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tor
Teaching History in Transition at Forty Years

Stephen Kneeshaw
College of the Ozarks
Editor, Teaching History

ichés. You know what I mean: those trite phrases that we use to make
clear or as plain as the nose on our face. We all fall victim and often
val trap that we had hoped to avoid. I often remind my students in “tips
at they should avoid clichés like the plague. But sometimes old and
s work well for us. For me, this is one of those moments when clichés
dly “it ain’t over till it’s over,” “every dark cloud has a silver lining,” and
his together.”

:1n 2015, as we put the finishing touches on the fall issue in Volume 40
listory, which will be my final issue as Editor, I look back with great
nes and the people and the places that this professional adventure has
. the places you’ll go!” to quote from Dr. Seuss is a line that comes to
the late Philip Rulon of Northern Arizona and Loren Pennington of
Jniversity asked me in the spring of 1974 to join them in founding a new
ty education, I jumped to accept the kind of challenge that seldom comes
ing historian and teacher. ButI was young and eager and confident that
vork of editing Teaching History: A Journal of Methods. 1knew from
nt that I would have great counsel and support from Phil and Loren.'

-, we three founders created a larger team, starting in the spring of 1975,
carefully measured steps, convinced (in our hearts if not our heads) that
o start and build a professional journal that could make a difference in
:areers of other teaching historians just like us—could succeed and
.gh journal world. In that first year, we brought together eleven young
:n with promise: To start, Ronald Butchart then at SUNY Cortland
r first book review editor, and he quickly became my “number two” on
am and a good friend to this day. Marsha Frey of Kansas State
Bullitt Lowry of the University of North Texas, among others, also said
ritations to join the team. To add some experience, Phil Rulon agreed
: Board of Editors, a spot he held for almost four decades until his
1g in 2014. Loren Pennington volunteered to direct the journal’s

about the early days of the journal, see Stephen Kneeshaw, “A History of Teaching
is in the Classroom, or Clio Down But Not Out,” Teaching History, 1 (Spring 1976),
‘neeshaw, “Teaching History after Five Years,” Teaching History, 6 (Spring 1981),












Teaching History in Transition 71

tion every spring and fall, and more. In that tradition of banding together, four
:losest friends and longtime members of the Board of Editors will retire from
ng History withme. All but one of them already have retired from teaching and
stration, but at my request they stayed active with the journal until this moment
hand. Ronald Butchart of the University of Georgia, Marsha Frey of Kansas
“alvin Allen, Jr., of Shenandoah University (once a history colleague at College
1zarks), and Roger Malfait of North Kitsap High School in Washington (a friend
ar college days together) will join me in retirement from the journal as we close
fortieth year of Teaching History.* Over many years, they all have given the
great service and me great counsel as we built up Teaching History from a
ea to become reality. To them and to all of the other men and women who have
with me for so many years, [ say “thank you.”
“eaching History also stands out in quality for its corps of authors, reviewers,
ders who make the work of Editors and Book Review Editors a pleasurable part
professional careers. Our authors have run a wide spectrum of academic
s and levels, but almost to a one they have worked closely and graciously with
ditor, accepting suggestions for revisions without much hesitation and making
s within the time frames that [ have suggested. Book reviewers also have met
es set by the BRE, helping us stay on schedule for publication in the spring and

lo professional journal can survive without an audience of readers and
rers who appreciate the time and energy that our leadership and editorial teams
to Teaching History. We have given our readers old standards for their
yms—two examples come quickly to mind: the continuing value of the lecture
and the power of films to illustrate key points we want to make in our
yms. But we also have stepped into new territories as times and technologies
—for example, essays on both board and electronic gaming in the classroom
peared in the journal as has discussion of online instruction. As evidence, this
6 issue will deliver some new and some traditional thoughts about teaching in
" To all of these groups who have contributed to Teaching History, we also
ur gratitude and our promise to continue to do our best work for you.
inally, it is time for my “over ... and out!” On January 1, 2016, Teaching
will experience the biggest changes in its history. Sarah Drake Brown of Ball
11 take the lead as Editor and Richard Hughes of Illinois State will become
eview Editor. I have great confidence that under their direction Teaching

Frey, and 1 are the last three of the original start-up group for Teaching History. It seems
¢ we all should retire from the journal together.

> full list of essays we have published over four decades, check out our website at
y.emporia.edu/~teaching-history/.






DEVELOPING EFFECTIVE UNDERGRADUATE ONLINE HISTORY
COURSES: AN EXPERIENTIAL MODEL

Michael E. Brooks
Bowling Green State University

[ntroduction

This article offers an overview of the techniques and strategies that I have found
nost successful in a ten-year career teaching undergraduate history courses in online
ind hybrid settings. While geared toward instructors new to online teaching, veteran
»nline instructors should also find useful ideas here to improve their virtual classrooms.

Instructors seeking to hone online teaching skills should take advantage from the
mset of as many formal training opportunities as possible. A University of Central
“lorida study noted that faculty members who have taken part in online pedagogy
ileminars experienced renewed interest in teaching as a result of their participation in
nline trainings.® It is critical to stay current with the rapidly evolving world of
:ducational technology, and the best way to accomplish this is to interact regularly with
sther online instructors and designers. Most colleges and universities offer internal
raining for their current learning management system (LMS), while the creators of the
MS platform typically provide online question-and-answer forums for users.

Seminars and trainings offered by Quality Matters® and the Sloan-C Consortium'’
re excellent venues to develop online teaching skills and network with other online
eaching professionals. Quality Matters also has designed a nationally-recognized peer
gview process and rubric that certifies the quality of online classes.

)eveloping an Online Teaching Philosophy

Before beginning to teach history online, instructors should develop a separate
hilosophy of teaching for online courses. Certainly there is considerable overlap in
oth types of classrooms (traditional and online), but many new online instructors make
1e mistake of attempting simply to duplicate their face-to-face (F2F) classes online
ather than creating wholly new online learning environments.

An important component of an online teaching philosophy is instructor
rllingness to wear additional institutional hats. As much as possible, online instructors

IJniversity of Central Florida, “Research Initiative for Teaching Effectiveness: Faculty Perceptions of
eaching on the Web,” http://online.ucf.edu/research/dl-impact-evaluation/#Perceptions (accessed
sptember 2, 2015).

Juality Matters, https://www.qualitymatters.org/ (accessed September 2, 2015).

Sloan-C Consortium, http://slsoanconsortium.org/ (accessed September 2, 2015).
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“disappearing student” phenomenon is especially critical in the early weeks of a
semester, when early alert systems can be most effective.

Creating an interactive learning environment is another critical component of an
online teaching philosophy. In addition to the instructor’s individual and group
interactions with online students, it is important to develop opportunities for students
to interact with peers via group projects and discussion forums. This is one way to
break the isolation that some might experience in an online course that lacks the
interaction of F2F settings.

Before the Course Begins

In online classes it is important to be more proactive than in F2F classes about
getting important course information to students, as some students enrolled in online
courses might be located in places far from the physical location of the institution.
These distances represent logistical challenges, especially in obtaining textbooks and
other course materials.

Syllabi for online history courses should contain a number of components that
are different from those created for F2F classes. In addition to sections related to
technological items, syllabi for online courses need to contain specific information
related to the virtual classroom experience. This would include (but is not limited to)
details such as the preferred method of contacting the instructor, assignment submission
instructions, acceptable file formats for papers, and a discussion of the differences for
students between online and F2F classes.

Email the syllabus to students a week in advance and send out a separate email
with the required texts for the course at the same time. This method counters the
normal level of student procrastination and/or delays in obtaining financial aid
associated with acquiring textbooks. In the emails stress that students will begin using
the textbooks the very first day of class in order to emphasize the importance of prompt
acquisition of course materials.

Consider opening course shells at least three days before the term begins so that
students will have time to surf the website, learn the course layout, and familiarize
themselves with course expectations. On average, about half the students take
advantage of the early opening to visit the website, and approximately one-fourth on
average actually begin work in the class. Sometimes this takes the form of watching
course videos, while other times students actually complete assignments from the first
week before the official start date. Some universities control student access to course

!4The most significant challenge with early alert systems is getting buy-in from stakeholders. Until the
“messy, human side of educational technology” changes, early alert systems will not be a silver bullet
solution. See Melinda Mechur Karp, “Tech Alone Won’t Cut It,” Inside Higher Ed, January 13, 2014,
http://www.insidehighered.com/views/2014/01/13/essay-looks-how-early-warning-systems-can-better-
boost-retention (accessed September 2, 2015).
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o offer insights into their goals and dreams in an online forum than they would in a
irst-day F2F icebreaking exercise.

Zourse Shell Design

As arule, make course shells as easy to navigate as is possible. The first step in
his process is to limit the number of items on the navigation bar."”
students—especially individuals new to online learning—can become overwhelmed if
onfronted with a wide array of navigational tabs. One can effectively cover
iedagogical needs—while maintaining simplicity of design—with about six
lavigational tabs.'®

Create a page in the course shell that is titled “Start Here,” and provide several
inks to this page in places where students first visit, such as in the announcements
ection, in the course modules, and in the syllabus. The “Start Here” page includes a
runcated overview of key syllabus items and details the first steps students should take
s they begin the course. Include a list of minimum technological requirements student
omputers need as well as a brief discussion about “Netiquette,” reiterating
Xpectations about social interaction in the course syllabus. Interestingly, research
adicates that students as well as instructors share this need for clear Netiquette
xpectations.'® Students want to work in an environment relatively free from the more
brasive features of many online environments.

Create redundancy in online courses through frequent use of hyperlinks to
sference important items. For example, any time in the course shell the word
syllabus” is mentioned, hyperlink that term with the syllabus page or file. Make use
f links in comments to students in discussion forums or in grading feedback through
‘hat the author refers to as “individualized hyperlinked instruction,” whereby
wstructors hyperlink to external sources any terms unfamiliar to students as well as
ontent-related material that expands the knowledge base.

Most learning management systems include some sort of sidebar with tabs to important course
nctions. Blackboard, for example, allows instructors and instructional designers to customize these
1der the “Manage Course Menu” function. Canvas has standardized menu tabs with common
nctions, but customization of the names of the tabs is not offered as an option. Sakai and Moodle
low greater customization.

Rob Kelly, editor, “Online Course Design: 13 Strategies for Teaching in a Web-based Distance
sarning Environment,” Online Classroom, http://hilo.hawaii.edu/academics/dl/documents/
iStrategiesforTeaching.pdf (accessed September 2, 2015).

Vyrna J. Dow, “Implications of Social Presence for Online Learning: A Case Study of MLS Students,”
wurnal of Education for Library and Information Sciences, 49:4 (Fall 2008), 231-242.
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as little as 100 words in response to every post would write the equivalent of a 40,000-
word monograph over the course of a single semester.

Instead, in a class of 25 students, a half-dozen quality comments per week is a
much more reasonable objective, and responding to a variety of different students each
week means that each student will receive in-depth comments on several discussion
forum essays over the semester. Comments earlier in the week set the tone for the
discussion and make the instructor’s presence known. Interestingly, research suggests
that too much instructor presence in discussion forums might be as deleterious as too
little presence, as instructors who insert their subject matter expertise into discussion
might actually inhibit peer interaction.”’

In grading discussion forums, I assign eighty percent of the grade to the quality
of the initial post, which takes the form of a 400-600 word essay. The remaining
twenty percent of the discussion forum grade is based on the quality and quantity of
comments provided to other students, and students receive a grading rubric with each
discussion forum. I require a minimum of two “meaningful”® comments per forum
from each student, and hypothetical examples of high-quality and low-quality responses
can be found in the syllabus. I was a bit idealistic when first teaching online, thinking
I would not require responses but instead encourage responses by creating such
engaging forums that there would be excellent participation organically. However,
many students would not produce any extra effort if there were no points associated
with the activity, and the comments that did appear were almost exclusively the highly
motivated A students.

In discussion forum prompts, I build in a variety of different types of activities,
including such activities as: a) primary source comparison/analysis; b) interpretations
of historical artwork; and ¢) essays in which students imagine themselves to be living
in the time period being studied in the module. It is important to design forum
assignments in which text cannot be simply copied-and-pasted from the Internet. Here
is an example of a discussion prompt from a survey-level world history course that
illustrates the third type of prompt:

For this week’s essay imagine that you are a person living in one of the
regions and time periods covered in the texts this term. Begin your first-

M'Vanessa Paz Dennen, “From Message Posting to Learning Dialogues: Factors Affecting Learner
Participation in Asynchronous Discussion,” Distance Education, 26:1 (2005), 127-148. See also
Timothy Barnett-Queen, Robert Blair, and Melissa Merrick, “Student Perspectives of Online
Discussions: Strengths and Weaknesses,” Journal of Technology in Human Service, 23:3/4 (2005),
229-244,

Z“Meaningful” is defined for the students in a detailed description in the syllabus and on the grading
rubric. In short, students are expected to engage in substantive dialogue with the original poster as
opposed to disengaged statements such as “good job” or “nice work.”
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The optimal time for video lectures is the three-to-five minute range, with a
general pedagogical goal of keeping all videos under ten minutes.”® It is better to have
a series of shorter videos than one long video, as students are more likely to access
short videos. Timing in video lectures is different than with traditional lectures, as an
hour of F2F lecture ends up being 5-8 minutes of video if the instructor develops a
detailed script. This is due to the faster pace of video lectures, which are more like
news reports or documentaries than traditional lectures. In addition, the process of
condensing content to a short video also reflects the lack of class discussion or students
asking the instructor to slow down during a traditional F2F lecture.

Some educators are reluctant to create video lectures for fear that the finished
product will not be of high quality. While it is true that one’s initial attempts to develop
video lectures might not be perfect, and even amateurish, the only way to develop this
skill is simply to jump in and experiment, avoiding obsessing over perfection, as we are
educators, not Hollywood directors. Minor glitches will not mar an otherwise strong
lecture, nor will students even notice most technical shortcomings. Besides, editing
these lectures is quite simple, and one need not re-record an entire lecture because one
small segment happens to be clunky.

Make video lectures seems as “live” as possible. The best way to accomplish this
goal is to include video footage of the instructor as part of the lecture. Include at least
some introductory footage of the instructor in video lectures and one other “live”
segment, even just a ten-second transition. When possible, add a “live” conclusion to
video lectures with a brief summary of the topics covered in the lecture.

In the most effective style of video lectures, the instructor maintains a relatively
informal and personal style of narration. Look directly into the camera in these
segments, which is in keeping with current pedagogical best practices,” and use the
traditional newscaster approach of looking down for a few seconds at notes before
returning right back to face the camera. The addition of personal experiences and life
anecdotes helps liven up video lectures, and they help students make connections across
temporal and geographical divides. A dose of humor also can be effective in
illustrating points, but be careful: Sometimes humor does not translate well across
cultures, and humor works best in segments where students can see the instructor’s face
on the screen to pick up visual clues.

When narrating a video lecture or creating a “live” segment, be sure to speak
clearly, to enunciate, and to speak with confidence. It might take a few practice
recordings to develop a confident delivery, so do not be disappointed if the first take
of the first video comes across as less-than-polished. Even a choppy video lecture is

“Janet Whatley and Amrey Ahmad, “Using Video to Record Summary Lectures to Aid Students’
Revision,” Interdisciplinary Journal of Knowledge and Learning Objects, 3 (2007), 187.

%Whatley and Ahmad, 193.
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Quiz, Exam, Discussion, and Assignment Design

When designing any assessment or assignment for an online history course, it is
important to keep in mind that online students generally have access to course texts and
Internet browsers.”’ One group of educators suggests that the changing nature of
information retrieval and ubiquitous access to information means that we should be
reinventing the entire process of education. Instead of cracking down on online
students as somehow “cheating,” we might simply allow our F2F students the same
opportunity to use study aids during exams. Such behavior, as goes the argument, more
closely mirrors the employment world that today’s graduates will face, as it is almost
unthinkable that a person would have to memorize prodigious amounts of content to be
successful in a career. This approach could be described as an open-note, open-book,
and open-browser methodology, and a number of studies suggest little difference in
achievement between open- and closed-source environments.”®

Anecdotally I have experimented with open-note and open-book exams in several
F2F classes. There did not appear any statistically meaningful difference in these
classes than from exam results traditionally found on closed-book, no-notes exams.
One of the keys, though, is to design exams and quizzes with questions that cannot be
mswered easily by a quick Google search and jumping to the index of a textbook.

Place time limits on quizzes with multiple choice or true-false questions, capping
he time at sixty to ninety seconds per question.” This reduces what Thomas Brothen
ind Catherine Wambach have called the “quiz-to-learn” approach,*® whereby students
»nly open the textbooks as they go along during a quiz to find out what they need to
yass the quiz. Randomizing question order on quizzes and exams, plus randomizing
inswer orders, will help reduce cheating between students, and most LMS offer these
‘eatures.

Plagiarism remains a concern for many faculty members who are reluctant to
smbrace online teaching, but tools to detect plagiarism have significantly improved the

Admittedly, a few institutions have developed proctored testing centers where students can take online
xams, but to my way of thinking a class would not be a truly “online” course if there was an on-campus
omponent.

*See for example Jeremy B. Williams and Amy Wong, “The Efficacy of Final Examinations: A
“omparative Study of Closed-Book, Invigilated Exams and Open-Book, Open-Web Exams,” British
ournal of Educational Technology, 40:2 (2009), 227-236.

"Joan Conkin and Neddie Serra, “Continuing Education Corner: Multiple Choice Testing,” New Jersey
lurse, 27 (1997), 7.

'Thomas Brothen and Catherine Wambach, “The Value of Time Limits on Internet Quizzes,” Teaching
f Psychology, 31:1 (2004), 64.
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Conclusion

Teaching history in online settings requires different philosophical approaches
and skill sets than in traditional F2F classrooms. Online history instructors need to
develop the ability to problem-solve site design and student access problems that
inevitably occur, and possessing the ability to see the course shell through the eyes of
a student is also a valuable skill. Assignments should be designed with the knowledge
that online students have access to resources that F2F students lack, especially as
related to quizzes and exams.

In some ways teaching online is more labor-intensive than many F2F classes,
given the fact that written work is the principal means by which online students
demonstrate mastery of course content and themes. Increasingly faculty job postings
include online teaching experience as a requirement for open positions, and as
universities and colleges continue to pursue online education, the ability to teach online
is directly related to career success in higher education.
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IN DEFENSE OF THE GOLD STANDARD:
SOME THOUGHTS ON MICHAEL BROOKS’ ESSAY ON ONLINE
TEACHING

Donn Neal
Retired Historian
Pittsburgh, PA

Perhaps it is no surprise that someone like me, a retired faculty member at a
liberal arts college, would wince his way through the essay on online courses that
appears in this issue of Teaching History. But despite my personal skepticism about
such courses, my response to that essay is less a critique or a rebuttal of it than itis a
passionate defense of what I regard as the gold standard of higher education: the
venerable, valuable, but now seemingly vulnerable tradition of a teacher-led, on-
campus, classroom-based, interpersonal education that has served us so well for so
long. It behooves us to think about how invaluable the several elements and attributes
of this gold standard are before we send it packing, because, if we do, we will be hard
pressed to bring it back.

I am no Luddite (hey, I too have a smart phone). Neither am I naive or foolish
enough to think that all online, computer-based, distance learning is invalid or
inappropriate. Nor do I think that the teaching and learning model I revere is the only
one teachers should use. My own experience in a dozen years of teaching involved
experimenting with a variety of models. Then, I helped to devise and lead a consortial
program that assisted college faculty members to rethink and refresh their teaching
strategies and skills and that emphasized having different arrows in one’s quiver for
different situations. After that, overseeing the creation of a competency-based
certification program for a national professional society afforded me an opportunity to
understand how training exercises can be a key component in learning. Finally, serving
for anumber of years as the director of an education and training program for a Federal
agency brought me a deeper sense of how both of these teaching and learning processes
can work together harmoniously when used appropriately.

But all of these experiences, while exposing me to and helping me to appreciate
a broader panoply of learning styles and formats, also strengthened my affection and
appreciation for the gold standard I have described. To paraphrase an advertisement
I recently saw: Interactive classroom teaching sessions led by a skilled professional do
notjust set the bar for successful teaching, they are the bar when it comes to inculcating
and honing the critical-thinking tools and habits that enable a mind to survive and
succeed, especially in an information-laden, rapidly changing, and multi-voiced
environment. We need more of these opportunities, not fewer.

Of course, the gold standard I describe is not the only path to learning. Studying
on one’s own obviously has its own special place at the center of an education. Two
or more people cannot read a book together, at least for long; joint research is a tricky
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videly varying concepts into a larger construct; the capability to marshal evidence to
upport or challenge an opinion; and, yes, the skill to make sound arguments for and
gainst propositions put forward by others. These vehicles do that work by having
adividuals engage with one another in a series of immediate and multi-party
iscussions, testing their own beliefs and the ideas of others in company with other,
ritical-thinking individuals.

An incidental but not significant by-product of campus-based educational
xercises designed to bring people together into distinct groups is the spirit of joint
ndeavor that can emerge and develop as a mixed body of students get acquainted and
sork together, over time, to think as a group about an assigned topic or to explore and
1aster a challenging body of work. Such an education is not just richer and more
atisfying on a personal level but lays a good foundation for the way much of society
anctions today. Moreover, a predominantly on-campus, group-based learning journey
an easily be augmented with certain on-line learning opportunities of special merit
1at, quite literally, widen horizons. I am less sanguine that a mixture reversing these
roportions would be as successful.

And let’s not overlook the (sometimes superior!) pre- and post-classroom
iscussions among students and with the instructor. There is ample evidence to suggest
1at the professional—and personal—growth of students outside of their classrooms can
e every bit as significant as what happens inside those rooms. Learning occurs all over
campus, whether it is a bucolic one spread over many acres or a vertical one plunked
own in the middle of a city. Moreover, the personal connections a student makes in
n-campus experiences can influence and enrich an entire lifetime, not just one’s
itellectual development. A good discussion thus is an adventure that begins before
ad continues beyond a single class session, and this is more likely on a campus
adicated to education than anywhere else.

Aunique value is derived from a concentrated, immersive focus on a topic or set
f related topics, perhaps on a provocative question to be devised or answered in
»mpany with others of diverging views. It often begins with a deceptively simple
lestion: “So, after all that you have read, how should we view Andrew Jackson?” Or,
Wwas FDR’s managerial approach the right one for the circumstances of the Great
epression? What effects of his leadership style do we still feel today, and is it still an
ypropriate approach?” Or, “Thinking about the kinds of reasons people had for
igrating to America, do we still see those impulses intoday’s migration movements?”’
nd so the adventure begins. Such a focus is far superior to having individual students
ysting and reading comments on imaginary discussion boards or emailing responses
>w and then during their busy lives, as time or a job or traffic signals permit.

In sum, well-taught and freewheeling discussion courses are the essence of,
rhaps even a microcosm of, what the best college-level experience can be: a
1ance—heavily subsidized by society, it bears noting—to work together to confront,






EATING HISTORY:
A UNITED STATES HISTORY PROJECT

Christopher Lewis
Chapman University

Our lives are enlivened by sensory experience. Memories are constructed with
ie building blocks of what we see, touch, taste, smell, and hear. Learning occurs best
hen our minds and bodies are engaged actively and challenged by new experiences
1d situations. Teaching history allows me to explore the various ways students learn:
walyzing visual and music sources, engaging in total physical response, and also
flecting to build empathy and problem-solving skills. However, it was not until
cently that I realized one sense is often ignored in teaching: the sense of taste. Taste
ight be one of the strongest and most engaged in our lives. We all eat. What we eat
flects our personal and social situation. But the use of food as a teaching tool is not
nited to the sense of taste. Food engages all of our senses. And thus, I argue that
inking historically is not limited to what we read or discuss. Studying history must
clude an exploration of what we eat as well.

History classes are frequently difficult for students because they fail to make
mnections between the past, the present, and the future. Therefore, students struggle
ith practicing periodization, identifying cause and effect, or analyzing primary source
ycuments that reflect the political, social, and economic tensions of any given time
sriod. Teachers use photographs, political cartoons, or personal narratives to incite
scussion and develop critical thinking about the past. But these materials might
eate distance between students and studying history where history is to be acquired

obtained instead of lived. Students do not see themselves as participants actively
eating, making, and navigating their own personal histories. Thus, history is reduced
memorizing names, events, and dates about people that are not connected to students’
imediate experiences. History educators bear a responsibility that is unlike many
her subjects. The way in which history is presented can positively or negatively affect
student’s self-efficacy, identity development, and worldview.

We might narrow the distance between past and present by using food as a tool
“historical analysis. By studying history from a thematic perspective with food and
»d ephemera as the centerpieces, we can explore issues of immigration, migration,
similation, and identity development more creatively. Food is an element of survival
1 all humans share it as an experience that relates to the development of cultural
mtity. Where our food comes from, what we eat, and how it is prepared, all become
-t of our cultural performance. For many immigrants, food is a way of maintaining
mic heritage and defining cultural identity. Simultaneously, food culture is influenced
the availability of certain resources and living conditions. In my classroom, I began
explore ways of integrating food culture to engage students in a historical sensory
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divides people: The poor do not eat the same items as the rich, and immigrant groups
bring unique items and preparations from their own ethnic backgrounds. Food is
politicized and manipulated by the government as seen in labor laws, production laws,
the Food and Drug Administration, and even school lunches. Our personal tastes are
products of experience. And as Diner noted, “for all human history people have
contended with the stark reality that they must eat to live.”

Deciding to explore food culture and food identity at the turn of the twentieth
century was an ideal fit because taste added a new element to a period of history rich
in sights, smells, and visuals of bustling city streets and urban neighborhoods. The unit
of study focused on immigrants arriving through Ellis Island and settling in Manhattan.
The ethnic and racial makeup of Manhattan provides students the chance to explore
diversity issues against the backdrop of industrialization and urbanization. As
immigrants arrived, they usually sought out communities in which their own language
and cultural needs could be met. One could walk down Orchard Street in the Lower
East Side and find familiar faces, languages, crafts, and foods. And while beer, pickles,
pretzels, cheeses, and kosher meats are commonplace in today’s world, an exploration
of their arrival and history allows students to evaluate the connection between food and
ethnic identity.

The dill pickle is one of the most fascinating foods to study historically. And
while I am specifically referring to pickled cucumbers, easily found inlocal markets and
on pushcarts in the Lower East Side through the nineteenth century, I could also extend
this discussion to the process of pickling. Many cultures in the world use pickling:
kimchee in Korea, pickled jalapefios and carrots in Mexico, sauerkraut in Germany, and
pickled herring in Eastern Europe. The process is historically and geographically
situated and the need for pickling also relates to economic class, food sustainability, and
living conditions. Depending on one’s geographic location, pickling is a way to
preserve meats and vegetables in order to last harsh winters where harvesting is
impossible. Pickled goods are also fairly easy to prepare, sell, and trade within a
community.

Students seemed to be fairly comfortable with the idea of pickling but could not
believe we could take a historical, political, sociological, or economic stance on the
effects of pickles. In one lesson, we focused on analyzing primary source documents
from the late nineteenth century depicting pickle pushcarts and pickle stores. We
sampled dill pickles and discussed the pushcart culture of immigrant communities in the
Lower East Side. Jane Ziegelman, in her food history book 97 Orchard: An Edible
History of Five Immigrant Families in One New York Tenement, explained that some
“saw pickle-eating as akind of compulsion” where “the undernourished child was drawn

3Ibid., 2.
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Digital Timeline

In the first task, students explored digital collections of the New York Public
Library (http://www.nypl.org). Having technology available in the classroom allows
students to move beyond the walls of a school and into museums and libraries across the
world. Other sites also provide digital field trips where students can walk down streets
and view places being studied. For the purpose of this task, we focused on databases
organized by the New York Public Library but found we had to branch out to include
the Library of Congress (http://www.loc.gov/index.html) and the National Archives and
Records Administration (http://www.archives.gov).

‘When students were introduced to the three digital collections, I did not provide
detailed guidance as they searched for photographs, charts, graphs, and documents. 1
wanted to wander around the room, watching them use the websites and talk with their
peers about the terms they were using to search. A negative effect of using search
engines is that students struggle to narrow down results. Most students immediately did
an image search, but I emphasized the need to track source information carefully that
would be included in the timeline. After approximately fifteen minutes, I stopped the
class and we debriefed their processes thus far. I guided them through some tasks
regarding search terms, Boolean logic, and navigating databases. Instead of starting
with the search bar, I showed students how to find tools and links built into the website
that automatically narrow searches thematically, chronologically, or topically. Students
also looked at their notes to determine what terms (e.g., nationality, geographic location,
time period) would yield the desired results. After locating an appropriate image, the
NYPL Digital Gallery lists alternate subjects and headings in order to find more
documents. By reviewing the website’s structure and organization, students were able
to find information more quickly.

Students were responsible for collecting at least ten artifacts to include on their
digital timeline. In small groups of two or three, students gathered images and began
adding them to a website called Dipity (http://www.dipity.com) that supports the
creation of interactive timelines. Each item that is added can include a title, date,
description, picture, web link, and geographic location. The geographic location is a
unique function. Not only can students view the timeline as a chronological chart or
series of flashcards, they can also view a web-based world map that labels each one of
the events they included on the timeline based on the location chosen. For a project on
immigration, this was an important element so that students could see changes over time
froma spatial and geographical perspective. I encouraged students to locate images that
showed food in the home, community, or marketplace. They could see where different
immigrant groups settled and developed their neighborhoods. The work that students
did in completing this task was essential to the next part of the project where each
student chose one artifact to study in more detail.
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e, students reflected upon the feelings and reactions ofthe people at that time. For
sle, I showed an image of a family arriving at Ellis Island. The father is not in the
e, the mother carries an infant while her other two children are at her side, and
re surrounded by several bags that appear to be their personal belongings. The
f the photograph indicates that the family is of Italian descent and had arrived to
sland in the early 1900s. Students practiced writing a dialogue this family might
1ad going through the arrival process into New York City. The children could
asked about the medical examinations, lunch options, or diversity of people.
imes students used anachronistic language when representing the thoughts of
> in the pictures; however, the intention was to provide students with the ability
elop empathy and imagine what immigrants experienced arriving to the United
. When constructing the dialogue students used their notes and other documents
uring the lessons to find key vocabulary to include. In the graphic organizer, I
ed space for students to cite their evidence by referencing materials that were
1 in class or found during the time students independently conducted their
ch.

Another photograph we analyzed as a class depicted a different Italian family
in the Lower East Side. Itappeared that two mothers were sitting with their infant
:n and young daughters while they shelled peanuts that were heaped on a table.

icture represented the way many immigrant families made a living by turning the
nto a factory of sorts. Other images students found related to the home-as-factory
were pictures of Orchard Street, which depicted a bustling community filled with
sendors. When adding the thoughts of the figures, students noted there were no

y regulations, no minimum wage, and no protection against child labor. They

ted the crowded tenements, harsh working conditions, and potentially long hours.

dentified characteristics of urban life in Manhattan. Some of the documents

ts found within the database included restaurant menus and store fronts from the

sriod, which provided an important connection to the last task.

zing a Recipe

“or this part of the project, students participated in some important work being
y the New York Public Library. The NYPL Lab titled “What’s on the menu?”’

nued)

: history by emphasizing the need to “explore conflict,” “humans as agents of change,” and “the
choices.” Instead of viewing visual imagery as static and fixed in our historical memory,

and students can understand history as more fluid and transforming if we interpret information
Itiple perspectives.






























“I"'LL REMEMBER THAT”
ORAL HISTORY, SERVICE LEARNING, AND HISTORICAL
UNDERSTANDING

Michael Clinton
Gwynedd Mercy University

Assignments that pair students with seniors to record oral histories are nothing
new nor is service learning.! Service learning in general seeks to inspire students to
look beyond the walls of the classroom and move into the community so that they can
connect and apply what they’ve learned in coursework with the reality of lived human
experience.” Seeking to understand history is fundamentally about seeking to
understand humanity (one’s own and others’), which is the thread that binds service with
learning. Service learning is a more far-reaching and sustained experience than
“volunteering” in that it requires continual reflection about the connections between
coursework and service. It also involves reciprocity, the recognition that those serving
and those being served each have something to offer the other through their interaction.

Since 2008 I have assigned a service-learning project in my university’s common
core history course that partners my students with residents at Foulkeways, a nearby
senior community. Each student visits and interviews a partner several times with the
aim of producing some form of biographical presentation and a separate reflection paper
that analyzes the experience from the student’s perspective. The particular value in this
project is in how it emphasizes to students that the process is not just about learning
details about the seniors and the past that they lived through; it is also about their
relationship with their partner and what happens as they talk to each other about their
lives in a way that links past, present, and future. This description of the project begins
with thumbnail sketches of the university, its students, and the course to provide some

!The literature exploring oral history as service learning is voluminous and continues to grow. Some
examples that have contributed to my own reflections on this topic include Vicki L. Ruiz, “Situating
Stories: The Surprising Consequences of Oral History,” Oral History Review, 25 (Summer/Fall 1998),
71-80; Marjorie L. McLellan, “Case Studies in Oral History and Community Learning,” Oral History
Review, 25 (Summer/Fall 1998), 81--112; Elsa A. Nystrom, “Remembrance of Things Past: Service
Learning Opportunities in U.S. History,” Oral History Review, 29 (Summer/Fall 2002), 61-68; Erin
McCarthy, “Oral History in the Undergraduate Classroom: Getting Students into History,” in Barry A.
Lanman, Laura M. Wendling, eds., Preparing the Next Generation of Oral Historians: An Anthology of
Oral History Education (Lanham, MD: AltaMira Press, 2006), 313-326; George White, Ir., “Crafting
History: Oral History Projects, Experiential Learning, and a Meditation on Teaching and Learning,”
Teaching History: A Journal of Methods, 38 (Spring 2013), 23-38.

Barbara Jacoby, ed., Service Learning in Higher Education: Concepts and Practices (Hoboken, NJ:
Jossey-Bass, 1996); Ira Harkavy and Bill M. Donovan, eds., Connecting Past and Present: Concepts
and Models for Service-Learning in History (Washington, DC: American Association for Higher
Education, 2000).
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those in it. Outcomes of the service-learning project that I assign include a better
understanding of historical methods, an appreciation of the human dimension of
historical experience, and an awareness that history involves not only those grand
moments highlighted in textbooks but even the everyday aspects of people’s lives. On
their end, seniors benefit socially, cognitively, and otherwise from interaction with
traditional-aged college students. Moreover, insofar as people have a fundamental need
to share their stories, students provide their partners with opportunities and an audience
as they give voice to their reflections about their lives.” A Foulkeways resident who has
been helping me to coordinate this project since the beginning explains to students when
he addresses each of my course sections that he and his fellow residents simply want the
opportunity to spend time with younger people, a desire that other participating seniors
have reiterated to me.

The course begins with a consideration of various methods and sources that
historians use to learn about the past. The course content features several examples that
examine problems with oral histories as well as their value, and so students are
prompted to consider some of the challenges associated with the validity, reliability, and
integrity of historical sources and accounts. Before students begin the actual process
of interviewing their partners, they review material in a “Suggested Readings and
Resources” section that offers some guidance in the appropriate methods involved in
recording oral histories.’” Students learn about the biographical tradition in history in

*Some of the literature that addresses the benefits of inter-generational relationships through service
learning includes Barbara D. Ames and Jane P. Youatt, “Intergenerational Education and Service
Programming: A Model for Selection and Evaluation of Activities,” Educational Gerontology, 20
(1994), 755-764; Sally Newman, Emin Karip, and Robert B. Faux, “Everyday Memory Function of
Older Adults: The Impact of Intergenerational School Volunteer Programs,” Educational Gerontology,
21 (1995), 569-580; Sally Newman, “The United States,” in Allan Hattan-Yeo and Toshio Osako, eds.,
Intergenerational Programmes: Public Policy and Research Implications, An International Perspective
(Hamburg: The Unesco Institute for Education and the Beth Johnson Foundation, 1999),
http://www.unesco.org/education/uie/pdf/intergen.pdf (accessed January 6, 2014) ; James L. Knapp and
Patricia Stubblefield, “Changing Students’ Perceptions of Aging: The Impact of an Intergenerational
Service-Learning Course,” Educational Gerontology, 26 (2000), 611-621; Matthew S. Kaplan, School-
Based Intergenerational Programs (Hamburg: Unesco Institute for Education, 2001),
http://www.unesco.org/education/uie/pdf/schoolbasedip.pdf (accessed January 6, 2014); Shepherd
Zeldin, Reed Larson, Linda Camino, and Cailin O’Connor, “Intergenerational Relationships and
Partnerships in Community Programs: Purpose, Practice, and Directions for Research,” Journal of
Community Psychology, 33 (2005), 1-10; Carmen Requena Hernandez and Marta Zubiaur Gonzalez,
“Effects of Intergenerational Interaction on Aging,” Educational Gerontology, 34 (2008), 292--305.

SThrough the Blackboard course companion site, students have access to two guides: Marjorie Hung,
The Smithsonian Folklife and Oral History Guide (Washington, DC: Smithsonian Center for Folklife
and Cultural Heritage, 2003), and Judith Moyer, “Step-by-Step Guide to Oral History,”
http://dohistory.org/on_your_own/toolkit/oralHistory.html (accessed January 6, 2014). In the library,
students are also directed to Donald A. Ritchie, Doing Oral History: A Practical Guide (Oxford: Oxford
(continued...)
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Finally she admitted that her father had had to fire his office staff, a task that he found
difficult....,” the student reported. She went on to say how both of her grandparents
“were proud to contribute to the war effort by scrimping and doing without things, while
my partner spoke about being worried that other girls would think she was a snob while
riding in a Cadillac to her summer factory job. She too was proud to contribute to the
war effort, but it didn’t seem to cost her what it cost my family.”"* In her reflection, this
student observed:

Now it occurs to me to wonder just how accurate any history can be....
Specific information about dates and places can be verified through
checking, but the impact of events varies from person to person.... If I
tried to talk about the impact of the Great Depression on one person
without talking about its impact on others, I would most likely not be
getting the whole story. I understand now how difficult it can be to present
an accurate history of almost anything.... My grandparents and my partner
lived at the same time and in pretty much the same place, but the
information I got from each of them was remarkably different. I’ll
remember that.'

Her use of the word “remember” in that context referred not to the kind of memorization
of facts that are a means rather than the end of historical thinking but instead to a critical
habit of mind that the course—not to mention my mission as an educator—aims at
cultivating in students.'®

Students have expressed the pleasant surprise of experiencing the nature of
“reciprocity” so critical in the service-learning environment in sensing that their partners
were actually doing service for them, t00."” They are often surprised when their partners
express interest by asking them about themselves, for instance. As one student
explained, “I felt that if I offered to answer any of her questions, it may help her to be
more open and willing to answer some of the questions that I asked her. Although I

“Lauren Smith, Reflection Paper, Spring 2012.
PIbid.

"Peter Stearns, Meaning Over Memory: Recasting the Teaching of Culture and History (Chapel Hill:
University of North Carolina Press, 1994).

0On reciprocity in service learning, see Lucia d’ Arlach, Bernadette Sanchez, and Rachel Feuer, “Voices
from the Community: A Case for Reciprocity in Service-Learning,” Michigan Journal of Community
Service Learning, 16 (Fall 2009), 5-16; David M. Donahue, Jane Bowyer, and Dana Rosenberg,
“Learning with and Learning From: Reciprocity in Service Learning in Teacher Education,” Equity &
Excellence in Education, 36 (2003), 15-27.
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class, Ron approached me about being paired with a veteran of World War II and
making a video about it. As I thought about who might make a good partner for Ron,
I recalled an encounter that [ had a few months earlier. I had been invited over to
Foulkeways with several students to attend a ceremony arranged through the French
consulate, which was conferring the Legion of Honor on several residents who had
fought in armies that had helped to liberate France during World War II. As [ sat
chatting with some of the family members of those who were honored and explained
who I was, several of them virtually pleaded with me to convince their fathers and
grandfathers to participate in the project because they believed that they had never
shared their experiences fully with their families. It occurred to me that some of those
veterans might talk to Ron about their experiences in a way that they had never talked
with their own family members. Ron already had hit it off with one of the veterans at
Foulkeways, Bill, who arranged for him to meet with three of the other veterans there.

All of the participants clearly understood the reciprocal dynamic at the heart of
the process. Ron had experienced difficulties adjusting after his return from Iraq and
understood the project as “a chance for me to share my story with someone, and have
someone share their story with me, and then be able to share that story with others.”!
He described meeting Bill as “being in a room full of strangers and then finding one
friend you can cling to.”? He and Bill both affirmed that there was a connection
between them as soldiers—even as soldiers who had fought in two different kinds of
wars decades apart from each other. Bill explained that he did not share some of his
experiences with his own family members because he did not want them to think about
him in that way. “Nobody likes to relive the scene over there or to hold on to those
memories,” according to Ron.? Still, he got Bill and his other partners to reveal more
than they had revealed with nearly anyone else while also making a little more progress
in coming to terms with his own experience in Iraq. After Ron produced the video
based on his interviews, he gave copies not only to his partners but—with their
consent—to their families, as well. This turned out to be very timely because one of
Ron’s partners passed away soon afterwards.

2IQuoted by Rosaleen Gilmore, “Veterans: The Heroes Who Live Among Us,” Gwynmercian (May
2010), 2. This publication is the university’s newspaper.

2Quoted by Megan Gilmore, “Sharing History,” Today (Summer 2010), 19. This publication is the
university’s alumni magazine.

BIbid.
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Michelle Miller. Minds Online: Teaching Effectively with Technology. Cambridge:
Harvard University Press, 2015. Pp.296. Cloth, $27.95; ISBN 978-0-674-36824-8.

Digital technology permeates today’s college classrooms, both physical and
virtual. Economics, student demand, and the availability of new technologies, among
other things, have led to the dizzying pace of change in the field of teaching with
technology. Those of us on the ground, the faculty who are urged to use these
technologies, are often left wondering how to do so effectively, and, more
fundamentally, asking if they even work. In Minds Online: Teaching Effectively with
Technology, Michelle Miller, Co-Director of the First Year Learning initiative and
Professor of Psychology at Northern Arizona University, provides some answers to
these questions, drawing from research in neuroscience and cognitive psychology. The
book emphasizes the unprecedented potential of contemporary instructional technology
to “align our teaching with the way the mind works.” As such, it successfully marries
the theoretical framework of learning research with practical examples of how online
teaching tools can improve learning for all students.

Miller starts by examining the trends that have led to the explosion of interest in
teaching and leaming with technology. While they have to do with economic and
organizational shifts in higher education, these trends provide an important context for
the investigation of best practices for teaching with technology. It is clear that online
learning is here to stay, even if most faculty continue to have doubts about its value and
legitimacy. “In some fundamental ways, good teaching is the same in every modality,”
Miller replies. She provides a usetul overview of best practices that apply to both face-
to-face and online situations. More important, she addresses the concerns that many
have about the quality of online learning, specifically the much-publicized issue of
cheating. The conclusion: Empirical evidence indicates that concerns over cheating in

ment might be overstated and that quality online experiences are

the book focuses on Aow to apply research findings to manage the
t in order to optimize the learning experience for our students. A
chology of computing tackles the widespread anxieties about the
gy on human thought. Miller puts minds at ease by examining the
" the impact of online communication and their meaning from a
e. The chapters on attention, memory, and thinking connect research
3 strategies, and even technologies, that afford students frequent
tice the tasks they need to master in our classrooms.

tterest to this reviewer was Miller’s discussion of the testing and
search indicates that the very act of answering test questions actually
‘ing that same material, thus making testing a powerful learning tool.
on the other hand, refers to the fact that spreading review seecinne
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in how students learn about democracy and their roles as engaged members of a
democratic society.” Through the 7 C’s, the authors guide the reader in an engaging and
interesting read throughout the text. The chapters are research-based, including
practical applications and commentary from university interns as they experience
implementing the 7 C’s of democratic teaching. Each chapter includes a definition of
the “C” being discussed, followed by an in-depth discussion of research to build a
foundation of the “C.” The practical applications follow with examples of how to
implement the “C” into elementary and secondary classrooms. The most important
section of each chapter is the voices of student interns. This section of the chapter gives
insight to implementation, including successes, failures, revelations, and frustrations of
real life teaching. These voices are not altered, but reveal to the reader that
implementation takes planning and reflection though trial and error. It outlines
university student interns’ processes so that the reader can use, adjust, and learn from
an intern’s experience. At the end of a chapter, the authors give a brief wrap up of the
main points as a conclusion. After discussing all of the 7 C’s, the authors conclude with
the chapter titled “Building Democratic Spaces for Teaching and Learning.” This
chapter reminds the reader that implementing democracy into the classroom as a
teaching methodology is a daily task. Teaching elementary and secondary students to
do democracy can change classrooms and produce active and engaging citizens. The
concluding chapter uses the university student interns’ experiences to show how
teachers can implement this methodology into social studies classrooms and also to
show how important it is to commit to this type of teaching.

This text is an excellent example of real life teaching, with a nice balance of
research, practicality, and real teaching voices inside a classroom implementing the 7
C’s. Through the implementation of the 7 C’s, the interns allow for students to gain
more autonomy and engage in a student-centered classroom. While implementing the
7 C’s into their classroom, student interns wrote honest and candid observations about
their experience. Through the lens of the student intern, a practicing teacher can use the
examples as a framework for their classes. This text should be used at the university
level in methods courses and social studies professional development meetings to
further democratic teaching in the classrooms. I highly recommend this text to intern
student teachers, university methods professors, and practicing teachers to implement
the 7 C’s to allow students to do democracy and stop just listening about democracy.

University of Central Missouri Star Nance
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in an ever-changing complex interactive relationship of co-evolution. In this sense,
human-made nature preserves are just as unnatural as the process of urbanization.

These themes cross over into political environmental history, which is the third
approach of this text. This approach looks at how different political entities, often the
nation-state, attempt to regulate human impact on the environment and address
competition over the access to nature. For example, Mark Elvin and Douglas R.
Wiener’s chapters on China and Russia show how political leaders tend to subordinate
environmental considerations to their more immediate political and economic concerns.
This often results in policies that transform the environment in ways that lead to dire
ecological, economic, and political consequences for both the state in question and
humanity at large.

Finally, McNeill and Roe make a strong case for adopting a global approach to
environmental history. This is well exemplified by their inclusion of Alfred Crosby’s
essay on “Ecological Imperialism” and Donald Kennedy and Marjorie Lucks’ chapter
on “Rubber, Blight, and Mosquitoes.” Both essays illustrate the complicated process
through which various biota are transplanted from one region of the world to another
through an imperial ecology in the former case and economic ecology in the latter.
Without taking a global approach, it would be difficult to explain, for instance, how the
Asian tiger mosquito ended up in Houston, Texas.

In closing, Global Environmental History is a valuable introductory text that has
much to offer historians of various fields. It can be used as an introductory textbook for
an undergraduate or graduate level course in environmental history or as a supplement
to an existing course on regional and global history. Perhaps the only drawback is the
lack of an annotated bibliography for further exploration. Nevertheless, McNeill and
Roe succeed in putting together an exceptional work on environmental history.

United States Military Academy, West Point Jason Halub

David C. Mengel and Lisa Wolverton, editors. Christianity and Culture in the
Middle Ages: Essays to Honor John Van Engen. Notre Dame, IN: University of
Notre Dame Press, 2015. Pp. 522. Cloth, 468.00; ISBN 978-0-268-03533-4.

This fascinating volume of eighteen essays is a fitting tribute to the wide-ranging
scholarship of John Van Engen, produced over the course of almost four decades in his
field. The various contributors, who include both colleagues and former students, have
sought to honor Van Engen’s career by “mirroring topics and approaches that have
characterized his scholarship” and the skills he modeled, “exploring the archives,
reading texts sensitively, identifying larger themes, and refusir~ +~ frwnn fhn neridow e
into received historical categories.” The extent of his influence
chronological, geographical, and thematic scope of this colleci
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This excellent collection of essays clearly demonstrates John Van Engen’s
influence on several generations of students and colleagues. This volume contains
significant contributions by both established scholars and promising new voices. Its
chronological, geographical, and thematic range, and the consistent quality of the
individual studies, means that anyone interested in the medieval period will find
something of value in this book.

College of the Ozarks Brad Purdue

Fred Kaplan. John Quincy Adams: American Visionary. New York:
HarperCollins Publishers, 2014. Cloth, $29.95; ISBN 0061915416.

Presidential biographies often concentrate on what the man did when occupying
the White House, or discussing military expeditions and victories that led him to the
highest office in the land. But Fred Kaplan has portrayed the sixth president of the
United States as a statesman and man of letters whose importance to American
development and prosperity was evident throughout his life, from boyhood service as
his father’s diplomatic secretary in the 1780s to his time of service as the sage
Congressional elder of the 1840s.

The methodology used for this book’s presentation leads the reader to discover
just how much of a contribution the younger Adams gave to the early nineteenth
century’s American ideal. Adams’s service as a diplomat to a half dozen nations of
Europe and the subsequent treaty negotiations and signings alone make him important,
but much of our foreign policy in regard to France and Spain, as well as Holland and
Great Britain, owed to the tireless efforts of a man who played a major part in our
nation’s history from the American Revolution through to the end of the Mexican War.

Drawing from a voluminous collection of letters to and from Adams, Kaplan takes
the reader on a journey of the mind put into practice, exploring the writings political and
otherwise that give us a picture of this one man as a driving force in the New England
intellectual movement of the first half of the nineteenth century. Adams came from
good stock, as is evidenced by the writings from both of his parents that gave direction
and a firm foundation for the younger man’s education and upbringing in Massachusetts
and France, which also provided him with the basis for a writing career that alone could
make Adams famous in our own time. But given his family connections, it comes as no
surprise to the reader that he chose to follow in his father’s footsteps and take on the
mantle of public service while still expressing himself through verse and prose. The
citation of his writings altogether paint Adams as one of our most intellectual and
smartest presidents, perhaps even surpassing the popular Thomas Jefferson in breadth
and depth of knowledge, writings, and understanding. As Kaplan points out, even
Jefferson himself thought John Quincy Adams a cerebral force to be reckoned with.
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petroleum interests; an arena in which America could flex its military might to preserve
its foreign interests; and, ultimately a lesson that twentieth-century models of nation-
building were outmoded and unsuitable to the unyielding polities of both neo-
conservatism and neoliberalism. In short, American successes and failures in Iraq
reveal the nation’s increasing inability to forge successful “high policy” malleable
enough to manage the changing nature of nationalism and national identity in the
twenty-first century.

The book is divided into chronological chapters split to include an analytical
essay and each year’s most relevant primary sources. The overarching goal is to offer
both context and analysis so that the reader is able to discern military strategy and
geopolitical maneuvering from popular perceptions of American-Iraqi interactions. One
such example is in the 1992 election when George H.W. Bush’s cautionary strategy to
menmnemes ceblity in Iraq at the end of Operation Desert Storm led to the American

ng characterized as weak and indecisive, contributing in part to his defeat.
ocuments demonstrate, Bush’s policies were the most prudent course of
in wake of post-Vietnam America, anything short of the toppling of the
ddam Hussein was viewed as failure. Documents contained within show
visioned the 1991 Gulf War as a way to ameliorate the long-lasting effects
m War, including ticker-tape parades for returning soldiers and arenascent
ose of Americans. Indeed, veterans got their ticker-tape parades, but, as
s, there was “no symbolic Iraqgi surrender” and was “indeed like America’s
wars in Korea and Vietnam.” As such, this book demonstrates the manner
served as a surrogate through which American military and foreign policy
ied and, in many ways, reinvigorated through action in Iraq.

m’s work has a clear and direct pedagogical focus as evidenced by the
juestions for consideration at the end of each of the book’s 38 primary
ilitating its classroom value, Brigham has included a section of dramatis
ronologies, and maps of Iraq relevant to the period, including a valuable
on of the shifting demographic nature of Baghdad in the years 2006-2007.
ook will undoubtedly provide students the proper historical context to
tter that is still relevant and undoubtedly rife with partisan leanings.
nines the so-called “surge” of 20062007 from inception in intellectual
as well as reflective of the public perception of the war—to its eventual
1 foundational aspect of American military strategy. This analysis
discussion of political and media representation of the “surge,” which has
lemonstrating the oftentimes shallow politicization of the war on both the
t. What results is a modeling of the importance of the role of the
at of the bulwark against the reductionist and oftentimes shallow analysis
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Another strength of Dictatorship in South America is the attention paid to the
political and economic agendas of the military regimes themselves. Davila explains
how the military regimes sought to revolutionize their countries. He presents the
dictators as responding to trends in Latin America and around the world dating back to
the Cuban Revolution. They were seeking to advance the economic positions of their
nations through bold capitalist initiatives and systematically eradicating opposition
through violence. They were responding to the radicalism of the left in the 1960s with
an equally vibrant vision of change from the right.

In the end, their economic policies failed to solve the systematic economic
problems facing their countries and their egregious human rights violations sowed
discontent at home and disdain abroad. Here too, in the collapse of these dictatorships
and their nations’ gradual transition back to democracy and civilian rule, the classroom
teacher has ample opportunities to take Davila’s contents and expand upon them. The
debt crisis that gripped the subject countries, for example, also impacts much of Latin
America and provides multiple points of comparison with other nations. Similarly,
many countries had poor human rights records during the Cold War. The transition to
democracy narrative, too, could prove a useful point of departure for discussions of
other countries undergoing similar though obviously less extreme democratic openings
in the same period.

One small piece of Davila’s narrative serves as a transition to the second text
under discussion here. In his analysis of the waning days of the Argentine dictatorship,
Déavila introduces readers to the Mothers of the Plaza de Mayo. These mothers of
disappeared persons began a peaceful protest against the regime that ultimately
contributed to its demise. These women privileged traditional gender roles and created
a powerful critique of the regime. Through their movement, we can see the centrality
of gender and family to the course of history. That centrality is the core premise of Erin
E. O’Connor’s Mothers Making Latin America: Gender, Households, and Politics Since
1825.

O’Connor, too, takes up the topic of the Mothers of the Plaza de Mayo and
actually opens her book with the discussion of the politicization of one of them.
O’Connor uses this woman’s story to illustrate the utility of exploring Latin American
women'’s history through the lens of motherhood. One thing that readily becomes
apparent is that while women’s roles and opportunities have changed dramatically since
1825, the trajectory, pace, and implications of those changes have been far from
consistent. O’Connor makes clear that any treatment of the historical evolution of
motherhood in Latin America must take race and class closely into account. The myriad
intersections of gender, race, class, politics, and economics O’Connor discusses make
it clear that women had a vital role to play in the forging of new nations after
independence and have helped to shape the histories of those nations ever since.

O’ Connor approaches her subject by introducing the reader to a few women at the
beginning of each chapter whose lived experiences are relevant to the themes at hand.
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