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Introduction

In the College, Career, and Civic Life (C3) Framework for Social Studies State StHrelaals

for students to become more prepared for the challenges of college and career is united with a
third criticalelement: preparation for civic life. Advocates of citizenship education cross the
political spectrum, but they are bounidy a common belief that our democratic republic will not
sustain unless students are aware of their changing cultural and physiaedrenents; know

the past; read, write, and think deeply; and act in ways that promote the common good. There
will always be differing perspectives on these objectives. The goal of knowledgeable, thinking,
and active citizens, however, is universal.

Now nore than ever, students need the intellectual power to recognize societal problasks

good questions and develop robust investigations into theoensider possible solutions and
conseguencesseparate evidencéased claims from parochial opinigread canmunicate and

act upon what they learn. And most importantly, they must possess the capability and
commitment to repeat that process as long as is necessary. Young people need strong tools for
and methods of clear, disciplined thinking in order to travessiecessfully the worlds of

college, career, and civic life.

Representatives from group of $ate educationagenciesand from the leading social studies
and disciplinary organizations collaboratexicreatea Framework to provide states with
voluntary guidancefor upgradng existing social studies standardehis Framework does not
include all that can or should be included in a set of robust social studies standards and
intentionally preserves the critical choices around the selection of curriculaenbitaught at
each grade level as a decision best made by each state. The Framewsrko supportstates
in creating standards thgirepare young people for effective and successful participation in
college, careers, and civic life.

TheC3 Frameworksicentered oraninquiry ara a set of interlocking and mutually supportive
ideas that frame the ways students learn social studies conyitocusngon inquiry, the
framework emphasizs the disciplinary concepts and practices that support studestshey
developthe capaciyto know, analyze, explain, and argue about interdisciplinary challenges in
our social worldlt includesdescriptions of the structure and tools of the disciplines as well as
the habits of mind common in those disciplindslen together, the C3 Frameworbrovides
guidance to states on upgrading state sosialdiesstandards to includ¢éhe application of
knowledge withinthe disciplines o€ivics, economics, geography, and histonstaslents

develop questions and plan inqwes; apply disciplinary concepts and toasaluateand use
evidence; and communicate conclusiarsd takeinformed action

TheC3 Frameworkocuseson inquiry skills anlley conceptsand guidst not prescribest the
choice ofcurricular content necessary for a rigorous social studies prog@amtent is critically
important to the disciplines within social studies and individual state leadesstife required
to select appropriate and relevant conterfitates that decide tmncorporate the inquiry arc
and conceptof the C3 Framework into their state standardsl #ihen need to engage ina
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rigorous local process of selecting the appropriate content to be taught at each grade level to
ensure that students develop the knowledge and skills to be-t@éady before graduation. The
concepts expressed in the C3 Framewiistrate the disciplinary ideas, such as politica
structures, economic decisiemaking,spatialpatterns, and chronological sequencinthat help
organize thecurriculum and content states select.

As a core area in theck2 curriculum, social studies preqes students fotheir postsecondary
futures, including the disciplinary practices and literacies needed for collegel work in social
studies academic courses and the critical thinking, problem solving, and collaborative skills
needed for the workplaceThe C3 Frameworncourages the development of state social
studies standards that support students @alning to be actively engaged in civic life
Engagement in civic lifequires knowledge and experience; children learn to be citizens by
working indvidually and togethemascitizens. An essential element of social studies education,
therefore, is experiential practicing the arts and habits of civic life.

Reflecting theshared responsibilitor literacy learningut forward by the Common Core State
Standards for English Language ARGA & CCSSO, 201Ghe C3 Frameworkully

incorporates and extends the expectatidinem the grades K5 Reading standards and the
grades €12 standards foliteracy in History/Social Studies, Science, and Technigjaicgu

The C3 Framework also recognizes the importance of literacy within the Commorst@tare
Standards for MathematicNGA & CCSSO, 201,aimd acknowledges mathematical practices
as they apply to social studies inquiry.

National Council for th&ocial Studies, one of 15 collaborating organizations, is publishing the
C3 Framework, to providéhis significant resource for all states to consider in their local
processes for upgrading state social studies standards.
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The Processf Developing the College, Career, and Civic Life (C3)
Framework for Social Studies State Standards

The College, Career, and Civic Life (C3) Framework for&adiak State Standardgas
conceptualizedoy individualstateleaders in social studies educatiand supported by 15
professionabrganizations representing four cosmcial studies content areas: civics,
economics, geography, and histofne C3 Framew& waswritten by experts in the academic
disciplines and social studies education in collaboration with classroom teasi&issocial
studies education leadersnd professional organization representatives.

Work on the C3 Framework began in 2010 with the development of an initial conceptual
guidance documentvritten by individuals fromthe Council of Chief State School Officers
(CCSSCyocial Studies Assessment, Curriculum and Instruction state collabosaitive
representatives fronthe professionahssociationsThe framework writers were selected in
consultation with the participating professional associations. Feedbaslsolicited
throughout the process from stakeholders, including invitational reviewl professional
organizations, teachersand critical friendsNational Council for the Social Studies plans to
further refine and publish this work in late 2013.

C3 Framework eadershipleam
The following members of the C3 Framework Leadership Teanked collaboratively to guide
and manage the C3 Framework project:

Project Director and Lead Writer
Kathy SwanPh.D, Associate Professor, Social Studies Education, University of Kentucky

Chair,C3 Framework Task Force of Professional Organizations
Susan Griffin Executive Director, National Council of the Social Studies

Senior Adviserand Contributing Writers
S.G. GrantPh.D, Founding Dean of the Graduate School of Education, Binghamton University
John LeePh.D, Associate Professor of Socgilidies EducatigrNorth Carolina State University

C3 FrameworkNriting Team

The writing team include experts inkg12 social studies educati@ndthe academic disciplines
of civics, economics, geography and histémgividuals were selected based on
recommendations fronthe professionabhssociationgngaged in the process of developing the
C3 Framework. The writing team worked in both disciplinary and interdisciplinary teams and
solicited feedback from stakeholders on drafts at regular intertfatsughout the development
process See Appendix A for biographical sketchetheffollowingwriting team members

1 Kathy SwanPh.D.(Lead Write), Associate Professor, Social Studies Education,
University of Kentucky
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1 Keith C. BartonEdD., Professor of Curriculum and Instruction and Adjunct Professor of
History, Indiana University

1 Stephen Buckleh.D, Senior Lecturer (formerly Profesgon Economicsyanderbilt

University

Flannery BurkePh.D, Associate Professor of History, Saint Louis University

Jim CharkingPh.D, Professor Emeritus of Economics at California State University, San

Bernarding ExecutiveDirector of the California Council on Economic Education

1 S.G. GrantPh.D, Founding Deanf the Graduate School of Educatjdinghamton

University

Susan W. Hardwickh.D, ProfessoEmerius of Geography at the University of Oregon

John LeePh.D, Associate Professor of Social Studies Education, North Carolina State

University

1 Peter LevineD.Phil, Lincoln Filene Professor of Citizenship & Public Affairs and Director

of the Center for Information and Research on Civic Learning and Engagement (CIRCLE)

Tufts University's Jonathan Tisch College of Citizenship and Public Service

Meira Levinson D.Phil, Associate Professor of Education, Harvard University

Anand Marri Ph.D, Associate Professor of Social Studies Educalieachers College,

Columbia University

1 Chauncey MonteSanqgPh.D, Associate Professor Bfducational StudiedJnivasity of
Michigan

1 Robert Morrill, Ph.D, Professor Emeritus of GeographsirginiaPolyechic Institute
and State University

1 Karen Thoma®Brown, Ph.D, Associate Professor of Social Studies Educatioh

Multiculturalism University ofMichigarDearborn

Cynthia TysonPh.D, Professor ofSocial Studies Educatiohhe Ohio State University

Bruce Vaidedright, Ph.D, Professor oHistory andSocial Studies Educatiddniversity

of North Carolinat Charlotte

1 Merry WiesnerHanksPhD., DistinguishedProfessor and Chair dfi¢ Department of
History, University of WisconstMilwaukee

= —A

= =

= —a

= —a

C3 Framework Project Participants

The C3 Frameworlwriting team workedin collaboration withthe following project participants
to refine the document. Representativé®m the CCSSQocial Studies Assessmddtrriculum
and Instructionstate collaborative the C3 Frameworklask Force d?rofessional Organizations
and theC3 Frameworki eacher Collaborativ€ ouncilcritiqued earlydrafts and providd
feedback to the writersin the last year of the project, additional stakeholders were asked to
provide feedback on the C3 Framework.
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C3 FrameworK ask Force d?rofessional Organizations

The Task Force of Professional Organizations was form2@lhandwith the state social
studies collaborativeinitiated and guidel the development othe C3 Framework.
Representatives from the Task Force organizatosided feedback to the writersThese
organizations have not endorselde C3 Framework.

American Association of Geographers National Council for Geographic Education
American Bar Association National Council for History Education
American Historical Association National Council for the Social Studies
Campaign for the Civic Mission of Schools National Geographic Society

Center for Civic Education National History Day

Constitutional Rights FoundatidBhicago Street Law, Inc.

Constitutional Rights FoundatiddSA World History Association

Council folEconomic Education
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C3 Framework Editorial Committee
The following state collaborative members and teachers provided additional guidance to the
writing team to ensure effective, individual state implementation of the Framework:

Kim Eggborn, Teacher, Maryland

Fay Gore (Edital Committee CeChair), North Carolina
Maggie Herrick, Arkansas

Mitzie Higa, Teacher, Hawalii

William Muthig (Editorial Committee &@hair), Ohio
Marcie Taylor Thoma, Maryland

Jessica Vehlwald, Teacher, Missouri

= =4 -4 8 -8 -9 2

C3 FrameworK eacher Collaborative Council
Thestate social studies collaboratiedosehighly qualified K12 educators fron21 statesto
provide feedback on early drafts of the C3 Framewdwiembers ofthe Teacher Collaborative

Councilare listed belowby state:

Arkansas

Lisa Lacefield

John White
California

Michael A. Long

Rebecca K. Valbuena
Colorado

Charlee Passig Archuleta

Anton Schulzki
Delaware

Wendy Harrington
Georgia

Sally J. Meyer

William S. Rakosnik
Hawaii

Mitzie Higa

Pamela M.T. (Takehiro) King

Carrie Sato
Illinois

Beth Levinsky

Jeffrey W. Lightfoot
Indiana

Michael Hutchison

Callie Marksbary

lowa
Rob Dittmer
Nancy Peterson
Kansas
Amanda Jessee
James K. Robb

Kentucky

Thad Elmore

Barry Leonard
Maine

Shane Gower

Barbara Perry
Maryland

KimberlyEggborn

Dr. Donna Phillips
Michigan

David Johnson

Raymond Walker
Missouri

Roxanna Mechem

Debra Williams
Nebraska

Lonnie Moore

Mary Lynn Reiser
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North Carolina

Ohio

Traci Barger
Mary G. Stevens

Tim Dove
LauraFinney
Gloria Wu

Oklahoma
Pam Merrill
Washington
Tara Gray
Sabrina Shaw
Wisconsin
Tina Flood
Lauren Mitterman
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How to Read the C3 Framework

Overall Document Organization

The C3 Fraawork begins with two narrative explanatiarthe Inquiry Ar¢which provides the
organizing structure for the documentind theOverview ofenglish Language Arts
(B_A/Literacy Common Cor€onnections whichhighlights theimportant relationship between
the C3 Framework and theéommon Coré&tate Stadards for ELA/Literacilext,the C3
Frameworkpresents the following four ilnensions (1) cevelopingquestions andlanning
inquiries;(2) goplyingdisciplinaryconcepts andools;(3) evaluatingsources andising
evidence; and4) mmmunicatingconclusons andtakinginformed action. The C3 Framework
closes witHour appendices

Inquiry Arc.The Inquiry Artighlightsthe structure of and rationaléor the organizationof the
C NJ Y S gfauNDint@dsions The Arc focuses on the nature of inquiry in general and the
pursuit of knowledge through questions in particular.

Overview ofELA/Literacy Common Cof@onnectionsThe C3 Framework recognizes the
important role that theCommon Corétate Standards IBLA/Literacylay in definingkgl12
literacy expectations irmost states.This overviewoutlines how the C3 Framework connexto
and elaborats onthe ELA/Literacy Common Caéandards for social studies inquiry.

In addition to the overviewof Common Ce@ connectionseach of the fouDimensions includes
graphical and narrative description$ lmow the C3 Framework connesatith the standards to
guide states and local jurisdictions in incorporating these expectations as they upgrade their
state sociaktudies standards

Dimensions and Subsection¥he C3 Framework is organizatb the followingfour
Dimensions, which support a robust social studies program rooted in inquiry

1 Dimension 1: Developing Questions and Planning Inquiries

9 Dimension 2: Applpg Disciplinary Concepts and Tools

1 Dimension 3: Evaluating Sources and Using Evidence

1 Dimension 4. Communicating Conclusions and Tdkiogned Action

Dimensions 2, 3ral 4 are further broken down ta subsections. For example, Dimension 2,
ApplyingDisciplinary Concepts and Tools includes four subseationscs.economics,
geography, and historywhich includedescriptions of the structure and tools of the disciplines
as well as the habits of mind common in those disciplinesTa8bkel below for agraphical
representation of the organization of the C3 Framework.
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Table 1: C3 Framework Organization

Developing Questions
and Planning Inquiries

Civics Gathering and
EvaluatingSources Communicating Conclusions
Economics
Geograph . .
graphy Developing Claims an
Using Evidence Takinginformed Action
History

Unique Sructure of Dimension 2Dimension 2 has an additional layer of three to four

categories within each disciplinary subsection. These categories provide an organizing

mechanism for the foundational content amdills within each discipline. For example,
within the subsectia of economics, there are fowategories(1) Economic Decisien
Making (2) Exchange and Market&) The National Economy; aiid) The Global
Economy. Se@able 2 below for a graphicakpresentation of the categories within the
four disciplinary subséonsin Dimension 2

Table 2: Dimensiont2 ApplyingDisciplinary Tools and Concepts

Civil and Political
Institutions

Economic DecisieMaking

Geographic
Representations: Spatial
Views of the World

Change, Continuity and
Context

Participation and
Deliberation: Applying
Civic Virtues and
Democratic Principles

Exchange and Markets

HumanEnvironment
Interaction: Place, Region
and Culture

Perspectives

Processes, Rules and La

The National Economy

Human Population: Spatig
Patterns and Movements

Historical Sources and
Evidence

The Global Economy

Global Interconnections:
Changing Spatial Pattern

Causation and
Argumentation
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C3Frameworkindicatorsand k-12 PathwaysWithin each subsection or category is a
set of College, Career and Civic readinegkcatorsfor the end of grade 12For each C3
Indicator, there is a suggestedX2 Pathway for how students might develop
proficiency for a particular skill or concept. Thé¥ghways acknowledgé (0 dzZRSy (G 4 Q
developing capacity for understding more sophisticated ideasd completing more
demandinginquiriesacross the grade bands ofX 3¢5, 68, and €12. EachPathway
includes three developmentdhdicators and the culminating G@dicator. The

Indicators suggest student proficienby the end of grades 2, 5, 8 and 12 with an
understanding that these skills and concepts will be taugttiwiand throughoutthe
grade bandSates will decide how thessuggestedPathways inform their processes for
developing and upgrading state social studies standards.

AppendicesThe C3 Frameworkoncludes witHfour appendices:

1 Appendix AC3 FrameworkWVriting Team Biographical Sketch@&ge writing team
includes members who have expertisekitil2 social studies education and the
academic disciplines of civics, economics, geography and histdiyiduals were
selected based on recommendations frdhe professional associations and state
education agencies engaged in the process of developing the C3 Framework.

1 Appendix BGlossary of Key Terms in the C3 Framew®tie glossary defines and
provides examples of key conceptadterms. The examples ardlustrative but are not
exhaustive.The definitions and examples are intended to encourage a broad exchange
of ideas about social studie®ntent, and should contribute to a coherent visioh lww
social studies might be enlivened and enriched by theaidbe C3 FrameworkNote:

The glossary included for the April 2013 review provides samples of key terms and
examples from Dimensions 1 and 2. Once the editors and writers receive feedback on the
format of the glossary, this section will be expanded to include all terms needing
clarification within the C3 Framework.

1 Appendix C Scholarly Rationale for the C3 Framework. This appendix articulates the
reasoning behind the creation of the C3 Framewarkd addresses the research base
that supports the ideas representetllow more than eer, students need the
intellectual power to recognize societal problems; ask good questions and develop
robust investigations into them; consider possible solutions and consequences; separate
evidencebased claims from parochial opinions; and communicatd act upon what
they learn. And most importantly, they must possess the capability and commitment to
repeat that process as long as is necessary. Young people need strong tools for and
methods of clear, disciplined thinking in order to traverse succelyshe worlds of
college, career, and civic lifehe C3 Framework and its inquiry arc mark a significant
departure from past attempts to develop a robust social studies program. The scholarly
argument supports and underpins the fundamental shift in dimcand practice the C3
Framework embodies.

1 Appendix DC3 FrameworlDisciplinary Inquiry MatrixThe Disciplinary Inquiry Matrix
articulates how the foubDimensions of the C3 Framewodonnect toand build upon
one another through the use of @ntentspecific example
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What Is Not Covered in the C3 Framework

The C3 Framework is intended to serve as a resource for states to consider as they upgrade
their existing state social studies standards. The Framework provides guidance on the key
conceps and skills students should develop through a robust social studies program of study,
but intentionally does not address all of the elements states will need to consider in developing
and upgrading standards

TheC3 Framework focuses on thenceps that underlie a rich program of social studies

education. Tk foundationalconceptsin Dimension 2 outline the scope of the disciplinary
knowledge and tools associated with civics, economics, geography, and history. References are
made toarange of ideassuch ashe U.S Constitution, economic scarcity, geographical

modeling, and chronological sequencébwever, the particulars oturriculum and
instructionalcontentt such asow a bill becomes a law or the difference between a map and a
glober areimportant decisions each stateeedsto make in the development of locabcial

studies standards.

The disciplines represented in the C3 Framewaiics, economics, geography, and history

are not the only ones relevant to a rich social studies curriculumhrépology, psychology,

and sociology, while not covered in t8 Frameworkare important lenses on human

experience. Professional organizations affiliated with these areas have been consulted through
the development of theC3 Frameworkand have taken aactive interest in creating discipline
specific materials for teachers and students.

The C3 Framework is largely silent on the different abilities children bring to their schooling.
TheC3 Indicators andgd2 Pathwaysndividually and together descrilibe concepts and skills
students develop ia rich, ambitious program of studies. Some students will need far more
assistance and support in reaching the aims of each Dimension. All children deserve the
opportunity to lean. To be successfudtudents will need varying degrees of scaffolding to
support their learning. Smart, thoughtful, and imaginative teachers are widely recognized as
key to powerful learning experiences; for English language learners, students witlalspeci
needs, and struggling readers and wrgesuch teachers are invaluable.
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The Inquiry Arc of the C3 Framework

The primary purpose of th€ollege, Career and Civic Life (C3) Framework for Social Studies
State Standardss to provide guidance to states dhe concepts, skilland disciplinary tools
necessary to prepare students for college, career, and civic life. In doing So3Bramework
offers guidance and support for rigorossudent learning. That guidance and support takes
form in an inquiry arc a set of interlocking and mutually reinforcing ideas that feature the four
Dimensions of informed inquiry in social studi€k) developing questions and planning
inquiries;(2) applyng disciplinary concepts and tool8) evaluating sources and using
evidence; and4) communicating conclusions and takingormed action.

Dimension 1 features the development of questions and the planning of inquiries. With the
entire scope of human>gerience as its backdrop, the content of social studies consists of a
rich array of facts, concepts, and generalizations. The way to tie all of this content together is
through the use of compelling and supporting questions.

Questioning is key to student learningheC3 Frameworlencourages the use aompelling

and supporting questions, both teacheand studentgenerated, as a central element of the
GSFOKAY3I YR tSIENYAYy3 LINROSa&a dvasthe Ndeant YLX ST |
wS@2f dziA2y NBG2t dziA2y I NEKE A& 020K AYOdNX3Idzay3
guestion can be vigorously explored through the disciplines of civics, economics, geggraphy

and history It is also sensitive to the idea that studerare interested in how and why events

are characterized as they are. Supporting questions assist students in addressing their
O2YLStft Ay l[dSadrzyad C2N) SEIF YLX ST l[dSadArzya
O2f 2y Aada dzy RS NJIwillKefp stedenés yirdSsyaRd the éng dirdensions of the

war as they form their conclusions about the magnitude of change associated with that event.

Developing compelling and supporting questions is challenging, and teachers will need to
provide guidage and support in crafting them, especially for young learners Ificheators for
Dimension 1 present a developmentally appropriate, scalable, and assessable set of ideas
through which students can demonstrate their increasingly independent facility with
recognizing, developing, and articulating powerful questions.

Dimension 2 applyingdisciplinaryconcepts andools, provides the backbone for the inquiry
arc. Working with a robust compelling question and a set of discrete supporting questions,
teachersand students determine the kind of content they need in order to develop their
inquiries. This process is an artful balancingeeciausehe interplay between Dimensiail

and 2 is dynamicstudents access disciplinary knowledge both to develop questmusto
pursue those questions using disciplinary concepts and tools.

Childrentypicallybegin proposing solutions to compelling questions based on their
experiences. Because social studies content is based in human experience, students will have
hunchesabout the questions under study. Rich social studies teaching, however, offers
students opportunities to investigate those questions more thoroughly through disciplinary
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(civic, economic, geographical, or historical) and rikiciplinary means. Dimensi@nisets

F2NIK GKS O2yOSLlidat O2yaSyid (K4 RSFTAySa (KS
describing how the perspectives of people in the present shape their interpretations of the

past. This practice, along with the curricular content and tisinctive habits of mind from the

20KSNJ a20ALf aOASYyOS RAAOALX AySasx AyF2N¥a aiadz
process for social studies.

In some cases, the compelling questions poseddrallv oncontent largely from a single

discigine. Teachers and students may pull primarily from economics, for example, to answer

theO2 YLISt f A y How lyiizth indreas® ¥h thé minimum wage affect local job

opportunities forteen& &2 K& | NB GKSNB NMzZ SaKé AyvisMaiySa Ayld
compelling questions, however, can best be explored through the use of multiple disciplines.

Recall theguestiondwas the American Revolution revolution&n¢Sudents will needto

examine a range of economic, geographic, historical,@vid conceptsn order to craft a ful

bodied evidencebased respons® this question In similar fashion, a contemporary
SYBANRYYSY (il f WKdzSia A Ay BdAKZ IRE a ySég (Nl yaoz2yli
BK2dzZ R (KS LI LIS tleingh8s the Bse of @diorioric, higiorickiMicaskvéll as
spatialconcepts and tools

With compelling and supporting questions in hand and a sense of the relevant concepts and
ideas, the inquiry arc of the C3 Framework turns toward the matter of sourcg&adence.
Social studies is an evidenbased field. The disciplinary concepts represented in Dimension 2
provide a solid base from which students can begin constructing answers to their questions.
Equally important, however, is knowing how to fill ietaps in their knowledge by learning
how to work from sources ancevidence irorder to develop claims and countetaims.

Sources come in many forms, including historical and contemporary documents, data from
direct observation, graphics, economic stétis, maps, legislative actionshjects,and court

rulings. Access to these and other digital sources are now more readily available than ever. The
availability of source materiahowever,does not translate automatically intbeir wise use.

Students mat be mindful that not all sources are equal in value and use and that sources do
not, by themselves, constitute evidence. Rather, evidence consists of the material students
select to support claims and countelaims in order to construcccounts explarations, and
arguments. Helping students develop a capacity for gathering and evaluating sources and then
using evidence in disciplinary ways is a central feature of the inquiry arc represented by
Dimension 3evaluatingsources andisingevidence.

AcomBt f Ay3 | dzS&liaA 2K S deOWKOAIfA wiAh 3 KGa az2@SYSyiad 27
demands that students draw evidence from more than one or two sources. A wide range of
perspectives is available in both primary and secondary féfaving students gather, elizate,

and use a rich subset of those sources offers them opportunities to identify claims and eounter
claims and to support those claims with evidence. Making and supporting evidierses

claims and counteclaims is key to student capacity to constresplanations and arguments.
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Developing explanations and making and supporting arguments can take form in individual
essays, group projects, and other classreomsed written assessments, both formal and
informal. But students need not be limited to thosgenues. Although there is no substitute for
thoughtful and persuasive writing, tHeamework advocatefor expanding the means by which
students communicate their preliminary and final conclusions. Asritieators for Dimension

4 (communicatingconclusions andakinginformed action) demonstrate, those means include
range ofvenuesandinclude a variety of formge.g.,discussions, debates, policy analyses, video
productions, and portfolios Moreover, the manner in which students work to credteir
solutions can differStudents need opportunities to work individually, with partners, in small
groups, and within whole class settings. Readiness for college, career, and civic life is as much
about the experiences students have as it is aboutriggy any particular set of concepts or
tools. Thus the learning environments that teachers create are critical to student success.
Students will flourish to the extent that their independent and collaborative efforts are guided,
supported, and honored.

Active and responsible citizens identify and analyze public problems; deliberate with other
people about how to define and address issues; take constructive, collaborative action; reflect
on their actions; create and sustain groups; and influence ingtitgtiboth large and small.

They vote, serve on juries, follow the news and current events, and participate in voluntary
groups and effortsTeaching students to act in these wayas citizens significantly enhances
preparation for college and career. Manytbé same skills that are needed for active and
responsible citizenshipworking effectively with other people, deliberating and reasoning
guantitatively about issues, following the news, and forming and sustaining graugsalso
crucial to success in tH1°' century workplace and in collegidividual mastery of content

often no longer sufficesstudentsshould also develop the capacitywork togetherto apply
knowledge to real problems. Thus, a rich social studies education is an education for college
career, and civic life.

In one sense, Dimension 4 closes the inquiry arc. But learning is reflexive and racaesive
disciplinary knowledge can be the source of new questions, communicating ideas in one setting
can lead to new ideas about evidene@adnew historical sources can lead to new disciplinary

and interdisciplinary concepts. The inquiry arc of the C3 Framework acffatssguidance for
developng standards withmultiple opportunitiesfor students todevelop as thoughtful,

engaged citizens.
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Overview ofEnglishLanguageArts/Literacy Common Cor€onnections

The Common Cor8tate Standard$or English Language Arts & Literacy in History/Social
Studies, Science and the Technical Subjects call on social studies teachers to thleare
responsibilities for literacy instruction ingk2 education(NGA & CCSSO, 2010&)e
expectations for literacy learning in gradesbkare established through the four strands of
Reading Writing, Speaking andistening andLanguage. For gradeg 62, the ELA/Literacy
Common Corgrovides specific literacy standards feeading andAriting in History/Social
Studies. Th&€3 Framework fully incorporates and extends the expectations for literacy learning
put forward in theCommon Coré&tandards for ELAteracy. The authors of the Framework
view the literacy skills detailed in tt@ommon Coréor ELA/Literacgs establishing a
foundation for inquiry in social studiemdshould bean indispensable part anya ( | so&idd &
studie? a Gl yRINRa

College and Career Readiness (C&R)horStandard Connection§ Theconnections between
the C3 Framework and theLA/Literacy Common Caage comprehensive and consistefthe
CCRAnchorSandardsfor the ELA/Literacy Common Core, particularly those enRieading,
Writing, and Speaking and Listening strands, provide a useful context for illustrating the
broader connections across and within eddmension.These connections are detailed for
each of the Dimensions ifable3 below.

- - e .
@ % Table 3C3 Framework and ELA/Literacy Common @EC&Anchor
Standard Connections

Gathering
Clies Ev:lrl]gtin Communicating
R110 Sourcesg Conclusions
Developing R1 Economics W7 R1-10 R1
Questions W7 SL1 W1,7-9 W 1-8
and Plannin SL1 g SL1 SL16
Inauiries g Geography L6 Developing
q Claims and Taking Action
. Using
Flisiialy Evidence

Three CCRANnchor Standardg¢and theircorresponding gradspecific standardsgre particularly
relevant across all foudimensions Common Core Anchor Standard f®eadingl asks students

1 Each strand of thed®nmon Qre Sate Sandardsisheaded by a set of College and Career Readiness (CCR) Anchor Standards
that are identical across all grades and content areas, including social stud@sn#son Corstates upgraé their social

studies standards, they will want to incorporate the gragjeecific literacy standards fogKandthe gradeband specific

standards for literacy in social studies for grade$®that correspond to the sameumbered CCR anchor standard.
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aswelRNJ} ¢ af 23A0Ff AyTSINGARTESSO, 2010805 Fudehtgareli KS (G SE
I £ &2 SE LIS §pédiRtextual evitlébde ivisn writing or speaking to supporiclusions

RNJ 6y T NP NGA&KESIOSIIDA0p.The C3 Framework stressthe role

evidence plays in théour Dimensions: explicitly in Dimension 3, which focusesleveloping

claims andusingevidence andinferentially in developing questions answered with evidence in
Dimension 1 or communicating conclusions supported by evidence in Dimension 4. The

emphasis on evidence alsonnectsthe disciplires inDimension 2.

Additionally, Common Core Anchor &dard for Writing 7is broadly relevant for inquiry in

social studieswriting{ G yRIF NR 1 OFffta 2y aiddzRSyida G2 aoO2y
research projects based on focused questions, demonstrating understanding of the subject

under investigd A ZNGA & CCSSO0, 20104,8p.The C3 Framework elevates research as a

process of inquiry that informs thindicators in all fouDimensions Dimension 2 establishes

the tools and concepts from the social studies disciplines that are relevant forynquir

Dimensions 1, 3and 4describe the general social studies inquiry skills and processes that
supportargumentation explanation,and taking informed actian

Finally Common Core Anchor Standard for Speaking and Listening 1 has broad application

across the fouDimensions Speaking and Listenigg Y RF NR ™ O forépare Bry a G dzR
and participate effectively in a range of conversations and collaborationsdniéise partners,

odZA f RAy3 2y 20KSNEQ ARSI& yR SHGNBACS30/I G(GKSA
2010a, p.22 Indicators in the C3 Framework describe the types of collaboration needed for

specific skills and understanding®sr example, @imension lindicator stateg & . & GKS Sy R
grade 2,ndividually and with others, student®nstruct compelling questioné éEThe C3

Framework acknowledges civil and democratic discourse within a diverse, collaborative context

as both a purpose and outcome afstrong, meaningfuland substantive social studies

education.

Shared Languagé&anguage and concepts from tB& A/Literacy Common Conere
deliberately used in speciflodicators across the (RBameworkDimensions For example, the
terms argumentand explanation claimandcounterclaiminformation and evidenceand point
of viewand opinionappear regularly in thé&LA/Literac¢ommon Core and throughout the
Dimensions of the C3 Framework.

Note: Although he ELA/Literacy Common Cared the C3 Framework bo#mphasize the
unique skill of constructingvidencebased argumentsdifferent terms are usediopiniore A y
the ELA/Literacy Common Cdoe grades K5 y Rrgument  { K N2tde®T BFeadmivork.

Inquiry PracticesTheELA/Literacy Common Ca&andards focus on a wide rangein§uiry
practices rooed in the Readingt&dards Z29that also contribute to the literacy foundations in
social studiesSocial studies students should use and attend to thesading standardsot assist
them in focusing their inquiries and research practiCHse C3 Framework emphasizes and
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elaborates on those skills in the Common Core that explicitly connect to inagtyecognizes
the shared responsibility social studies plays in hothiegliteracy skills
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Dimension 1. Developing Questions and Planning Inquiries

Questions and the desire to answer them give life to inquiry and thus to the C3 Framework.
vdzSaidAz2ya FNRA&aS FTNRY aA0dzZRSyGaQ A ¢ffoitsioSnakd dzZNR 2 & A
sense of how that world works.

Central to a rich social studies experience is the capability for developing questions that can
frame and advance an inquiry. Those questions come in two forms: compelling and supporting
guestions. Compellm questions deal with curiosities about how things workerpretations

and application®f disciplinanconcepts and unresolved issudhat require students to

construct arguments in response. In contrast, supporting questions focus on descriptions,
definitions, and processes where there is general agreement within the four social studies
disciplines and require students to construct explanations that advance claims of understanding
in response.

The development of compelling and supporting questiors sephisticated intellectual activity.
Students, particularly before middle school, will need considerable guidance and support from
adults to construct questions that are suitable for inquiry. Beginning in grade 6, students should
be able to take increasg responsibility for their learning such that by grade 12 they are able to
construct questions and plan inquiries more independently.

Questions are just the starting point for an inquiry. To develop an inquiry, students will also
determine the data sowesneeded to help answerompelling and supporting questions.

DRAFT6(4/13) for SSACI Memb®issemination/Use
Page220f97



Constructing Compel

ling Questions

Construcing compellingquestionsincludes the followingndicators, whictare detailed in the
suggestedc12 Rathway for College, Career and Cr@adinessn Table 4 below:

1 Explain how experts in the social studies disciplines justify compelling questitng
instances where experts account for the significance of the questions.

|l

Explain the disagreements experts have about interpretations appdications of

disciplinary concepts and ideas (efgirness, choicespace and/or perspective) found
or implied in a compelling question, understanding many of these disagreements are
interdisciplinary in practice.

Table 4Suggested &2 Pathway foCollege, Career and Civic Readiness
Dimension 1 Construct Compelling Questions

By the End of Grade 2

| By the End of Grade 5

| By the End of Grade 8 |

By the End of Grade 12

Individually and with others, students construct compelling questions, and

Explainwvhy the
compelling question is
important to the student.

Explain why compelling
questions are important
to others (e.g., peers,
adults, experts).

Explain how experts in the
social studies disciplines
justify compelling
questions.

Explain how expertsn the
social studies disciplines
justify compelling
guestionsciting instances
where experts account fol
the significance of the
guestions.

Identify disciplinary
concepts found or implied
in a compelling question.

Identify disciplinary
conceptsand ideafound
or implied in compelling
guestions that are open tq
different interpretations
(e.g, fairnesschoice
place and/or

perspective)

Explain disagreements
experts have about
interpretations and
applications of disciplinary
concepts and ideae.g,
fairnesschoiceplace
and/or perspectivefound
or implied in a compelling
question.

Explain the disagreement
experts have about
interpretationsand
applicationsof disciplinary
conceptsand ideage.g,
fairnesschoiceplace
and/or perspectivefound
or implied in a compelling
question, understanding
many of these
disagreements are
interdisciplinary in
practice.

* Students, particularly before middle school, will need considerable guidance and support from adults to construct

guestions that aresuitable for inquiry.
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Constructing Supporting Questions
Construcing supporting questionsncludes the followingndicators, which are detailed in the
suggested12 Rathway for College, Career and Civic readiness in Table 5 below:
1 Explain how supporting questions contribute to an inquiry and throagamining
sources new compelling and supporting questions emerge.
1 Explan how experts use technologig¢e create rew ways of representing disciplny
and interdisciplinary concepts amndeas.

Table 5 Suggested & 2 Pathway for College, Career and Civic Readiness
Dimension 1, Construct Supporting Questions

By the End of Grade 2

| Bythe End of Grade 5

| Bythe End of Grade 8

| Bythe End of Grade 12

Individually and with others, studentsonstruct supporting questions, and

Make connections
between supporting
qguestions and compelling
questions.

Explain how supporting
questions help answer
compelling questions in a
inquiry.

Explain how the
relationship between
supporting questions and
compelling questions is
mutually reinforcing.

Explain how supporting
guestions contribute to an
inquiry and through
engaging source work,
new compelling and
supporting questions
emerge.

Identify ideas mentioned
andimpliedby a
supporting question.

Identify the disciplinary
concepts and idea®(g,
fairness, choicglace
and/or perspective
mentioned andmpliedby
a supporting question.

Describe thedisciplinary
ways of representing
concepts and ideas (e,g.
discoursemodeling
mapping, andarrative)
that are useful in
answering supporting
questions.

Explain how experts use
technologies to create
new ways of representing
disciplinary and
interdisciplinary concepts
andideas.

* Students, particularly before middle school, will need considerguidance and support from adults to construct
guestions that are suitable for inquiry.
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Determining Helpful Sources

The thirdset of Indicatoss for Dimension 1 igletailed in thesuggested¢12 Rathway for

College, Career and Civic readings$able telow. determine the kinds of sources that will be
helpful in answering compelling and supporting questions taking into consideration the
multiple points of view represented in an argument, the structure of an explanation, the types
of sourcesavailable, and the potential uses of the sources.

Table 6 Suggested &2 Pathway for College, Career and Civic Readiness
Dimension 1, Determine Helpful Sources

Bythe End of Grade 2 | Bythe End of Grade 5 | Bythe End of Grade 8 | Bythe End of Grade 12

Individually and with others, students

Determine the kinds of Determine the kinds of Determine the kinds of Determine the kinds of
sources that will be sources that will be sources that will be sources that will be
helpful in answering helpful in answering helpful in answering helpful in answering
compelling and supportin{ compelling and supporting compelling and supportin¢ compelling and supporting
qguestions. guestions takinginto guestions given at least | questions takinginto
consideration the two points of view consideration the multiple
different opinions people | represented inan points of view
have about how to answe| argumentandthe represented inan
the questions. structure of an argument, the structure of
explanation an explanation, the types
of sources available, and
the potential uses of the
sources.
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ELA/Literacy Common Cofeonnections: Dimension 1

Questioning plays an important role in social studies as well as iBlt¢Literacy Common

Core Expectations for using questions to interrogate texts are consistently communicated in

the ELA/Literacy Common Com®ne of the key design features of tB& A/Literacy Common

Coreis to emphasize research skills throughout the standards. Specifical¢Z,dlmmon Core

I NBdzS&> a2 0SS NBFReé FT2N) O2ftfS3aS3x ¢g2N] F2NDS i
need the ability to gather, comprehend, evaluate, synthesize, and report on information and

ideas, to conduct original research in order taiag S NJ |j dzSIGAIGACE$I0E 2. 4).

The C3 Frameworklaboratesonthe9 [ ! k [ A (i S NJ O @& enipi#adisych gnswedlB Q &
guestions by establishing specifidicators for students constructing compelling questions to

initiate inquiry and supportingjuestions to sustain that inquiry.

Table7 belowdetailsconnections between the ELA/Literacy Common Core and Dimension 1.
These connections are further elaborated with examples.

P "
& W
@ % Table 7Dimension 1 and
3 ELA/Literacy Common Core Connections
ELA/Literacy @lege andCareer Reading Anchor Standard 1

ReadinessAnchor Standards
Connections

Writing Anchor Standard 7
Speaking and Listening Anchor Standard 1

Shared Language Qusstioning; Argument; Explanation; Pointof View

CCRANchorStandard€ConnectionsWhile the connections between the C3 Framework and
the ELA/Literacy Common Caxee comprehensive and consistetiiree CCR Anchortéhdards
(and their corresponding graegpecific standardsyithin the ELA/Literacy Common Core have
deeperconnectionswithin Dimension 1.

Common Corénchor Reading Standard 1 clearly indicates the importance of evidence in

framing and answering questions about the texts students are reaagresearchingThis

ONHzOA £ &adlF yRINR ISELIA ADRdeRSWMiyar 2N | fiA 2y T 2NMIAG R
textaswellasoRNJ ¢ af 23A 01t Ay TFSNDy@GHEECCE303281Ra, 2y G K I
p.10).Readind G yRF NR wm I f a2 Sdépediicekiaal evidedzR Shéniviiting 2 & OA
or speakingtosyprt 02 y Of dza A 2y a R NINGA& CCEROY201D&0B. Thé SE (i ¢
Framework stresses this focus on evidence by prioritizing a wide range of ibasieyl

activities that result in information gathering on the part of students in response to planning

and developing linesfanquiry.

Common Core Anchor Writing Standard 7 is particularly relevant for posing questions as an
initial activity in research and inquiry in social studMsiting Standard 7 calls on students to
base their researchod T2 Odza SR ljdzSadA2yas RSY2yadaNy GAy3a dzy
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Ay @S a i NGA &ICC3SCE 201048p. The C3 Framework elaborates on the process of
developing questions by making distinctions about the types of questions useful for initiating
andsustaining an inquiry, and by having studeexplain how the construction of compelling
and supporting questions is connected to ttlisciplinaryprocess of inquiry.

Common Coré\nchor Speaking and Listening Standard 1 also has broad application for

Dimension 1Speaking and Listenifgli I Y RF NR ™ Ol forépare faryanda G dzRSy G a
participate effectively in a range of conversations and collaborations with diverse partners,

0dZA f RAYy3 2y 20KSNEQ ARSIF& | yR SHNGASHECSI0y3 G KSA
2010a, p22). Dimension 1 asks students to engagé¢he sophisticated intellectual activity of

constructing compelling and supporting questions. Students, particularly before middle school,

will need considerable guidance and support fraults and peers to constructuitable

guestions for inquiry. Such guidance and suppait play out through conversations and
collaboration.Learning in social studies is an inherently collaborative activity, and thus Speaking

and Listening Standard laspeciallyelevantin Dimension 1.

In addition to the focus on researcbonversation and collaboratipthe ELA/Literacy Common
Coreemphasizegjuestioring as gorompting mechanism for supporting readifgeading
Standards2¢9), as a device to suppoboth the writing process (\Wting Standards) and
research (Witing StandardB). The C3 Frameworlencourages the use of these standards as a
means for reachingommon Core Readii®jandard 1Because social studies teachesisae

the responsibility for supporting literacy learninpey shouldattend to these skillgn the
context of inquirydriven instruction that lies at the heart of the C3 Framework

A dudent@ abiliyto ask and answer questions when reading, writing, apehking and
listeningis an important part of literacy and represené foundation for learning in social
studies. Throughout the C3 Framework, students are expected to practice and improve the
questioning skills specified in tikdA/Literacy Common Cot@Dimension 1 of the C3
Framework, studentsurn to questions as a way to initiate and sustain inquamd connect
these questioningliteraciesto thosesuggested b¥LA/Literacy Common Coréiting Sandard

7. Inalignment with the @mmon Corethe C3 Frenework views the skill of asking questions
and the desire to answer them as being so fundamental to the inquiry process that inquiry
cannot begin until students have developed questioning skills.

Thequestioning skillemphasized in the CBamework reflect the academic intentions of the
disciplines that make up social studies and the special purposes of social studies as preparation
for civic life. Social studies teachers have an important role to play in supporting students as
they develop thditeracyquestioning skills found in thELA/Literacy Common Coend can do

this most effectively througlnelping their students learn the habits and skills needed to

conduct inquiry in social studies and to live productively as democratic citizens.

Shaed LanguageELA/Literacy Common Caéandardsclosely alig with the Indicators in
Dimension 1In places, the connections betweéme Common Core standards atite C3
Framework mdicators are so close that the same langu&agesedThe concept ofquedioning
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Is part of this shared language, but in addition, the tempo®stioning argument explanation
andpoint of vieware consistently used in both the ELA/Literacy Common Core and Dimension
1.

TheELA/Literacy Common Coeenphasizesgjuestioning asmechanism for supporting reading
and as a tool to prompt research. The C3 Framework emphasizes the use of questioning as a
prompt for disciplinary inquiry. A unique distinction is made in the C3 Framework between
compelling and supporting questions. Thistihction is closely tied to the types of thinking and
studentgenerated products that result from inquiry. In distinguishing these products, the C3
Framework utilizes the distinction between argumentation and explanation as described in
ELA/Literacy Comon Core Writing Standards Anchor Standards 1 and 2. Thus, by design,
compelling questions lead to argumentnd supporting questions lead to explanations.
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Dimension 2. Applying Disciplinary Concepts and Tools

The four core disciplines withsocial studies provide the intellectual context for studying how
humans have interacted with each other and with the environmewgr time Each of these
disciplines civics, economics, geography, and histooffers a unique way of thinking and
organizing kowledge as well as systems for verifying knowledge. Dimension 2 focuses on the
disciplinary concepts and tools students need to understand and apply as they study the
specific content typically described in state standards. These disciplinary idea® demsles
students use in their inquiries, and the consistent and coherent applicatioresttlenses
throughout the grades should lead to deep and enduring understanding.

A key distinction between a framework and a set of content standards is the differe

between conceptual and curricular content. Curricular content specifies the particular ideas to

be taught and the grade levels at which to teach them; conceptual comgghe bigger set of

ideas tha frame the curricular contentFor example, rathethan identify every form of

governmental power, the C3 Framework expects students in gracies 6leplaidthe powers

and limits of the three branches of government, public officials and bureaucracies at different

levels in the Unitd States and in othetountries¢ Similarly, rather than delineate every kind of

map, the C3 Framework expects students in gradgs 3 cr@atecmaps and other graphic
NBLINBASY(llFGAzya 2F 620K FLEYAEAFNI YR dzyFl YAT A

The C3 Framework takes this approdohdescribingconcepts and skillather than curricular
content because there are significant differencasiongstates in terms of what is taught and
when. If and when the Irish potato famine might be taught, for example, is a decisiorefiest |

to state and local desionmakers. The C3 Framework in general, and Dimension 2 in particular,
is intended toserve as a frame for organizing curricular conteather thana prescription for

the specific content to be taught.

Civics

In a constitutional democracyroductive civic engagement requires knowledge of the history,
principles and foundations of our American democracy, and the ability to participate in civic
and democratic processeBeopledemonstrate civic engagement when they address public
problemsindividually andcollaboratively and when they maintain, strengthen, and improve
communities and societies. Thusyics is, in part, the study of how people participate in
governing society.

Because government isnaeansfor addressing common or public problems, the political

system established by the U.S. Constitution is an important subject of study within civics. Civics
requires other knowledge too; students should also learn about state and local governments

markets courts and legal systemsivil society2 G KSNJ yI §A2yaQ aéaidsSya | yR
international institutions and the techniques available to citizens for preserving and changing a
society.
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Civics is not limited to the study of politics and society; ib&scompasses deliberation and
participation in classrooms and schools, neighborhoods, groups, and organizittiangcs,

students learn to contribute appropriately to public deliberations by citing evidence and
determining if various processes and pedares are constitutionally legal, fair, practical and
effective.Their contributions may take many forms, ranging from personal testimony to

abstract arguments. They also learn civic practices such as voting, volunteering, and joining with
others to improve societyCivics enables students not only to study how others participate, but
also to practice participating and taking informed action themselves.

Civcand Political Institutions

In order to act responsibly and effectively, citizens must understhedmportant institutions

of their society and the principles that these institutions are intended to reflect. That requires
mastery of a body of knowledge about law, politics and government.

College, Career and Civic readydents
9 distinguish the powes and responsibilities of local, state, national and international civic
and political institutions
1 analyze the impact of constitutions, laws, treaties and international agreements on the
maintenance of national and international order

1 explain how theU.S. Constitution establishes a system of government that has powers,
responsibilities and limits that have changed over time and that are still contested

 evaluateOA GAT SyaQ YR AyailAaildziaAzyaQ SFFSOUGADSy!
problems at thelocal, state, national and/or international level

9 critique relationships among governments, civil societies @eswhomicmarkets

DRAFT6(4/13) for SSACI Memb®issemination/Use
Page300f97



Indicators of Dimensiont2Civic and Political Institutiomsare detailed in thesuggestedg12
Pathway for College, Careend Civic readinesia Table &elow.

Table 8: SuggestedckK2 Pathway for College, Career and Civic Readiness
Dimension 2, Civic and Political Institutions

By the End of Grade 2

| Bythe End of Grade 5

Bythe End of Grade 8 |

By the End of Grade 12

Individually and with others, students

Describeroles and
responsibilities of people
in authority.

Distinguish the
responsibilities and
powers of government
officials atvarious levels
and branches of
government and in
different times and places

Disinguish the powers
and responsibilities of
citizens, political parties,
interest groups and the
media in a variety of
governmental and
nongovernmental
contexts.

Distinguish the powers
and responsibilities of
local, state, national and
international civic ad
political institutions.

Explain the need for and
purposes of rules in
various settings inside an
outside of school.

Examine the origins and
purpose of rules, laws,

and key U.S. constitutiona
provisions.

Examine the origins,
purpose and impact of
constitutions, laws,
treaties and international
agreements.

Analyze the impact of
constitutions, laws,
treaties and international
agreements on the
maintenance of national
and international order.

Begins in gradesc®

Explain how groups of
people makerules to
create responsibilities an
protect freedoms.

Explain the powers and
limits of the three
branches of government,
public officials and
bureaucracies atdifferent
levels in the United Stateg
and in other countries.

Explain howthe U.S.
Constitution establishes a
system of government
that has powers,
responsibilities and limits
that have changed over
time and that are still
contested.

Explain what governmentg
are and some of their
functions.

Explain the origins,
functions and structure of
different systems of
government, including
those created by the U.S.
and state constitutions.

Explain the origins,
functions, and structure of
government with
reference to the U.S.
Constitution, state
constitutions and selected
other systems of
government.

Evaluai S OAGAT S
AyaidAaiddzia 2y
in addressing social and
political problems atthe
local, state, national
and/or international level.

Describe how
communities work to
accomplish common
tasks, establish
responsibilities, and fulfill
roles ofauthority.

Describe ways in which
people benefit from and
are challenged by workin
together, including
through government,
workplaces, voluntary
organizations, and

families.

Describe the roles of
political, civil, and
economic organizations i
shapingpebJt SQa f

Critique relationships
among governments, Civi
societies and economic
markets.

Participation and Deliberation: Applying Civic Virtues and Democratic Principles

Civics teaches the principles that are meant to guide official institutions such as legislatures,
courts, and government agencies. It also teaches the virtues that citizens should use when they

interact with each other on public matters. Some of the sadeas such as equality, freedom,
liberty, and deliberatiom apply to both official institutions and informal interactions among

DRAFT6(4/13) for SSACI Memb®issemination/Use
Page310f97



citizens. Learning these virtues and principles requires obtaining factual knowledge of written

provisions found in important doecoents. It also means coming to understand the diverse

arguments that have been made about these documents and their meanings. Fhadignts

understand virtues and principles by applying and reflecting on them through actual civic
engagement their own and that of other people from the past and present.

College, Career and Civic ready students
9 apply civic virtues and democratic principles when working with others
9 evaluatesocial and political systems in different contexts, times, and plabasenact

civic virtues and democratic principles
use appropriate deliberative processes in multiple settings
analyze the impact and the appropriate roles of personal interests and perspectives on

T
1

the application of civic virtues, democratic principlesnstitutional rights and human

rights

Indicators of Dimensiont2Participation and Deliberatianare detailed in thesuggestedc12
Pathway for College, Career and Civic readinedsable 9 below

Table 9Suggested &2 Pathway for College, Career andi€ Readiness
Dimension 2Participation and Deliberation

By the End of Grade 2

| Bythe End of Grade 5

By the End of Grade 8

| Bythe End of Grade 12

Individually and with others, students

Apply civic virtues when
participating in school
settings.

Applycivic virtues and
democratic principles in
school settings.

Apply civic virtues and
democratic principles in
school and community
settings.

Apply civic virtues and
democratic principles
when working with
others.

Describe democratic
principles such as eqlity
and fairness.

Identify core civic virtues
and democratic principles
that guide government,

society, and communities

Analyze how core ideas
and principles contained
in the founding
documents of the United
States and other countries
influence their soal and
political systems.

Evaluate social and
political systems in
different contexts, times,
and places, that enact
civic virtues and
democratic principles.

Follow agreeelipon rules
for discussions while
responding attentively to
others when addressing
ideas and making
decisions as a group.

Use deliberative processe
when making decisions o
reaching judgments as a
group.

Compare deliberative
processes used by a wide
variety of groups in
various settings.

Use appropriate
deliberative processes in
multiple settings.

Compare their own point
2F @GASs HAGK
perspectives.

Identify the beliefs,
experiences, perspectives
and values that underlie
GKSANI 26y |
pointsof view about civic
issues.

Explain the relevance of
personal interests and
perspectives, civic virtues
and democratic principles
when people address
issues and problems in
government and civil

society.

Analyze the impact and
the appropriateroles of
personal interests and
perspectives on the
application of civic virtues
democratic principles,
constitutional rights and
human rights.
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Processes, Rules and Laws

Civics is the discipline of the social studies most directly concerned with the processes and rules
by which groups of people make decisions, govern themselves, and adolneic problems.

People address problems at all scales, from a classroom to the agreements among nations.
Public policies are among the tools that governments use to address public problems. Students
must learn how various rules, processes, laws, anidigd actually workwhich requires factual
understanding of political systenasd is the focus ahis section Theymust also obtain

experience in defining and addressing public probleas promptedin Dimension 4 Taking

Informed Action.

College, Career and Civic ready students

1 evaluate multiple procedures for making governmental decisions at the Istzeé,
national, and international levels in terms of the civic purposes achieved

1 analyze how people use and challenge local, staag¢ipnal and international laws to
address a variety of public issues

1 evaluate public policies in terms of intended and unintended outcomes and related
consequences

1 analyze historical, contemporary and emerging means of changing societies, promoting
the canmon good and protectinghe rightsof citizens
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Indicators of Dimensiont2Processes, Rules, and Laveredetailed in the suggestelg; 12
Pathway for College, Career and Civic readinedsable 10 below

Table 10Suggested &2 Pathway for Colleg&areer and Civic Readiness
Dimension 2Processes, Rules, and Laws

By the End of Grade 2

| By the End of Grade 5

| By the End of Grade 8

| By the End of Grade 12

Individually and with others, students

Explain how people can
work together to make
decisions inhe
classroom.

Compare procedures for
making decisions in a
variety of settings,
including classroom,
school, government
and/or society.

Differentiate among
procedures for making
decisions in the
classroom, school, civil
society and local, state
and natioral government
interms of how civic
purposes are intended.

Evaluate multiple
procedures for making
governmental decisions g
the local, state, national,
and international levels in
terms of the civic
purposes achieved.

Identify and explain how
rules functonin public
(classroom and school)
settings.

Explain how rules and
laws change society and
how people change rules
and laws.

Assess specific rules and
laws (both actual and
proposed) as means of
addressing public
problems.

Analyze how people use
and challengelocal, state
national and international
laws to address a variety
of public issues.

Begins in gradesd®

Explain how policies are
developed to address
public problems.

Analyze the purposes,
implementation, and
conseaqiences of public
policies in multiple
settings.

Evaluate public policies if
terms of intended and
unintended outcomes and
related consequences.

Describe how people hav
tried to improve their
communiiesover time.

Illustrate historical and
contemporarymeans of
changing society.

Compare historical and
contemporary means of
changing societies and
promoting the common

good.

Analyze historical,
contemporary and
emerging means of
changing societies,
promoting the common
good and protectinghe
rightsof citizens

Economics

Effective economic decisiamaking requires that students have a keen understanding of the
ways in which individuals, businesses, governments, and societies make decisions to allocate
human capital,physical capitaland natural resources among alternative uses. This economic
reasoning process involves consideration of costs and benefits with the ultimate goal of making
decisions that will enable individuals and societies to be as well off as possible. The study of
ecanomics provides students with the concepts and tools necessary for an economic way of
thinking and helps students understand the interaction of buyers and sellers in markets,
workings of the national economy, and interactions within the global marketplace.

Economics is grounded in knowledge about how people choose to use resdbomEgmic
understanding helps individualbusinesses, governments and societies choose wdsdurces

to devote to work, to school and to leisure; how many dollars to spendnamdmany to save;
and how to make informed decisions in a wide variety of contexts. Economic reasoning and
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skillful use of economic tools draw upon a strong base of knowledge dlwoan capitalland,
investments, money, income and production, taxes, godernment expenditures.

Economic DecisioiMaking

People make decisions about how to use scarce resources to maximiae Heeing of
individuals and society. Economic decisimaking involves setting goals and identifying the
resources available to achieve those goals. Alternative ways to use the resources are
investigated in terms of their advantages and disadvantages. Sincecimaists involve a little
more of one thing and httle less of something elseconomic decisiomaking includes
weighing the additional benefit of an action against the additional cost. Investigating the
incentives that motivate people is an essential part of analyzing economic deansiking.

College, Career and Civic ready students
T analyze how incentives influence choices that may result in policies with a range of costs
and benefits for different groups
T use marginal benefits and marginal costs to construct an argument for or against an
appraach or solution to an economic issue

Indicators of Dimensiont2Economic DecisieNakingt aredetailed in the suggestek;12
Pathway for College, Career and Civic readinedsate 11below.

Table 11Suggested &2 Pathway for College, Career and CReadiness
Dimension 2Economic DecisieMaking

Bythe End of Grade 2 | Bythe End of Grade 5 | Bythe End of Grade 8 | Bythe End of Grade 12

Individually and with others, students

Analyze how incentives
influence choices that ma
resultin policies with a
range of costs and
benefits fordifferent
groups.

Explain how scarcity Compare the benefits and
necessitates decisieon costs of individual choices
making.

Explain how economic
decisions affect the well
being of individuals,
businesses and society.

Identify the gains and Identify positive and Evaluate alternative Use marginal benefits ang

losses from making
various personal
decisions.

negative incentives that
influence the decisions
people make.

approaches or solutions tq
current economic iSSUes i
terms o benefits and

costs for different groups

marginal costs to
constructan argument for
or againstan approach o
solution to an economic

and society as awhole. | issue.

Exchange and Markets

People exchange goods and services because both parties are better off as a result. Markets
exist to facilitate the exchange of goods and services. When buyers and sellers interact in well
functioning, competitive markets, prices are determined that reffiibe relative scarcity of the
goods and services in the market. The principles of markets apply to markets for goods and
services, labor, credit, foreign exchange and others. Comparison of benefits and costs helps
identify the circumstances under which\wgnment action in markets is in the best interest of
society and when it is not.
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College, Career and Civic ready students

il

=

analyze the ways in which incentives influence what is produced and distributed in a
market system

evaluatethe extent to which corpetition among sellers and among buyeFsistsin
specific markets

describe the consequences of competition in specific markets

generate possible explanations for a government rolenarkets when market
inefficiencies exist

use benefits and costs ®valuate the effectiveness of government policies to improve
market outcomes

describe the possible consequences, both intended and unintended, of government
policies to improve market outcomes

describe theroles of institutions such as corporations, lalbmions and nofprofits in a
market economy

explain why clearly defined property rights and the rule of law are necessary for-a well
functioning market economy

Indicators of Dimensioni2Exchange and Marketsare detailed in the suggesteld;12
Pathway for Clege, Career and Civic readinesJ able 12below.
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Table 12Suggsted K12 Pathway for College, Career and Civic Readiness
Dimension 2Exchange and Markets

By the End of Grade 2

| Bythe End of Grade 5

Bythe End of Grade 8 |

By the End of Grade 12

Individually and with others, students

Describe the skills and
knowledge required to
produce certain goods an
services.

Identify examples of the
variety of resources
(human capital, physical
capital, and natural
resources) that are used
to produce goodsind
services.

Explain the roles of buyer
andsellers in product
labor,and financial
markets.

Analyze the ways in whic
incentives influence what
is produced and
distributed in a market
system

Describe the goods and
services thatpeople in the
local community produce
and those that are
produced in other
communities

Explain why individuals
and businesses specializ
and trade

Describe the role of
competition in the
determination of prices
andwagesin a market
economy.

Evaluatehe extent to

which competition among
sellers and among buyers|
existsin specific markets.

Identify prices of products|
in a local market.

Explain the role of money
in making exchange
easier.

Explain ways in which
money facilitates
exchange by reducing
transactioralcosts.

Describe the
consequences of
competition in specific
markets.

Explain how people earn
income.

Explairthe relationship
between investment in
human capital,
productivity, and future
incomes.

Explairhow changes in
supply and demand caus
changes in prices and
gquantities of goods and
services, labor, credit, andg
foreign currencies.

Generate possible
explanations for a
government rolén
markets when market
inefficiencies exist.

Begins in grades@®

Begins in grades@@

Analyze the role of
innovation and
entrepreneurship in a
market economy.

Use benefits and costs to
evaluate the effectiveness
of government policies to
improve market
outcomes.

Begins in grades@2

Begins in grades@2

Begins igrades 212

Describe the possible
consequences, both
intended and unintended,
of government policies to
improve market
outcomes.

Begins in grades@2

Begins in grades@2

Begins in grades@2

Describe the roles of
institutions such as
corporationsjabor unions
and nonprofits in a
market economy.

Begins in grades@2

Begins in grades@2

Begins in grades@2

Explain why clearly
defined property rights
and the rule of law are
necessary for a well
functioning market
economy.
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The NationaEconomy

Changes in the amounts and qualitieshaman capital,physical capitaland natural resources
influence current and future economic conditions and standards of living. All markets working
together influence economic growth and fluctuationswell-being. Monetary and fiscal policies
are often designed and used in attempts to moderate fluctuations and encourage growth under
a wide variety of circumstances. Policies changing the growth in the money supply and overall
levels of spending in the enomy are aimed at reducing inflationary or deflationary pressures
increasing employment or decreasing unemployment leaatsl increasing economic growth

over time. Policies designed to achieve alternative goals often have unintended effects on
levels ofinflation, employment and growth.

College, Career and Civic ready students

|l

= —a —a

use current data to explain the influence of changes in spending, production and the
money supply on various economic conditions

use economic indicators to analyze the current &mdire state of the economy

evaluate the selection of monetary and fiscal policies in a variety of economic conditions
explain why advancements in technology and investeentphysical and human capital
increase productivity and thus economic growth and standards of living
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Indicators of Dimensiont2The National Economyare detailed in the suggestei;12
Pathway for College, Career and Civic readinedsable 1delow.

Table 13 Suggested &2 Pathway for College, Career and Civic Readiness
Dimension 2The National Economy

By the End of Grade 2

| By the End of Grade 5

| By the End of Grade 8

| By the End of Grade 12

Individually and with others, students

Begins in gradesd®

Explain why people save.

Explain thenfluenceof
changes in interest rates
on borrowing and
investing

Use current data to
explain the influence of
changes in spending,
production and the money
supply on various
economic conditions.

Begins in gradesd®

Describehe role of banks
and other financial
institutions in an
economy.

Use appropriate data to
evaluate the state of
employment
unemployment, inflation,
total production income
and economic growth in
the economy.

Use economic indicators
to analyzehe current and
future state of the
economy.

Describe examples of the
goods anderviceghat
governments provide.

Explain the ways in which
the government pays for
the goods and services it
provides.

Explain how inflation,
deflation and
unemploymentaffect
different groups.

Evaluate the selection of
monetary and fiscal
policies in a variety of
economic conditions.

Begins in grades@2

Begins in grades@2

Begins in grades@2

Explain why
advancements in
technology and
investmens in physical
and human capital
increase productivity and
thus economic growth and
standards of living.

The Global Economy
Economic globalization occurs with crds@der movement of goods, services, technology,
information, andhuman, physicakndfinancialcapital. Understanding why people specialize

and trade and how that leads to increased economic interdependence are fundamental steps in
understanding how the world economy functions. While trade provides significant benefits, itis

not without costs. Comparing those benefits and costs is essential in evaluating policies to
influence trade among individuals and businesses in different countries.

College, Career and Civic ready students
T analyze the role of comparative advantage in internatioimatle of goods and services
1 explain how currentglobalizationtrends and policies affect economic growthbor
markets rightsof citizens the environment, and resource and income distribution in
different nations
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Indicators of Dimensiont2The Global EBmomyt are detailed in the suggesteid;12 Rathway
for College, Career and Civic readings§able 14 below

Table 14Suggested &2 Pathway for College, Career and Civic Readiness
Dimension 2The Global Economy

By the End of Grade 2

| By the End of Gradés

By the End of Grade 8 |

By the End of Grade 12

Individually and with others, students

Describe why people in
one country tradegoods
and servicesvith people
inother countries

Explain howtrade leads t
increasing economic
interdependence among
nations.

Explain barriersto trade
and how those barriers
influence trade among
nations.

Analyze the role of
comparative advantage it
international trade of
goods and services.

Describe products that ar
produced abroad andold
domestically anghroducts
that are produced
domestically and sold
abroad

Explain the effects of
increasing economic
interdependence on
different groups within
participating nations.

Explain the benefits and
the costs of trade policies
to individuals, businesses
andsociel.

Explain how current
globalizatiortrends and
policies affect economic
growth, labor markets
rights of citizens, the
environment, and
resource and income
distribution in different
nations.

Ceography

Geographiaeasoning requires spatial and enviroental perspectives, skill in asking and
answering questions, and applying geographic representations including maps, imagery, and
geospatial technologies. A spatial perspectivalbisut wherenessWhereare people and things
located? Why there? What atbe consequencesZn environmental perspective views people
as living in interdependent relationships within diverse environmeifitsinking geographically
involves investigating spatial patterns and processesraadgnizinghat the world is

composed oftomplex ecosystems at multiple scalgSeographic reasoning brings societies and
nature under the lens of spatial analysisdaidsin makingdecisions and salrg problems.

Geographyis grounded in knowledge about location and the physical and humanackenstics

of places and environments. Such knowledge is critically importasttiate people and places

in a localto-global spatial context and to understand human environment interactions.

Geographic knowledge helps individuals to understand apteciate their own place in the

g2NI R YR (2 RS@St2L) OdaNA2aArde o2dzi 91 NIKQa
Geographic reasoning and skillful use of geospatial tools draw upon a strong base of factual
knowledgel © 2 dzii 9 I NIi K Q éhan lfdkitdreés Mncdifg the bdatioks df places

regions the distribution of landformsandwater bodies and changes ipolitical boundaries
andeconomic activities

Geographic Representations: Spatial Views of the World

Creating maps and usimgeospatial technologies requires a process of answering geographic
guestions bygathering relevant informationorganizing and analyzing the informatjcand

using effective means to communicate the findings. Once a map or other representation is
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created t prompts new questions concerning the locations, spaces and patterns portrayed.

Creating maps and other geographical representations is an essential and enduring part of
seeking new geographic knowledge that is personally and socially useful and tHag can
applied in making decisions and solving problems.

College, Career and Civic ready students

T use geospatial and related technologies to create maps to display and explain the spatial

patterns of cultural and environmental characteristics
1 use mapssatellite images, photographs, and other representatibm&xplain
relationships between the locations of places and regions and their political and
economicimplications
T use geographic data to analyze spatial patterns of cultural and environmental
characeristics at multiple scales

Indicators of Dimensiont2Geographic Representationsare detailed in the suggested;12
Pathway for College, Career and Civic readinedsable 15 below

Table 15Suggsted K12 Pathway for College, Career and Civic Readine
Dimension 2Geographic Representations

By the End of Grade 2

| Bythe End of Grade 5

Bythe End of Grade 8 |

By the End of Grade 12

Individually and with others, students

Construct maps, graphs,
and other representations
of familiar places.

Construct maps and other
graphic representations o
both familiar and
unfamiliar places.

Construct maps to
represent and explain the
spatial patterns of cultural
and environmental
characteristics.

Use geospatial and relate
technologies to create
maps todisplay and
explain the spatial
patterns of cultural and
environmental
characteristics.

Use maps, graphs,
photographs, and other
representations to
describe places and the
relationships and
interactions thatshape
them.

Use maps, satellite
images, photoraphs, and
other representationgo
explain relationships
between the locations of
places and regions and
their environmental
characteristics.

Use maps, satellite
images, photographs, and
other representationgo
explain relationships
between the location®f
places and regions and
changes in their
environmental
characteristics.

Use maps, satellite
images, photographs, ang
other representationgo
explain relationships
between the locations of
places and regions and
their political and
economic dynamics.

Use maps, globes, and
other simple geographic
models to identify cultural
and environmental
characteristics of places.

Use maps of different
scales to describe the
locations of cultural and
environmental
characteristics.

Use manual and electroni
mappingand graphing
techniques to represent
and analyze spatial
patterns of different
environmental
characteristics.

Use geographic data to
analyze variationsin the
spatial patterns of cultural
and environmental
characteristics at multiple
scales.

HumanEnvionment Interaction: Place, Regions and Culture
Humanenvironment interactions are essential aspects of human life in all societietheynd
occur at locato-global scales. Humagnvironment interactionshappenboth in specific places

DRAFT6(4/13) for SSACI Memb®issemination/Use
Page410f97



and across broad regns. Cultue influencesthe locations andhe types of interactions that
occur 9 I NJiukh&hdsystéms and physical systeamns in constantnteracton and have
reciprocal influences flowing among them. These interactions result in a variety of spatial
patterns that require careful observation, investigation, analysis and explanation.

College, Career and Civic ready students

1 analyze relationships and interactions within and between human and physical systems

to explain reciprocal influences that occamong them
1 evaluate how political and economic decisions influence cultural and environmental
characteristics of various places and regions

1 explain how the physical and human characteristics of places and regions are connected

to human identities and cultes

Indicators of Dimensioni2ZHumanrEnvironment Interaction are detailed in the suggestekt;
12 Rathway for College, Career and Civic readinedsable 1®elow.

Table 16Suggested &2 Pathway for College, Career and Civic Readiness
Dimension 2HumanEnvironment Interaction

By the End of Grade 2

| Bythe End of Grade 5

| Bythe End of Grade 8

By the End of Grade 12

Individually and with others, students

Explain how weather,
climate and other
environmental
characteristics affect

LIS 2 LX S Qaplatehrd
region.

Explain how culture
influences the way peoplé€
modify and adapt to their
environments.

Explain how cultural
patterns and economic
decisions influence
environments and the
daily lives of peoplein
both nearby and distant
places.

Analyze elationships and
interactions within and
between human and
physical systems to
explain reciprocal
influences that occur
among them.

Describe how human
activities affectthe
cultural and
environmental
characteristics of places ¢
regions.

Explain how thecultural
and environmental
characteristicof places
change over time.

Analyze the combinations
of cultural and
environmental
characteristics that make
places both similar to and
different from other
places.

Evaluate how political an
economic decisions
influence cultural and
environmental
characteristics of various
places and regions.

Identify some cultural ang
environmental
characteristics of specific
places.

Describe how
environmental and
cultural characteristics
influence population
distribution inspecific
places or regions.

Evaluate the impacts of
human settlement
activities on the
environmental and
cultural characteristics of
specific places and

regions

Explain howthe physical
and human characteristic
of places and regions are
connected to hunan
identities and cultures.

Human Population: Spatial Patterns and Movements

The size, composition, distribution and movement of human populations are fundamental and

I OGA DS FSI GdNB& 2y 9F NIKAQ adiNFI OSod ¢KS SELN Y
affects patterns of settlement, environmental changes and resource usespatial patterns

and movements of populatioalsorelate to physical phenomena including climate variability,

landforms and locations of various natural hazards. Further, political, economic and
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technological changes sometimes have dramatic effectsopulation size, composition and
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without asking and answering questions about the spatial patterns of human population.

College, Career and Civic ready students
1 analyze howhistorical events and the spatial diffusion of ideas, technologies, and
cultural practices have influenced migration patterns and the distributiothefhuman

population

T evaluate the impact of economic activities and political decisions atialpatterns
within and among urban, suburban, and rural regions

1 evaluate the influence of longerm climate variability on human migration and
settlement patterns, resource use and land uses at lbodjlobal scales

Indicators of Dimensioni2Human Poplationt are detailed in the suggestek 12 Rathway for
College, Career and Civic readings$able 17 below

Table 17Suggested &2 Pathway for College, Career and Civic Readiness
Dimension 2Human Population

By the End of Grade 2

| By the End of Gradés

| By the End of Grade 8

By the End of Grade 12

Individually and with others, students

Explain why and how
people, goods and ideas
move from placeto place

Explain how cultural and
environmental
characteristics affectthe
distribution and
movement of peple,
goods, and ideas.

Explain how changes in
transportation and
communication
technology influence the
spatial connections amon
human settlements and
affect the diffusion of
ideas and cultural
practices.

Analyze howhistorical
events and the spatial
diffusion of ideas,
technologies, and cultura
practices have influenced
migration patterns and
the distribution of human
population.

Compare how people in
different types of
communities use local an
distant environments to
meet their daily needs.

Explan how human
settlements and
movements relate to the
locations of various
natural resources.

Analyze how relationship
between humans and
environments extend or
contract spatial patterns
of settlement and
movement.

Evaluate the impact of
economicactivities and
political decisions on
spatial patterns within ang
among urban, suburban,
and rural regions.

Describe the connections
between the weather and
climate of a place and the
economic activities found
there.

Analyze the effects of
catastrophic
environmental and
technological events on
human settlements and
migration.

Evaluate thenfluences of
longterm humaninduced
environmental change on
spatial patterns of conflict
and cooperation.

Evaluate the influence of
longterm climate
variability on uman
migration and settlement
patterns, resource use an
land uses atlocato-global
scales.

Global Interconnections: Changing Spatial Patterns
Global interconnections occur in both human and physical systems. Earth is a set of

interconnected ecosystas of which humans are an influential part. Many natural phenomena

have no perceptible boundarie§or example,lte oceans are one dynamic system. The

atmosphere covers the entire planet. Land and water forms shift over geological eons. Many
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life forms difuse from place to place and bring environmental changes with them. Humans
have spread across the planetiong with theircultural practices, artifacts, languages, disease
and other attributes. All of these interconnections create complex spatial pattrmultiple
scales that continue to change over tin@lobal scale issues and problems cannot be resolved
gAGK2dzi SEGSyaro@dsS Ozttt 62Ny GA2Yy | Y2y3 GKS
organizationsAsking and answering questions about global interconnections and spatial
patterns are a necessary part of geographic reasoning

College, Career and Civic ready students

9 evaluate how changes in the environmental characteristics of a place or regionnodue
spatial patterns of land use

9 explain how economic globalization and the expanding use of scarce resources
contribute toconflictand cooperation within and among countries

1 evaluate the economic and political consequences of environmental changes

Indicators of Dimensiont2Global Interconnections are detailed in the suggestei;12
Pathway for College, Career and Civic readinedsable 18 below

Table 18Suggested &2 Pathway for College, Career and Civic Readiness
Dimension 2Globallnterconnections

Bythe End of Grade 2 | Bythe End of Grade 5 | Bythe End of Grade 8 | Bythe End of Grade 12
Individually and with others, students
Describe changes inthe | Explain why Analyze the ways in whiclf Evaluate how changes in
environmental environmental cultural and the environmental and
characteristics of differen{ characteristics vary amon environmental cultural characterstics of
world regions. different world regions. characteristics vary amon| a place or region influenc
different regions of the spatial patterns of land
world. use.
Explain how the Describe how the spatial | Analyze how the Explain how economic
consumption of products | patterns of economic relationship between the | globalization and the
connects people to distar] activities in a place chang environmental expanding use of scarce
places. over time because of characteristics of places | resouces contribute to
interactionswith nearby | and production of goods | conflictand cooperation
and distant places. influence the spatial within and among
patterns of world trade. countries.
Identify ways that a Describe how a Explain lowglobal Evaluate the economic
catastrophic disaster may| catastrophic disasterin | changes in population and political
affect people livingina | one place may affect distribution patterns consequences of
place. people living in other affect changes ihand use | environmental changes
places. inparticular places.
History

Historical thinking requires understanding and evaluating chamgkcontinuity over timeand
making appropriate use of historical evidence in answering questions and developing
arguments about the past. It involves going beyond simply aséivig - G KI LILISY SR
evaluating why and how events occurred atel/elopments unfolded. It involves locating and
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assessing historical sources of many different types to understand the contexts of given
historical eras and the perspectives of different individuals and groups. Historical thinking is a
process of chronoldgal reasoning, which means wrestling with issues of causality,
connections, significance, and context with the goal of developing credible explanations of
historical events and developments based on reasoned interpretation of evidence.

Historical inquiryinvolves acquiring knowledge about significant events, developments,
individuals, groups, documents, places and ideas to support investigations about the past.
Acquiring relevant knowledge requires asseimpinformation from a wide variety of sources

in an integrative process. Students might begin with key events or individuals introduced by the
teacher or identified by educational leaders at the state level and then investigate them

further. Or they might take a source from a seemingly insignificantiidoil and make
O2yySOilAz2ya o0Si6SSy (GKFG LISNR2Y |yR fIFNHSN SO
major development. Scholars, teachers and students form an understanding of what is and
what is not significant from the emergence of new sourcesfrurrent events, from their

locale and fromasking questionabout changes that affected large numbers of people in the
past or had enduring consequences. Developing historical knowledge in connection with
historical investigations not only helps studemsnember the content better because it has
meaning, but also allows students to become better thinkers.

Change, Continuity and Context

At its heart, chronological reasoning requires understanding processes of change and continuity
over time, which meas assessing similarities and differences between historical periods and
between the past and present. It also involves coming to understand axwange in onearea

of life relates toa change in otheareas thus bringing together political, economic tehectual,
social, cultural and other factors. Understanding the interrelation of patterns of change

requires evaluating the context within which events unfolded in order not to view events in
isolation and to be able to assess the significance of spaigfrelopments.

College, Career and Civic ready students
1 evaluate how historical events and developments were shaped by unique circumstances
of time and place as well as broader historical contexts

1 analyze change and continuity in historical eras
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Indicators of Dimensiont2Change, Continuity and Contexare detailed in the suggestei;
12 rRathway for College, Career and Civic readinedsable 1%elow.

Table 19Suggested &2 Pathway for College, Career and Civic Readiness
Dimension 2Change, Qutinuity and Context

By the End of Grade 2

| By the End of Grade 5

By the End of Grade 8 |

By the End of Grade 12

Individually and with others, students

Create a chronological
sequence of multiple
events.

Create and use a
chronological sequence o
related events to compare
developments that
happened at the same
time.

Analyze connections
among events and
developments in broader
historical contexts.

Evaluate how historical
events and developments
were shaped by unique
circumstances of time anc
place as well abroader
historical contexts.

Compare lifein the pasttq
life today.

Compare lifein specific
historical time periods to
life today.

Classify series of historica
events and developments
as examples of change
and/or continuity.

Analyze change and
continuity in historical
eras.

Perspectives

History is interpretive. Even if they aeyewitnessespeople construct different accounts of the

same event, which are shaped by their perspedjvlat is, their ideas, attitudes and beliefs.
Historical understading requires recognizing this multiplicity of points of view in the past,

which makes it important to seek out a range of sources on any historical question rather than

simply use those that are easiest to find. It also requires recognizing that persgsechange
over time, so that historical understanding requires developing a sense of empathy with people
in the past whose perspectives might be very different from those of today.

College, Career and Civic ready students
i analyze complex and interactifgctors that influenced the perspectives of people
during different historical eras

a/l £ &l 8§

E |

K2 g

that they produced

= —a

KAald2NAOI f
analyze the ways in which the perspectives of those writing history shaped the history

O2y i SEGa

explain how the perspectives of people inthe present shape interpretations of the past
analyze how current interpretations of the past are limited by the extent to which

available historical sources represent perspectives of peopteeatime
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Indicators of Dimensiont2Perspectives are detailed in the suggested; 12 Rathway for
College, Career and Civic readings$able 2Mbelow.

Table 20Suggested &2 Pathway for College, Career and Civic Readiness
Dimension 2Perspectives

By the End of Grade 2

| By the End of Grade 5

| By the End of Grade 8

By the End of Grade 12

Individually and with others, students

Compare perspectives of
people inthe pastto
those of people in the
present.

Explain why individuals
and groups during the
samehistorical period
differed in their
perspectives.

Analyze multiple factors
that influenced the
perspectives of people
during different historical
eras.

Analyze complex and
interacting factors that
influenced the
perspectives of people
during different hisorical
eras.

Begins in gradesd®

Explain connections
among historical contexts
YR LIS2 L)X SQJ
at the time.

Explain how and why
perspectives of people
have changed over time.

Analyze how historical
contexts shaped and
continue to shape

LIS 2 LiferSpeetives.

Compare different
accounts of the same
historical event.

Describe how people's
perspectives shaped the
historical sources they
created.

Analyze how people's
perspectives influenced
what information is
availablein the historical
sources tiey created.

Analyze the ways in whic
the perspectives of those
writing history shaped the
history that they
produced.

Begins in grades@2

Begins in grades@2

Begins in grades@2

Explain howthe
perspectives of people in
the present shape
interpretations of the
past.

Begins in grades@2

Begins in grades@2

Begins in grades@2

Analyze how current
interpretations of the past
are limited by the extent
to which available
historical sources
represent perspectives of
people at the time.

Historical Sources and Evidence
Historical inquiry is based on materials left from the pastthat can be studied and analyzed.

Such materials, referred to as historical sources or primary sources, include written documents,

but also objects, artistic work®yral accounts, landscapes that humans have modiftedeven

materials contained within the human body, such as DNA. These sources become evidence

once they are selected to answer a historical question, a process that involves taking into
account features of the source itself, such as its maker or dates@leetion process also
requires paying attention to the wider historical context in order to choose sources that are

relevant and credible. Examining sources often leads to further questions as well as answers in

a spiraling process of inquiry.

DRAFT6(4/13) for SSACI Memb®issemination/Use
Page470f97



College Career and Civic ready students

i analyze the relationship between historical sources and the secondary interpretations
made from them

1 detect possible limitations in various kinds of historical evidence and differing secondary

interpretations

1 critique the usefulness of historical sources for a specific historical inquiry based on their

maker, date, place of origin, intended audience and purpose
1 useinformation from different kinds of historical sources to generate research
guestions that lead to further muiry

9 critique the appropriateness of the historical sources used in a secondary interpretation

Indicators of Dimensiont2Historical Sources and Evidemcare detailed in the suggestel
12 rRathway for College, Career and Civic readinedsable 21 below

Table 21Suggested &2 Pathway for College, Career and Civic Readiness
Dimension 2Historical Sources and Evidence

By the End of Grade 2

| By the End of Grade 5

| By the End of Grade 8

| By the End of Grade 12

Individually and with others, students

Identify different kinds of
historical sources.

Summarize how different
kinds of historical sourceg
are used to explain events
in the past.

Classify the kinds of
historical sources used in
a secondary
interpretation.

Analyze the relationship
between histaical sources
andthe secondary
interpretations made from
them.

Explain how historical
sources can be used to
study the past.

Compare information
provided by different
historical sources about
the past.

Detect possible limitationg
inthe historical record
based on evidence
collected from different
kinds of historical sourceg

Detect possible limitation
in various kinds of
historical evidence and
differing secondary
interpretations.

Identify the maker, date
and place of origin for a
historical source from
information within the
sourceitself.

Infer the intended
audience and purpose of
historical source from
information within the
sourceitself.

Use other historical
sources to infer a plausibl
maker, date, place of
origin and intended
audience for historical
sources where this
information is not easily
identified.

Critique the usefulness of
historical sources for a
specific historical inquiry
based on their maker,
date, place of origin,
intended audience and
purpose.

Generate questions abou
a particular historical
sourceas itrelatesto a
particular historical event
or development.

Generate questions abou
multiple historical sources
and ther relationships to
particular historical events
and developments.

Use questions generated
about multiple historical
sources to identify further
areas of inquiry and
additional sources.

Use questions generated
about multiple historical
sources to pursue fiiner
inquiry and investigate
additional sources.

Begins at grade &

Use information about a
historical source, includin
the maker, date, place of
origin, intended audience
and purpose to judge the
extent to which the source
is useful for studying a

particulartopic.

Evaluate the relevancy
and utility of a historical
source based on
information such as
maker, date, place of
origin, intended audience
and purpose.

Critique the
appropriateness of the
historical sources usedin
a secondary
interpretation.
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Causation and Argumentation

No historical event or development occurs in a vacuum; each one has prior conditions and
causes, and each one has consequences. Historical thinking involves using evidence and
reasoning to draw conclusions about probable causedeffects, recognizing that these are
multiple and complex. It requires understanding that the outcome of any historical event may
not be what those who engaged in it intended or predicted, so that chains of cause and effect
in the past are unexpected drcontingent, not predetermined. Along with claims about causes
and effects, historical arguments can also address issues of change over time, the relevance of
sources, the perspectives of those involved and many other topics, but must be based on

evidene that is used in a critical, coherent and logical manner.

College, Career and Civic ready students

|l

1
argument

)l

reasoned argument about the past

|l

multiple media in terms of histazal accuracy

analyze multiple and complex causes and effects of events in the past
distinguish between longerm causes and triggering events in developingsorical

integrate evidence from multiple relevant historical sources and interpretations into a

critiqgue the central arguments in secondary works of history on related topics in

Indicators of Dimensiont2Causation and Argumentatiorare detailed in the suggesteld; 12
Pathway for College, Career and Civic readinedable 22 below

Table 22Suggested &2 Pathway for College, Career and Civic Readiness
Dimension 2Causation and Argumentation

By the End of Grade 2

| Bythe End of Grade 5

| Bythe End of Grade 8

| Bythe End of Grade 12

Individually and with others, students

Generate possiblereasor
for an event or
development in the past.

Explain probable causes
andeffects of events and
developments.

Explain multiple causes
and effects of events and
developments in the past,

Analyze multiple and
complex causes and
effects of events inthe
past.

Begins in grades@®

Begins in grades@®@

Evaluate the relative
influence of various
causes of events and
developments in the past,

Distinguish between long
term causes and triggerin
events in developing a
historical argument.

Select which reasons
might be more likely than
others to explain a
historical eventor
development.

Use evidence to develop
claimabout the past.

Organize applicable
evidence into a coherent
argument about the past.

Integrate evidence from
multiple relevant
historical sources and
interpretations into a
reasoned argument abou
the past.

Begins imgrades &5

Summarize the central
claimin a secondary work
of history.

Compare the central
arguments in secondary
works of history on
related topics in multiple
media.

Critique the central
arguments in secondary
works of history on
related topics in multipe
media in terms of
historical accuracy.
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ELA/Literacy Common Cofeonnections: Dimension 2

The ELA/Literacy Common Cemmphasizes analysis, argumentation, and the use of evidence
throughout the standards. As noted in the ELA/Literacy Common Core, students who are
college and career readyanA Yy R S LIS yderStylict eéfféctiva arguments and convey

intricate or multifacetedh Y F 2 N yiRs@dglérant evidence ¢ KSy Y| {Ay3 | NHdz?

(NGA & CCSSO, 2010a7).Dimension 2 in the C3 Framework describes the concepts and tools
in civics, economics, geography, and history that are needed to use evidence to make
disciplinary aguments. The ELA/Literacy Common Core also describes how students develop
language skills and build vocabulary. College and career readiness requires the ability to

A Y RS LIS yuRéSaymitlérairging vocabulagy N@A & CCSSO, 201pa7) The C3 framework
emphasizes disciplinary vocabulary through the introduction of new concepts and the language
of the disciplines.

Table 23 belowletailsconnections between standards in the ELA/Literacy Common Core and
Dimension 2. These connectionge durther elaboratedon with examples.

& M
o
@ % Table 23Dimension 2 and
ELA/Literacy Common Core Connections
Civics
Reading Anchor Standardg10
ELA/LiteracyCCR . N
Anchor Economics Writing Anchor Standard 7
Standards S i - i
peaking and Listening Anchatandard 1
Connections SRR
Language Anchor Standard 6
History
Shared Language Analysis; Argument; Evidence; Questioning

CCRAnchorStandards Connection¥Vhile the connections between the C3 Framework and
the ELA/Literacy Common Caxee comprehensive and consistef8 CCRAnchorSandards
within the ELA/Literacy Common Cdnave broader connectits within Dimension 2

Anchor Readin§andards %10 are closely aligned with Dimension 2. As stuslese the
disciplinary tools and deslop knowledge about the disciplinary concepts highlighted in
Dimension 2, they will engagéth a variety of sources requiring a wide range of reading skills.
During these experiencestudents will need to use the full congohent of skills highlighteth

the readingstandards They will need taead closely for meaning, while determining main

ideas, details, structure, purpose, source type, claims emitting from the sources, and comparing
multiple sourcesAll of these reading activities are regulatedthg clear expectations of

Reading Standards-10: the demand that answers to questions be backed up by evidence
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either explicitly drawn from the text or inferred from it, and the requirement that the text
under study be of the appropriate level cbmplexity for the grade band in question.

Anchor Writing Standard 7 is focused on the research process. All four social studies disciplines
represented in Dimension 2 emphasize resedvaked analytical skills using disciplinary
concepts and tools.

' YOK2NJ { LISF1{Ay3 YR [ AafidSy prgpare fpriand particippie m O f f
effectively in a range of conversations and collaborations with diverse partners, building on
20KSNEQ ARSIF&a FyR SELINBAAA YNGAKGCSION20& ). Of S NI
Dimensiorn2 asks students tengage disciplinary tools and concepts in collaborative settings

¢ 2 NJ Mdivitlually and with other® €

[ Fy3dz-3S ! yOK2NJ { G YRl NdRire and Msb §cdakatelp @rangefof G & 0 dzR
generd academic and domaispecific words and phrasé$NGA & CCSSO, 2010&1p.The C3

Framework supports thilanguagestandard by setting forth expectations that students will

develop conceptual knowledge within the disciplin€ae development andxpansion of

vocabulary is an important part of the ELA/Literacy Common Core and the C3 Framework,

Language Standard 6 requires that studentsjare and use academic and dam-specific

wordsCand phrases words such as virtue, fiscal, spatial, and perspedhat areincluded in

the Indicators of Dimension 2.

Shared Languag&LA/Literacy Common Caéandardsclosely alig with Indicators in
Dimension 2In places, the connections between Common Core standards akrth@®@&work
Indicators are so closedh the same language usedDimension 2 and the ELA/Literacy
Common Core regularly userms such asanalysisargument evidenceand questioning
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Dimension 3 EvaluatingSourcesand UsingEvidence

Evaluatingsources and using evidence are essential components of answering compelling and
supporting questions. Students express their responses to compelling and supporting questions
through wellreasoned explanations and evidenbased arguments. These responsas take

many forms (e.g., oral presentations, summaries of survey results, political cartoons)

NBEIFNRf Saa 2F (GKS ¥F2 N Etthé idfamRagoy or@wenCeRlyc@d dza A 2 v &
from sources.

Althoughevaluatingsources and using informat and evidence involves a sophisticated set of
skills, even the youngest children understand the need to give reasons for their ideas. As they
progress through the grades, students learn more advanced approaches related to these skills.
In the subsectioeveloping Claims and Using Evidence, students generate claims and identify
evidence to support those claims.

The specific skills described in Dimension 3 support the examination of content using concepts
and tools from the disciplines of civics, econosjigeography, and history.

Gathering and Evaluating Sources

Whether students are constructing opinions, explanation or arguments, they will gather

information from a variety of sources and evaluate the relevance of that information. In this
section,students are asked to work with the sources that they gather and/or are provided for

them. They need to be mindful that not all sources are relevant to their task. They also need to
understand that thereare general Common Core literacy skills suchagideh T&@ Ay 3 | y | dzi
purpose, main idea, and point of view that will hétpevaluatinghe usefulness of a source.

College, Career and Civic ready students
1 ogather relevant information from multiple sources representing a wide range of views
while usingthe origin, authority, structure, context, and corroborative value of the
sources to guide the selection
1 evaluate the credibility of a source by examining how experts value the source
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Indicators of Dimensiont3Gathering and Evaluating Sourtesre detailed in the suggestek
12 rRathway for College, Career and Civic readinedsable 24 below

Table 24Suggested &2 Pathway for College, Career and Civic Readiness
Dimension 3Gathering and Evaluating Sources

By the End of Grade 2 | By the End of Grade 5 | By the End of Grade 8 | By the End of Grade 12
Individually and with others, students
Gather relevant Gather relevant Gather relevant Gather réevant
information from one or | information frommultiple | information frommultiple | information from multiple
two sources whileusing | sources whileusingthe | sources whileusingthe | sources representing a
the origin and structureto| origin, structureand origin, authority, wide range of views while
guide the selection. context to guide the structure, context, and using the origin, authority
selection. corroborative value of the| structure, context, and
sources to guide the corroborative value of the
selection. sources to guide the
selection.
Evaluate a source by Use distinctions among | Evaluate the credibility of| Evaluate the credibility of
distinguishing between fact and opinion to a souce by determining | a source by examining
fact and opinion. determine credibility of its relevanceand intended | how experts value the
multiple sources. use. source.

Developing Claims and Using Evidence

This subsection focuses on argumentation. In contrast to opinemtsexplanations,
argumentationinvolves the ability to understand the sourt@evidence relationship. That
relationship emphasizes the developmentabdims and counterclaims and the purposeful
selection of evidence in support of those claims and counterclaims. Students will learn to
develop claims using evidence, but their initial claims will often be tentative and probing. As
students delve deeper intthe available sources, they construct more sophisticated claims and
counterclaims that draw on evidence from multiple sources. Whether those claims are
implicitly or explicitly stated in student prodts; they will reflect the evidence students have
selected from the sources they have consulted.

College, Career and Civic ready students
1 identify evidence that draws information directly and substantively from multiple
sources to detect inconsistencies in evidence in order to revise or strengthen claims
9 refine claims, counterclaims and related evidence attending to precision, significance,
andknowledge conveyed through the claim while pointing out the strengths and
limitations of both
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Indicators of Dimensiont3Developing Claims and Using Evidaneee detailed in the
suggested12 Rathway for College, Career and Civic readinegsable 25 below

Table 25Suggested &2 Pathway for College, Career and Civic Readiness
Dimension 3Developing Claims and Using Evidence

By the End of Grade 2

| Bythe Endof Grade 5

By the End of Grade 8

By the End of Grade 12

Individually and with others, students

Begins in gradesd®

Identify evidence that
draws information from
multiple sources in
responseto compelling
questions.

Identify evidence that
drawsinformation from
multiple sources to
supportclaims, noting
evidentiary limitations.

Identify evidence that
draws information directly
and substantively from
multiple sources to detect
inconsistencies in
evidence in order to revis
or strengthen claims.

Begins in gradesc®

Use evidence to develop
claims inresponseto
compelling questions.

Develop claims and
counterclaims while
pointing out the strengths
and limitations of both.

Refine claims and
counterclaims attending
to precision, significance,
knowledge conveyed
through the claim while
pointing out the strengths
and limitations of both.
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ELA/Literacy Common CoKeonnectionsDimension 3

ELA/Literacy Common Cdatandards focubroadly on evaluating sources and using evidence

as skills that are fundamental to success in college and career. According to the Common Core,
ostudents need the ability to gather, comprehend, evaluate, synthesize, and report on

information and ideaé N®A & CCSSPD10a,llJd n 0 & { (1 dzRSY (userelevidd® SE LIS O
evidence when supporting their own points in writing and speaking, making their reasoning

clear to the reader or listener, and they constructively evaluate oflersdzd S 2 F N@\DBA RSy O €
& CCSSO, 201(a,7). The ELA/Literacy Common Core also makes clear that these skills

connect to civic life, arguing that students mustflexively demonstrate the cogent reasoning

and use of evidencthat is essential to both private deliberation and responsible eghip in

I RSY2ONJ (i NGA &EBISIWrRX01paB)é 0

Through research, students hone their ability to gather and evaluate information and then use
that information as evidence in a wide range of endeavors. The ELA/Literacy Common Core
emphasizeshese skills akey toan integrated model of literacy. The C3 Framework and the
Indicators in Dimension &pply thismodel tosocial studes inquiry

Table26 belowdetailsconnections between standards in the ELA/Literacy Common Core and
Dimension 3. These connections are further elaboraiadavith examples.

& B

- ?
@ % Table 26Dimension 3 and
: ELA/Literacy Common Core Connections

. . Reading ¢10
ELA/Literacy Q% Gathering and Evaluating Sources

Anchor Writing 1, &9

Standards

Connections Developing Claims and Using Speaking and Listening 1
Evidence

Argument Surces Bvidence daims,Counterclaims
Shared Language Gather

CCRANnchorStandards Connection¥§Vhile the connections between the C3 Framework and
the ELA/Literacy Common Caxee comprehensive and consistefi§ CCRAnchorSandards
within the ELA/Literacy Common Cdnave broader connectits within Dimension .3

Anchor Readin§andards %10 areclosely aligned with Dimension 3. As students gather and
evaluate information, develop claimand use evidencehey will engagevith a variety of
sources requiring a wide range of reading skills. During these experiestadents will need to
use thefull compkement of skills highlighted in the Reading standards by reading closely for
meaning, while determining main ideas, details, structure, purpose, source type, claims
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emitting from the sources, and comparing among multiple sources 10ReadingStandards

offer a foundation for social studies inquiry. Together, the standards offer a comprehensive
picture of a skilled reader who is prepared to engage sources during the process of inquiry. For
SEFYLX ST wSI RAY3 { il y BitedpaificmextdaBeyideachlBhen witingdzR Sy § &
or speaking (NGA & CCSSO, 2010al@). This skill is an important part ofaluatingthe

credibility of a sourcesomething that the C3 Framework calls on studdatdo in Dimension

3. Additionally, inReadingStandard § students are expected tevaluate argumets and claims

Ay | (S E ielevAncasfd/sufficiéry ofithe evidedd®IGA & CCSSO, 2010a8)pBy
developing these skills, students become familiar with how others use evidence and understand
the importance of evidence in arguments. The C3 Framework asks students to apply these skills
in the process of inquiry, so they are able to construct disciplinary explanations and arguments.

Students evaluate sources and use evidence regularly wbeducting inquiry Writing Anchor
{dFyRINR m aS8ida |y $ELSddiréasohirdyynkfevaht@ndd G dzZRSy G &
adFFAOASY(l SOARSYOINGARICESSO LOINA] Ji Sfafdart FoH dzY Sy G &
writing NB |j dzA NB &  arite daRingltiveexplar@tony téxts to examine and convey

complex idea§ (NGA & CCSSO0, 2010a, p.¥&iting Standard 7-9 offer a range of specific

activities that undergird student expectations for this Dimension of the C3 Framework: Writing
Standard #focuses2 y'shdrt as well as more sustained research projects based on focused
questiong (NGA & CCSSO0, 2010a, p.1&iting Standard 8allson§ dzR S y (ather 4 2 & 3
relevant informatiod  63&&ess the credilily and accuracy of each soubkd@NGA & CCSSO,

2010a, pl8); andWriting Standard @sks students tordw evidence fron{in this case)

informational textsd (1 2 & dzLILI2 NIi | y I f & & A @&NGA NEB$052010a8p.y = | YR
The C3 Frameworkxtendsall ofthese skills for the purpose of disciplinary inquirydecivic

engagement

Inquiry in social studies is an inherently collaborative activity, and ,tBpeaking and Listening
AnchorStandard 1 is paidularly relevant in Dimension $peaking and Listenir®andard 1

OF tfa 2y pepadRdBandatticigare efféctively ina range of conversations and

O2ftft 02N 0A2ya 6A0GK RAGSNAES LI NIy S N Eeadydzh £ RA Y
I YR LIS NA(NBAR CCSSO,2@10a23). The C3 Framework assumes a collaborative

environment asstudents work through their inquiries. As students gather and evaluate sources

for relevant information and determineredibility toward building claims with evidence, they

should have multiple opportunities to practice civil, democratic discourse withrsipartners.

Shared Languag&LA/Literacy Common Catandardsclosely align withndicators in
Dimension 3. In places, the connections between Common Core standards &nan@3vork
Indicators are so close that we used the same language. For exahmlermsargument
sourcesevidenceclaims counterclaimsandgather are used consistently in both the
ELA/Literacy Common Core and the C3 Framework

It is important to note that he ELA/Literacy Common Caeenphasizes the unique skill of
argumentation in preparing students for college and car@ie disciplines that make up the
social studiestress the importance of arguments, and in particular, the necessity of
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constructing them in ways that make use olusces and data asvidence. Whilen grades K5,
the ELA/Literacy Common Caeenploysthe term dopiniore to refer to adevelopingform of
argument the CFrameworkusesthe term dargument O 2 Y & thrédugh&uy/ thef K& 2
grade bands.

The Common Coreses the terms sourcesand gather regularly with regard tdocating
evaluating, making claims, and using evidence. In placeg&ltAd iteracy Common Core
distinguishes sources as print or digjta$ visual, quantitative and/dextual sourcesand as
primary or secondary.

In social studies these distinctions are made manifespatialsourcessuch as maps,

guantitative information reflecting economic data and trends, and even physical sources such
as historical artifacts. Dimensi@explicitly refeencesthe distinction between primary and
secondansources pased on the intended udey students

Lastly, itis important to note that Anchor Writing Standard 8 of the Common Core calls
attention to the issue of plagiarism and proper citation of sourcaskey concern with the C3
Framework and for social studies teachers.
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Dimension 4. Communicating Conclusioasd Takinginformed Action

The C3 Frameworkrovides guidance to states on framing social studies standards that ask
students todevelop questions, apply disciplinary knowledge and concepts, and gather sources
using evidence and information as key components of an inquiry. In addstiate social

studies standards should consider including expectationstizients to collaboratewith

others as they communicate their conclusions in public venues. These venues may range from
the school classroom to the larger public community. Collaborative efforts may include teaming
up to work on a group presentationith classmates to actual worsn a local issue that could
involveaddressingeal-world problems.

Most inquiries will culminate in a range of activities and assessments that support the goals of
college and career readiness. They should also support the third feature of the C3nverime
readiness for civic lif€€ivic engagement in the social studreay take many forms, from
makingindependent anctollaborative decisions within the classrogm starting and leading
student organizations within schogl® conducting communittpased research and presenting
findings toexternalstakeholders The subsection Taking Informed Action provides students
opportunities to develop theskills andlispositions necessary for an active civic lifiethis

respect, ciwc engagement is both a means of learnargl applyingsocial studieknowledge.

Communicating Conclusions

Having worked independently and collaboratively through the development of questions, the
application of disciplinary knowledge and concepts, andgathering of sources and use of
evidence and information, studenfsrmalizetheir arguments and explanationgssays,

reports, multimedia presentations, and the like offer students opportunitiesefwesenttheir
ideas in a variety of formand communi@te their conclusions to a range of audiences.
{0dzRSy (ia Q LINX VikeNBe theirdeRdh&s/abd3 s smatdkitieven young

children benefit from opportunities to share their conclusions with audiences outside their
classroom doors.

CollegeCareer and Civic ready students

1 construct arguments using precise and knowledgeable cladased onevidence from
multiple sourceswhile acknowledging counterclaims and evidentiary weaknesses

1 construct explanations using sound reasoning, correct sequence (linear dinaan),
examples, andignificantpertinent details, while acknowledging the strengths and
weaknesses of the explanation given its purpose (e.g., cause and effect, chronological,
procedural, technical)

1 present adaptations of arguments and explanations that feature evocative ideas and
perspectives on issues and topics to reach a range of audiences and venues outside the
classroom using print and oral technologies (e.g., posteisas letters, debates,
speeches, reportsmapg and digital technologies (e.g., Internet, social media, digital
documentary)
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Indicators of DimensiondCommunicating Conclusionsre detailed in the suggestel;12
Pathway for College, Career and Civicdieassin Table 27 below

Table 27Suggested &2 Pathway for College, Career and Civic Readiness
Dimension 4Communicating Conclusions

By the End of Grade 2

| By the End of Grade 5

| By the End of Grade 8

By the End of Grade 12

Individually and with others, students use writing, visualizing and speaking

Construct an argument
with reasons.

Construct arguments
using claims and evidenc
from multiple sources.

Construct arguments
using claims and evidenc
from multiple sources
while acknowledging the
strengths and limitations
of the arguments.

Construct arguments
using precise and
knowledgeable claims,
with evidence from
multiple sourceswhile
acknowledging
counterclaims and
evidentiary weaknesses.

Construct explanations
using correct sequence
and relevant
information.

Construct explanations
using reasoning, correct
sequence, examples, and
details with relevant
information and data.

Construct explanations
using reasoning, correct
sequence, examples, and
details with relevat
information and data
while acknowledging the
strengths and weaknesse!
of the explanations.

Construct explanations
using sound reasoning,
correct sequence (linear
or nonlinear), examples,
and details with significan
and pertinent information
and data while
acknowledging the
strengths and weaknesse
of the explanation given
its purpose (e.g., cause
and effect, chronological,
procedural, technical).

Present a summary of an
argument using print, oral
and digital technologies.

Present a summary of
arguments and
explanations to others
outsidethe classroom
using printand oral
technologies (e.g.,
posters, essays, letters,
debates, speeches,
reports) and digital
technologies (e.g.,
Internet, social media,
digital documentary).

Present adaptations of
arguments and
explanations on topics of
interest to otheis to reach
audiences and venues
outside the classroom
using printand oral
technologies (e.g.,
posters, essays, letters,
debates, speeches,
reports, maps) and digital
technologies (e.g.,
Internet, socal media,
digital documentary).

Present adaptations of
arguments and
explanations that feature
evocative ideas and
perspectives on issues af
topics to reach a range of
audiences and venues
outsidethe classroom
using printand oral
technologies (e.g.,
posters, essays, letters,
debates, speeches,
reports, maps) and digita
technologies (e.g.,
Internet, social media,
digital documentary).
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College, Career and Civic ready students
9 critique the use of claims and evidence in arguments for credibility
9 critique the use of the reasoning, sequemgiand supporting detaili® explanatiors

Indicators of Dimension®Critiquer are detailed in the suggestei&;12 Rathway for College,
Career and Civic readinessTable 28 below

Table 28Suggested &2 Pathway forCollege, Career and Civic Readiness
Dimension 4Critique

By the End of Grade 2 | By the End of Grade 5 | By the End of Grade 8 | By the End of Grade 12

Individually and with othersstudents

Ask and answer questiony Critique arguments. Critique arguments for Critique the use of claims
about arguments. credibility. and evidence in
arguments for credibility.
Ask and answer questiony Critique explanations. Critique the structure of | Critique the use of the
about explanations. explanations. reasoningsequencing and
supporting details of
explanations.

Takinginformed Action
Social studiess the ideal staging ground féakinginformed action because of its unique role in

preparing students for civic life. In social studies, students use disciplinary knowledge, skills and

perspectives to inquire about problems involved in public issues; deliberate with other people
about how to define ané@ddress issues; take constructivedependent anctollaborative
action; reflect on their actions; and create and sustain groups. It is important to noteakaig
informed action intentionally comes at the end of Dimension 4 as student action should be
groundedinand informed by the inquiries initiated and sustained within and among the
disciplines. In that way, action is then a purposeful, informed, and reflective experience.

College, Career and Civic ready students

9 use disciplinary and interdisciphry lenses to understand theharacteristicsand causes
of local, regional, and global problemsistancesof such problems in multiple contexts;
andchallengesnd opportunitiesfaced by those trying to address these problems over
time and place

1 assesgheir own options for individual and collective action to address local, regional,
and global problems by engaging in seelflection, strategy identification, and complex
causal reasoning

1 apply arange of deliberative and democrasitategies angrocedues to make
decisions and take action in their classrooms and school, online, and-af-eahool
civic and political contexts
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Indicators of Dimension®dTaking Informed Actianare detailed in the suggesteid;12
Pathway for College, Career and Cirgadinessn Table 29 below

Table 293uggested K12 Pathway for College, Career and Civic Readiness
Dimension 4Taking Informed Action

By the End of Grade 2

| By the End of Grade 5

| By the End of Grade 8 |

By the End of Grade 12

Individually and witlothers, students

Identify and explain a
range of local, regional,
and global problems, and
some ways in which
people are trying to
address these problems.

Draw on disciplinary
concepts to explain the
challenges people have
faced and opportunities
they have created, in
addressinglocal, regiona
and global problems at
various times and places,

Draw on multiple
disciplinary lenses to
analyze how a specific
problem can manifest
itself atlocal, regional,
and global levels over
time, identifying its
characteristics and cause
and the challenges and
opportunities faced by
those trying to address
the problem.

Use disciplinary and
interdisciplinary lenses to
undestand the
characteristicsand causes
of local, regional, and
global problemsinstances
of such problems in
multiple contexts; and
challengesand
opportunitiesfaced by
those trying to address
these problems over time
and place.

Identify ways to take
action to help address
local, regional, and globa
problems

Explain different
strategies and approache|
students and othersould
take in working alone and
together to address local
regional, and global
problems, and predict
possibleresults of their
actions.

Assess their individual an|
collective capacities to
take action to address
local, regional, and globa
problems, taking into
accounta range of
possible levers of power,
strategies, and potential
outcomes.

Assess their own options
for individual and
collective action to
address local, regional,
and global problems by
engaging in selfeflection,
strategy identification,
and complex causal
reasoning.

Use listening, consensus
building, and voting
procedures to decide on
and take action in their
classooms.

Use a range of
deliberative and
democratic procedures to
make decisionaboutand
acton civic problems in
their classrooms, school,
and online.

Apply a range of
deliberative and
democratic procedureso
make decisions and take
action in their classrooms
school, online, and in out
of-school civic or political
contexts.

Apply a range of
deliberative and
democratic strategies and
proceduresto make
decisions and take action
intheir classrooms
schoolonline, and in out
of-school civic and
political contexts.
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ELA/Literacy Common CoKeonnectionsDimension 4

ELA/Literacy Common Cdatandardsemphasize products of learning and communication in a

variety of ways. As noted in the introduction ™K S 9 [ ! Kk [ A G SNJ} Beteed ®YY2Y [ 2
conduct research and to produce and consume media is embedded indddeve | & LISOG 2F 0
O dzZNNX ONEA ’JZ3TSS@) 201pa4). The production and presentation of knowledge is

central to the design of the ELA/Literacy Common Cereduction and Distribution of Writing

is one of four categories in the Writing strand of the standards Rma$entation of Knowledge

and Ideags one of three categories inthe Speaking and Listening strand. Through

Communicating Conclusioasid Taking Informed ActignDimension 4 in the C3 Framework
SEGSYyRa (KS y2iA2y 2F LzofAaKAy3d GKS LINRRdzOG &
purposes in social studies.

Table30 belowdetailsconnections between standards in the ELA/Literacy Common Core and
Dimension 4. These connections are further elaboradadavith examples.

f Y.
&L Y
@ % Table 30Dimension 4 and
ELA/Literacy Common Core Connections
Reading 1
ELA/Literacy Communicating Conclusions N
C@QRANchor Writing 1¢8

Standards

i Taking Informed Action
Connections g Speaking and Listening@

Argument; Explanation; Sources; Evidence; Claims;

ShENES) LM Counterclaims; Visually/Visualif&edibility.

AnchorStandards Connection®Vhile the connections between the C3 Framework and the
ELA/Literacy Common Caree comprehensive and consiste CCRAnchorSandards within
the ELA/Literacy Common Cdnave broader connectits within Dimension 4

AnchorReading Standard 1 indicates the importance of employing evidence when
communicating conclusions as well as forming a plan of action based on information and data.
Both making decisions and presenting results stem from students ladlegto both identify

YR dzAS GSELX AOAGE AYF2NXYIGAZ2Y F2dzyR 6AGKAY
AYFSNBYyOSaé¢ YI RS (NBA&QTS8X L0h04Mp.R&dEINgIBdar® 1 also
SELISOGa& & i dgpebific tedual @@denaeQuianriing or speaking to support

O2y Of dza A 2y & R NINBA/& GCBROY201D& p.Thé G3famework utilizes this
focus on evidence by emphasizing that conclusions should be framed based on evidence and
communicated using information gatherechile students readThe Frameworlalso views

informed decisiormaking and action stemming from those decisions as driven by data and
information that flows from evidence that has been collected by students.
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Anchor Writing Standardsg8 describe skills stients need to construct arguments,

explanations, and narratives. Writirflandards 46 focus on the production and distribution of
a0dzRSY G gNAGAY3Id {{F yRFENR n RSded bk coBefenta { A f f a
writinggé 0 KIF G A & to tasklduipaRel A dudieBEENGA & CCSSO, 20104l §).

Standard 5 explains the process writing skills students should develop. Standard 6 establishes
that students should use technology to publish and distribute their writBtgndard 7 focuses

2 Y'shait as well as more sustained research projects based on focused queESiNBH &

CCSSO0, 2010al1f). Standard &alls on § dzR S y (adher fel2vant isformatioll dassess the
credibilty and accuracy of eachsouteé Y R & A y i S 3 NI 0 $ito th&Bxt vihiyeF 2 N | G A 2
Gl @2 A RAY 3 (NGA & GCBSON20E0&Bh. The C3 Framework builds on these anchor
standards by setting forth expectations that students will construct disciplinary arguments and
explanations for a variety of audiences both irssahd outsideof school, and then plan for how

to take informed action given the products of their inquiry.

Anchor Speaking and Listening Standargl require that students engage one another
strategically using different forms of media given a variety of contexts in order to present their
knowledge and idea$-or example

T {0FrYRFNR ™M NBIldANBa (GKFG &iddzRSy(aatidnNB LI NB
YR O2ffl 02N} GA2Y INGA& QESSQRRAEME S LI NIy SNA €

i Standard 2 focusson student use of diverse types of media to enhance
comrrunication.

§ Standard 3xpects that studentsvillS @ £ dzF S & LIS {SNAQ LRAYy(Ga 2
use of evidence.

T {dFyRENR n SELSO
evidenceé GAUK O2yaai
p.22).

{ Standard3 &1& adGdzRSyda G2 YIS adGNXGiS3IAO dzasS 21
presenting(NGA & CCSSO, 2010a, p.22

9 Standard 6 requires that students take into consideration the context of their
engagement.

GKFG addzRSyida ogAfft LINB
a

i a a
RSN} A2y 2 T™NGA&CCS$S,2010dzN1J2 & S .

The C3 Framework incorporates these skills thraighCommunicatig Conclusions

expectations that students will present the products of their inquiries as well as presenting
adaptations of these products using a variety of technologies. When preparing to take informed
action, students engage with one ahet in a productive manner using the skills set forth in

the Speaking and Listening Standards.

Shared Languag&LA/Literacy Common Catandardsclosely alig with Indicators in
Dimension 41In places, the connections between Common Core standards aRt@®@work
Indicators are so close that the same languaggesedDimension 4 and the ELA/Literacy
Common Core regularly userms such asargument explanation sourcesevidenceclaims
counterclaims visually/visualizeand credibility.
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The ELA/Literacy Common Caoiges the terms visual and visually to refer to presentation

formats. The term is often used in contrast to quantitative formats and as a modifier for a type

of data display. fie C3 framework usdi K S (vBANGvay X GA adzZ €t AT Ay3a | yR
stem for allof the Indicators in CommunicatgnConclusions. The usewbual visuallyand

visualizingare similar in that both refer to ways of presenting information that would otherwise
be limited or even impossible using words.

Within the Common Core, important literacy conventions are defined (e.g., citations, spelling,
plagiarismwith regard to the presentation of conclusionand these literacy conventions are
integral to social studies inquiry.
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AppendixA: C3 FrameworRNriting Team Biographical Sketches
Lead WriterProject Director

Kathy Swans anassociateprofessor ofcurriculum andinstruction at the University of

Kentucky. Her research focuses on standdrdsed technology integration, authentic

intellectual work and documentarymaking in the social studies classradgwan has been a

four-time recipient of the National Technolodgyeadership Award in Social Studies Education

innovating with webbased interactive technology curri@iincluding theHistorical Scene

Investigation Projectthe Digital Directors GuilcandDigital Docs in a Bokler ceauthored

book And Action'Doing Deumentaries in the Social Studies ClassrbogiR OKA f RNBYy Qa a
Thinking Like A Citizexme due to appeaifall 2013.

Writing Team

Keith C. Bartons professorof curriculum andinstruction andadjunct professor ofhistory at

LYRAFYIlI !'YAOGSNEAGED | A& NBaSINDODK F20dzaSa 2y a
States and internationally, and he is the-@athor of Doing History: Investigating with Children

in Elementary and Middle Schools, Teaching Histothéo€ommon Goodind Researching

History Education: Theory, Method, and Context

Stephen Buckless a seniorlecturer (formerly professor) ineconomics at Vanderbilt University,
and the former president of the National Council on Economic Education aNahonal
Association of Economic Educators. He played a central role in the creation of the original
Voluntary National Content Standards in Econoraresis a member of the Standing
Committee of the Mtional Assessment oiducationalProgress (NAEAcaomics Assessment.

Flannery Burkes associateprofessor ofhistory at Saint Louis University and the authoi~odm
Greenwich Village to TaoShe specializes in environmental history, the history of the American
West, and gender studies. She is a memtiiethe Missouri Council for History Education and
the coauthor ofd 2 KI 4 52Sa& LG aSky (2 ¢Hespédtivedhad & 02 NA OF
American Historical Association newsmagazine

Jim Charkinss theexecutivedirector of the California Council on Economic Education and
professoremeritus ofeconomics at California State University, San Bernardino. He served on
the writing team for theVoluntary National Content Standards in Economntias developd a
number of eaching materials for economics education, and was the economics editdreof
Wall Street Journal Classroom Edition Teacher's Goiigiene years. He is th2011recipient of
the nationalBessie Moore Award for outstanding service and dedicatioexicellence in
economic education and the 2012 Hilda Taba Award, the California Council for the Social
{dzZRASAaQ KAIKSAld K2y2N»

S.G. Grants thefounding dean of the Graduate School of Education at Binghamton University.
His research interests lie at thetérsection of state curriculum and assessment policies and
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0SIF OKSNAEQ OflaaNR22yY LN OGAOSaY gAGK | LJ NI A Odz

publishing papers in both social studies and general education journals, Grant has published
five booksincludingHistory Lessons: Teaching, Learning, and Testing in U.S. High School
Classroom$2003),Measuring History: Cases of Sthtevel Testing Across the United
States(2006), andTeaching History with Big Ideas: Cases of Ambitious Ted20af). Hevon

the Exemplary Research Award from the National Council for the Social Studies in 2004 for
hisHistory Lessorsook and the 2011 Roselle Award from the Middle States Council for the
Social Studies.

Susan W. Hardwicls professoremerita of geographyat the University of Oregon and a past
president of the National Council for Geographic Education. She specializes in geographic
education and the geography of immigration, national identity, and place in the North

American context. She has authored orauthored 11 scholarly books and university and
secondary level textbooks as well as numerous refereed journal articles. Hardwick is also known
for her role as cénost of the Annenberg/PBS seri€se Power of Plaq@012 and her

contributions as a writeand editor forGeography for Life: The National Standards in
Geography(1994).

John Leas anassociateprofessor of social studies education at North Carolina State University.
His scholarly work focuses pedagogies and tools for using digital histatiesources in&l2

and teacher education settings as well as theories and practices related to new literacies. He
directs the DigitaHistory and Pedagogiroject (http://dhpp.org) and cedirects the New
Literacies Collaborativéitp:/newlit.org). In addition, he is interested in theory and practice
related to global learning and democratic education. Hihésauthor of Visualizing Elementary
Social Studies Methods

Peter Levinas Lincoln Filene Professor of Citizenship & Public Affairslieextor of The Center

for Information and Research on Civic Learning and Engagement (CIRCLE) at Tufts University's
Jonathan Tisch College of Citizenship and Public Service. He is the adtherFaiture of
Democracy: Developing the Next Generation of AtaerCitizen$2007) and ceeditor

of Engaging Young People in Civic (2f#09) among other works

Meira Levinsons associateprofessor ofeducation at Harvard University, where she teaches
courses on civic and multicultural education, urban educasaajal studies methods, and
justice in schoolsShe taught middle school for eight years indm@ome schoolsHer most
recent books includ@&lo Citizen Left Behif@012) andviaking Civics Courf2012, ceedited).

Anand Marriis anassociateprofessor ofsocialstudies andeducation at Teacher€ollege,
Columbia University. A former high school social studies teacher, his redeaustes on
economics education, civic education, and teacher education. He is primoveslitigator for
Understanihg Fiscal Responsibility: A Curriculum for Teaching about the Federal Budget
National Debt, and Budget Defiaihd Loot, Inc., which aims to improve the financial literacy of
K12 students. He also served as one of the authorSeaiching the LeveesGAirriculum for
Democratic Dialogue and Civic Engagement.
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Chauncey MonteSanas associateprofessor ofeducationalstudies at the University of
Michigan.A NationalBoard Certified teacheher researchexamines how history students learn
to reason with @idencein writing, and how their teachers learn to teach such historical
thinking. She has womesearch awardérom the National Council for the Social Studies and the
American Educationd®esearch AssociatioBhe has twice won the Americ&fistorical

Asi 2 OA I U A Hgn@yRobinsol BiZe for the teaching aide that has made the most
outstandingcontribution to teaching and learning history. The most recent award was for
her book with Sam Wineburg and Daisy Mayfteading Like a Historian: Teachingiacyin
Middleand High School History Classrooms

Robert W. Morrillis professoremeritus ofgeography athe VirginiaPolyechic Institute and
State Universityand co-coordinator of the Virginia Geographic Alliancklorrill isa primary
author for Guidelines for Geographic Educatid®84) andseography for Life: National
Standards in Geograph{yt994),writer for Geography Framework for the National Assessment
for Educational ProgresS®NAEPandwriter for ARoad Map for 2% Century Geographic
Education(2013) He wonthe National Council for GeographicEducation George Miller Award
(2007) andhe Association ofAmericanGeographersGilbert Grosvenor Honors for Geographic
Education(2012).

Karen Thoma@Brownis associateprofessor ofsocialstudies andmulticulturalism at the
University ofMichiganDearborn. Her research interests include neoliberalism and the impact
of globalization on the operation of secondary urban centers in developing countries; the
impact of gender o the teaching and learning of geography; and the incorporation of
technology into the teaching of social studies.

Cynthia Tysons aprofessor in thedepartment ofteaching andearning in the College of

Education and Human Ecology at The Ohio Stateedsity where she teaches courses in

multicultural andequity studies ineducation early childhoodsocialstudies, andmulticultural

cKAf RNByQa f A SNI i dzNB dinquinsing theBdcil ) histyikal, dulfuialS NB & § a
and globaintersections of teaching, learning, and educational resea®tie has scholarly work

in Theory and Research in Social Educatsmtial Educatigrbocial Studieand the Young

Learnerand is theco-author of three booksTheHandbook of Social Studiessearch

| KENI2GGS 1 dzO1 Q aBrigfliK X EdRiNGaydSEdyifig DiveSshyiniTezd ik r

Education

Bruce VanSledrighis professor othistory andsocialstudies education at the Universitgf

North Carolina, Charlotte. He has writtextensively about ways of improving tieaching and
learning of history. His research program has included studies oftémghers teach U.S.
history and how students of various ages learn it. Most receht#yspent a decade evaluating
Teaching AmericaHlistory grant programs in Maryland. Hi®st recent book Assessing
Historical Thinking and Understanding due to appear isummer 2013.
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Merry WiesnerHanksis distinguishedorofessor andchair of thedepartment ofhistory at the
University ofWisconsirMilwaukee. In addition to numerous works on the history of Western
Europe and the early modern world, she has published source collections for classroom use,
textbooks for both middleschool and college students, and has worked on the redesign of

Advanced Placement courses.
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Appendix B:Glossary of Key Terma the C3 Framework

TheCollege, Career and Civic Life (C3): Framework for Social Studies State Staetddatth

learning expectations and anguiry arc that will be usefuin guidingthe development of state

and locakocial studies standards awedrriculumdocuments Those documents will elaborate

on the C3Famework through the identification and selection of spectficricularcontent.

Toward that end, this glossary de¢és and provides examples of key conceqatsiterms. The
examples are illustrativeut are not exhaustiveThe following definitions and examples are
intended to encourage a broad exchange of ideas about what should be taught in social,studies
and should contribute to a coherent vision for how social studies might be enlivened and
enriched by the use of th€3 Iramework.

Note: The glossary included for the April 2013 review provisamplesof key terms and
examples fromDimensionsl and 2. @ce the editors and writers receive feedback on the
format of the glossanthis sectionwill be expandedo include all terms needing clarification
within the C3 lamework.

Glossary sample from Dimensions 1 and 2

Dimensionl

Compellingquestion: Compellingquestions seek to address problems and issues found in and
across the academic disciplines that make up social studiescs, economics, geography and
history. Compelling questions often emerge from the interests of students but are also
grounckd in curriculum and content with which students might have little experience.
Compelling questiondeal with curiosities about how things worinterpretations and
applications of disciplinargyoncepts and unresolved issudbus requiing students to costruct
arguments in response.

ExampleWas the American Revolution revolutionary?

Supportingquestion: Supporting questios areintended to contribute knowledge and insights
to the inquiry behind a compelling questioBupporting questions focus atlescriptions,
definitions and processes where there is general agreement within the four social studies
disciplinesand require students to construct explanations that advance claims of
understanding in response.

ExampleWhat were the regulationsmposed on the colonists under the Townsend Acts?
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Dimension2
Civics

Democraticprinciples (in founding documentspPemocratic principles arghe fundamental
ideas and ideals expressed in the Declaration of Independence, the Constitution and other early
influential documents

ExampleGovernment by the consent of the governed, equality under law and freedom of the
press are core principles ingdifounding documents of the United States.

Limits (of government)Limits of government arections a government may not take, along

with the general idea that the government has a limited role and is not supposed to interfere in
all aspects of life Sudents should be aware that reasonable people disagree about what the
government may and may not do in the United States.

ExampleThe United States government may not establish a religion because of a limitation
contained in the First Amendment.

Nongowernmental context:A nongovernmental context ssetting in which citizens may act
that is not created, managed, or owned by a government

ExampleNongovernmental contexts in which citizens exercise rights and responsibilities
include their familiesneighborhoods and communitiegeligious congregationsassociations
and media, such as newspapers or the Internet.

System of governmentSystems of government atee combination of all the branches of
government (legislative, executive and judicial) alaridp other important political institutions
and the customs, laws and rules that they use to interact with each other and to govern society

ExampleAlthough not mentioned in the Constitution, political parties and the news media are
now parts of theU.S. system of government.

Economics

Competition: Competition ighe ability of businesses and individuals to enter a market in an
effort to buy or sell a product

ExampleNew cell phones are produced on a regular basis by a wide variety of firms.

Humancapital: Human capital ishe knowledge and skills that people obtain through
education, experience, and training

ExampleHuman capital includes reading, computation, athletic abitityd on-the-job training.
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Incentive Incentives are theperceived benefits that encourage certain behaviors
ExampleProfits are incentives to start business. Wages are incentives ta work

Monetary policy: Monetary policy includesentral bank actions involving the use of interest
rate or money supply tool® achieve such goals as maximum employment and stable prices

ExampleThe Federal Reser(Eed)targets the federal funds rate (the rate at which banks lend
to one another). The Fed then implements Open Market Operations (buying and selling
Treasury saarities) to achieve the targeted rate.

Geography

Culture:Culture isa human institution and is manifested in thearned behavior of people,
which includes their belief systems, languages, social relations, technologies, institutions and
organizationsand their development and use of material goods.

ExampleVariouscultures have emerged on Earth in dispersed locations and within different
environments. Long periods of isolation and limited interaction contributed to cultural diversity
and distinctive habits and beliefs. Langudggesed communication is a clear exampfea

learned behavior that influences the development and interactions of human groups.

Geographic dataGeographic data are thfacts and statistics about spatial environmental
phenomena gathered for analysis

ExampleGeographic (or geospatial dataipy be gathered about physical and human
LIN2OS&aasSa 2y 9FNIKQa adaNFIFOS (G2 FylkftelS LINRof.
sprawl and traffic congestion or other humaenvironment contexts.

Humansettlement: Human settlement islocation where people have built structures to use
as a permanent or temporary base for thBuing areas

ExampleA settlement or populated place magnge in size from a few dwellings grouped
together at a rural crossroad location to large citiesrwgurrounding urbanized areas such as
metropolitan New York or Tokyo.

Movement:Movement includesh G dzNJ} f YR KdzYly LIKSyYy2YSyl OKI Yy
time.

Exampleb | 1 dzNJ} f LIKSy2YSyl &dzOK Fa 20SlIy OdaNNByia
surface on a continuing basis. Humans interact on Earth by traveling from place to place,
communicating across long distances and transporting goods by land, water and air.
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Map: A map is aepresentationof an area and is usually depicted on a flat surface. Maps
describe spatial relationships of the specific features represented.

ExampleMaps are made and used for different purposes. Reference maps such as topographic
mapsmay8 LIA OG | 6ARS O NASGe 2F ¥FSI GdNBa GKFG SE.
water bodies, and buildings. Thematic maps are topical and show the distribution of features

and conditions based on data such as income levels, health or incidence a$elisevarious

locations. Mental maps are the maps we have in our minds of places we have experienced.

History

Argument (coherent argument, reasoned argumend)-historical argument is a claim about

the past supported by relevant historical evidenéecoherent argument is one in which all of

the evidence supports the clairAreasoned argument is one in which the evidence is usedin a
logical and critical way. The argument might be thought of as the answer to the question posed
by the research.

Exampe: In Freedom From Fear: The American People in Depression and Wayl 948 3he
historianDavid Kennedy develops the argument thas. isolation from the principal theaters
of battle and the nation's superior economic ability allowed it to emerge sssfully from
World War II.

Change anaontinuity: In studying the past we can see that some things remain continuous or
steady, while other things change. Thinking about change and continuity requires us to
compare different points in time either two pants in time from the past or one point from the
past with one from the present. Sometimes what changes and what stays the same are
surprising or obscure. Sometimes change brings progress, other times decline.

Example The advent of electricity and housad technology brought major changes to family

life in the United States, but there were continuities as well. Doing laundry was much easier and
less physically strenuous with washing machines, but laundry remained a household task that
was almost alwaydone by women, and the amount of clothing most people owned increased,
so the time taken to do laundry did not decrease significantly.

Chronological sequenc&hronological sequenceadist of historical events organized by the
time and date of their occurrencédistory is not simply about memorizing dates; yet, ordering
events in time is important to understanding relationships between events and historical
context and seeing the devagdment of processes across time in order not to view events in
isolation.

ExampleA chronological sequena® major events in African American history is
Reconstruction (passage of the™lAmendment), Jim Crow laws -eenergence of the Ku Klux
Klan, WW, and the Montgomery Bus Boycott.
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Historical context Thehistorical context includes theetting, background or environment in
which a specific historical event or process occurred, which can include cultural, political, social,
intellectual, economi@and other factors.

ExampleThe Chicago Haymarket affair of 1886 occurred within the context of rapid
industrialization, massive immigration of eastern and southern Europeans to the United States
and the formation of labor organizations.

Triggering evat: A triggering event is an event, sometimes unexpected, that has an immediate
consequence, causing another event or process. Not every event or development has a
triggering event, however.

ExampleThe triggering event for World War | was the assassinaif Archduke Franz
Ferdinand of Austria, the heir the throne of AustriaHungary, by a Serbian nationalist in
SarajevoOne month later, Austriddungary declared war on Serbia agetClarations of war by
other countries quickly followed.
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Appendix C Scholarly Rationale fothe C3Framework

In the C3 Framework, the call for students to become more prepared for the challenges of
college and career (Bellanca & Brandt, 2010; Di Giacama, Monthey, Pack, & Wya®013;
Partnership for 23 Century Schools, 2011) is united with a third element: preparation for civic
life. Advocates of citizenship education cross the political spectrum, but they are loyued
common belief that our democratic republic will not sustain unless students arecantdheir
changing cultural and physical environments; know the past; read, write, and think deeply; and
act in ways that promote the common good. There will always be differing perspectives on
these objectives. The goal of knowledgeable, thinking, aridecitizens, however, is universal.

The need for strongreparationinsocial studies is as apparent today as it has been in the past.
In their Framework for 2% Century Learninghe Partnership for ZtCentury &ills (2011)

identified government ad civics, economs; geography, and historgmong the nine core
subjects. Moreover, civic literacy, global awarenesslfinancial, economic, business, and
entrepreneurial literacy are identified among the®2dentury interdisciplinary themes. Finally,
several of the key life and career skills listed fall firmly if not exclusively in the social studies:
students must be able to work independently, be sdifected learners, interact effectively with
others, and work effectively in diverse teams. The pigicollege and career readiness, so
evident in the Common Cotate Sandards is important, but as theramework for 2%

Century Learningrakes clear, equally important is the need to help students ready themselves
for their roles as citizens.

The rdionale for social studies as one of the core school subjects is compelling. Unfortunately
that rationale has not always translated into the kinds of coherent and ambitious teaching and
learning that enable students to achieve the promise of calls likéthenework for 2%

Century Learning

The C3 Framework and its inquiry arc mark a significant departure from past attempts to

develop a robust social studies prograBomeof the most compelling reasons for this

departure are the remarkably flat scoresnahe National Assessment of Educational Progress

Ob! 9t 0 AY [/ AGAOakD2OSNYyYSyids 902y2YA0aszx DS23IN
WSLRNII /I NRé¢ o6& (KSasS admPstuardfnadiichal dsfedzfent G KS N
has been telling us for close to 20 years that our efforts to improve learning in key social studies
subjectshave not resulted in increased student achievemdtar too many 1% graders leave

school with belowbasic understandings.

A second reason why the C3 Framework represents a profound change is rooted in the research
on teaching and learning in social studies that has drawn a remarkably consistent picture of
what typically happens in schools. Social studies teachénven by ontent coverage

demands, growing accountability requirements, and ar@dlcrowded school day spend

much of their timetalking atstudents €.g.,Cuban, 1991; Goodlad, 1984). Instead of building
understandings in a robust learning environment, studeois often spend their time simply

trying to keep track of all the ideas flowing at them from their teachers and their textbooks.
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This research, like the findings from the NAEP assessments, paints a remarkably consistent
portrait of the consequences of such efforsgudents learn too little.They develop precious
few deep understandings of what they are called upon to learn in sstidies.

We also know from other research that what students do retain from their studies is often

wildly distorted and riddled with all manner of naive conceptions about the past and the way

the sociocultural world works (e.g., Frisch, 1989; Winebhftgsberg, Porat, & Duncai2007).

They are also alienated by the social studies experience they receive in school, students of color
AY LI NLOAOdZ I NI 6SdI s 9LIAGSAYE wnndpod {GdzRSy(a
knowledge and ideas, btitey rarely get a chance to build their own deeper understandings, to

learn to give up their naive ideas, and to construct more powerful forms of knowledge. The

outcome shows us that little change in learning can be wrested from doing more of the same.

A gowing body of research on how students learn school subjects such as social studies
repeatedly teaches us that students need opportunities to ask questions, pursue answers to
those questions under the tutelage of expert teachers who can show them hows tgptine

their thinking processes, and take part in opportunities to communicate and act on their
understandings. Much of this work is cited in what follows as it forms the basis fechzarly
rationalefor the C3 Framework

The C3 Framework sigsed significant departure from past practices because it seeks to take

I RGIyilr3S 2F GKAA& NBaSIFNDK yR I RRNBaa (KS YS
Dimensions build directly from the findings laid out in research on how students learn; they

seek to redress the limits on learning repeatedly noted by NAEP tests. In what follows, we

identify how this research supports and underpins the fundamental shiftin direction and

practice the C3 Framework embodies. If we are serious about wanting studdma are civic

minded and adequately prepared for both college and careers, we can no longer ignore the

prospect of making good on this new direction.

The Importance of Questions

Children and adolescents are naturally curious, and they are especiatysabout the

complex and multifaceted world they inhabit. Whether they articulate them to adults or not,

they harbor an almost bottomless well of questions about how to understand that world.
{2YSGAYSa OKAfRNByQa | yR I Rasfinghaiéaysilead? adultst Sy OS
to assume that they are empty vessels waiting passively for adults to fill thenthveith

knowledge. This assumption could not be more mistaken.

P
(@p))
(@p))
r

| KAt RNBYQa |yR R2f SaoSyiaq QQezkhicnake$sansebfa
what goes on around themthrough their language development; in their social interactions
with parents, siblings, friends, and community members; and through what they see on
television, in the movie theater, on YouTube, or on thiernet. Perhaps, little else signals the
intensity of this socieultural curiosity than the wild popularity of social networking sites such
as Facebook.
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So what should a sound social studies education entail? The C3 Framework provides a plan that
Is degply rooted in recent research on thinking, learning, and understanding.

For the reasons outlined above, a social studies education must begin with the kinds of
compelling questions and investigations described in Dimension 1. Young students will need
helpin framing useful questions and planning their inquiries, but even the youngest children
want to make sense of the social and cultural environments around them. For example,
students want to know what to make of the geographical spaces they inhabit whétee

local community lies on the banks of a large river, on the high plain where the wind blows
constantly, or in the shadows of snew2 GSNBER Y2dzy il Ayad ¢KS& | NB O«
R @Giaadma always talks about. They wonder how money worksrasams of purchasing
things at stores. And they are fascinated by questions of whotgetske rules and whether
those rules are fair. As they develop, and with guidance of adults and peers, these questions
give way to more sophisticated variants (Rogb894).

For too many years, however, a social studies educdtammeant a didactic, unidirectional
process. Teachetsavell NA SR (2 AyaidAft ARSIA RANBOGEE TFNRB)
minds on the assumption that, if there was enough tejlimmploring, and demanding done,
children would acquire those discipliielated ideas (Cuban, 1991). Researchers who have
studied how children learn repeatedly confirm that young people learn by framing their own
guestions, with or without adult help (Bner, 1960, 1996; Piaget, 1929/2007; Vosniadou, 2008;
Vygotsky, 1986). Young people also construct their own prolglelving strategies, again with

or without adult assistance. Those questions and probatving strategies, and the

conclusions that youngeople reach, can remain naive;sttuctured, undisciplined, and

misleading without intervention by adults (Barton, 2008; Brophy & Alleman, 2006; Hahn &
AlviarMartin, 2008; Hicks, van Hover, Doolittle, & VanFossen, 2012; Miller & VanFossen, 2008;
Segall& Helfenbein, 2008; VanSledright & Limon, 2006).

Challenging those nascent and ofterAfdimed questions, strategies, and conclusions can be

very difficult, particularly if teachers are unaware of them. Young children, for example, often
persistin theidea that banks exist only to give people money (Berti, 1995). It is not an

unreasonable conclusiotnKk S& ¢l G OK & LI NByda ISt yvyzySe FTNP
08 AYAaASNIAy3a | LXIFAGdAO OFNR FYyR LdzyOBEAY3 | 1S
Y2ySe 2y O2YYlIYyRé | yasSNa  KiSvhaieKdbels Radpey cabzO A | f
from? Similarly, some young people insist on believing that developments in the past add

together in such way as to indicate a steady, if overgeneralized march fortiraiotion that

things always and only get better (Barton, 1996; Brophy & VanSledright, 1997). This perspective
helps children tell a story about whgrandpa is always talking about how lucky kids are today,

or whyMom tells them about the childhood dissas she endured that they will not.

Children and adolescents are not empty vessels into which we pour our adult ideas and
knowledge. Decades of research on how young people learn have repeatedly reinflioeced
view of students as active sense makers, wlg heavily on language to mediate their worlds
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and who are deeply enmeshed in investigating their social worlds in search of better ways to
navigate it (Brophy, 1990; Bruner, 1996; Cole, 1995; Piaget, 1929/2007; Vygotsky, 1986).

Questions as Problersoling Spaces

The C3 Framework begins at the intersection of student and discipised questions, those

that concern the sockaultural worlds that human beings have long desired to understand
(Dimension 1). Many of those questions a@rsciplinespecifi¢ but others transcend individual
disciplinary categories and are multidimensional in nature. For example, consider the question,
how bad was the economic recession that began in 2007?

At first glance, this question seems to fall squarely within the dis@ of economics. It

demarcates a clear economic problem spadiee period of recent economic struggle that saw
incomes freeze or decline, unemployment increase, and capital markets contract. At the same
time, it implies a set of supporting questions anouspatial proportion:was the impact of this
recession felt equally across the country? Or were certain geographic regions less severely
affected and, if so, which ones and why? It also suggests additional questions involving history
politics and governent. To ask how bad this recession is, we need to have some sort of
historical reference point, such as the Great Depression, from which to gauge its impact. And
we need to know what role government and political decismaking played in its inception,
duration, and resolution.

A compelling question, then, demands that students think and reason economically,
geographically, historically, and politically (Dimension 2) in order to fully address the issue.
Together, these disciplinary lenses help students think broadly; separtitebe lenses enable
students to set up and pursue their investigations in different ways.

Investigative Practices and Problefolving Strategies

To ask questions implies the desire to answer them. Learning to investigate questions though
the thinking andproblemsolving strategies offered by the disciplines results in deeper
understandings of the socicultural phenomena being investigated (Brophy, 1990; Donovan &
Bransford, 2005). Doing so requires practicing those strategiessintéentsbecome skilld

and achieve automaticity.Researchers have found that learning new ways of thinking can be
slow because students often are reluctant to give up intuitive but naive ideas that seem to work
for them (e.qg., Brophy, 1990; Piaget, 1929/2007). Persistenceeqacted opportunities for
students to practice different ways of thinking become the pedagogical order of the day.

So, what does thinking in the different disciplines look like? What do the experts do and how do
schootaged students learn to accompligttby comparison? What sorts of changes in thinking

2 Automaticity is a term that means exercising a complex, prokdetaing cognitive operation without needing to devote
conscious energy to thinking through its s pecific requirements and processes. An example from history might i nvolveebeing abl
to read, analyze, and synthesize a cluster of difficult and conflicting accouthi® evay to arriving at a defensible, evidence

based interpretation/understanding, all without much apparent effort. Automaticity in some disciplinary operations can take
years to build. Itis sometimes characterized as a hallmark of cognitive, predaeing expertise. Itis certainly a symbol of
competence and proficiency.
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practices do learners need to undertake in order to become more knowledgeable about and
proficient at understanding the world? What follows is a brief review of the last five decades of
research on thesguestions.

Economic Thinking

Economic investigators are interestedtie comparison of marginal costs and marginal
benefits to allocate resources in a manner that maximize-eihg Although not all economic
investigators share the same assumptions about how markets and economies work, they
typically believe that economic actargndividuals and/or organizations such as corporations
are rational beings or entities focused on satisfytheir own seklinterests. Because economic
investigators are interested in marketplace activity, patterns become deeply important.
Therefore, the language of numbers plays a decisive role in the ways in which they conduct
their investigations.

To undersand the depth of the recent recession, for example, economic investigators gather
data about unemployment patterngorporate assetdiabilities and the changing patterns
between them government monetary and fiscal policy rojesd the like. Investigats use the
patterns they glean from such data to assess the depths of up and down turns in the economy,
to evaluate current states, to predict likely directions, and to offer recommendations. The ways
that economic investigators employ economic models gather data that offer evidence in
support of those models provide justification for their explanations and claims of understanding
(Miller & VanFossen, 1994).

Such practices, if engaged in well, require a form of economic literacy that depends on
underdanding and employing key concepts such as supply and demand, market liquidity,
business cycles, labor practices, consumption, trade policies, economic efficiencies, and the like
(Dahl, 1998; Greenspan, 2005; Mord2005; Saunders & Gilliard, 1998CEEL997). That

literacy also entails the application of theories that describe the interconnections among
concepts and how they play out within economic structures. These theories or models of
economic activity (and they can vary based on assumptions) atk@giigators to attempt

predictive solutions for economic problems (Miller & VanFossen, 1994).

Children, however, draw from simple everyday experiences to shape their views of how
economies workand those everyday ideas, while seeming to make intuitemss, are

decidedly naive (Berti, 1995; Berti & Bombi, 1988). Children frequently harbor a variety of ill
structured and incomplete economic ideas, such as the difference between buying and renting
(Brophy & Alleman, 2006#he size ofaprice tag determimg how much a good costs, and that
pieces of property are owned by the people who live around them (Laney & Schug, 1998).

These sorts of ideas held by children (and even some adolescents) significantly limit their

capability to think economically and seleconomic problems (Miller & VanFossen, 2008). As

Il f A0S WAQGEtAY omMpdhpy 2y O0S 20aSNBSRI agAldK2dzi |
GKIFG GKSXGSN¥Ya FyR O2y0OSLIia NP GKS | @SNIF 3S
O2yBSNEF GA2yKIH DS A WK Xy ABGKS SO2y2Yeé YR gKI
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If students are to address a compelling question such as measuring the impact of the recent
recession, they need opportunities to engage in investigations of such economic questions
(Dimension 1), use enomic reasoning and problesolving strategies (Dimension 2), gather

data that address those questions (Dimension 3), and do all of this collaboratively inside and
outside the classroom context (Dimension 4). By engaging in this process, students aaa beco
more economically literate able to use key economic concepts and dgtthering and

analytic tools to solve problems. Doing so requires the educational assistance of knowledgeable
social studies teachers, who know how to construct and conduct suchtigaéens, and within

them, shape naive ideas into more sophisticated ones.

Geographic Thinking

Geographic inquiry focuses attention on place and space and seeks to understand why humans
deal with them in ways that they do and with what consequences. Bé®rto economists the
recent recession is abogtuses, effects, and solutions to slowing economic actitaty

geographic investigators itis all about understanding and representing the spatial expressions
of the events. Maps and other graphics showat@nges in spatial patterns of human and

physical environments provide a geographic language that aids in analyzing and understanding
issues while stimulating new questions to investigate.

Toinvestigate the causes and consequences of economic and pbbtrents geographers ask
guestions about the changing landscape of human actiwiiio was affectedwhere, and how
so?For example, id the recentglobal recession cause observable population shifts, changes in
landscape usespatial repatterning of human activity across thenited States and other
countries and the like? To answer such questions requires proldelving strategies that

entail spatial thinking, data gatheringnd spatial analysis usiggospatial datamnaps and

other graphics.

Reseach on geographic thinking suggests that children learn how to navigate spatial

relationships early on. Even very young children develop mental maps of environments they
experience and can manage to work with simple directional maps (Bednarz, Acheson, &

Bednarz, 2010; Blades & Spencer, 1987) and they become somewhat adept at using map

symbol systems (Boardman, 1989). However, children may persistin some naive

dzy RSNAGF yRAYy3Ia (GKSe& AyAUGAlFLffe RSOSt2L) adzOK | &
representatons of city populations by use of different sizes of map dots.

Other map symbols are also misunderstood without opportunities to investigate how they can
be used to convey spatial ideas (Bednarz et al., 2010; Hickey & Bein, 1996; Dbams,

1989). These misunderstandings may arise repeatedly because the everyday understandings
children develop early on make good intuitive sense to them. Geographic investigations that
involve more advanced forms of spatial reasoning help learners stican their misleading
understandings (Gregg, 1997). Simply telling children to change their intuitive, but counter
productive spatial ideas does little good. They need opportunities in the presence of
knowledgeable others to engage in spati@hsoningmvestigations (e.g., drawing and
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describing their own mental maps and making map representations based on data collected or
personalfield observations) in which they confront cognitive impasses created by their naive
everyday ideas. This kind of actiwfives them a chance to restructure what they believe and
know in more productive ways.

Changes in geospatial technologies have extended and amplified the reach and importance of
the applications of geographic knowledge, skills and perspectives. Le&rengploy

technologies such as GIS and GoBarth during their inquiries can serve ably in providing
students with opportunities to restructure their knowledge, gain new skills and change their
perspectives. Students may engage in this process indillidar collectively and collaboratively
with the assistance and guidance of the more knowledgeable teacher.

Geographic thinking entails representing complex ideas about place. In many respects places
are created through human activity as people adapatal modify the spaces they occupy.

Ways of representing such activities are nearly always laden with the personal and cultural
perspectives of the representers (Harley, 1994; Segall & Helfenbein, 2008). Without
considerable prompting, students typically dot think much about who created the maps (i.e.,
cartographers), preferring instead to imagine that maps come raadge and are thus always
accurate. Yet, the sorts of political and sacidtural distortions that may creep into such
representations andnto geographic narratives are crucial for students to understand if they
are to achieve the type of geographic literacy and capable thinking required of citizens in
democracies (Bednarz et al., 2010). How we come to understand and represent our global and
interconnected world has important consequences for our lives (Segall & Helfenbein, 2008).

If investigating and understanding how people make economic choices, and with what
consequences, helps us better make sense of who we are and why we do what tivardo,
investigating how we come to know and represent the world through geographic reasoning and
tools helps us understand even more fully who we are and how we adapt to and modify a
changing world. If taught in the researblased way the C3 Framework seg¢s, economic and
geographic understandings will become less parochial and provincial as learners develop into
more sophisticated and incisive thinkers.

For a comprehensive review of geography education research studies that examine how
geographic knowlége, skills, and practices develop across diverse individuals, in a variety of
settings,and over time seeBednarz, Heffron, & Huynf2013)

Historical Thinking

In effect, posing historical questions involves asking what the past means, what petjpte in
past were thinking and talking about, and how that thinking and language caused them to
behave in the ways they did (Collingwood, 1946/1993). Expert historical investigators rely on
residue from the pagt both original accounts and testimonials and dyettc sources

constructed by previous investigatarso address those questions. These sources demand
extensive reading, defined very broadly to include texts, cartoons, paintings, maps, charts,
photographs, and the like.
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In order to address their questisrand develop deeper understandings of how people acted in

the past, historians read in particular ways (Lee, 2005; Wineburg, 2001). This way of reading is a
type of thinking that involves strategies and skills, ones that lead to historical understatiding.

we wish our students to ask more profound questions of the past as well as construct deeper
understandings of it, we need to teach them to think and reason in the ways those with greater
expertise do (VanSledright, 2011).

Historical questions, then, deand that students search out relevant accounts; identify what

GerlSa 2F | O02dzyia GKS@ FNBT FOGGNROGdzGS GKSY G2
language, motives, and agendas; and judge the reliability of those texts for addressing the

guestions psed (VanSledright & Afflerbach, 2Q0&ineburg, 200 They also do whatever

they can to read these authors slowly, closely, and within the historical context of the period in

which they lived (Reisman, 2012; Wineburg, 2001). Students then convert thosends into

forms of evidence for making claims about what occurred and why (Lee, 2005; Lee & Shemilt,

2003). These claims are justified through a process of evidence corroboration in which the way

the evidence preponderates or comes together supports aiartlaims over others.

Collectively, the evidencpuistified claims serve as a form of historical understanding.

In history, there is often dispute over what the past means. Investigators wrestle over what
counts as justified understandings because evageoan sometimes be applied to make

multiple and different claims. So it will come as no surprise, then, that students investigating
the recent recession may arrive atvaried conclusions. For better or worse, historical reading
and thinking, and the speaifstrategies they require, seldom provide a single, definitive answer
to the questions posed. Children and adolescents can come to make sense of this problem,
since most of them have undergone experiences in which differing perspectives (e.g., she
said/hesaid during a playground spat) prevented closure on a given issue.

Young people, the research studies suggest, do not necessarily come to these forms of
historical reading and thinking on their own (Donovan & Bransford, 2005; Levstik & Barton,
1997; Vankedright & Brophy, 1992; Wineburg, 2001). Their naive, everyday ideas formed
through lived experience tend to interfere with richer understandings (Lee, 2005).

For example, children learn early on about the difference between telling the truth and talling
lie, since uttering the latter is often met with punishment. They quickly develop the idea that
people can engage in only these two dichotomous possibilisied they bring this social
understanding to the social studies classroom.

When reading accous about events during the American Revolution, say one by a British
soldier and a contradictory one by a colonial minuteman concerning who was at fault during a
bloody skirmish, children (and even some adolescents) insist that one or the other must be
lying. In a complex world, this trutlie dichotomous thinking can arrest understanding because
it becomes difficult to determine which is which without corroborating evidence. Moreover, the
notion of differing (and often conflicting) perspectives offers aenoseful idea in that it helps
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explain why historical actors may have interpreted what appears to be the same situation in
vastly different ways (Lee, 2005; VanSledright, 20¥ineburg, 201). Helping students

achieve such understandingsn take aaumber of different forms. Classroom discussions of
emerging understandings based on analyses of sources and the evidence they produce can be
crucial (Hess, 2®). Writing is also criticatecent studies have demonstrated that students

who write about thér historical understandings and are coached on how to gradually build
sound evidencdased arguments, demonstrate a deeper grasp of how to address the questions
posed (MonteSano, 2008Monte-Sang 2011).

This is but one additional example that explawitsy the C3 Framework stresses the inquiry arc
of developing questionsapplying disciplinary conceptgathering sources and using evidence
and working collaboratively to develop conclusions and take action. Learning to think
historically (or economicallyor geographically, or politically) helps children and adolescents let
go of some of their lesproductive ideas and develop richer ones that aid in their
understandings of the social and cultural world (Donovan & Bransford, 2005).

CivicMinded Thinking

If economic investigators primarily explore questi@i®ut how resources move to produce
goods and services and how, in turn, those products flow to consyrimessstigators who

study politics and government primarily examine questions about how powersfldhey are
interested in understanding the political and civic actions of individuals and organizations and
how they influence one another (Budano, 2012). Returning to the question about the recent
recession, civieninded investigators would trace how e SQa LRt AGAOFf o0SKI @
practices, campaign donations) shajlee policies of elected officials in government and/or the
converse. Those investigations would produce data that could be used to identify the role
different policies (e.g., fegtal and local taxation, fiscal and monetary, discretionary and
entittement spending), or the lack thereof, play in creating a gremgttession cycle.

Analyzing how bad the recession was might be gauged by investigators of the civil polity
through survey2 ¥ LIS2 L)X SQ& | GGAGdzZRSE G261 NR I20SNYYSyl
compared to other recessions and how citizens deliberated about it and responded in the

voting booth. These investigators might also survey the movement and efficacy of repair
policies (e.g., stimulus packages, bail outs) through governmental organizations. Policy
developments, their sources, and consequences as exercises in power shape the vocabulary of
politics and government investigators. Their efforts are animated by askiegtions about

how power flows through cultures, resulting in policies and laws that regulate how citizens
interact to solve dilemmas and conflicts between and among different interests. These
investigators borrow a number of concepts and models from eowsts and historians.

Because their questions focus on different kinds of problems (e.g., the nature of civic behavior,
effects of government policies), they use the concepts and models differently in order to
address those problems.

Young social studiegudents typically have rather limited understandings of the internal
workings of politics and civic behavior, both among individuals and within and across
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governmental bodies. They learn about voting as a decisiaking strategy and can engage in
simpleforms of it, but they can have quite naive understandings about it and they often
overgeneralize the circumstances in which it can be applied (e.g., that all decisions should be
subjected to a vote). Students of all ages are very curious about how deped made and

show interest in participating.

Early on, children rely heavily on their families for ideas about civic participation and how it
works (Hess & Torney, 1967/2009).order to learn how to participate effectively within
deliberative and patymaking contexts, students need considerable guidance and continual
practice in order to modify their naive political and civic ideas. Students who are encouraged to
ask questions, debate alternative actions, and gather evidence about the likely comseguef
choosing one direction over others are typically less cynical than peers who do not have those
experiences. Opportunities to engage in sendiearning experiences also help prepare

students for their adult responsibilities in participatory demdarecultures (Hahn & Alviar

Martin, 2008; Hess & Torney, 1967/2009; Kahne & Sporte, 2008; Metz & YounissPaaks,

2008.

Evidence as Understanding

LF¥ 2yS 321t 2F SRdzOl A 2 yhakihgijudgment And toIN@pdrS thein( dzR S v
for college, careers, and civic life, there is no substitute for deep knowledge and understanding

of the sociecultural world offered through the four forms of disciplinary thinking described

above. Each offers powerful strategies and tools for exploring asavaring compelling and

supporting questions. In their different ways, they provide tthenored means of turning

source data into evidence for the conclusions one reaches (Dimension 3).

One of the central principles in the C3 Framework rests on the @brafeevidence. Anyone can
ask a question about the social world and come to some answer or another, no matter how
wildly speculative or opinionated. Human minds have great capacity for imagination. A wildly
speculative answer or an imaginative conjectureyvever, is not the same thing as
understanding. Understanding is achieved by the careful investigation of questions, data
collection, reading, analysis, and synthesis; in effect, data are transformed into evidased
claims that separate opinions am®njecture from justifiable understandings.

In a digital world filled with fact and speculation, that difference is a crucial contribution social
studies teachers who follow the C3 Framework can offer to their students. This claim is no more
evident thanin the research done on teaching and learning in history education (see reviews by
Barton, 2008; Grant, 2006; Lee, 2005; VanSledright & Limon, 2006; Voss, 1998; Wineburg,
2001).

In our rapidlychanging world where ideas, information, and opinions arerbotiseclicks

away, students more than ever need to learn how to keep learning in order to cultivate sound
understandings (Lee, 2010). As a result, they need a deep well of powerful and disciplined
strategies for answering their questions and for gathedaga that can be evaluated and
transformed into evidence for justifiable decisions.
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ideas and to hope that they would act on what they had memorized. y&e20s ¢ National

Assessment of Educational Progress report cards on youth civic, economic, geographical, and
historical understanding mean anything, they repeatedly tell us that the success of that-telling
and-compelling effort no longer works in the 2tentuty, if it ever did (Smith & Niemi, 2001).

Working Collaboratively to Show Understanding

The research on how people learn makes clear how important collaborations are to deeper
understanding (Brown & Campione, 2002; Brown, Collins, & Duguid, 1998; Palirg8®«
Businesses in Silicon Valley, for example, picked up on this idea longplajmorative

developmental teams designed the means of bringing the Internet to people in ways
reminiscent of early 20 century efforts toward mass electrification. Resehers have long

stressed the insights John Dewey (1902) offered about how important our shared language and
vocabularies are to thinking and problem solving (Bruner, 1960; Rd@$#4Vygotsky, 1986).

In short, much of our best thinking occurs when weld and express ideas in collaborative
settings (Dimension 4).

Teachers work to bridge student experiedsased questions with disciplinary ones.

Collaborative inquiries designed to address those questions are then launched in classrooms.
Teachers act aguides, facilitators, and disciplinary ambassadors. But students are engaged in
the actual investigative work (for detailed examples of how this can play out in history
classrooms, see Bgja00(J at the secondary level and VanSledrigd®02 at the elenentary

level). Working together, students learn how to think more clearly and powerfully by employing
disciplinary knowledge and methods. In doing so, they transform data they gather into evidence
for the conclusions explanations and argumentsthey reach.

These explanations and arguments need to be communicated for itis in this communication

LINy OGAOS GKIFIG GSI OKSNR 200l Ay SOGARSYyOS 2F 3INPR
thereof). The process can take many collaborative forms. Students canamealgze, and

discuss data sources and accounts together; design websites or wikis; drgiddd

documentary presentations; discuss and debate claims orally in the classroom; and engage in

writing collective essays (Hess, 2002; Klingner, Vaughn, & SchLead, Soller, 2001; Monte

Sano, 2008; Swan & Hofer, 20@van & Hofer2013). It is here, in particular, where the C3

Framework dovetails closely with the types of communication practices expected of students

within the Common CorState Standards fdenglisi.anguage Arts.

The aforementioned research speaks compellingly: While it is important for students to
demonstrate their individual progress, they make more rapid progress in building their social
studies understandings when working together.

Furthermore, coIIaborativg gpportunities to inquire into Aarld then communicqte understapdings
adzLILR NI aGdzRSydaQ AYyF2N¥SR OAQGAO Sy3al3asSySyiz
Researchers have found that (a) investigating how governmentsatieb) engaging in
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opportunities to discuss and debate current social problems and issues, (c) being involved in
servicelearning and related activities, (d) participating in higipact decisiormasking, and (e)
participating in simulations of politidly related activities all increase the likelihood of students
attaining higher levels of political understanding, commitment, and action (Hess, 2002; Torney
Purta, 2005). As the inquiry arc the C3 Framework culminates in Dimension 4, so too does

the preparation for student success in college, career, and civic life.

Progressions in SociGultural Understanding

The C3 Framework is organized by grade bands because researchers have long demonstrated
that disciplinary ideas and understandings show progm@s their development (Piaget,
1929/2007; Vygotsky, 1986). Some of the early work suggested that progression tended to form
in lockstep. That is, children and adolescents needed to attain a certain cluster of
understandings before they could move toethext stage. This set of claims has given way to

the idea that progression can be bumpy and uneven, that children and adolescents may move
back in forth across developmental levels. Therefore, students need repeated opportunities to
work in investigativeontexts with disciplinary concepts, strategies, and ideas (Lee & Ashby,
2000; Ashby, Lee, & Shemilt, 2005; VanSledright, 2002).

{ ( dzR $apabditgXo ask rich questions within disciplindigsed inquiries grows rather

slowly. They need considerable dance from moreknowledgeable adults and peers in asking

the meaty questions that prompt the development of deeper semittural understandings

useful to adults in democracies. This is not to say that the questions students ask are irrelevant.
Rather, te@hers will find the task of assisting their students in constructing questions and
RSOSt2LIAY3 AYIdANRSE Y2NB OKIFfftSyaay3a GKIys
perspectives when reading a history text (Reisman, 2012).

ax

Student progress cansd be uneven in using evidence to draw conclusions (VanSledright, 2002;
Wineburg, 2001). Researchers find that even some college students think that unsupported
opinions are sufficient to claim understandirgnd they can struggle to distinguish them from
evidencebacked arguments (Maggioni, 2010; Maggioni, VanSledright, & Reddy, 2009; Seixas,
1993). Helping students make better distinctions and build criteria for judging the difference
takes time and demands multiple opportunities to practice.

What then @n social studies teachers reasonably expect as students progress through the

social studies program? As the foregoing implies, researchers suggest that they will see
NEBfIGAGSte atz2¢ INRBSUOUK Ay OKAf RNBY IngRhi$ R2f Sa
FTAYRAY3I YI{1Sa aSyaSo . SOIFdzaS OKAf RNByQa SI NIe
held intuitive, but often naive understandings, children find those understandings difficult to

give up and/or reconstruct.

It is just this kind of ressch finding that undergirds the importance of helping students

develop questions and inquiries into the world. Merely telling students how the economy works

2NJ 6KIFG G4KS LI ad YSFya NBldaANBa (KFG GkSe OO
make itclear that this approach is insufficient. Students need repeated opportunities to
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practice asking questions, investigating phenomena, and gathering the necessary evidence if
they are to progress in building explanations and arguments that illustrate kineiwledge and
understandings.

Furthermore, it is important to understand that students are quite capable of thinking in the
ways that the inquiry arc indicates. The research base here is poisitatents are more than
able to think deeply and richly abbthe world around them. They simply grow at different
rates and need many and varied opportunities to engage with ideas (Donovan & Bransford,
2005). It is important to hold high, but reachable expectations for student learning
progressions. Grade bandipdus repetition is a way to suggest how repeated opportunity to
practice evolves across broad grade clusters.

Understanding a€ivicEngagement

The C3 Framework and the embedded inquiry arc are underpinned by decades of research on

how children andadolescents learn about and operate in the world. They begin with those

@2dzy3 LIS2LX SQa ljdzSadAz2yas AYyiSNASOO (GKSY gAGK
broach investigations into the world that are designed to address those questions. This

appraach is not willynilly. The research base demonstrates that the contributions disciplinary
GKAY1Ay3a OFy YI1S (2 RSSLISyYy eéz2dz/y3 LIS2L) SQa dzy

These disciplined ways of thinking are also ways of learning. As beghare crucial in

preparing young people for lives as engaged and active citizens. Now more than ever, students
need the intellectual power to recognize societal problemsk good questions and develop

robust investigations into themconsider possibleadutions and consequenceseparate
evidencebased claims from parochial opinigrend communicate and act upon what they

learn. And most importantly, they must possess the capability and commitment to repeat that
process as long as is necessary. Younglpateed strong tools for and methods of clear,
disciplined thinking in order to traverse successfully the worlds of college, career, and civic life.
The research that underpins the C3 Framework offers much to move our children precisely in
that direction.
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Appendix D:C3 FrameworlDisciplinary Inquiry Matrix

The heart of the C3 Framework liesthe inquiry ac and the four Dmensions that define it. But no inquiry is generic; each takes
root in a compelling question that draws from one or more of the disciplines of civics, economics, geography, and history.

TheC3 FrameworlDisciplinary Inquiry Matrix #iculates how each dhe four Omensions of the C3 Framework builds upon one
another through the use of a contesfpecific examplehow bad was the recent Great Recession?

The Disciplinary Inquiry Matroescribes whaexpertsthink and do. It is a fogpart target exampldéo whichstudentsshouldaspire.

The matrixdevelops through the construction of disciplinary supporting questions (Dimension 1); the data sources, key concepts,

and key strategies specific to each discipline (Dimension 2); the development of evlaieseckclaims (Dimension 3); and the

means of expression (Dimension Zhe examples in the boxes are illustrative rather than exhaustive.

C3 Framework Disciplinary Inquiry Matrix

Dimension 1

Possible Disciplinary
Compelling Questions

What have major political
parties proposedo respond
to the crisi® What are the
disagreements and why?
How can government
institutions respond? How is
LIS2 L)X SQa o SKI
2 Kl 6Qa GKSANJI
about the future? What
societal institutions are
affected? How? Any
remedies?

What caused this economic
meltdown? What are the
indicators of its severity and
what do they show? What
are the possible policy
solutions? How can those
solutions be evaluated?

Whereare we talking about
exactly? Is itregional,
national or global? Do we se
population migrations
because of it? If so, from
where to where and why?
Are land and resource uses
affected and if so howPMow
widespread are the effects?
What are the spatial
relationships between and

among effects?

| see dl the foreclosure signg
YR LQ@S NXBI R
how bad compared to what
exactly? What precedents in
the pasthelp 8 understand
0KS | Re EXi Al @S
bad compared, say, to the
DNEI G 5SLINKaa
whom?
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Dimension 2

Data Sources
needed to address question|

Government policies, policy
pronouncements, political
poll results statistics,
leadership efforts, political
behavior; observations of
local conditions, interviews;
news reports

Statistics and lots of them in
as real time as possible
(labor, capital, credit,
monetary flow, supply,
demand)

Spatial and environmental
data; qatistics, map
representations, GIS data to
measure observable change
to the planet indicators of
territorial conflict

Accounts from the recent
recession and from hard
economic times inthe past,
both firsthand and synthetic,
as many as can be found
(oral history, diaries, journals
newspapers, photos,
economic data, artifacts, etc

Key Concepts and
Conceptual Understandings
necessary to address
qguestions
(non-exclusive examples)

Theories of political behavio
rationality, selfinterest,
politicalparties, power, flow,
government, fiscal policy;
relationships between the
state and markets;
constitutional limits on
government, debates about
those limits; evidence (to
make claims)

Application of different types
of economic theories to
gauge inflationdeflation,
labor shrinkage, capital
contraction, asset/lability
analyses from banking secto
changes in supply and
demand, evidence (to make
claims)

Theories of human
land/resource use; spatial
representation, scale, degrese
of distortion, map symbols
specialized GIS symbolic
systems and representations
evidence (to make claims)

Theories of human behavior
thought, perspective, agency
context, historical

significance; historical
imagination; moral

judgment; evidence (to make
claims)

Key Strategies an&kills
needed to address question
(non-exclusive examples)

Reading stastics from polls,
conducting pollsand
interviewresearch; reading
subtext into
policies/pronouncements;
reading power flow and
blockage, converting such
data into evidence to make
arguments and claims that
answer subquestions

Capability toread statistics
critically, for assessing
agendas behind stadtical
representations, reading
arcane nature of statistical
representational symbols an
processes; conducting surve
research; capability to
convert statstics into
meaningful argments and
claims thatanswer the sub

guestions

Cartography including,
critical reading and thinking,
using map symbol systems,
capability of using statistics
to represent spatial change,
capability to use statistical
and spatial (often digitized)
representations to make
arguments and claims that
address sulguestions

Critical eading and thinking,
analysis and synthesis,
readingsubtext and agency
in older sources, statistics;
converting verbal, written,
photographic, oral,
artifactualaccounts into
evidence to make argumentg
and claims that answer the
sub-questions
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Dimension3

Evidencebacked Claims

Statistical analyses and
theories of political and
institutional behavior and
outcomes pointtoward
substantiating and justifying
claims; adequacy judged
within the community of
peers

Statistical analyses coupled
with economic theories show
the way toward
substantiating and justifying
claims; judged within the
community of peersie.,
other economic investigators

Narratives, statistical and
spatialanalyses, and
representations point toward
substantiating and justifying
claims; community of peers
evaluates adequacy of claim

Accounts ohuman behavior
and thought coupled with
evidence corroboration and
preponderance point
towards substantiating and
justifying claims; judged
within the community of
peers

Dimension4

Forms of
Communication and Action
(illustrative examples)

Books, television
appearances, articles, egd
pieces, policy statements,
blogs; supporting a public
assistance noiprofit
organization

Op-ed articles, journal pieces
television appearances,
policy statements, blogs,
webinars policy advisory
roles, public action

Spatial representations for
newspapersweb-based
articulations, digital and
analog geographical service
community mapping; other

citizenscience experiences

Books, monographs, articleg
websites, webinars,
television appearances, blog
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