s educational system (Ienaga 113). Although it took more than thirty years for a
decision to be reached, justice was served to an extent. However, the struggle that Ienaga faced continued into
the twenty-first century.
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In “Countering Textbook Distortion: War Atrocities in Asia, 1937-1945,” John Hoge and Yali Zhao
mention that in April 2005, the Ministry of Education approved a new history textbook that “glosses over” what
the writers identified as the three most heinous atrocities committed by the Imperial Japanese Army: the Rape
of Nanking, the use of so-called Comfort Women (Asian women, mostly Koreans, who were forced into sexual
slavery during the Japanese invasion of the Korean Peninsula and China), and biochemical warfare experiments
(425). According to these writers, the Rape of Nanking was noted in the textbook in question as an “incident.”
This word, and its use in Japanese history, is intriguing because it was also used to describe the assassination of
Oda Nobunaga in 1582, known as the “Incident at Honnoji Temple.” It is reminiscent of how in American
history, the word “affair” is used to describe certain events, such as the “XYZ Affair.” Both writers also
mention how these Japanese atrocities were addressed in US history textbooks, which is to say very little. Zhao
examined eight American and world history textbooks used in U. middle and high schools, as well as conducted
an “informal survey” of 55 social studies teachers, asking them what they knew about the Rape of Nanking
(426). Of those 55 teachers, only seven had some rudimentary knowledge about the Rape of Nanking, while the
textbooks Zhao examined made no mention of this incident or the other two atrocities mentioned above.
Furthermore, the seven teachers with knowledge of the Rape of Nanking had never taught their students about
these atrocities (426).
While aware of the Rape of Nanking, I do not quite remember where or when I was introduced to this
atrocity, as well as the sexual slavery Asian women endured during the Japanese invasion of the Koreas and
China and the experiments done by Japanese scientists. I do not currently teach a grade level during which
World War II is discussed, but I do believe in telling the whole story and not letting such a horrific act go
unmentioned. Upon examining the eighth grade edition of a common Prentice Hall textbook used in local
schools, I discovered two brief sentences that reminded me of Ienaga’s plight in Japan: “For six weeks,
Japanese forces pillaged the city of Nanjing. In the assault, more than a quarter of a million citizens and
prisoners of war were massacred” (Davidson & Stoff, 804). While the textbook accords this incident some
significance by using the word “massacre,” it fails to mention the experiments and comfort women. A newer
Common Core-aligned McGraw Hill textbook has no mention of Nanking.
Such research still begs the question: Why do the Japanese gloss over these sad events in their national
story? Is it because of shame? Helping to provide some answers is Robert Fulford’s article, “Guilt, Identity, and
Japaneseness.” According to Fulford, “If we are to love Japan, we must forgive the Japanese. This will never be
easy, since the Japanese do not seek collective forgiveness and believe they did nothing as a nation that might
make it necessary” (358). Though he does not elaborate on this premise, we can infer that perhaps many
Japanese do not see themselves as culpable for the sins committed in the past. Are the many generations of
Japanese that came after the Japanese warriors and their superiors involved in these atrocities responsible for
them? Can be attribute responsibility to contemporary Spaniards for the results of the Columbian Exchange?
While the countries who suffered the wrath and depredations of Japanese soldiers have a right to seek
recompense, one can understand why there is not so much stress about this in Japanese history textbooks. In
order to usher in a new era of peace, perhaps it is necessary to bury the animosities of old. These animosities are
revenants that come to life if we give it life. However, we still need to understand the past in order to better take
hold of the present and future. As Hoge and Zhao argue, “It is necessary for textbooks to deal with history
Mavericks’ Education Journal 4 (2016-2017)

35

frankly. The world has become increasingly interdependent, and it is our responsibility to face history and
advance toward a better society” (427). However, what is also required to face our history is to live and let die.
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Who Really Killed US President John F. Kennedy?
Ronald Powers

On a sunny day in Dallas, Texas on November 22, 1963, Lee Harvey Oswald, from a sixth floor window
in the Texas School Book Depository, shot and killed John F. Kennedy, the 35th President of the United States.
Kennedy was rushed to Parkland Memorial hospital, where he was subsequently declared dead at 1 pm CST.
Two days later, nightclub owner Jack Ruby shot and killed Oswald in the Dallas Police Department. Seven days
later, the newly-sworn president, Lyndon Johnson, established a committee to investigate the assassination.
Later called the Warren Commission after its head, Chief Justice Earl Warren, the commission was charged
with finding the answer to one question: Did Lee Harvey Oswald act alone or was there a conspiracy to kill the
president? On September 24, 1964, the commission concluded its investigation and delivered to President
Johnson and the public its findings. It had called 552 witnesses to testify and had accumulated over 3,100
documents. Based on this evidence, the commission concluded that Oswald “acted alone” (Warren Report, 11).
Furthermore, it stated that no evidence was found “that either Lee Harvey Oswald or Jack Ruby was part of any
conspiracy, domestic or foreign to assassinate President Kennedy.” The commission further found no “evidence
of conspiracy, subversive or disloyalty to the U. S. Government” (12).
The Warren Commission’s assertion that Oswald acted alone and that there was no conspiracy
unleashed a storm of doubt that continues to the present. Numerous theories about who really killed Kennedy
have been investigated by hundreds of authors in countless books and articles. Over fifty years later, the
question still remains: Who really killed Kennedy? This review highlights the three most widely believed but
unproven theories: Was President Kennedy killed by a lone assassin, the Mafia, or was there a Cuban
connection?
Lone Assassin/Conspiracy Theories
The Warren Commission released its final report in September 1964. In 1965, Dwight Macdonald, a
social critic who was later considered a political radical, wrote a critique in Esquire magazine supporting the
commission’s findings. He referred to the report as an American style Iliad. He supported the findings that
Oswald acted alone and that he killed Kennedy to “give meaning to a failed life, elbowing his way into history.”
Ruby killed Oswald because he thought he would be a hero slaying the dragon who had taken away the people’s
president. Macdonald adamantly refuted any conspiracy rumors and relied on the evidence outlined in the 27
pages on Ruby and the 201 pages on Oswald that the two never knew each other. Macdonald further believed
that when Ruby was in jail in Dallas, he discovered he could take center stage in history by killing Ruby for
Jaqueline Kennedy. Macdonald summarized his critique and reasserted that no testimony or exhibits uncovered
any conspiracies with a Mafia connection, Cuban connection, or more than one assassin.
Less than a year later, author and researcher Mark Lane wrote Rush to Judgment (1966). Lane, who
lived in New York and was involved in the Democratic Party, served one term as an assemblyman before
working for Kennedy’s 1960 presidential campaign. Lane’s book was a commentary on the procedures and
conclusions of the Warren Commission and how it interpreted the evidence and testimony of witnesses. Lane
took exception to the role of the FBI in Dallas, and the alleged rifle used by Oswald and his killing of Officer
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Tippit. Most significant was Lane’s disagreement with the commission’s conclusion that Oswald acted alone
and fired all of the shots and that none of the shots came from the notorious “grassy knoll.” Although Lane
never singled out any particular group he thought was involved in a conspiracy, he did believe that the
government had suppressed the truth.
In Best Evidence (1981), David Lifton, after 14 years of research, discounted the lone assassin theory,
arguing that the assassination was a conspiracy. Lifton recalled that in 1964, he subscribed to the theory that the
“president’s killer must have been a lunatic” (691). At the conclusion of his research, however, he changed his
opinion, believing that unknown conspirators (possibly the Secret Service) were involved and allowed the
president’s body to be altered (343-345). Lifton believed these alterations were done at Bethesda Medical
Center after it arrived in Washington in order to bolster the lone assassin argument and cover up an inside job.
In essence, his theory was that if you changed the body by removing and discarding bullets, and covering up
entrance and exit wounds, the outcome of the autopsy would be flawed and would therefore continue to support
the lone assassin theory and the number of shots/bullets fired.
In sum, when Macdonald wrote his critique of the report, no one had time to digest it and many,
including Macdonald, immediately believed the government version. Within a year, many started to question
the lone assassin theory. In Rush to Judgment, Lane broke new ground by claiming that the evidence did not
support the lone assassin theory and others were involved. In 1981, Lifton continued the theory put forth by
Lane, but went a step further, accusing the Secret Service of being involved. Lane claimed a conspiracy, but he
had no evidence to support it and therefore ended his case by claiming that the assassination was the work of
unidentified conspirators. Lane’s book became a rallying point for conspiracy theorists and was the benchmark
for future books on the assassination. From the Warren Report of a lone assassin and no conspiracy, to more
than one assassin and a conspiracy, the American public began to question the government.
Mafia Connections
One of the more persuasive arguments that the Mafia killed Kennedy was put forth by Ralph Salerno, a
NYC detective and an authority on the Mafia. In 1978, before the House Select Committee on Assassinations,
he gave a chronologically of how the Mafia may have been involved. He described a web of entanglement that
involved Mafia figures Santo Trafficante (Tampa); Sam Giancana (Chicago); and Johnny Roselli, a mob figure
connected to both men. Salerno pointed out that at several meetings of top Mafia leaders, the issue of Kennedy
was discussed in reference to his brother’s crackdown on illegal activities (particularly casinos and gambling),
not killing the president. Six weeks before the assassination, Joe Valachi, a high level Mafia figure, had turned
on his underworld associates, testifying against them. Attorney General Robert Kennedy called this his biggest
breakthrough to put organized crime out of business. Mafia bosses were losing millions as a result; Valachi’s
testimony sent tremors through the underworld. Salerno believed that while the hit on Kennedy was not
sanctioned, it could have been done in a rogue operation by one of the regional Mafia bosses.
In Ultimate Sacrifice: A New Take on the Murder of JFK, Waldron and Hartmann discuss the
relationships between key Mafia players and the murder of the president. Carlos Marcello, the Mafia boss of
New Orleans, was continually pursued by Robert Kennedy for his criminal activities. Kennedy eventually had
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him deported, but he managed to return. The authors argue that he was bent on revenge. Waldron and Hartmann
tracked Ruby’s movements in the weeks before the assassination. They claim that he met with Roselli and
Trafficante, both of whom had ties to Marcello, and returned with a large payoff. Waldron and Hartmann also
claimed to have discovered and catalogued two attempts on Kennedy’s life prior to November 22, 1963. The
first was a failed attempt by a right-wing Cuban group on November 1, 1963 in Chicago when a motorcade was
canceled, while the second, set up by Trafficante, occurred in Tampa on November 18, 1963. Roselli, who
testified at a House committee on the assassination, disappeared shortly afterward and was found dead in an oil
drum floating in Biscayne Bay, Florida. Coincidentally, Giancana had been gunned down in his home hours
before Roselli testified.
Most of the Mafia theories revolve around the same conspirators, but for slightly different reasons.
Salerno, a nationally-known expert, believed it was a murder carried out by a rogue member of the Mafia and
not officially sanctioned. His personnel ties to the underworld led many to believe his theory to be credible.
Waldron and Hartmann discovered new evidence to suggest that two previous unsuccessful attempts had been
made in 1963 on Kennedy’s life. Their book includes the usual characters, but adds Ruby to the mix. All of the
writers discussed in this section believed that Robert Kennedy’s crackdown on gambling could was a motive for
the murder since it deprived the Mafia of millions in revenue. Theories regarding the Mafia connection have not
changed much over the years, and both Salerno’s testimony and the Waldron/Hartmann book provide chains of
evidence to support their theories.
Cuban Connections
Jim Garrison, who in 1963 was the District Attorney for New Orleans, thrust himself onto the national
scene when he arrested Clay Shaw on charges of conspiracy in the assassination of President Kennedy. Shaw
was the Director of the International Trade Mart in New Orleans. In On the Trail of the Assassins, which
describes his investigation, Garrison based his case against Shaw on a right-wing activist anti-Castro group
(111- 113). Garrison wove together during the subsequent trial that Shaw was a rouge CIA agent who worked
with David Ferrie, a former pilot, and that Ferrie and Oswald knew each other when they were members of a
Civil Air Unit. Garrison alleged that these three—Shaw, Ferrie and Oswald—worked with right-wing Cuban
exile leader Sergio Smith to murder Kennedy because Kennedy wanted a political solution in Cuba rather than a
military one (122-124). Garrison alleged that Shaw called attorney Dean Andrews to represent Oswald the day
after Kennedy was assassinated. Testimony during the trial indicated that Ferrie was to have flown Oswald out
of the country in a small Cessna. Shaw, however, was found not guilty. Garrison later became a consultant on
Oliver Stone’s film JFK, which explored theories about the assassination of the president.
In a rebuttal to Garrison’s theory, journalist Max Holland argued in “The Demon in Jim Garrison” that
Shaw was a prominent businessman accused—without much proof—of being the mastermind of a bizarre and
groundless plot. He believed that Garrison received an extensive amount of press coverage because he was an
elected official who chose to take on the CIA and not because of a well-prepared case with evidence. Holland
argued that Garrison’s constant barrage of press releases indicating that the CIA unwittingly played a role were
responsible for many Americans believing that anti-Castro groups were responsible. Garrison, Holland argued,
knew that the CIA could not and would not respond in public to those allegations. He subsequently points out
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that during the 34 days of testimony, not a “scintilla of evidence that the CIA was involved” with right-wing
anti-Castro groups was presented to the jury. To Holland, Garrison introduced a new bizarre character to the
mix with Ferrie, who allegedly hypnotized Oswald to kill Kennedy and then planned to fly him out of the
country. Holland’s investigation of Ferrie presented a profile of a man who was a priest, a pilot, psychologist,
private investigator, and hypnotist.
Lastly, we have Oliver Stone’s film JFK, which generally follows Garrison’s On the Trail of the
Assassins, but some scenes were staged to fit a cinematic perception. According to New York Times film critic
Vincent Canby, the film effectively presented the case for a conspiracy. However, Canby also noted that Stone
took many liberties with historical facts and pointed out several of them. In the film, Ferrie confesses to his role
in the plot, Garrison brings Ferrie in for questioning because he would not surrender, and President Johnson is
part of the conspiracy—all of which were not true. Another fictitious scene in the films portrays Ferrie being
forced to swallow pills by unknowns, when in fact he died of natural causes.
In sum, Garrison failed to prove his case and Stone’s JFK tried to rewrite history. Most of Garrison’s
linking of various characters to the assassination plot was supported by weak evidence. When Garrison arrested
Shaw on charges of conspiracy to murder the president, it was the first time his name became involved in
Kennedy’s death. JFK revolved around the conspiracy Garrison built in the Shaw trial and took many liberties
with facts, presenting several scenes that attempted to rewrite history. The film had all of the glamour of
Hollywood, but was short on evidence and truth. Holland, a respected columnist, paints Garrison as someone
who used the Shaw trial to accuse involvement of the CIA and sway public opinion into believing that the CIA
orchestrated the assassination with anti-Castro groups. Holland further refuted Garrison, claiming Garrison had
no evidence to support his claim that Shaw was part of the CIA or that Shaw, Ferrie, and Oswald knew each
other.
Conclusion
In the years following President Kennedy’s death, every aspect of his assassination has been
investigated. The Warren Commission’s conclusions have been challenged and many Americans no longer
believe its conclusions. The lone assassin theory has been disputed, and evidence exists to suggest that more
than one assassin was involved as well as some type of conspiracy, thereby casting further doubt on the Warren
Commission. Lane, who was the first to challenge the Warren Commission’s findings, did not name any
conspirators, but he set the standard for all future authors and his book became a landmark in this field of
literature. During the ensuing years, the conspirators remained the same—right-wing Cuban groups, the Mafia,
and more than one gunman—only with a different set of characters put forth by different authors. No evidence
has surfaced to conclusively identify any specific conspirators and why the president was killed on that fateful
day in 1963. Since the Warren Commission, other committees, including the Rockefeller Commission
appointed by President Ford in 1975, the Church Committee in the Senate in 1976, and the House Select
Committee on Assassinations in 1978, have investigated the murder yet have revealed no conclusive new
evidence. However, the House Select Committee did reach a significant conclusion that there was probably a
conspiracy. Thousands of documents have been released under the Freedom of Information Act in the last 30
years to give researchers more information. In addition, there have been numerous books published on who
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killed Kennedy and why. Despite all of the evidence and documents released and books and articles published,
no one has unequivocally answered the question: Who really killed Kennedy? The Warren Commission and the
public image of a government cover-up have resulted in many Americans becoming skeptical of everything the
government tells its citizens. Nearly all of the eyewitnesses and public figures involved in that fateful day are
dead. With each passing day, it becomes more likely that the American public will never know what really
happened and why. If it was a conspiracy, what an unbelievable secret it would be to have been kept hidden for
so many years by the many who were involved. Perhaps even more incredible would be that the Warren
Commission was right: Lee Harvey Oswald was the lone assassin.
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The Croix de Feu/Parti Social Français:
Fascist? Conservative? Both?

One of the most significant right-wing movements to emerge during the 1930s in France was the Croix
de Feu (CF), which later morphed into the Parti Social Français (PSF). The dominant leader of the CF was
Lieutenant-Colonel (Reserves) Comte François de La Rocque, who has been described alternately as a fascist or
a precursor of Gaullism, which is a French pragmatic political stance that would be named after World War II
leader Charles de Gaulle. The political left in France perceived La Rocque’s right-wing group, which was the
largest mass political movement of the Third Republic (1870-1941), as one of the most dangerous “fascist”
movements. The movement rose in prominence following a right-wing rally, which degenerated into a riot, held
in Paris on February 6, 1934. Toward the end of the Popular Front coalition government in 1936, the CF
boasted about 500,000 members. As the PSF, the movement’s membership grew as high as one million, which
exceeded the combined totals of both the Socialist and Communist Parties in France. What was especially
startling about the CF/PSF’s membership numbers was that they managed to secure such support in a country
where levels of political affiliation remain relatively low. As a result of such social prominence, a central
question plaguing historians has been whether the CF and the PSF were fascist.
Despite the significance of the CF/PSF, there are only limited monographs devoted exclusively to the
movement. Most works focus on the movement as part of larger studies on fascism. Interpretations of the
CF/PSF have been dominated by that of historian René Rémond. In his classic study of the right in France
(which devotes about nine full pages to the CF/PSF), Rémond argues that La Rocque had too high a regard for
republican legality to be perceived as a true threat to the regime.1 To Rémond, the para-militarism of the
movement was merely “political boy scoutism for grown-ups” and the transformation of the CF into a political
party (PSF) revealed its true nature, which was moderate and conservative. In his essay on France in The
European Right, Eugen Weber also argues that the CF/PSF was “far from fascist” and essentially conservative.2
Rémond’s interpretation of the CF/PSF was part of his broader argument that inter-war France was (largely)
impervious to Fascism. To Rémond, the far-right in France was shaped by French traditions that resisted foreign
influences, such as fascism. Such groups merely assumed superficial characteristics of fascism “in the spirit of
the age.”3 Therefore, the CF/PSF and other groups were generally conservative nationalist movements in the
Bonapartist tradition, which he had identified as one of the basic general formations of the French right.
Beginning in the 1970s, the idea that France was somehow immune to fascism fell increasingly under
criticism. One of the most significant historians to do so was Zeev Sternhell, whose work focuses on the
intellectual origins of fascist ideology.4 He argues that France “incubated” its own proto-fascist tradition. To
Sternhell, the anti-democratic, anti-capitalist, xenophobic, and nationalist leagues popular in France during the
1920s were the precursors of fascism during the 1930s. He also interprets fascism as a convergence between
socialism and nationalism, as exemplified in the political label “national socialist.” Consequently, he argues that
fascism sought those “great slices of the population [that] would subscribe… to a program which borrowed its
social values from the left and its political ones from the right.”5
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Another prominent historian arguing that fascism did indeed develop in France is Robert Soucy, whose
work in the 1980s and 1990s focused on the French right-wing movements of the 1920s and 1930s. Initially,
Soucy focused on the leagues in inter-war France before moving on to the CF/PSF.6 As a result of such
challenges, it was not until the 1990s that Rémond’s analysis of the CF/PSF became openly criticized. In 1991,
two articles appeared on the CF/PSF, both arguing that it was fascist. One was by Soucy; the other was by
William Irvine.7 In 1995, Soucy published French Fascism: The Second Wave, 1933-1939, which devoted a
large section to the CF/PSF. The publications of these works made the issue of whether the CF/PSF was fascist
a source of debate amongst French historians. In 1996, in contrast to the arguments of Soucy and Irvine,
Jacques Nobécourt published a biography of La Rocque supporting a slightly modified version of Rémond’s
argument; this position has also been advanced more recently by Pierre Milza and Michel Winock.8 In 1997,
Kevin Passmore published From Liberalism to Fascism: The Right in a French Province, 1928-39, which
complicated the debate by concluding that while the paramilitary CF was fascist, the PSF was not.9 Recently,
Albert Kéchichian’s work has resisted the use of the fascist label, instead arguing that La Rocque is best
classified as an authoritarian nationalist.10 Similarly, Sean Kennedy’s 2007 book on the CF/PSF represents it as
an authoritarian-conservative movement rather than fascist, although he argues that this does not reduce the
threat it posed to democracy.11
This article uses a broad working definition of fascism as a vehicle to analyze the growing
historiography devoted to fascism in France and the CF/PSF. However, as Geoff Eley argues, “there is precious
little agreement as to whether fascism even exists as a general phenomenon.”12 Historians have no standard
definition of “fascism” and most historians have chosen to fashion definitions “by using certain essentially
descriptive criteria (ideological ones have tended to be the most common) as a practical means of identifying
which movements are ‘fascist’ and which not.” However, to Eley, such an approach ignores issues of
conception, leaving “the stronger aspects of definition (like the dynamics of fascism’s emergence, and its
relations to class, economics, and political development) to the concrete analysis of particular societies.”13
Despite Eley’s criticism of the usage of definitions of fascism to analyze individual movements during the
interwar era, this method, if used in conjunction with a recognition of the crucial importance of political context
and conjuncture, can be useful in helping us better understand the nature of the political culture of interwar
Europe. Therefore, to Jim Wolfreys, fascist ideology revolved around the following principles: “it is antidemocratic, anti-egalitarian and anti-hierarchical; it seeks to replace existing elites; its nationalism is based on
the exclusion of enemies (notably the left) and portrays the national community as a victim and as the source of
moral regeneration; its vision of the state is authoritarian, and privileges the community over the individual.”
Also, fascism attempts to establish an independent mass movement.14 Using this broad definition creates a
framework allowing an analysis of the CF and the PSF as “fascist” movements.
To Wolfreys, a central component of fascism is that it is anti-democratic. Consequently, such a
movement in France would be against republicanism and the parliamentary system. Roger Austin argues that
many Frenchmen, during World War I, used “violent action within a disciplined framework” to service their
country. Following the war, Austin argues, there had been few opportunities to recapture the adrenaline of
patriotic action against a common enemy. Consequently, many ex-servicemen enrolled in the ranks of the extra-
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parliamentary right, such as the CF. Although members of the French army were hostile to parliament and used
right-wing rhetoric, however, Austin argues that they were not willing to overthrow the republican government.15
La Rocque’s strategy involved the insistence that “a state of crisis existed throughout the country and
that his followers must be ready.” Despite his rhetoric in 1935, La Rocque, Austin claims, was not prepared to
overthrow the government and may have questioned whether the polarization of public opinion would further
his ambitions.16 During the summer of 1935, La Rocque claimed that H-hour was at hand. Yet, La Rocque,
Austin argues, realized that extra-parliamentary tactics on the right served a counter-purpose in uniting its
opposition. Furthermore, there was no clear advantage to be gained by the CF in assisting the conservatives in
the 1936 elections.17 Yet, in May 1936, the socialist Popular Front took control of the government and La
Rocque and the CF did nothing. To Soucy, La Rocque’s “bark was bigger than his bite.” He ordered his troops
to remain calm, and use no violence, even when the next month the government banned the CF, which
dissolved without protest. To Soucy, La Rocque was not “a democratic liberal committed to republican legality
but… a realistic authoritarian afraid of paramilitary defeat.”18 La Rocque realized that he did not have the mass
support needed to succeed and may have realized that his political ambitions could be better realized through an
alternative organization, such as the PSF. To Austin, the best “explanation for this was that La Rocque had
already decided that he had a far better chance of achieving power through a new political party which would
represent the whole of the right.”19 Therefore, as Kennedy recognizes, La Rocque decided to turn “an antiparliamentary movement into a vote-getting machine.”20
Although the PSF operated under a different name than the CF and claimed to be democratic, adopting
the status of a parliamentary party in the electoral system that the CF had condemned, the PSF eventually
emphasized its connection with the CF. According to a PSF publication, “the French Social Party equals the
Croix de Feu plus electoral politics.”21 To Kennedy, the degree of continuity between the CF and the PSF can
only be assessed in the light of strategic constraints. As he points out, “in 1937 PSF orators often emphasized
the extent to which the party was distinct from its forerunner, but by 1939, with the threat of dissolution having
faded, La Rocque constantly reminded [supporters] …that the PSF had to carry on the work of the Croix de
Feu.”22 Yet, to Sternhell, by 1935, the PSF “drained off the Croix de Feu’s fascistic elements.” La Rocque’s
movement “became each day more and more the praetorian guard of the traditional right.”23 One of the major
benefits of supporting the conservatives was a huge influx of money, as seen in 1938, when the PSF acquired Le
Petit Journal, a major French newspaper.24
To Austin, an increasing gulf began to develop between La Rocque and the “new right” of the PSF and
conservatives, however, when La Rocque decided to compete electorally. Such a situation created a rivalry for
the same supporters.25 Sternhell points out that La Rocque’s movement was well organized, had considerable
mass appeal, and enjoyed enormous financial backing. Despite all this, he argues, the movement never managed
to get more than a dozen parliamentary seats. Yet, Kennedy speculates that if elections had been held in 1940,
the PSF would have made substantial electoral progress.26
Not only did La Rocque constitutionally compete for power with conservatives within the republican
framework, he continually abstained from joining coalitions of right-wing groups. Attempts to incorporate his
movement into more traditional political alliances, such as the Liberty Front launched by former French
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communist Jacques Doriot, also came to nothing. Debate exists over the conditions and reasoning behind La
Rocque’s strategy. To Jacques Nobécourt, La Rocque believed that the Liberty Front would only further
polarize French politics and encourage more cohesion on the part of the Popular Front. He concludes that in
refusing the alliance, La Rocque helped avert the possibility of a civil war and a drift of his followers into
potentially fascist organizations. La Rocque, Austin argues, wished to maintain a “certain freedom of
movement,” but he also “did not want to get trapped into a union of the right held together only by a hatred for
communism.”27 Similarly, Soucy alludes that La Rocque avoided right-wing alliances to retain control over his
movement, fearing that he might have to relinquish control over his troops, and/or subvert his own role.28 As
one of La Rocque’s propaganda slogans proclaimed: “One does not annex the Croix de Feu, one follows it.”
Kennedy argues that CF/PSF aroused much fear and animosity, not only among its left-wing opponents, but
also among its right-wing competitors who went to great lengths to discredit La Rocque. Therefore, when the
PSF sought an electoral foothold after 1936, it was seriously hampered by a non-proportional electoral system,
which placed a premium on the formation of alliances. As the “newcomer,” the PSF found it difficult to
negotiate favorable alliances with incumbent parties, which were intent on marginalizing this unwelcome
challenger.29 Furthermore, to Austin, La Rocque was determined to maintain his appeal to centrist voters and
present his party as attached to republican institutions while advocating firm government. To Austin, as the
Popular Front alliance disintegrated in 1938, the PSF began to attract increasing support from dissatisfied
Radicals.
To Wolfreys, fascist movements are anti-egalitarian and anti-hierarchical. Soucy argues that La Rocque
taught that “if military values were extended to French society at large, the decadent mores of the Third
Republic and the social conflicts they engendered could be overcome.”30 Consequently, La Rocque advocated a
strict social hierarchy based on the military to keep the masses in line. Yet, La Rocque interpreted revolutionary
crowds as a threat to social order, and his conception of social morality was based on duty.31 He required strict
obedience and discipline from his followers, and assumed the role of paramilitary commander. Following La
Rocque’s perception of order, the CF was organized in a military manner, with a rigid chain of command.
To Nobécourt, La Rocque developed a political movement emphasizing civic and social responsibility
while opposing both National Socialism and Marxism. Throughout 1935, the CF conducted charity work and
provided aid to victims of the Depression. La Rocque’s answer to poverty was voluntary upper class
paternalism, or a kind of noblesse oblige, in line with his aristocratic upbringing and hierarchical, elitist view of
society. From mid-1935 onward, La Rocque encouraged members to establish soup kitchens and dispensaries,
and other welfare activities to alleviate the suffering of the economic crisis’s victims. Such actions, Austin
argues, served to counter the CF’s image as a perpetrator of violence to counter communists.32
To Wolfreys, true fascist movements seek to replace the existing elites, which in France were the
bourgeoisie, and privilege the community over the individual. To Sternhell, La Rocque, “from the very
beginning,” offered the movement “at the service of the parliamentary and bourgeois right.” Consequently, far
from being an organization of rebels, Sternhell argues, the CF “were actually in the pay of the traditional right:
for both shared the same essential aim – preservation of the existing political and social structures.”33 Soucy
discusses the CF’s financial support, which included private wealth, bankers, and industrialists. At times, La
Rocque altered his policies to reflect the interests of his financial supporters, even while publicly condemning
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other rightist groups operating in the same fashion.34 Austin argues that the “ideological differences between the
far right and the conservative right were often buried… when conservatives and extremists shared a common
commitment to recapturing political power.”35 La Rocque moved the association away from what Nobécourt
views as a heritage characterized by “tous les germes d'une mentalité fasciste virtuelle.” Instead, Nobécourt
argues, La Rocque substituted the notion of a “Christian civilization” characterized by revamped political
structures, national defense, and social reform. To Nobécourt, such a program was of Social Catholic, rather
than fascist, inspiration. La Rocque wanted French society to be shaped by “la profession organisée,” in which
the state would direct collaboration between the various segments of the economy. Also, Nobécourt presents La
Rocque’s nationalism as detached from both totalitarianism and monarchism. In fact, Nobécourt argues, the
slogan “Travail, Famille, Patrie,” adopted by the PSF and later the Vichy regime, was derived from the 1848
Constitution.36 In turn, Kennedy recognizes that La Rocque sought to disseminate PSF values through society,
to create a counter-culture that would prefigure an eventual État social français.37
In 1934, Austin argues that French society felt the “effects both of long-term social and technological
changes” initiated by urbanization and the First World War. Such effects ultimately led to “doubts about the
ability of the parliamentary system.”38 Austin perceives the events of February 6, 1934 as a decisive moment in
the burgeoning relationship between conservatives and the far right. The three main organizers of February 6
included the Jeunesses Patriotes, the CF, and the Union Nationale des Combattants. The reaction to the
demonstration, Austin argues, aroused intense feelings, polarizing political public opinion. This result pushed
conservatives into a closer alliance with the far right and exemplified the view that certain population segments
were not opposed to the use of extra-parliamentary pressure to topple the existing government, which thereby
increased the use of organized violence as part of the political process.39
To Austin, the conservative-radical right-wing alliance was one of convenience. The extreme right
needed financial backing; conservatives needed methods of direct action. Despite success in recruitment, the
extreme right castigated the bourgeoisie and their social order. To Sternhell, “the main trouble with this
program lay in the fact that… it was still the bourgeois who had all the money.”40 Ideologically, Austin argues,
the two overlapped on several counts, including the need to suppress communism, patriotic education, and
reforms to parliamentary democracy in order to maintain order. The two groups disagreed, however, on their
attitudes toward capitalism and the far right’s demands for radical change.41 The conservatives perceived rightwing groups as a tool to suppress the violence of revolutionary forces to maintain power. Similarly, Sternhell
argues that the bourgeoisie viewed fascism as “the lesser of two evils” and preferred to employ its own shock
troops, which was the function of the CF.42 La Rocque also ceased criticizing institutions, such as banks, to gain
conservative support.
Following February 6, La Rocque was criticized for being indecisive and not capitalizing on the
situation. Yet, La Rocque’s actions on Feb 6 brought the CF both members and increased financial backing.
The group’s show of disciplined force contrasted sharply with other undisciplined right-wing groups. The
conservatives, disturbed by the rioting causing a break in the public order, took notice of the CF. To Soucy,
such disciplined posturing served to warn the left that a leftist insurrection would be met with a paramilitary
response.43 Nobécourt argues that La Rocque’s behavior during and after the February 6, 1934 riots was guided
by the maxim, “show force in order to avoid using it.”
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The shift toward the conservatives resulted in the loss of the movement’s “most active elements,” or
radicals. To Sternhell, these “leave-takers” were “true national socialists who, fed up with the movement’s
inactivity and passivity, had openly criticized La Rocque’s ‘softness’ towards the authorities” and his
submission to the conservatives.44 Nobécourt claims that La Rocque purged members who sought extreme
violence, thereby implying that it was La Rocque who instigating such extremists’ departure. During the
subsequent months, the CF worked “to maintain the sense of energy and action that was most likely to attract
new members.” La Rocque mobilized the intense feelings existing in the aftermath of the riots to expand his
group’s membership. Austin argues that membership soared, reaching 228,000 in 1935 and 500,000 in 1936.45
Nobécourt also attempts to argue that the bitter political conflict of the time created an inaccurate image
of La Rocque, which persists to the present. La Rocque’s aristocratic ancestry and military background made
him an inviting target for left-wing propaganda. The left worked to portray La Rocque and the CF as the
embodiment of fascism in order to establish an anti-fascist front comprised of centrists, communists, and
socialists who traditionally supported the Radical Socialist Party. La Rocque denied accusations of being
fascist, Austin argues, to woo centrist support.46 As an angry letter to Time Magazine in 1935 protested: “As a
reader of TIME and a member of the League known as the Croix de Feu, I write to protest against the term
‘fascist’ as applied to that organization or to its Chief, Lieut. Colonel de La Rocque.”47
The elections of 1936 spelled victory for the left and “a sense of utter alienation and desperation” among
the bourgeoisie. Following the alliance was a successful wave of strikes and factory occupations demanding
improved workers’ conditions. To Austin, the conservative-right wing alliance during 1936-1938 was
determined primarily by the bourgeoisie’s perceived need to stem the negative consequences of the Popular
Front’s social legislation.48 The first line of defense available to the conservative right was within the
parliamentary system. Although they had lost control of the Chamber of Deputies, they still had sizeable
influence in the Senate. The conservative right, Austin argues, recovered from the shock of defeat “to mobilize
its energies to use whatever weapons it could to limit the damage.”49 Bourgeois employers and conservatives
looked increasingly toward outside parliament for assistance. The conservatives’ quest for an “insurance
policy” against the communists led them to La Rocque. The conservatives hoped to retain some segment of
power by capitalizing on the popularity of the far right. Furthermore, such groups, with their paramilitary
components, could break up strikes and other worker problems to maintain the status quo.50
To Wolfreys, fascist movements possess a nationalism based on the exclusion of enemies, notably the
left. La Rocque consistently condemned the left and refused to condone its existence, citing all left-wingers as
traitors to France. Austin argues that from July 1936 onward, the PSF “played upon fears of communism and
warned that the strike movement was an attack on property and a cause of social disorder.”51 Kennedy argues
that the PSF was more exclusionary, more explicit in its anti-Semitism and xenophobia, than the CF had been.52
While anti-Semitism persisted in France, Soucy attempts, with much persistence, to argue that La Rocque was
not truly anti-Semitic.53 To Soucy, La Rocque differentiated between “good” Jews, who favored the right, and
“bad” Jews, who favored the left. In keeping with his doctrines, La Rocque argued that the Jews who supported
the left were not French. Soucy also emphasizes that La Rocque sought rights for Jewish veterans. Therefore,
Soucy argues that La Rocque’s prejudice was “politically” and “culturally” based, rather than racially based,
and therefore is not anti-Semitism in the strict, traditional sense. Soucy concedes, however, that many CF
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members were anti-Semitic. Furthermore, he confesses that La Rocque became increasingly anti-Semitic as
1940 approached, but he perceives these actions as deriving from opportunism rather than conviction.
Wolfreys also argues that fascist movements portray the national community as a victim and the source
of moral regeneration. La Rocque loathed decadence, which at the time, Soucy indicates, referred “to any
political, social, or cultural phenomenon… deemed soft, hedonistic, or undisciplined.” La Rocque referred to
such actions as bourgeoisime, although he was not against the bourgeoisie per se, but those responsible for the
actions that compromised perceived national integrity.54 La Rocque believed that education and young people
were essential to French integrity. Consequently, it was important to shield them from what he perceived as
negative influences. La Rocque developed a range of specialized agencies designed to mobilize women and
youth, and to reach out into the workplace and spheres of sport and leisure. To Kennedy, “the movement
popularized integral nationalism amongst a massive support base.... [A]s for the counter-society, there was
hardly a sphere of the members’ everyday lives where it did not seek to establish a presence.”55 The CF,
however, despite its feelings against the bourgeoisime of the parliamentary system, did not reject all
parliamentarianism, only “corrupt” parliamentarianism. One of La Rocque’s major reasons for castigating the
Third Republic was because he refused to support a regime that allowed the development of communism.
Therefore, as Soucy argues, the CF “was not against the system as a whole,” at least as a part of its official
policy, for publicly La Rocque voiced a contrary opinion.56
Furthermore, to Wolfreys, fascism attempts to establish an independent mass movement. Sternhell calls
the CF the “most important rightist mass-movement of” its time. Sternhell estimates the CF/PSF’s numbers
between 250,000 to 400,000 in 1935; in 1936-19399, he argues that this number doubled.57 To Austin, the PSF
was a more popular movement than the CF as there was a “discernable shift in public opinion towards the
right.” Austin argues that the PSF had membership figures ranging from 600,000 to 700,000 in mid-1937.
Increased support for the movement, he claims, derived from disaffected Radical or Radical Socialist voters.58
Despite the large following of the CF/PSF, Soucy argues, workers and peasants comprised the majority of the
French population and any truly influential mass movement needed their support in order to succeed. Despite all
the CF/PSF’s catering to the lower classes, however, Soucy and Sternhell both conclude that the movement was
predominantly comprised of middle-class conservatives, while at times gaining support from the aristocracy,
who thought that a mass movement would create a stronger support base for monarchy. 59 Passmore’s analysis
of the social composition of local parties reaffirms the middle-class, conservative nature of the PSF, claiming
that “the PSF turns out to have been substantially the most bourgeois of the three major right-wing parties of
this period.” He challenges the claim that the PSF was a populist party, which therefore distinguished it from
the more elitist traditional right.60 In Kennedy’s sociological and geographical analysis of PSF membership, he
argues, similar to Austin, that the PSF attracted defectors not only from the parliamentary Fédération
Républicaine, but also from rival leagues like Action Française and Jeunesses Patriotes, and later from the
Parti Populaire Français. However, Kennedy highlights that the PSF had a less predominantly middle-class
membership than the CF, enjoying more success in recruiting workers and peasants than its predecessor.61
To Soucy, the CF and PSF were one and the same, and that it was the “largest fascist movement in
France.”62 Furthermore, he argues that “authoritarian conservatism” equals fascism. Does it? Soucy seems that
he cannot convince himself of his own assertion. He severely weakens his argument, later stating that “there
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was nothing fascist… about the government [the CF/PSF] envisioned.”63 Soucy attempts numerous superficial
connections between La Rocque and Hitler (“what was Hitlerian about La Rocque…” “Like Hitler, La
Rocque…” etc.) in an attempt to portray La Rocque as fascist.64 Soucy further tries to argue that the CF/PSF
was fascist by claiming that La Rocque alluded to leading a parallel movement to fascism in France as in other
European countries, and supported Hitler and Mussolini.65 Yet, to Soucy, La Rocque also “displayed more of
the aristocratic aloofness of a Charles de Gaulle,” and hence had more in common with conservatism, and was
“a reactionary,” rather than a revolutionary.66 Soucy uses Irvine’s definition of what constituted a “fascist” to
present La Rocque as more fascist than conservative. To Irvine, “fascists eschewed elite politics in favor of
mass mobilization. They…formed general popular movements adept at the politics of the street, at home with
mass rallies, clearly attuned to the fact that revolution could be stopped only by counter-revolution.”67 Yet, in
his analysis of the composition of the CF/PSF, Soucy claims that it did not truly mobilize the masses, for it
lacked proletarian support. Furthermore, the argument that La Rocque, an aristocrat, shunned elitist politics is
highly debatable, since he favored a strict social hierarchy, advocated noblesse oblige to deal with the
Depression, and furthered alliances with wealthy members of the bourgeoisie. Soucy also argues that La
Rocque claimed to follow a middle road, neither right nor left, and that this somehow implies that his movement
was both right and left, national and social.68 Sternhell clearly perceives fascism as a revolutionary movement
that was a convergence between socialism and nationalism and views fascism as “a revision of Marxism” rather
than “a consequence of Marxism” that arose from an originally Marxist revolt against materialism.69 Although
Soucy concedes with Sternhell on the first point, he argues that “CF/PSF ideology was no revision of
Marxism.”70
Kennedy endorses the view that fascism is part of a wider authoritarian-nationalist political family.
Therefore, he disagrees with Soucy that authoritarian conservatism is fascism, arguing instead that fascism is a
type of authoritarian conservatism. While Kennedy maintains that the CF/PSF “lacked the desire for ongoing
radicalization that proved so important to Mussolini and especially Hitler,” he also emphasizes the “powerful
affinities” between La Rocque’s movement and its German and Italian counterparts.71
Kevin Passmore distinguishes between the two movements, arguing that although the CF was fascist, the
PSF was not. What distinguished the two movements, he argues, was that the CF represented a “palingenetic
ultra-nationalism,” whereas the PSF did not. More concretely, he argues that the PSF was not a paramilitary
organization in the way the CF had been.72
Nobécourt endorses Rémond’s argument that La Rocque discouraged the development of fascism in
France by gaining the allegiance of those who might have otherwise embarked upon such a course.73 La
Rocque’s movement received the traditional right’s firm endorsement; consequently, the CF, Sternhell argues,
“was never a fascist movement: it never possessed either fascism’s power to disrupt and will to revolution or
that national socialist ingredient without which there is no true fascism.” Similar to Rémond, Sternhell argues
that “authentic fascism was always born on the left, never on the right.”74
Using Wolfreys’ framework definition of fascism, it seems that while the CF and the PSF contained
fascist elements, they do not meet the necessary criteria to be labeled fascist. The CF and the PSF were certainly
the continuation of the same organization under different guises. While it was verbally anti-republican and
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against the parliamentary system, the movement hesitated at all opportunities to use paramilitary action against
the government, later forming a political party to seek power within the democratic system. Such an act
constitutes acceptance of the parliamentary system. It was not a revolutionary movement aimed at overthrowing
the existing system. La Rocque advocated a strict social hierarchy based on the military and certainly did
believe in equality. His answer to the social problems caused by the Depression was nothing more than elitist
paternalism. La Rocque had a strict sense of order and discipline based on hierarchy. He was certainly not antihierarchical or anti-egalitarian; La Rocque was very much an aristocrat. La Rocque’s alliances with
conservative members of the bourgeoisie, and his eagerness to place his movement at their disposal, reinforced
the position of the existing elites, rather than seek to replace them. La Rocque touted a middle stance on several
issue to woo centrist supporters, eliminating him as a threat to the existing social order. However, the CF and
the PSF clearly possessed a nationalism based on the exclusion of the left, perceived as enemies of France. The
movement did indeed promote the community over the individual. La Rocque clearly saw the French nation as
in decline due to a lack of morals and sense of duty, which needed to be addressed through proper education
aimed at youths and the prohibition of perceived negative influences. Furthermore, La Rocque and his
movement clearly envisioned a strong authoritarian state. Finally, the CF and the PSF did attempt to establish
an independent mass movement, although the success of the movement in attracting the lower classes was
minimal.
To Sternhell, unlike in Germany and Italy, fascism failed to take hold in France because the economic
difficulties “never reached the dimensions of the German crisis,” nor was there “a serious threat that the
political structure would collapse, as it had in Italy.” Furthermore, Sternhell argues that “the political system of
the Third Republic… once again showed its solidity.”75 Fascism, Austin argues, was not supported by the
French masses; its popularity owed from the encouragement of conservatives, who viewed such groups as a
means to combat the left should the army be untrustworthy, act as strike breakers, and stage rallies to counter
the communist threat.76 To Sternhell, “fascist movements never had any staying power in France, because, mere
crisis expedients that they were, they could neither make the revolution that was their sole reason for being, nor,
failing this, retire behind the high walls of a full-fledged ‘counter-society’ as could the communists.”77
The nature of the CF/PSF can only be discerned if full account is taken of the circumstances (both
domestic and international) in which it operated, its competitive interaction with other political forces, and the
constraints of the institutional setting. By adopting this perspective, one can understand the tensions and
ambiguities in La Rocque’s discourse: the need to appeal to the broadest possible nationalist constituency while
at the same time preserving a distinctive identity in relation to other far-right formations; the need to challenge
the regime while at the same fending off the threat of dissolution. La Rocque’s tracts and speeches, if taken at
face value, seem full of contradictions, and rival historians have had little trouble finding quotations to support
quite opposite interpretations. By situating the CF/PSF on the spectrum of interwar European politics, but
without becoming too preoccupied with categorization, we can concentrate on situating it in the political culture
of interwar France and Europe. Through examining the CF/PSF through the application of a definition of
fascism, it is possible to explore the different aspects of this interwar political culture to understand its
dimensions to a heightened degree.
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“Sweet Thing”
Shariah Bottex
In EDUC 551: Language Arts in Childhood and Early Childhood Education, teacher candidates often end the
semester discussing poetry. They are invited to bring favorite poems to share in class. Shariah Bottex shared
an original poem entitled “Sweet Thing.”

Sweet thing
I'll write you a poem
And when read it'll sound like
A lullaby.
You'll remember this voice
That used to soothe you at night.
The voice that sang melodies
At the sight of you.
Drink in the memories lost
To the strain of a million miles.
Your ebony hair enchanted me
And your honey tipped words
Made flowers bloom in
My sanctuary.
That boyish grin stole my breath
And your caress became
A stimulant, and a powerful
Drug it was.
Sugar baby,
Mourn for the laughter unheard
As the days turn to weeks,
Weeks to months,
And months to years.
Honey let those tears fall
For the love that is broken, for the soulmates who'll become soulless.
I will remember those amber colored
Eyes that smiled back at me.
And I'll never forget the door
That was shut when you uttered
Those choice words to me.
Live on with happiness
As all people should.
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I thought it was you and I
Forever.
I guess you can't go the distance.
And whenever you wonder why
I am not at your side...
Read this and hear my lullaby.
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Book Reviews
Judith Bloom Fradin & Dennis Brindell Fradin’s The Price of Freedom
Reviewed by Andrea Sharp
The Price of Freedom by Judith Bloom Fradin and Dennis Brindell Fradin is a nonfiction picture book based on
the story of escaped slave John Price. After fleeing from enslavement in the state of Kentucky, Price settles in
the free town of Oberlin, Ohio along with his friend, Frank. One day, a slave catcher named Anderson Jennings
appears in the town in search of escaped slaves; leading to the capture of John. However, the residents of
Oberlin will not allow one of their own to be captured and march to Wellington in order to free Price. Their
endeavor is successful and they manage to take Price to stations in the Underground Railroad before he
disappears. Meanwhile, thirty-seven of the men who helped rescue John Price are convicted of violating the
Fugitive Slave Act and imprisoned for three months. Upon their release, these individuals maintain their
fighting spirit and their prior actions in Wellington help to fuel the bitterness between the North and South;
assisting in setting the stage for the Civil War.
This book is intriguing for a variety of reasons. Beginning with its visual appearance, the back cover
includes only a question about how much a man’s life is worth accompanied by a picture of a coin being
dropped into someone’s hand. In addition to this question, there are other morality issues that Fradin and Fradin
infuse into the story, such as when they state “Oberlin College professors and the town’s ministers claimed
there was a ‘higher law’ than the Fugitive Slave Act. This was the law of right and wrong, by which everyone
deserved to be free” (p.8). Another example would be when the authors note that “they were doing the right
thing by breaking an evil law” (p. 30). As a result of questions and statements such as these, the reader is asked
to think critically about the events in the book, as well as broader themes that connect issues of the past to issues
of the present. For example, is it acceptable for a law to be broken if the individual(s) believe that it is morally
corrupt and wrong? If so, then why have laws in the first place? These questions are complemented by detailed
illustrations that clearly depict what the narrator is saying.
Aside from these thought provoking issues, the book provides information on social studies concepts
and topics, such as the Underground Railroad and the difficulties that escaped slaves faced while escaping
through it, the Fugitive Slave Act of 1850, the freedom that Canada represented, and the use of slave hunters to
recapture escaped slaves for a reward. It also encompasses social issues of the time period leading up to the
Civil War and the rising tensions between the North and the South. For example, the authors note that
“opponents of slavery called the Rescuers heroes and Anderson Jennings and his men Kidnappers. Most
Southerners considered the Rescuers criminals for breaking the Fugitive Slave Law” (p. 31). Additionally,
although the reader is encouraged to sympathize with the North as the narrator follows the story of an escaped
slave, there is time for the reader to consider the events from the viewpoint of the South as slave catcher
Anderson Jennings points out that the law is on his side. These conflicting viewpoints are further emphasized by
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the overall tone of the book and other literary elements, such as characterization. Literary devices such as
imagery and foreshadowing are also present throughout the book to supplement the story.
Based on the content, length, and complexity of this text, The Price of Freedom is best suited for a
fourth or fifth grade students. It could be used as an anchor text for a unit on the causes of the Civil War and the
moral decisions individuals then faced. To begin, one could introduce the topic by asking the students whether a
law should ever be broken. What if someone’s life was on the line? After the discussion, teachers could ask the
students to bear this question in mind while reading The Price of Freedom. The students could then be asked
again if a law should ever be broken. They could also be asked what they believe they would have done if they
had the opportunity to help an escaped slave (many of them are likely to say that they would have broken the
Fugitive Slave Act to help). However, this question could be followed up by asking what the repercussions may
have been for those who aided escaped slaves. In other words, what were the reasons for not assisting
runaways? Students could subsequently visit the library to try and find the answer, working in groups or
individually. During their hunt, the students will encounter descriptions of everyday life and political issues
from the time period. When the students reconvene and share what they have learned about the possible
repercussions, they could then be asked to write a response on whether they would have helped an escaped
slave, using evidence supported by their research to justify their responses.

Jeanette Winter’s Nasreen’s Secret School
Reviewed by Stephanie Coelho
Nasreen’s Secret School: A True Story from Afghanistan, written by Jeanette Winter, is a compelling true story
about a young girl who lives with her elderly grandmother in Herat, Afghanistan. Nasreen’s grandmother
narrates the story and describes the struggles encountered by young women, especially Nasreen, during the
Taliban invasion that occurred there during 1996 to 2001.
The story describes how everything changes once the Taliban soldiers invade Afghanistan. Before the
invasion, the country flourished with music, art, and learning. However, the book describes how that aspect of
life vanished. The author uses metaphors to describe “dark clouds hanging over the city,” suggesting that rough
times are ahead. The Taliban denies schooling for girls, so Nasreen no longer attends. If this is not bad enough,
Nasreen’s father is soon taken away without any explanation. Nasreen’s mother searches for her husband.
However, going out alone in the streets unaccompanied is also forbidden. Days and nights pass; still there are
no signs of Nasreen’s mother and father. This tragedy causes tremendous pain for Nasreen. As a result, she
never speaks or smiles, draws, or sings; she waits day and night waiting for her parents to return. Nasreen’s
grandmother hears various rumors about a secret school for girls located nearby behind a secret gate. In the
author’s notes, the author expresses how The Global Fund for Children supported and founded such secret
schools for girls during the Taliban reign. Nasreen’s grandmother wants her to attend this secret school so that
she may learn all about the world, as her mother once did and as she once had. She also hopes attending school
will brighten Nasreen’s spirits.
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Nasreen’s grandmother takes her to this secret school every day, hurrying down the lanes and hiding
from the Taliban. However, Nasreen does not speak to the other girls or the teacher, and she continues to remain
silent at home. The girls of the school are presented as extremely clever and witty. For example, they enter and
leave school at different times so that they do not cause any suspicion. Eventually, the secret school closes for
the winter. Nasreen stays at home with her grandmother and continues to miss her parents. When Nasreen
finally returns to school, she opens up her heart and smiles for the first time since her father had been taken
away. Every night, she shows her grandmother what she has learned that day. School allows Nasreen to open
her eyes to the world. Although the Taliban had taken her parents, she learns about writers, scholars, artists, and
the people who once made Herat, Afghanistan a beautiful place. Nasreen no longer feels alone, and possesses
all her knowledge inside of her; that is something that not even the Taliban can take away.
Reading has become the primary basis for all learning to occur. It has become and should be integrated
into all content areas, especially social studies. If teachers do not promote reading and literacy within the
classroom, students may struggle throughout all content areas. Literacy enables students to think critically,
especially when it appeals to their interests. Not only does this book appeal to students of all ages, it is very
relatable. Students can make text-to-self and text-to-world connections by reading it. Regardless of where
people come from, it is imperative for students to understand and grasp all aspects of life and history. The story
is also incredibly touching. Although it is recommended for second and third grade reading levels, the
minimalism is what makes it even more compelling. One cannot read this story and not feel the pain that this
young girl in Afghanistan endures. The story demonstrates tremendous bravery from citizens willing to outwit
and defy the Taliban during its reign in order to attend school and learn about the world. Through this story,
students will be able to develop cultural awareness and understanding of other people from around the globe
and see life through another “child’s eyes.” Students will also learn about geography and how different places
and settings impact people in different ways.
Nasreen’s Secret School covers the NCSS Standards of culture; global connections; identity; and people,
places, and environment. It also aligns with the NYS ELA Common Core Standards. The book exposes students
to social studies concepts, topics, and vocabulary such as geography, the influence of the Taliban, Afghanistan,
roles between boys and girls throughout the world, views on education, the ability people possess to overcome
oppression, etc. The book can also be used to teach students about contemporary culture in Afghanistan.
Nasreen’s Secret School thus covers issues relating to current events, which is vital in social studies education.
Students are especially engaged when they are learning and adapting to the world around them. They should be
aware of various cultures and realize the complexities of the world in which they live. In order to live in a
productive democratic society, students should learn about different viewpoints and not impose their beliefs on
others while acquiring morals and values.
There are various strategies one could use to teach this book to students, and its main concept and
principles. Prior to reading the book, teachers could activate students’ prior knowledge on Afghanistan, possibly
through a KWL chart. Teachers could also set up centers within the classroom on the customs of Afghanistan.
These centers would give students background knowledge prior to reading and spark interest. When introducing
the book, the teacher can ask students to make predictions and questions. Throughout the reading, the teacher
can ask students comprehension questions for further understanding. Students should also develop graphic
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organizers to help follow and sequence the main events, as well as to cover character elements. If students are
able to identify the setting, they will understand how it affects the characters. Students can complete a
scavenger hunt of questions from the story, including such questions as: What changes took place in
Afghanistan after the soldiers took over Herat? Why do you think that certain groups of people, such as women,
slaves and poorer people historically have not had access to schools in various countries across the globe? This
question could also be used as a deliberation question. Students could also explore and sort events into two
categories: life before Taliban Reign and life during Taliban Reign. Teachers can also include ELA activities
such as personification review and their meaning within the story. The author uses various metaphors to
describe Nasreen’s feelings, which may be difficult for some students to understand and might need to be
addressed. Teachers can also incorporate a writing lesson for students, in which they will study either Nasreen
or her grandmother.
Nasreen’s Secret School is an excellent book that contributes and expands learning within the content
areas of social studies and ELA. It covers substantial topics that are necessary in the elementary school grades.
Overall, the strategies and activities that teachers can implement when teaching this book will help students
develop a deeper understanding of the Afghani culture, Taliban, differing governments, and issues faced by
girls in global society.

Ann McGovern’s If You Lived in Colonial Times
Reviewed by Jennie Robinson
If You Lived in Colonial Times by Ann McGovern discusses what it would be like to be a child during the time
of the formation of the 13 British colonies. The book discusses what kind of clothes one would wear, if one
would go to school, consequences for not behaving, special Sunday laws, what one did for fun, where one
obtained clothes, what people slept on, how people bathed, and how long it would take a letter to get through
the mail. This book allows for students to put themselves in the shoes of the characters and understand how life
would be different if they were alive during this time period. This makes If You Lived in Colonial Times more
appealing to a young age because it is interactive in this way.
This book is an attractive choice for upper elementary level educators, particularly for two reasons.
Reason number one is because of the pictures in the book. The text of the book goes into great detail to explain
events occurring during colonial times, but the pictures allow for a strong image, which will assist students in
comprehending content. For example, the book explains the job of a blacksmith by identifying the tools used
and who would perform this job. However, the picture displays a man hammering at the metal and placing it
into the fire, which gives students a strong visual to better understand the process of and duties of a blacksmith.
The second reason is because it is age appropriate, designed and written for the upper elementary level.
If You Lived in Colonial Times also assists educators teaching English Language Arts and Social Studies
content. ELA is incorporated through the vocabulary in the text. Colonial era, colony, pudding, flax, cloak,
loom, trencher, settle, knit, scold, harbor, manners, and clever are all vocabulary words used in the book. These
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words can be reviewed to ensure students are aware of their meaning (and so they can therefore comprehend the
text). Social Studies content is also discussed in this book. The class is able to discuss the beginnings of a new
nationality and the book allows for students to see what it was like to be alive during colonial times, including
what people ate, how they dressed, how they acted, what they did for enjoyment, and what they did for work.
To teach this book, several different strategies could be used. One strategy is a picture drawing activity.
Students could be asked to draw pictures of a specific number of vocabulary words. For example, a scholar
could draw a picture of a boy wearing a cloak. Allowing students to draw pictures of vocabulary words is a fun
way for them to review words and demonstrate that they understand the meaning of the words. Also, drawings
could be presented to the class and students could identify what they are by implementing the vocabulary
words. Another strategy would be to write a compare and contrast piece. Students would compare one’s life
now to what it would be like during colonial times. This writing piece would require students to use content
from the text and explain what life was like, such as bathing habits, clothes worn, if one would go to school or
not, how long it would take to receive a letter, or what one does for enjoyment. This writing piece would require
both social studies content knowledge and English language arts writing skills. Another strategy to teach this
book could be though a group project. In the book, several different jobs are explained, such as a blacksmith.
Students could work in groups to discuss a specific job that occurred during colonial times. Students could
describe the job, who performed it, the materials and skills needed to complete it, and why the job was
necessary to the people of a colony. Groups could then present the information to the class, allowing for
students to hear in depth about jobs that existed in colonial times.

Lois Lowry’s Number the Stars
Reviewed by Rich Schwartz
Historical fiction is a valuable tool for teachers because it allows the educator an opportunity to present a
historical concept through a fictional story, which students usually find more entertaining and more engaging.
As a fifth grade teacher in New York State, the social studies curriculum is dwindling away; however, the
English Language Arts element is increasing in its relevance and importance. One way to help ensure that we
teach a fair amount of social studies is to feature literature and texts that help teach social studies
concepts/themes while providing a well-orchestrated language arts component. One book that educators can use
for this purpose is Number the Stars by Lois Lowry.
Number the Stars is a historical fiction piece that takes its reader on a journey centered around the
realistic, dangerous nature of the Holocaust and the stress it put on friendships. This begins with Lowry
attempting to convey the two main characters’ closeness while highlighting the harsh times presented by the
setting. The two main characters are young girls and best friends: one is of Jewish heritage and one is of Danish
heritage. Their small Danish town becomes invaded by German soldiers as their friendship gets questioned. The
Jewish girl’s family leaves her with her Danish friend’s family as her family seeks hiding. Throughout the story,
her safety is consistently in jeopardy, as she worries both about her well-being and that of her family. This book
does a great job of telling the facts and logistics about the time period through a fictional character relationship.
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Number the Stars is particularly engaging for students, who are able to fully dive into the story of these
two girls as they follow and react to the suspenseful nature of the dialogue and tone. This suspenseful nature
helps students to empathetically relate to the characters and digest the harshness of the Nazi movement and the
general era. The way this story is written also lends itself to several different language arts strategies. The
book’s durability allows teachers to focus on whatever their weekly ELA skill is and they can read this book
with their reading groups. Teachers can carefully design a plan of action as they read, focusing on the social
studies content while intertwining the ELA skills.
In regards to social studies content, the book can help a class study WWII and Germany’s impact on
Europe and the world at that time. This book can also be used to study forms of intolerance and prejudice
against any specific types of people, religion, or race. Number the Stars can be used to study sequence and
vocabulary, as it features many important terms that can make for a cohesive unit. Character development,
setting, figurative language, and dialogue can also all be featured during the reading of this book.

Anne Rockwell & Lizzy Rockwell’s Thanksgiving Day
Reviewed by Alexandra Martino
Thanksgiving Day, by Anne Rockwell and illustrated by Lizzy Rockwell, is an excellent book for kindergarten
classes. The book tells the story of a young boy who tells his father what he learned about Thanksgiving in
school from his teacher. He retells the story of first Thanksgiving and how the students put on a play about what
they learned. Some of the things that the students learned were details about the Mayflower, wild turkeys,
Pilgrims, and Native Americans. The boy states that Thanksgiving is a story we will never forget and it is
something to celebrate every year. He also goes on to say that on Thanksgiving Day there is no school and
work; one invites friends and family over to share a feast and celebrate what they are thankful for.
Teaching children the history behind the first Thanksgiving gives them a whole new perspective to think
about and keep in mind. Instead of just thinking of Thanksgiving as a day off from school and eating food,
students will start to understand the meaning and origin of Thanksgiving. They begin to see that when the
Pilgrims landed on Plymouth Rock, they were eventually assisted by the Native Americans. This shows
children that they should be nice to new people. Everybody was thankful for each other because they all
contributed different things based on their resources, skills, and culture. It is important to teach children about
this holiday because it is an important American holiday and one that celebrates being thankful about living
here and all the things one has. It thus teaches children to be thankful and to appreciate what they have because
not everyone can be so fortunate.
The social studies skills and content this book helps teach are those pertaining to the Thanksgiving
holiday and its origin. Children can gain a perspective of what life was like for the Pilgrims and Native
Americans, including what Pilgrims and Native Americans looked like by the way they dressed. Further, the
book teaches children why we celebrate Thanksgiving. It also teaches citizenship skills, such as being thankful,
being helpful, being respectful, and being able to cooperate with others.
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A strategy teachers could use to teach this book would be to have the students gather on a carpet in a U
shape with the teacher in the front. This way, all the students can hear and see the book. While reading, the
teacher should stop at certain points to ask the students questions to check for comprehension, initiate
participation, and allow students to be engaged. As a group activity, the students can create a timeline based on
the information learned from the book. The students will place events on the timeline in order to see the
evolution of Thanksgiving Day.

Nathaniel Benchley’s Sam the Minuteman
Reviewed by Jim Killian
Sam the Minuteman by Nathaniel Benchley tells the story of “the shot heard ‘round the world” from the eyes of
a young boy, Sam Brown. I remember taking this book out of my school library many years ago. When I was
young, my father lived outside Boston and we would visit many historic sites of the Revolutionary War. After
visiting these sites, I wanted to learn more about the revolution. Reading this story through the eyes of a boy
my age only helped to keep me interested.
In Sam the Minuteman, Sam Brown lives and works on his parent’s farm in Lexington, Massachusetts
when America was still under English rule. He and his father work the rocky land, while his mother does work
in the home, making goods by hand. His father is a minuteman, and when he is woken by Paul Revere’s cries
of “the British are coming,” his tells Sam to get his gun. As the British pass through Lexington on their way to
Concord, they begin to tell the minutemen to go back home. Sam is afraid and when shots are fired, his friend
John gets shot in the leg. Sam becomes even more scared. Soon though, his fear turns to anger. When the
British return, Sam runs to join the fight ahead of his father, and against his mother’s objections. This time, the
minutemen are joined by more farmers and fight with new tactics, forcing the British Army to retreat to Boston.
This book is an excellent teaching tool for fourth grade social studies. The ideas presented in the story
focus on American History, particularly the American Revolution. It provides insight into colonial life,
discussing how hard families (including children) had to work. It presents the tension between the colonists and
the British government in a way that is not too complicated for children, but will instead lead them to ask
questions. Students will have to think critically about several key topics/questions, including why the British
wanted to maintain rule over the American colonies and how a severely outnumbered group of farmers were
able to defeat a more robust and better trained military force.
By presenting the tension between the colonists and the British forces in an open ended manner, Sam the
Minuteman creates opportunities for students to inquire about the specific issues that angered the colonists, such
as taxation without representation and the quartering of soldiers. The book also provides opportunities for
teachers to ask critical thinking questions. One topic that would be suitable for discussion with students is why
the minutemen had success during the second encounter with the soldiers. The idea is that the soldiers were
trained in a formal military battle technique of lining up across from the opponent and taking turns shooting at
each other. The colonists changed the game by utilizing the landscape as cover, shooting from hiding places and
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being protected from incoming bullets. This was instrumental in their success, as they knew the landscape and
were fighting for their homes; whereas the British soldiers were foreigners, and not expecting this.

Martha Brenner’s Abe Lincoln’s Hat
Reviewed by Valerie Pascucci
Abe Lincoln’s Hat by Martha Brenner is a historical book about Abraham Lincoln, who was president during
the time of the United States’ Civil War. In this story, there are facts about Abraham Lincoln’s life and about
how people lived during the 1800s. It is written for young students to explore the valued qualities of persistence
and honesty.
This book focuses on how Lincoln always wore a tall black hat. His hat traveled many places with him
throughout his life. Educators could focus on the hat in their teachings to have their students explore their
creativity. First, teachers could ask them to imagine they were Lincoln’s hat. Then, students could be instructed
to write down things they saw traveling with Lincoln. The list might include places such as Illinois, the town in
which Lincoln lived, a parade of horse and buggies, and lonely country roads when Lincoln and his horse Old
Buck traveled to be a lawyer to help people get fair trials. Lincoln’s hat has been with him in courthouses, when
he ran for the U.S. Senate and lost and then persevered and ran successfully for U.S. president! After the class
has created a lengthy list of places Lincoln’s hat has traveled, teachers could have them select one place or
event that was most interesting to them and research it further to write an essay on it. Next, as a whole class
activity, students could share what they wrote.
The “theme” of a piece of literature is the underlying meaning or lesson of a story that the author is
trying to convey to the reader. Good readers think about the events that happen in the story and what the story is
mostly about (main Idea) to figure out the lesson we can learn (theme). While reading Abe Lincoln’s Hat,
students should be able to identify that Lincoln was persistent and overcame many obstacles to become our
nation’s 16th president. Teachers can discuss with the class how Lincoln ran against Stephen Douglas for U.S.
Senate and lost. He did not feel sorry for himself and give up. Rather, he ran against Douglas again, but the
next time it was for U.S. president and he won! In so doing, students can identify that the theme or lesson in the
story is to never give up. Abe Lincoln’s Hat will teach students that every one of us is capable, and if we
believe in ourselves and persevere, we can accomplish great things.
As a wrap up activity, students could acquire a variety of old hats and various sized envelopes. They
would then be placed into groups, taking turns with a hat and a stack of envelopes. The teacher could set a
timer for one minute and students would have to stuff as many envelopes as they could in the brim of the inside
of the hat. When the timer goes off, the students must place the hat on their heads and walk quickly back and
forth in front of the class. Next, the hats come off and the envelopes that fall out should be counted. This can
then be repeated until each student has had a turn. The student with the most envelopes in his/her hat is the
winner and able to keep the envelopes inside of the hat, just like Abe did! This will be a fun way to end the
lesson on Abe Lincoln’s Hat.
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Museum Reviews
Field Trip Destination: The Tenement Museum
Reviewed by Benjamin Freud

The Tenement Museum provides an enriching and tactile environment for students, recreating immigrant life in
New York City’s Lower East Side during the 19th and 20th centuries. In 1988, a building that had been
condemned since 1935 was “discovered” by two activists who wanted to build a museum that honored the
American immigrant experience. Located 97 Orchard Street, the building had remained empty for over fifty
years. It has since been transformed into a series of restored apartments, designed and furnished to replicate the
lives of immigrant families at different times during which the building was occupied. Immersing visitors
within the day-to-day home life of immigrants—which is brought alive by the knowledgeable and passionate
tour guides—the Tenement Museum provides a unique experience for students to appreciate the socioeconomic realities of life as an immigrant. Not only does this teach about an important historical segment in the
formation of the American identity, but it also creates the potential to make linkages with 21st century social
issues.
A trip to the Tenement Museum should be part of a US History lesson unit exploring social and cultural
transformations brought about by the rapid and significant influx of immigrants to the United States. Given the
importance of immigration in the country’s history, a visit to the museum can be incorporated at any grade
level. Before a visit, the teacher should discuss how immigration from the 1850s to the 1920s took place in
successive waves, each one consisting in the arrival of different nationalities from Europe: first the Germans
and the Irish, then the Eastern and Southern Europeans. The lesson should treat the context behind why these
groups chose to emigrate, both in terms of a “push” out of Europe and a “pull” to America. This opens the door
for a discussion on the importance of the “American dream” in the culture of the United States, one that
continues to resonate today.
The tour I went on during my visit was “Hard Times,” which took me into the apartments of a GermanJewish family (the Gumpertz) during the 1870s and a Sicilian-Catholic family (the Baldizzis) during the 1930s.
The museum gives the same tour for school groups (grades 1-12, 15-45 person capacity).1 While visiting the
apartments, the students are surrounded by history: the dwellings have been arranged with period furniture and
belongings to recreate the conditions in which the respective families lived. My son commented that it looked
like the families left the apartments that morning and would come back later that day. Students taking the tour
will witness the contrast between life in the 1870s and the 1930s. The Gumpertzs’ apartment had no electricity,
no running water, and they had to go outside to use the sanitary facilities, while the Baldizzis’ had a sink, a
Several other tours are offered recreating life in the sweatshops or exploring life as a marginalized member of
society. These tours are appropriate for different grade levels, depending on the complexity of the issues explored.

1
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radio, and restroom on the floor (these changes came as a result of the 1901 Tenement Act). The tour guides do
a wonderful job telling the families’ stories, from their arrival to the United States through their tribulations,
successes, changes, and even about what happened after they moved out of the building. These stories are based
on the archival and court research the museum conducted and make the experience real for the students,
differentiating the museum from a traditional exposition where contemporary artifacts are on display with little
to no connection with the human experience.
Hopefully, the experience takes the student beyond the textbooks, enriching class discussion and
learning through a more tangible means of appreciating the history of immigration to the United States. This
could also serve as a springboard to understanding American notions of identity throughout history. It could
also be as a starting point to exploring contemporary social issued surrounding the influx of immigrant groups
from Asian and Latin America. The Lower East Side remains a neighborhood with a large immigrant
population and a visit to the museum can shed light on the transformations of the American socio-cultural
landscape brought about by immigration as well as the difficulties of integration. A follow up assignment could
include a creative writing exercise where the students imagine they are recently-arrived immigrants, detailing
the reasons behind their decision to move to America and the possible course of their new lives.

Field Trip Destination: The Museum of Jewish Heritage
Reviewed by Marcelle Abtan

The Museum of Jewish Heritage is an amazing place to take a fifth grade social studies class learning about the
history of the Holocaust. Inside The Museum of Jewish Heritage, one will learn all about life before and during
World War II and get a glimpse about its aftermath. One can see in what conditions the Jews and non-Jews
went through, where they worked, what they ate, and the kind of lifestyle they had. This museum offers many
different daily tours and special events throughout the year. The goal of this museum is to depict the terrible
conditions the Jews lived through and how they persevered until the very end. There are many museums that
dedicate themselves to teaching younger children. However, this museum seems to cater to the upper grades.
There are many things to learn from this museum.
The Museum regularly has special events scheduled. They often host different events and provide tours
for people to learn and experience the museum. They have several institutions of memory that tell the story of
the Holocaust from different perspectives. They use first person historical accounts and personal objects found
or donated for display. The museum focuses on the essence and beauty of Jewish life and serves as a foundation
for the memories of the Holocaust’s survivors that will continue to teach future generations.
The core exhibition in The Museum of Jewish Heritage is organized around three themes: Jewish life a
century ago, the war against the Jews, and the Jewish renewal. Each topic is discussed on a separate floor in the
building. Many objects from the museum’s collection are original objects retrieved from the war. Many things
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that were found were pictures that told of great stories. The main location is in the first building and it is still in
its original structure. It is six-sided to symbolize the six points on the Star of David and the six million Jews
who perished during the war.
Before taking students to the Museum, there are few things teachers could do in order to prepare them
and ensure that they gain the most out of the experience. Teachers can begin by asking students to do research
with family members to see if they know of or have great-grandparents who were involved in the war. This
assignment will help them develop their research and interviewing skills. Lessons should also include a brief
introduction to the Holocaust, whether is it showing the class several pictures of the terrible circumstances or
showing video clips. Students could develop a personal scrapbook about the Holocaust and what they have
learned. Before going on the trip, students can fill out a KWL chart. They will try to fill it out to the best of their
ability. During the trip, they will look around and see what they know and what they want to know. When the
children get back to school, they will then fill in the last column of what they learned at the museum. As a
culmination of this unit, students could choose a part of the Holocaust they want to research about and they will
present it at a school fair where they can explain what they learned to parents, friends, and faculty.

Field Trip Destination: African Burial Ground National Monument
Reviewed by Gina Rosemellia

The African Burial Ground National Monument is located in lower Manhattan. This is the location in New York
where Africans living in America that were both free and still slaves were buried, from around the 1690s until
1794. The site was discovered during construction projects in the area in 1991, and archaeologists have been
able to study the remains to form conclusions about the lives of the people buried there (National Park Service,
“African Burial Ground”). Admission to this monument is free, as are guided tours, and the organizers plan
special events throughout the year. The first event is the Juneteenth Celebration, or Emancipation Day, which is
a celebration of the day that slavery ended in the United States. There are special speakers and discussions onsite for this celebration. Another event is called “Night at the Museums,” in which many other museums in
Manhattan participate. Visitors to the monument have the chance to look at replica artifacts from the site and
learn more about the role of archaeology in historical discovery. The monument staff also incorporates walking
tours of the surrounding area to help infuse visitors into the atmosphere of the period.
A pre-trip activity for a sixth grade class could include a KWL chart (Parker, 2012, p. 439) that we
would complete as a class. The topic of the chart would be “The Lives of Africans in New York in the 1700s.”
The trip will give students information taken from the excavation and examination of the bodies that tell what
the lives of these people were like. Filling in the K and the W columns will help students to engage background
knowledge on what they already know, and what they would like to learn. This could be differentiated for ESLs
and students with disabilities by providing a three column grid and having students illustrate their thoughts
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instead, or write bulleted notes instead of full questions. The questions the class comes up with in the middle
column will be kept in mind on the trip and answered later.
During the trip, students can take notes on their KWL charts or loose-leaf paper. They will keep in mind
how to answer questions like: “What evidence shows what the lives of the people buried at the gravesite were
like?” Students can be encouraged to ask questions of the tour guide for this purpose. The trip may also generate
other questions that students want to know the answer to. As a way of differentiating, students can seek out the
answers to these questions or those generated in class.
After the trip, the class could have a discussion on the answers that they found to their questions. The
focus for this discussion could be a brainstorming activity answering the larger question, “How are the
discoveries made in the study of this burial ground by archaeologists important for our history?” Students can
then complete a summative assessment in which they answer this question, using the information gathered on
the trip. The assessment could be differentiated in that the question may be answered in a short paper, an artistic
representation such as a drawing, or a short role-playing skit or play.
Sources:
National Park Service. “African Burial Ground.” Retrieved from http://www.nps.gov/afbg/index.htm
Parker, Walter C. (2012). Social Studies in Elementary Education. Boston: Pearson.

Field Trip Destination: Sunnyside
Reviewed by Rena Allen

Residing in a town located near a river as notorious as the Hudson River has many valuable qualities. Not only
does it add unique beauty to the towns running alongside of it, but the Hudson River carries a lot of important
history with it as well. The Hudson River has been a significant part of American history for hundreds of years.
It has contributed to the early development of certain northeastern regions in the United States, including many
areas in New York State. Areas along the Hudson River have witnessed a substantial amount of changes,
progress, and growth over time. Because of its long-term usage by settlers, areas around the lower Hudson
River were steadily progressive and thus changed with the times. Therefore, there is a plethora of rich history
located within these towns, from battle sites to old school buildings to homes of famous people from various
eras. One such intriguing place is Sunnyside, the home of writer Washington Irving. Whether you have grown
up in the river town area or not, Irving’s stories are famous and part of American culture. They have been retold
for many generations and are commonly known and studied with young students. Two of his most popular
stories include “The Legend of Sleepy Hollow” and “Rip Van Winkle.” His home has been preserved and holds
tours and various activities for children ranging in age from three years old to middle school age.
Three programs in particular offer young students great learning experiences. The first, “Legend Days,”
includes a guided tour of Irving’s home, in which students also follow plot, setting, and character clues to create
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their own story of a day in the life at his home in Sunnyside. Students take a walk while they are told the Irving
story of “The Devil and Tom Walker,” as to better experience it. Visitors can also see a shadow puppet show of
the infamous “Legend of Sleepy Hollow,” again providing another unique way to experience a folk story and
history. Another program offered at Sunnyside is “At Home with Washington Irving.” Tour guides dress up in
historical clothing and show the children around the home. During this tour, students see primary documents
and are exposed to objects native to that era, allowing them to see firsthand the way people during that time
period lived, what they used, etc. The third activity offered for young children at this historical site is “A
Cottage on the Hudson.” Students learn about the celebrated author and his family by looking through visual
documents and stories that illustrate how people in the 19th century lived, in addition to being able to use
touchable reproduction objects. Students retell stories and identify characters they have been exposed to from
their experience at the site. They then partake in an art activity in which students compare what they have
learned about the past with present day living.
All of these programs would be beneficial and great learning experiences for many young children.
While the programs being offered utilize many activities to differentiate learning (such as a story told using a
shadow puppet show, having people in costume give students a tour and tell stories similar to role playing, and
having students complete an art project to culminate and display what they have learned), even without the
programs being offered, simply visiting the site and seeing artifacts and items from that era firsthand could be a
great experience for youngsters. Differentiated learning activities such as keeping a journal of writing or
pictures of what the students enjoyed learning about throughout the trip, or creating a scavenger hunt while on
the site for the students to participate in, are also constructive activities the students could learn from and keep
them engaged in learning about the topic at hand.
Classroom activities related to the trip experience could also be completed following the trip. Students
could recreate an artifact they found interesting or useful or even compare that artifact to something used in this
day and age. Or they could be asked to create a story similar to those Irving used to create, using the setting of
his home. If a journal was used during the trip, students could recreate their experience with a demonstration or
select the most important parts of the trip to them and explain why.
PREPARING:
1) Children should be learning about the value of the Hudson River and how it drew many people to this area;
this will also give them background knowledge about the community in which they reside.
2) The teacher should read several of Irving’s books to students to expose them to his stories and style of
writing; go over a brief biography of Irving.
3) Read other stories and books from that era; explore big achievements of the time such as railroads and how
they impacted America at the time; also explore and display different clothing or artifacts from that time era.
4) Obtain permission from administration and parents.
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5) Coordinate with the historical site and choose from field trip options; also make sure there is an adequate
amount of adults in proportion to the amount of children, transportation services are available, and students
know whether or not to bring lunch.
6) Prior to trip, construct a KWL chart.
CONDUCTING:
1) Take a roll call of students throughout the trip.
2) Try best to arrive on time so there is enough time to complete all activities.
3) Make sure all students are engaged, able to see and hear the activities, and able to ask questions.
EVALUATING:
1) Complete the KWL chart and follow up activities, some as mentioned above; individual or thank you notes to
the historical site could help students summarize and organize their thoughts and ideas from the trip.
2) Carry on classroom discussions about the trip and what the students enjoyed, didn’t enjoy, and learned about.
This will also give the class a chance to practice and develop the use of democratic values, such as expressing
their opinions and listening to others, in an organized and systematic dialogue.

Field Trip Destination: Danbury Railway Museum
Reviewed by Megan L. Wisotsky
Born out of the popular struggle to have access to educational and cultural resources in the mid to late 1960s, El

The Danbury Railway Museum, located in Danbury Connecticut, was originally built in 1903 for the New
York, New Haven, and Hartford Railroad. The Danbury station and rail yard sat on six acres and included an
engine house, a freight house, a round house, as well as a turntable. This station was booming and an essential
part of the New Haven Railroad system until the decline of the railroad in the 1960s. In 1965, the engine house
caught fire and was torn down. Twenty-four years later, in 1989, the freight house was torn down as well. The
station continued to run, despite the decline and loss of structures until 1993, when it was sold by Metro-North.
The decision to close the station was largely due to financial necessity.
In 1994, numerous National Railway Historical Society members, as well as some local residents,
gathered together to restore the station and create this museum. These members were able to obtain a $1.5
million grant in order to begin the restoration process. During the restoration, the museum set up shop in a
nearby building. For the duration of the project, a gift shop was established and the first pieces of equipment
were attained. In 1996, the restoration was finally complete and the museum that stands today opened its doors.
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The museum has indoor and outdoor exhibits. The indoor exhibits consist of: model train setups,
artifacts, books, time tables, documents, photographs, maps, and periodicals all pertaining to the Danbury
Railway as well as other historical stations and railways. The outdoor exhibits consists of: 13 diesel
locomotives, 1 steam locomotive, 5 coach passenger cars, 1 standard car, 1 observation car, 1 business car, 1
café lounge car, 1 club galley car, 2 baggage cars, 2 self-propelled passenger cars, 1 self-propelled rail bus, 2
self-propelled wire cars, 2 self-propelled standard cars, 6 boxcars, 2 hopper cars, 8 flat cars, 1 gondola, 1 reefer,
2 8,00 gallon tank cars, 6 cabooses, 1 coal loader, 1 baggage wagon, and an operating turntable.
The museum offers guided group tours, train rides, presentations, birthday parties, and other events.
During a typical class trip, students watch a short video about the railway station and railroad safety shortly
after arriving. The students then participate in a Q&A session. Following that, they are guided through the
indoor part of the museum, stopping at each exhibit for a brief lesson. Weather permitting, the students then
proceed outside to the railway and receive a tour of a few of the pre-selected pieces of equipment. The students
go on a train ride and get to see the turntable. Once the tour is finished, the students are welcome to return
inside to have a snack. Each student receives an Operation Lifesaver activity book and pencil to take home.
A trip to this museum or a discussion about it could be incorporated into lessons on transportation, local
history (if the school is nearby the railway), the history of Connecticut, exploration, and other areas that
appropriately align with the curriculum. Before taking a field trip, teachers should clearly establish the purpose
of the trip with their students. This can be done by discussing information about the subject and then creating a
KWL chart. The KWL chart will help to determine the students’ prior knowledge, establish questions they may
have, and then determine what they learned from the trip in order to evaluate whether the purpose of the trip
was achieved. Before going on the trip, the teacher should: discuss with the students how they are going to
record the data that they gather, prompt them to look for certain things while on the trip, and clearly establish
rules and expectations for the outing. After the trip is over, the students can evaluate the trip by engaging in
follow-up activities such as completing the L section of the KWL chart, taking part in an enrichment project,
and writing thank you notes to the museum for hosting them.
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