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Introduction 
"… The American people owe it to  themselves, and to the cause of 
free Government, to prove by their establishments for the 
advancement and diffusion of Knowledge, that their political 
Institutions  . . . are as favorable to the intellectual and moral 
improvement of Man as they are c onform able to his individual &  
social Rights. What spectacle can be more edifying or more 
seasonable, than  that of Liberty &  Learning, each leaning o n the 
other for their mutual &  surest support?” 1 
—James Madison  

 
 
Challenges facing the United States  civic institutions, economy, and education al system include low 
voter participation, demands for a workforce with 21 st  century skills, and students who are 
unprepared for the rigor of college work. R estoring the fundamental role of Social Studies in 
education and r e-envisioning the teaching and learning of Social Studies can directly ameliorate 
these challenges. Powerful Social Studies instruction not only readies students for college and 
careers in an increasingly competitive world  but prepares our students to be act ive and engaged 
citizens in a local and global context. Thus, teaching Social Studies can directly contribute to the 
revitalization and functioning of American democracy.  
 
Social Studies directly equips students with the foundational knowledge and skills t hat are 
necessary to understand and ask important questions in  a rapidly changing world.  Social Studies 
can inspire the minds and hearts of young citizens to deeply engage in their local, state, national, 
and global communities as agents of change. In thi s way, Social Studies supports the moral 
imperative of our schools to prepare educated and engaged citizens, which is at the heart of a 
healthy democracy.  

 
In a world in which postsecondary education is increasingly linked to social mobility ,2 Social 
Studi es empowers young people with the understandings, dispositions, and critical thinking skills 
that lead to success in college and career . Moreover, Social Studies readies students for today’s 
workplace, where foundational problem -solving, communication and collaboration skills, and 
autonomy and intellectual flexibility are all necessary in order to excel.  

 

1Hunt, Gaillard, editor. The Writings of James Madison.  9 vols. New York: G. P. Putnam's Sons, 1900—1910. 
Retrieved  July 14, 2014 from http://press-pubs.uchicago.edu/founders/documents/v1ch18s35.html. 
2Anthony P. Carnevale, Tamara Jayasundera, and Ban Cheah, “The College Advantage: Weathering the Economic 
Storm,” Georgetown University 



To  ensure that students across New York State are ready for college, careers, and participation in 
civic life,  the New York State Board of Regents has ad opted the New York State K-12 Social Studies 
Framework (NYS SS Framework), which maintains the learning standards in S ocial Studies while 
incorporating Social Studies practices and C ommon Core learning standards with S ocial Studies 
content. The NYS SS Fram ework and Field Guide incorporate the  National Council for the Social 
Studies College, Career, and Civic Life (C3) Framework and specifically the C3’s conception of the 





 
Transforming Social Studies Instruction 

Three Instructional Shifts  
As teachers and districts consider curriculum and instructional decisions in light of the NYS SS 
Framework, there are three instructional shifts to highli ght. The purpose of the Framework in 
general and the shifts in particular is to affirm what teachers are already doing well and to 
accelerate the types of changes in teaching and learning that can help students.  For example, while 
the first shift moves fr om a focus on facts and recall toward more conceptual learning and t ransfer, 
this does not suggest that facts and recall have no place in learning Social Studies.  There are certain 
foundational, fundamental facts and understandings , and mo ving toward  conc eptual understanding 
and transfer reinforces this learning while ensuring  that Social Studies instruction is not reduced to 
trivia and simpl e recital of facts.  The shifts point teachers and districts in an instructional direction 
as the Framework is implemented locally.  

Shift #1: Focus on Conceptual Understanding 
 

 

 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Social Studies is far more than a mere march throu gh facts, where student learning stops at the 
level of recalling  names, dates, and other information they may soon forget. Specific  content 
knowledge is important and serves as a foundation for conceptual understandings. Social Studies 
learning can be designed around meaningful conceptual understandings related to ideas such as 
human -environment  interaction, economic decision -ma king, or revolution. The NYS SS Framework 
includes these conceptual understandings as an integral part of the overall framework. For 
example, the Framework includes this 6 th  grade conceptual understanding related to human -
environment interaction:  
 

Figure 2: Focus on  Conceptual Understanding  
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6.5a Geographic factors influenced the development of classical civilizations and their political 
structures. 

 

Students develop  this conceptual understanding by learning key information contained in the 
Content Specifications , including locating classical civiliza tions, identifying geographic factors that 
influenced the boundaries of these civilizations, and examining the ways in which geography may 
have influenced unique characteristics of Qin, Han, Greek, and Roman societies. The more of this 
content students lea rn, the better equipped they are to understand the larger concepts. Learning in 
this manner, students are more likely to remember, retain, and connect their learning across places 
and times. When students return to additional concepts related to human -envi ronment interaction,  
such as the influence of geography on the development of the colonial regions in 7 th  g rade, they can 
apply their understanding again. With consistent practice, students can  transfer their conceptual 
understanding of human -environment i nteraction to a practical example from civic life , such as the 
present -day issue of global climate change. In summary, organizing learning around concepts 
increases the likelihood that students will remember more specific knowledge in relation to 
concepts,  be more engaged in their learning, and be better able to apply their understandings 
across places and times.   

 
The design  of the NYS SS Framework directly supports practitioners in making this shift toward 
greater conceptual understanding. A limited numbe r of Key Ideas in each grade allows  teachers to 
prioritize instruction around these ideas so student learning can be focused on greater  depth . It 
should be underscored that depth of knowledge complements the breadth of learning in any grade 
level, and good  



Shift #2: Foster Student Inquiry, Collaboration, and Informed Action 
 

 
 
 
 
 
 

 
 
 
 

 
 

 
 
 
 
 
 
Social Studies  should be a though t -



Students construct meaning across questions and sources to form and support their own 
conclusions with evidence, 



litera cy skills outlined by the Common Core Literacy Standards  as  they  read, communicate, and 
write within the disciplines. These skills can be  taught thro u gh rich content. One does not 
necessarily serve the other; rather, they mutually affirm and complement eac h other.   

 
Across an arc of inquiry, students not only develop conceptual understandings as they pursue 
answers to questions, but they also have the opportunity to develop proficiency with various Social 
Studies practices and Common Core L iteracy skills. As students examine sources throu gh their 
investigations, they have the opportunity to learn to read and think like social scientists. For 
example, students can develop the practice of comparing multiple perspectives on a giv en  historical 
experience 7 while  developing the ability to assess how point of view shapes the content of a text .8 
As students discuss their findings and debate potential responses to compelling questions, they 
have the opportunity to speak and listen in the context of the social sciences. For example, students 
can develop the p ractice of evaluating the effects  of government policies on the global economy 9 
while developing the ability to verbally express their ideas in a clear and persuasive manner .10 As 
students communicate and support their findings, they have the opportunity to make claims, 
support those claims with evidence, and simultaneously develop speaking and writing skills. For 
example, students can develop the practice of meaningfully integrating evidence from multiple 
sources in to a written argument 11 while developing the ability to support their claims with relevant 
and sufficient evidence .12 In this manner, students not only meaningfully engage in the practices of 
social science, but they do so  in a way that naturally incorporate s the various literacy domains of 
reading, speaking, listening, and writing within the context of the various social science disciplines.  
 
 

7NYS SS Framework: Comparison and Contextualization Practices, Grades 5 -8, Practice 1 . 
8Common Core Literacy Reading Anchor Standard 6 . 
9NYS SS Framework: Economics and Economic Systems Practices, Grades 9 -12, Practice 6 . 
10Common Core Literacy Speaking and Listening Anchor Standard 1 . 
11NYS SS Framework: Gathering, Using, and Interpreting Evidence Practices, Grades 5 -8, Practice 6 . 
12Common Core Literacy Writing Anchor Standard 1 . 
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Overview  



 

 
 
The unit opens with the compelling question, “Did African Americans gain their freedom during 
the era of Reconstruction?”  The question focuses on the key concept of freedom in political, 
economic, and social forms, thereby incorpo rating the disciplines of history, civics, and economics. 
Teachers might use the 1799 New York State law to raise initial questions about how to define 
freedom.  This source also could connect with students’  previous learning of slavery.  Students’ 
initial  ideas about freedom might serve as a baseline to reference throu ghou t the unit as they 
examine Reconstruction policy and the experiences of emancipated African Americans during and 
after Reconstruction.  
 

Unit Introduction:  Compelling Question 
Compelling 

Question  
Did African Americans gain their freedom during the era of 

Reconstruction? 

Source s  

�ƒ New York State laws of 1799, Chapter 62 at the New York State Archives: 
http://www.archives.nysed.gov/a/research/res_topics_pgc_afri_amer.pdf  

 “That every child b orn of a slave within this State after the 
fourth of July next, shall be deemed and adjudged to be born 
free…”  

�ƒ Image of original 1799 laws: 
http://iarchives.nysed.gov/dmsBlue/viewI mageData.jsp?id=177879 
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Supporting Question #1 

Supporting 
Question #1  How did Frederick Douglass define freedom before and during the Civil War? 

Formative 
Performance 

Task 

Write a paragraph response to the supporting question.  
�ƒ In your response, use evidence from both  sources to support claims about how 

Douglass defines freed om.  
�ƒ Consider how similar or different the concept of freedom is in the sources.  

Learning 
Outcome/NYS 

Content 
Specification 
and Practices  

New York Framework Content Specification:  

�ƒ 



 

Supporting Question #1 (continued) 

Common 
Core and C3 
Framework  
Alignment  

Common Core Standards:  
�ƒ RH (Gr 6 -8) 1, 2, 4, 6 
�ƒ W (Gr 6 -8) 1.a, 1.b 
C3 Framework: 
�ƒ Dimension 2 –  



 
Supporting Question #2 

Supporting 
Question #2  

How effective were Reconstruction policies in establishing freedom for 
African Americans?  

Formative 
Performance 

Task 

Participate in a discussion about the effectiveness of Reconstruction policies in 
establishing freedoms.  

�ƒ Consider the question in terms of social, political, and economic 
freedom.  

�ƒ Be sure to cite evi dence from the sources that you examined.  

Learning 
Outcome/NYS 

Content 
Specification and 

Practices  

New York Framework Content Specifications:  
�ƒ Students will examine the Reconstruction amendments (13 th , 14th , and 

15th ) in terms of the rights and protection s provided to African Americans.  
�ƒ Students will examine the Freedmen’s Bureau’s purpose, successes, and 

the extent of its successes.  
New York Framework Key Practices:  
Gathering and Using Evidence  

1. Define and frame questions about the United States that can be 



 

Supporting Question #2 continued  

Extension: 
Additional 

Source s  

�ƒ Political Cartoon: Thomas Nast, “Pardon C olumbia” –  Illustration B, 
Augus t 1865:  
http://www.thomasnast.com/  
(Click on “Cartoons from Nast and Andrew Johnson” and then select the cartoon title.) 

�ƒ Political Cartoon: Thomas Nast, “Johnson Kicking the Freedman’ s 
Bureau,” Harper’s Weekly, April 1866: 
http://www.thomasnast.com/  
(Click on “Cartoons from Nast and Andrew Johnson” and then select the cartoon title.) 

�ƒ Illustration: A.R. Waud, “The First Vote,” front cover of Harpe r’s Weekly, 
November 16, 1867:  
http://dc.lib.unc.edu/cdm/ref/collection/vir_museum/id/559  

Common Core 
and C3 

Framework  
Alignment  

Common Core Standards:  
�ƒ RH (Gr 6 -8) 1, 2, 4, 6, 7 
�ƒ SL (Gr 8) 1.a, 1.b, 1.c, 1.d  
C3 Framework: 
�ƒ Dimension 2 –  History, Historical Sources, and Evidence  
�ƒ Dimension 3 –  Developing Claims and Using Evidence  
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Supporting Question #3 

Supporting 
Question #3  

During Reconstruction, what successes and challenges did African 
Americans experience in pursuing their freedom?  

Formative 
Performance 

Task 

Use evidence to support, revise, or challenge the way that a textbook portrays 
the 



Supporting Question #3 continued  

Sources  







 
Formative Performance Task #3  

�x PBS American Experience Site, “Recons t ru ction:  The Second Civil War.” This site has 
several excellent examples of social gains by African Americans , as well as challenges faced.  
http://www.pbs.org/wgbh/amex/reconstruction /index.html  
Some resources found on this site include:  

Sharecropping Agreement  
http://www.pbs.org/wgbh/amex/reconstruction/sharecrop/ps_dawson.html  
Schools and Education d uring Reconstruction: A discussion with historians  
http://www.pbs.org/wgbh/amex/reconstruction/schools/sf_postwar.html  

�x Civil Rights Act of 1875,  
 http://legisworks.org/sal/18/stats/STATUTE-18-Pg335a.pdf 
 (Begin at Chapter 114) 

�x Federal Writers Project, Slave Narratives: A Folk History of Slavery in the United States from 
Interviews with Former Slaves, Library of Congress: 
http://memory.loc.gov/ammem/snhtml/  

�x “Ex -Slave Blind But Happy.” Federal Writers Project, Slave Narratives: A Folk History of 
Slavery in the United States from Interviews with Former Slaves, Library of Congress, 
Missouri Narratives, Volume X, 373 -83 
http://memory.loc.gov/cgi -
bin/ampage?collId=mesn&fileName =100/mesn100.db&recNum=378&itemLink=D?mesnbi
b:1:./temp/~ammem_08Se  
(Suggested excerpt: On the second page, select the paragraph that begins with the sentence, “Dey owned so 
much land, cattle, corn…” Then select part of the paragraph on the fifth and final  



Analysis of Example Unit 
 
This unit is intended to show some possible approaches that districts and teachers might consider 
in developing cur ricula  that are aligned to the NYS SS Framework and the C3 Framework.  Other 
resources forthcoming in the next year will provide more guidance and field -tested suggestions for 
practitioners.  This unit provides initial guidance that will be reviewed and refined over the next 
year . 
 

Alignment to the NYS K-12 Social Studies Framework 

Key Ideas, Conceptual Understandings, and Content Specifications 
 
The unit is closely aligned with the New York State Social Studies Framework:  
 

 
 
 
 
 

Figure 5: Key I dea, Conceptual Unders tandings, and Content Specifications  emphasized 
in example unit  
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Themes 
 

The unit also aligns to key overarchi ng themes from the New York State Social Studies Framework:  
 

 

 
 
 
 
Stu dents explore the development and  transformation of social structures in addition to civic ideals 



 

Social Studies Practices 
 
This unit integrates Social Studies practices and Common Core Literacy Standards with Social 
Studies content that is contained in the Framework. Students engage substantially with the practice 
of gathering and using evidence, and they also work with key practices that are associated with 



The idea of freedom is closely aligned with two of the three Conceptual Understandings from Key 
Idea 8.1: Reconstruction.   
 

 
 
 
 



 
The inquiry arc is organized around the compelling q uestion, “ Did African Americans gain their 
freedom during the era of Reconstruction? ”  





I



In addition to the questions that students continue to generate and pursue over the course of the 
unit, the supporting questions and accompa nying disciplinary sources can help guide and sustain 
student inquiry.  
 

Supporting Question #1 

How did Fred erick Douglass define freedom before and during the Civil War?  

Formative Performance Task  

Write a paragraph response to the supporting question.  

Sources 

Excerpts from the following:  

�ƒ Narrative of the Life of Frederick Douglass an American Slave 1845 
�ƒ “What the Black Man Wants,” speech given by  Frederick Douglass in 1865 

 
In the first supporting question, students explore the concept of freedom in the writings of 
Frederick Douglass. The sources are rich, offering nuanced and varied perspectives on freedom. In 
t he first source, from Douglass’  autobiographical Narratives, students examine the author’s 
reflections on freedom during the ti me in  which he  was enslaved. In the second source, students 
examine how Frederick Douglass presents the idea of freedom in an 1865 speech delivered to an 
abolitionist audience. In this manner, students have the opportunity to deepen their inquiry 
thro u gh the individual and public reflections of an important historical figure. They can engage in 
this investigation individually, as well as collaboratively , throu gh their examination and discussion 
of the sources.  
 

Supporting Question #2 

How effective were Reconstruction po licies in establishing freedom for African 
Americans?  

Formative Performance Task 

Engage in a  discussion about the supporting question.  

Sources 

Excerpts from the following:  
�ƒ Lincoln’s “Proclamation of Amnesty and Reconstruction,” December 1863  
�ƒ Freedmen of Edisto Island Petition, 1865  
�ƒ Proposed New York Constitution, 1867 -68 
�ƒ 13th , 14th , and 15 th  Amendments  

 
In th e second supporting question, students continue their inquiry by investigating federal 



Students examine a variety of disciplinary sources, beginning with an excerpt from Lincoln’s 1863 
“Proclamation of Amnesty.” They also examine a petition written by a committee of freedmen from 
Edisto Island, South Ca rolina.  The petition, which provides an important perspective on the needs 
of newly emancipated African Americans, can further deepen students’ inquiry as they evaluate the 
Reconstruction amendments with important political, economic, and social freedoms in mind.  
Students also examine a n excerpt from a  proposed New York Constitution to eliminate property 
requirements for African Americans to vote. The proposed change was u ltimately rejected by New 
York State voters in 1868, providing an important perspecti ve  from New York State history . 



as social scientists. Here, they use the historical, c ivic, and economic understandings they have 
developed to evaluate a textbook portrayal of Reconstruction. Using evidence from the sources that 
they have examined, students can choose to support, revise, or challenge the portrayal of African 
Americans’ free dom by using evidence to corroborate the account. Again, students can engage in 
this task individually or in small groups, offering another opportunity for collaboration.  
 
For the summative performance task, students are asked to communicate the conclusion s of their 
investigations throu gh a written argument that responds to the unit compelling question. Students 
can support their argument s  with relevant evidence from the range of disciplinary sources they 
examined. If time permits, students can present thei r arguments in small groups using visual aids, 
providing  an opportunity for students to communicate conclusions in a collaborative manner. 
Moreover, student inquiry can be extended  throu gh additional opportunities that are provided in 
the unit, such as exa minin g additional sources and incorporating those into their written argument, 
conducting additional research into the Federal Writers Project Born in Slavery collection, and 
more.  
 
Students c an  also take informed action, individually or collaboratively, by choosing and exploring 
other issues involving freedom , and then planning and taking informed action in response to those 
issues.  Building upon the concept of freedom, students can be encouraged to apply freedom to 
current events. 15 Such project-based ass essments are another way for students to demonstrate 
their learning at the end of a unit.  They can examine local issues in their community or school. 
Alternatively, students could identify a regional, national, or global issue that involves freedom and 
pr ovokes their interest. Students can conduct research into the issue they choose, first summarizing 
the issue and then describing different perspectives on the issue. Upon researching multiple 
sources, students could take a stance on the issue and recommend  a course of action. Finally, 
students could take informed action based on their recommended course of action, such as 
fundraising, petitioning, spreading information about the issue, and more.  It is important to 
emphasize that taking informed action coul d be an individual as well as collaborative enterprise. 
Working in a small group of students, as an entire class, or partnering with multiple classes in a 
school are powerful ways to encourage informed action and empower the voices and influence of 
student s in our local and global communities.   
 

Illustrating Shift #3:  Content and Skill Integration 
 
The example unit provides ample opportunities for students to develop skills throu gh the rich 
vehicle of content. With regard to Social Studies practices, the unit focuses primarily on students 
gathering, interpreting , and using evidence from the disciplinary sources. With regard to 
disciplinary literacy, students have the opportunity to develop reading, speaking, listening, and 
writing skills over the course of  the unit as they examine the various disciplinary sources and 
communicate the results of their investigations.  
 

15 Frederick Douglass Family Initiatives offers curriculum information on Human Trafficking that may be useful. SEE 
http://www.fdfi .org/human-trafficking-education-curriculum.html.  
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CONTENT AND SKILL INTEGRATION IN SUPPORTING QUESTION #1 
 

 
 
 
 
In the first supporting question, students work with the rich writings and orat ory of Frederick 
Douglass. Here, as students  explore Douglass’s reflections on freedom in two different years and 
contexts, teachers can support students in developing  skills related to gathering and using 
evidence. In this phase of their investigation, st udents define and frame questions about freedom in 
the context of Reconstru ction and Douglass’  writings. 16 They also work to answer these questions 
by gathering, using, and inter preting evidence from Douglass’  writings. 17 Here, teachers can  
support students in selecting appropriate evidence from the sources and interpreting that evidence 
in a clear and accurate manner. Furtherm ore, students examine Douglass’  perspectives on 
individual and collective freedom, noting that the evidence Douglass uses in his autob iographical 
reflections and the evidence and reasoning Douglass uses to make his case for freedom in 1865 .18 
Here , teachers can support students in analyzing Douglass’ argument in an accurate and 
appropriately sophisticated manner, as well as noting how the different context s for both writings 
influence  the c



argument or the language choices that he makes to influence his audience. 22 Finally, as students 
generate claims in response to questions, they can cite evidence from the sources in support of 
those cla ims. 23 When students do this in written form in response to the supporting question s , they 



CONTENT AND SKILL INTEGRATION IN SUPPORTING QUESTION #2 



CONTENT AND SKILL INTEGRATION IN SUPPORTING QUESTION #3 
 
 

 
 
 
 
 

In the third supporting question, students continue work with a variety of disciplinary sources. 
With support from teachers, students can continue to develop a variety of skills that are related to 
using and interpreting evidence. Moreover, as students are working with content over a larger 
range of time, t eachers can support students in developing skills that are related to chronological 



have been working on over the course of the unit. When students choose to support, revise, or 





every object within sight or hearing, animate or inanimate. The silver trump of freedom h ad roused my 

soul to eternal wakefulness. Freedom now appeared, to disappear no more forever. It was heard in every 

sound, and seen in every thing. It was ever present to torment me with a sense of my wretched condition. 

I saw nothing without seeing it, I heard nothing without hearing it, and felt nothing without feeling it. It 

looked from every star, it smiled in every calm, breathed in every wind, and moved in every storm. 

 

 
Supporting Question #1 Source B  



 

I have had but one idea for the last three years to present to the American people, and the phraseology in 

which I clothe it is the old abolition phraseology. I am for the “immediate, unconditional, and universal” 

enfranchisement of the black man, in every State in the Union. [Loud applause.] Without this, his liberty 

is a mockery; without this, you might as well almost retain the old name of slavery for his condition; for in 

fact, if he is not the slave of the individual master, he is the slave of society, and holds his liberty as a 



blows, or with both. The limits of tyrants are prescribed by the endurance of those whom they oppress. In 

the light of these ideas, Negroes will be hunted at the North, and held and flogged at the South so long as 

they submit to those devilish outrages, and make no resistance, either moral or physical. Men may not get 

all they pay for in this world, but they must certainly pay f or all they get. If we ever get free from the 

oppressions and wrongs heaped upon us, we must pay for their removal. We must do this by labor, by 

suffering, by sacrifice, and if needs be, by our lives and the lives of others.  

 

 

Supporting Question #2 Sourc e A 
 

Proclamation of Amnesty and Reconstruction  
Abraham Lincoln 
December 1863  
 

. . . 





 

Supporti ng Question # 2 Source C 

Transcription of proposed  New York Constitution, 1867 -68 excerpt  
In Convention February 28, 1868 

Resolved, That this Constitution be submitted at such time as the Legislature shall provide, to be voted 

upon in the following manner:  

Each elector shall be allowed to vote two ballots, which shall be deposited in separate boxes; one ballot 

shall be endorsed "Constitution," and contain on the in side when folded, the words, "For the amended 

Constitution" or "Against the amended Constitution."  

One ballot shall be endorsed "Constitution - Property Qualification," to contain on the inside when folded, 

the words "For the Property Qualification for men  of color," or "Against the Property Qualification for 

men of color," and no vote cast endorsed "Constitution" shall affect the question of Property Qualification 

for men of color.  

If a majority of the votes cast, endorsed "Constitution" shall contain on the inside the words "For the 

amended Constitution" then the proposed Constitution shall be, the Constitution of the State of New York, 

except as the same may be modified by the result of the vote on the property qualifications as hereinafter 

provided. But  if a majority of the votes cast so endorsed, shall contain on the inside the words "against the 

amended Constitution" then the proposed Constitution shall be declared rejected and the present 

Constitution, except the provision relating to men of color sha ll remain in full force.  

If a majority of the ballots cast endorsed "Constitution - 





"I reckin dat dey talk purty rough ter Marse Ransome. Anyhow, mammy tells de Yankee Captain dat he 

ort ter be 'shamed of talkin' ter a old man like dat. Furder more, she tells dem[Pg 201] dat iffen dat's de 

way dey're gwine ter git her freedom, she don't want it at all. Wid dat mammy takes Mis' Betsy upstairs 

whar de Yankees won't be a-starin' at her.  

"One of de Yankees fin's me an' axes me how many pairs of shoes I gits a year. I tells him dat I gits one 

pair. Den he axes me what I wears in de summertime. When I tells him dat I ain't wear nothin' but a shirt, 

an' dat I goes barefooted in de summer, he cusses awful an' he damns my marster. 

"Mammy said dat dey tol' her an' pappy dat dey'd git som



SECTION 2. Be it further ordained , That every negro who shall be found absent from the residence of his 

employer after 10 o’clock at night, without a written permit from his employer, shall pay  a fine of five 

dollars, or in default thereof, shall be compelled to work five days on the public road, or suffer corporeal 

punishments as provided hereinafter.  

SECTION 3. Be it further ordained , That no negro shall be permitted to rent or keep a house within said 

parish. Any negro violating this provision shall be immediately ejected and compelled to find an 

employer; and any person who shall rent, or give the use of any house to any negro, in violation of this 

section, shall pay a fine of five dollars for each offence. 

SECTION 4. Be it further ordained , That every negro is required to be in the regular service of some white 

person, or former owner, who shall be held responsible for the conduct of said negro. But said employer 

or former owner may permit sa id negro to hire his own time by special permission in writing, which 

permission shall not extend over seven days at any one time. Any negro violating the provisions of this 

section shall be fined five dollars for each offence, or in default of the payment thereof shall be forced to 

work five days on the public road, or suffer corporeal punishment as hereinafter provided.  

SECTION 5. Be it further ordained , That no public meetings or congregations of negroes shall be allowed 

within said parish after sunset; but such public meetings and congregations may be held between the 

hours of sunrise and sunset, by the special permission in writing of the captain of patrol, within whose 

beat such meetings shall take place. This prohibition, however, is not intended to prevent negroes from 

attending the usual church services, conducted by white ministers and priests. Every negro violating the 

provisions of this section shall pay a fine of five dollars, or in default thereof shall be compelled to work 

five days on the public road, or suffer corporeal punishment as hereinafter provided.  

SECTION 6. Be it further ordained , That no negro shall be permitted to preach, exhort, or otherwise 

declaim to congregations of colored people, without a special permission in writing from th e president of 

the police jury. Any negro violating the provisions of this section shall pay a fine of ten dollars, or in 

default thereof shall be compelled to work ten days on the public road, or suffer corporeal punishment as 

hereinafter provided.  

SECTION 7. Be it further ordained , That no negro who is not in the military service shall be allowed to 

carry fire -





 

George Smith now resides five miles from Ellaville, in Schley County, Georgia. He says: 

B



   

Supporting Question #3 Source D 



as were the intentions of the statesmen by whom they were framed and adopted, time and experience, 

which try all things, have demonstrated that they did not successfully meet the case. 

In the hurry and confusion of the hour, and the eager desire to have the Union restored, there was more 

care for the sublime superstructure of the republic than for the solid foundation upon which it could alone 

be upheld....The old master class was not deprived of the power of life and death, which was the soul of 

the relation of master and slave. They could not, of course, sell their former slaves, but they retained the 

power to starve them to death, and wherever this power is held there is the power of slavery. He who can 

say to his fellow- man, "You shall serve me or starve," is a master and his subject is a slave....Though no 

longer a slave, he is in a thralldom grievous and intolerable, compelled to work for whatever his employer 

is pleased to pay 



 

Appendix B – Tools for Historical Thinking 
 
To delve into this unit ,34 students must think like a historian, but that does not always come easily 
to students.  Several resources exist that can support students as they analyze documents and 
develop their ability to think historically.  
 
In “ What Does it Mean to Think Historically ?” 
(http://www.historians.org/perspectives/issues/2007/0701/0701tea2.cfm): Andrews and Burke 
(2007) o utline what they call the Five C’s of Historical Thinking: Change over Time, Context, 



thinking concepts: historical significance, cause and  consequence, historical perspective -taking, 
continuity and change, the use of primary source evidence, and the ethical dimension of history.  
 
In addition, there i s a wealth of books written about  the idea of using historical inquiry with 
students, using primary sources to teach history.  These are definitely worth a look:  
 
Brophy, J.,  & VanSledright, B.A. ( 1997). Teaching and learning history in elementary schools.  New 
York, NY: Teachers College. 
 
Levstik, L. S. & Barton, K. C. (2011). Doing history: Investigating with children in elementary and 
middle  
schools. New York, NY: Routledge.  
 
Seixas, P. & Morto n, T. (2013). The big six historical thinking concepts. Scarborough, ON: Nelson 
Education.  
 
Wineburg, S., Martin, D., & Monte- Sano, C. (2011).  Reading like a historian: Teaching literacy in 
middle and high school history classrooms. New York, NY: Teachers College.  
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