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Overview

Critical
questions/tasks

Requisite
tools

Broad
understanding

Critical Challenge

Snapshots of British Columbia
in 1907

A. Using the primary and secondary historical documents provided, 
draw inferences about the social, political, and economic inclusion 
of your assigned group in early twentieth century mainstream 
Canadian society.

B.	 For	each	of	 the	five	featured	groups,	 to	what	extent	was	British	
Columbia an inclusive society in 1907?

In	this	two-part	challenge,	students	explore	the	extent	to	which	British	
Columbia was socially, politically, and economically inclusive at the 
turn	 of	 the	 twentieth	 century.	 This	 is	 accomplished	 by	 examining	
conditions	 at	 the	 time	 through	 the	 lenses	 of	 five	 featured	 groups:	
Aboriginal, Chinese, European, Japanese, and South Asian. Students 
consider various scenarios as they unpack the concepts of inclusion 
and pivotal voices. Working in teams with a range of primary and 
secondary sources, students draw inferences about the ways in which 
their	 assigned	 group	 was	 included	 in	 and/or	 excluded	 from	 early	
twentieth-century	 mainstream	 society.	 Students	 share	 their	 findings	
within their team and with other teams before completing a report 
card	on	 the	 level	of	 inclusion	 that	each	 featured	group	experienced.	
Throughout these lessons, students are encouraged to self- and peer-
assess their contributions to their team and their completion of various 
assignments.

The level of social, political, and economic inclusion in British 
Columbia at the turn of the twentieth century varied, depending on the 
group. 

Background knowledge

•	 knowledge	of	the	social,	political,	and	economic	conditions	in	Brit-
ish	Columbia	for	the	five	featured	groups

Criteria for judgment

•	 criteria	met	by	a	defensible	 inference	 (e.g.,	plausible,	 supported	
with relevant evidence)

•	 criteria	for	identifying	an	inclusive	society	(e.g.,	accepts	all	cultural	
groups, offers equality of opportunity, allows cultural differences, 
ensures	full	access	to	benefits)

1

Objectives
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Critical thinking vocabulary

•	 pivotal	voice
•	 perspective
•	 primary	and	secondary	source
•	 inference
•	 historical	evidence

Thinking strategies

•	 data	chart
•	 rating	scale

Habits of mind

•	 attention	to	detail

Requisite
tools

Required Resources

Source documents (found in the supplementary package)

Aboriginal Documents A1 – A6
Chinese Documents C1–C6
European Documents E1–E6
Japanese Documents J1–J6
South Asian Documents SA1–SA6

Activity sheets

Inclusive society role cards Blackline Master #2
Inclusive society indicators Blackline Master #3
Exploring	pivotal	voices	 Blackline	Master	#4
Interpreting the documents Blackline Master #8
Evidence of inclusion Blackline Master #10
Summary of evidence  Blackline Master #12
Report	card	on	inclusion	 Blackline	Master	#14

Briefing sheets

Glossary  Blackline Master #1
Understanding historical evidence Blackline Master #5
Decoding political cartoons Blackline Master #6
Analyzing photographs Blackline Master #7

Assessment rubrics

Assessing the interpretations Blackline Master #9
Assessing the evidence Blackline Master #11
Assessing the comparisons Blackline Master #13
Assessing individual contributions Blackline Master #15
Assessing student assessments Blackline Master #16
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Outstanding
Well developed

Competent
Underdeveloped

Contributes to 
completing the 

task Routinely provided 
useful ideas and 

contributed greatly to 
successful completion 

of the assigned work

Usually provided useful 

ideas and was generally 

helpful in successfully 
completing the assigned work. 

Sometimes provided 
useful ideas, but 

at other times was 
unprepared or unable 

to complete the 
assigned task.

Rarely provided 
useful ideas and was 

generally unprepared 
or unwilling to do the 

work.

Comments/explanation for rating

Interacts co-operatively 
with the team

Almost always listened 
to, shared with, and 

supported the efforts 
of others. Tried to keep 

people working well 
together.

Usually listened to, 
shared with, and 

supported the efforts of 

others and worked well 

with group members.

Often listened to, 
shared with, and 

supported the efforts of 

others, but sometimes 
was diffi cult to work 

with or delayed the 
group.

Rarely listened to, 
shared with, and 

supported the efforts 
of others. Often 

diffi cult to work with 
or frequently delayed 

the group.

Comments/explanation for rating

 15  Assessing indvidual contributions

Name: ________________________________________________________________________________

Student assessor: ___________________________________________________________________

Pre-screen
materials

Determine 
grouping plan

Consider use of peer 
and self-assessment
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Outstanding
Well developed

Competent
Underdeveloped

Offers careful 
and fair assessment

Student appears to 
have been very careful 

and fair in carrying out 

the assessment.

Student appears to 
have made some 

effort to carefully and 
fairly carry out the 

assessment.

Student appears to 
have been inconsistent 

or somewhat unfair 
in carrying out the 

assessment. 

Student appears to 
have been careless or 

very unfair in carrying 
out the assessment.

Comments/explanation for rating

Offers reasonable ratings 
All ratings appear very 

reasonable and are 
highly consistent with 

reliable assessments 
made by other students 

and the teacher’s own 
observations.

All ratings appear 
reasonable and are 

generally consistent 
with reliable assessments made by 

other students and 
the teacher’s own 

observations. 

Most ratings are 
somewhat reasonable, 

but some are not 
consistent with assessments made 

by other students or 
the teacher’s own 

observations.

Most ratings are highly 

questionable and differ 

signifi cantly from 
reliable assessments 

made by other students 

and the teacher’s own 
observations.

Comments/explanation for rating

Explains reasons for ratings 
All ratings are supported with specifi c 

and very convincing 
explanations.

Ratings are supported with somewhat convincing 
explanations. 

Ratings are supported 
with explanations that 

may sometimes be 
vague or unconvincing.

Ratings are not supported with appropriate explanations.

Comments/explanation for rating

 16  Assessing student assessments

Names: ________________________________________________________________________________

Student assessor: ___________________________________________________________________

Pre-planning

1. The historical documents in this challenge and in others in the publication 
contain	some	language	and	express	sentiments	that	are	mean-spirited	and	
racist. Decide whether any of the documents are too sensitive for use in 
your classroom. Caution students about the contents of these materials and 
suggest suitable ways to respond when encountering racist comments. You 
may	want	to	communicate	with	parents	about	the	inflammatory	nature	of	
some of the documents, assuring them that this resource was supported 
by a coalition of groups whose mission is to increase cultural and racial 
understanding.

2.	 Throughout	this	unit,	students	are	assigned	to	one	of	five	teams—each	
representing	one	of	five	featured	cultural	groups.	If	you	prefer	smaller	
teams, assign two teams to each cultural group. Two sets of supplementary 
documents for each featured group accompany this resource so that you 
may	organize	students	into	small	groups.	(The	principal	reason	for	the	
supplementary sets of documents is to provide students with high quality 
copies of the historical images, without need of photocopying.) Additional 
sets	of	documents	may	be	obtained	from	the	publisher	(www.tc2.ca).	We	
recommend changing the cultural group assigned to each team for each 
challenge,	so	that	by	the	end	of	the	unit	all	students	will	have	examined	
materials through four different cultural lenses.

3. Group work is an important part of this chal-
lenge and the rest of the unit. The rubric 
found on Assessing individual contributions 
(Blackline	Master	#15)	may	be	used	at	the	
end of each challenge for self-, peer-, and/
or teacher assessment. We do not recom-
mend assigning marks based on students’ 
assessments. However, to encourage 
thoughtful peer- and self-assessment, 
you may want to grade the quality 
of the assessments that students of-
fer. Assessing student assessments 
(Blackline	Master	#16)	is	provided	
for this purpose. More generally, 
all the rubrics found in this unit al-
low space for students to rate and 
comment on their own or others’ 
work. Because of its value as a 
learning strategy, we encour-
age you to structure peer- and 
self-assessment into each lesson 
and, if desired for accountability 
purposes, to evaluate students’ as-
sessments using Blackline Master 
#16.



Exploring identity, inclusion and citizenship 4 The Critical Thinking Consortium

4. A number of terms found in the student materi-
als	are	defined	in	Glossary	(Blackline	Master	
#1A–B). You may wish to distribute a copy 
of this blackline master as you begin the unit 
or	simply	provide	students	with	definitions	
of these and other terms as needed. Prior to 
examining	any	of	the	primary	or	second-
ary	sources,	you	may	want	to	explain	any	
difficult	words	and/or	invite	student	to	
inquire about confusing words while 
they read.

Session One: Introduce the foundational concepts

1.	 Introduce	students	to	the	core	concept	running	throughout	this	unit—the	
notion	of	an	inclusive	society—by	asking	them	to	consider	the	following	
question:	Do	we	live	in	a	free	and	equal	society	today?	Give	students	three	
to	five	minutes	to	write	down	their	answer,	supported	with	a	few	examples	
or reasons. Ask students to share their thoughts with a partner, and then 
with	another	pair,	and	finally	with	the	entire	class.	
Record their responses on the board for reference 
later in the lesson. 

2. Arrange students in a line across the room, where 
there	is	sufficient	space	for	them	to	move	a	doz-
en steps backwards and forwards. Cut out one 
set of the role cards found on Inclusive society 
role cards	(Blackline	Master	#2).	Preview	the	
role cards before distributing to students, 
as some of the roles touch upon sensitive 
issues. Remove any role cards that are in-
appropriate for your class. Distribute one 
card to each student. Ask students not to 
reveal their role to fellow students until 
instructed	 to	do	 so.	Explain	 that	you	
will	read	approximately	10–15	state-
ments asserting various freedoms and 
opportunities. Students are to step 
forward each time a statement is 
true for their assigned role, or step 
back each time a statement is false. 

Decide on use 
of glossary

Exploring identity, inclusion and citizenship 
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 1A Glossary

Explore views
 on inclusion

Introduce 
inclusion role play
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l
d
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 2  Inclusive society role cards

Young Canadian-born 
woman of Asian descent in 

wheelchair

Middle-aged woman who 

adheres strictly to her 
religious beliefs

Immigrant child with no 

knowledge of English

Immigrant mother of three 

with no job or family support 

in Canada 

Housebound senior citizen 

male with some family 
support in Canada

Mother of two from South 

America with abusive hus-

band and no family supportNew immigrant who does not 

speak English, has no family 

support

Older Canadian-born man of 

European descent

Immigrant father of three 

with no job or family support 

in Canada

New immigrant with family 

support in Canada

Older woman of colour born 

in Canada

Senior citizen living in assisted 

care home, second-generation 

Canadian

Female teenaged employee, 

born in Canada, working to 

help family fi nancially
Unemployed young female 

born in Canada living on 

streets with no family supportYoung man from New 
Zealand, migrant worker at 

Whistler

New immigrant with no 

family support in Canada

Filipino nanny working in 

Canadian family’s home Male employer, not born in 

Canada, trying to build up 

family business 

Lesbian born in Canada of 

European descent
Young First Nations female 

with high school education

Young woman from Ghana 

with HIV and little family 

support

Older gay man not born in 

Canada but has lived here 

most his life

Young physically disabled 

male with some job skills

Young First Nations male with 

university education

Young Inuit female attending 

college in southern Canada 

with no family support
Latin American migrant 

worker employed on tempo-

rary construction project
Refugee who fl ed a civil war 

to come to Canada and had 

little opportunity for educa-

tion
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3. Read out the statements on Inclusive society indicators	(Blackline	Master	
#3), one at a time. After reading each one, ask students to decide whether 
that statement is true or false for their assigned 
role, and to move backwards or forwards ac-
cordingly. Clarify that students in different roles 
will move forwards and backwards at different 
rates. Encourage students to make an educated 
guess if they are unsure whether a statement 
is true or untrue for their assigned role. It is 
not necessary to read out all the statements; 
instead, choose those statements that will 
have the most impact and relevancy for 
your class.

4. After completing the activity, ask students to read out their role 
cards, and discuss the “progress” they made and the implications for 
inclusion:

•	 Were	they	able	to	advance	or	did	they	retreat?	

•	 Who	reached	the	front	of	the	room	first?	Why	is	that	so?

•	 Who	are	the	privileged	in	Canadian	society?	Who	are	the	disadvan-
taged?

 Ask students to identify criteria that indicate an inclusive society. Draw 
out	key	defining	factors,	including	the	following.	An	inclusive	society:

•	 ensures	that	people	have	access	to	rights,	benefits,	and	opportunities,	
including property ownership, citizenship rights, equality of economic 
opportunities, and political and religious freedom;

•	 welcomes	diversity,	respects	individuals	and	groups	who	are	differ-
ent from the mainstream, and does not require them to integrate or 
assimilate—they	can	choose	to	be	different;

•	 removes	barriers	to	equality	and	works	proactively	to	remove	systemic	
barriers to the effective participation of individuals or groups and, in 
so doing, promotes equality of opportunity.

 Ask students if they want to add to or revise the opinions they offered 
by at the beginning of the lesson about the state of inclusivity in Canada. 
Encourage students to see that the answer may depend largely upon the 
social group from whose perspective the question is asked.

Read the opportunity 
statements

Exploring identity, inclusion and citizenship 
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 3  Inclusive society indicators

criteria met by 
inclusive society

Debrief the
lessons learned
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5.	 Throughout	the	unit,	students	assume	the	roles	of	five	featured	groups	
whose varying perspectives mean that the 
story or account of events they offer will 
likely alter because of their points of view 
and	experiences.	In	this	respect,	each	group	
offers a “pivotal voice” on the historical 
period. Because no two people are identi-
cal, each of us, strictly speaking, has a 
distinct perspective. However, our use 
of the term “pivotal” implies more 
than a subtle difference in outlook, 
but	a	significantly	different	set	of	in-
terests,	experiences,	and	conditions	
that shape our view of the world. 
Distribute a copy of Exploring 
pivotal voices (Blackline	Master	
#4)	 to	 each	 pair	 of	 students	 to	
introduce the notion of a pivotal 
voice—that	the	explanation	and	
sense made of events “pivot” 
according	to	the	experiences,	
values, and perceptions of those who 
are involved.

6.	 After	reading	the	scenario	with	the	entire	class,	explain	the	idea	of	a	“piv-
otal voice.” The term refers to individuals or groups who are central or 
key	to	historical	events,	and	whose	perspective	on	an	event	significantly	
shapes the sense they make of the event. Ask students to work with a 
partner	to	decide	which	of	the	characters	mentioned	in	the	story	(Paul,	
Amanda,	Mrs.	Brown,	Sammy,	Mr.	and	Mrs.	Chang,	the	police	officer)	are	
pivotal voices and which are not. If two individuals had generally similar 
experiences	and	points	of	view	on	a	topic,	they	would	not	represent	distinct	
or pivotal voices. Ask students to share their answers and their reasoning 
for	who	does,	and	who	does	not,	offer	a	pivotal	voice.	(There	is	no	reason	
to suspect that Mr. and Mrs. Chang will have differing perspectives from 
each	other;	as	well,	the	police	officer	may	have	a	similar	perspective	to	
that of the Changs, although a preoccupation with the legal aspects may 
present a reason for distinguishing this perspective).

7. Divide students into pairs that represent one of the following perspec-
tives:

a. Paul, 17 years old, has recently received his driver’s licence

b. Mrs. Brown, 65 years old, is driving to the grocery store

c. Amanda, Paul’s friend, is a passenger in his car as they head towards 
the beach

d. Sammy, 15 years old, is riding her bike across the pedestrian cross-
walk

e. Mr. and Mrs. Chang, a couple in their seventies, witnesses the last 
seconds of the accident while sitting on a park bench near the cross-
walk

Exploring identity, inclusion and citizenship 
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The three most  
1.

signifi cant facts leading up to the 2. 
accident 

3.The two people  
Names 

Reasons

most responsible  1. 

1.

for the accident  and why 

2. 

2.

The best reasons  
Names 

Reasons

that support the  
1. 

1.

innocence of the other two people  2. 

2.

involved in the accident

 4  Exploring pivotal voices

Introduce the notion 
of pivotal voice

Identify the 
perspectives in 

the scenario

Compare accounts 
of the incident

pivotal voice

perspective
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f.	 the	police	officer	(if	students	see	this	perspective	as	offering	a	pivotal	
voice).

	 Invite	students	to	use	Blackline	Master	#4	to	record	their	answers	to	the	
following	questions	from	the	point	of	view	of	their	assigned	role:

•	 What	are	the	three	most	significant	facts	leading	up	to	the	accident?

•	 Which	two	of	the	four	people	involved	are	most	responsible	for	the	
accident and why are they responsible?

•	 What	are	the	best	reasons	to	support	the	innocence	of	the	other	two	
people involved in the accident?

8.	 Arrange	for	students	to	report	their	findings	to	the	rest	of	the	class.	As	a	
class,	discuss	the	following	questions:

•	 How	do	the	various	responses	differ?

•	 What	is	similar	between	and	among	the	perspectives?	Did	students	
who had the same assigned role offer generally similar responses?

•	 How	does	the	perspective	of	the	person	affect	his/her	report?

•	 What	have	you	learned	about	how	“pivotal	voices”	shape	the	writing	
of	history?	(Do	students’	textbooks	present	history	consistently	from	
various perspectives?)

Session Two: Introduce the historical investigation

1.	 Divide	students	into	five	teams	(or	ten	teams	if	you	want	to	double	up	
on the cultural groups), each representing one of the featured groups 
(Aboriginal,	Chinese,	European,	 Japanese,	 and	South	Asian).	Explain	
that students will change the featured group they represent as they 
proceed through the other activities in the unit. Encourage students to 
listen carefully to the other teams’ presentations so that they will have 
the background they need when they assume other roles. Provide each 
student	team	with	a	set	of	the	appropriate	documents	for	its	first	assigned	
cultural	group:

•	 Aboriginal	 Documents	A1–A6

•	 Chinese	 Documents	C1–C6

•	 European	 Documents	E1–E6

•	 Japanese	 	Documents	J1–J6

•	 South	Asian	 Documents	SA1–SA6

	 Encourage	each	student	team	to	briefly	examine	the	various	primary	and	
secondary	sources	for	its	featured	group.	Explain	that	these	photographs,	
political cartoons, and letters offer either traces or accounts of social, 
political, and economic conditions in British Columbia at the turn of the 
twentieth century for their assigned group.

Compare accounts 
of the incident

Organize 
student teams
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2.	 OPTIONAL:	As	a	review	of	the	difference	between	primary	and	second-
ary sources, and as a means to preview the documents in their collection, 
ask students to identify whether each document is a primary or secondary 
source of information about the conditions in British Columbia in the 
early twentieth century.

3.	 OPTIONAL:	If	students	have	done	little	in	the	way	of	interpreting	pri-
mary and secondary sources, discuss the ideas found on Understanding 
historical evidence	(Blackline	Master	#5A–B).	As	well,	you	may	wish	
to	provide	them	with	copies	of	the	following	briefing	sheets	or	use	them	
as speaking notes to introduce students to the analysis of particular kinds 
of	historical	documents:

•	 Decoding political cartoons	(Blackline	Master	#6)

•	 Analyzing photographs	(Blackline	Master	#7).

Classify as primary or 
secondary documents

primary or 
secondary source

Provide support for 
historical analysis
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 5A Understanding historical evidence

historical evidence
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 6  Decoding political cartoons
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 7  Analyzing photographs
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4.	 Explain	that	students	are	to	summarize	the	contents	of	each	document	
(who	produced	it,	who	is	likely	the	intended	audience,	and	the	main	mes-
sage	or	elements)	and	then	draw	inferences	(interpret	or	draw	conclusions	
based on evidence) about the historical inclusion or non-inclusion of their 
assigned	group.	Review	the	key	features	of	an	inclusive	society	(e.g.,	
ensures	equal	access	to	rights	and	benefits,	welcomes	diversity,	does	not	
require people to adopt mainstream ways, actively encourages equality 
of opportunity). Distribute a copy of Interpreting the documents (Black-
line	Master	#8)	to	each	student.	Provide	an	example	of	an	inference	that	
students	might	draw	(e.g.,	an	individual	chose	or	was	pressured	to	adopt	
the practices of mainstream society) and evidence from the document 
that	supports	the	inference	(e.g.,	individuals	in	the	picture	are	wearing	
“European”-style clothing). Point out that 
students are to draw tentative inferences about 
the state of social-cultural, political-legal 
and economic-class inclusion. If necessary, 
define	 the	 three	 dimensions	 and	 invite	
students	to	offer	examples	of	inferences	
that	would	fit	each	category.	For	example,	
how might clothing indicate economic 
or social inclusion or non-inclusion? 
Point out that not all sources will have 
an inference for each of the three 
dimensions and some inferences 
may	fit	into	more	than	one	category.	
Using the rubric on Assessing the 
interpretations	(Blackline	Master	
#9), clarify the criteria for the 
assignment	(accurately	describe	
the contents, identify relevant 
evidence, and offer plausible 
inferences about inclusion). If 
desired,	lead	the	class	through	an	example	
from one of the documents, summarizing 
the document, showing how to draw 
inferences for one or more of the three 
dimensions, and supporting each infer-
ence with evidence from the docu-
ment.

Introduce the drawing 
of inferences

inference

criteria for 
defensible 
inference

data chart

Exploring identity, inclusion and citizenship 

75 

The Critical Thinking Consortium

 8  Interpreting the document

Names: ________________________________________________________________________________

Featured group: ___________________________________________________________________

Document: ___________________________________________________________________________

Document overview and summary of contents

 

Evidence from the text or image 

Inferences about inclusion/

 

 

non-inclusion of the featured group

Social orcultural

Politicalor legal

Economicor class
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Outstanding
Well developed

Competent
Underdeveloped

Accurately summarizes document
For every document 

analyzed, offers a 
clear, detailed, and 

accurate summary of its 

contents.

For almost every 
document analyzed, 

offers a generally clear 
and accurate summary 

of its contents.

For most documents 
analyzed, offers a few 

accurate details about 
the contents.

Offers few accurate 
details about the 

contents of any of the 
documents analyzed.

Comments/explanation for rating

Identifi es relevant evidence
For every document 

analyzed, identifi es 
several highly relevant 

pieces of evidence.

For almost all documents analyzed, 
identifi es a few 

relevant pieces of 
evidence.

For most documents 
analyzed, identifi es at 

least two relevant but 
largely obvious pieces 

of evidence.

For most documents 
analyzed, struggles 

to identify even the 
most obvious pieces of 

evidence.

Comments/explanation for rating

Offers plausible inferences
For every document 

analyzed, offers several 

plausible inferences 
about one or more 

dimensions of inclusion.

For almost every 
document analyzed, 

offers a few generally 
plausible inferences 

about one or more 
dimensions of inclusion.

For most documents 
analyzed, offers one 

or two plausible 
inferences about one 

or more dimensions of 
inclusion.

Offers almost no 
inferences about 

inclusion that are 
justifi able, given the 

evidence.

Comments/explanation for rating

 9  Assessing the interpretations

Names: ________________________________________________________________________________

Student assessor: ___________________________________________________________________
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knowledge 
of historical 
conditions

Analyze the remaining 
documents

5. Invite students to select a document to begin with. Decide whether all 
members of each team will work individually, in pairs, or collectively 
to complete Blackline Master #8 for the sample document. The easi-
est	document	 to	analyze	may	be	 the	political	cartoon	(Document	#3).	
Ask students to clearly describe the document and then look for several 
inferences with supporting evidence about one or more dimensions of 
inclusion.	Encourage	students	to	examine	documents	carefully,	attending	
to detail as a detective would when looking for clues to solve a crime. 
After students have analyzed one sample document and recorded their 
findings	on	Blackline	Master	#8,	arrange	for	them	to	self-	or	peer-assess	
their work using the assessment rubric on Blackline Master #9. Allow 
time to discuss how they have done on the assignment and what questions 
they might have.

6.	 OPTIONAL:	If	students	had	difficulty	interpreting	the	sample	document	
because	they	lacked	sufficient	historical	background	to	the	events,	dis-
tribute	and	review	the	timelines	(Blackline	Masters	#19,	21,	23,	25,	27)	
for	each	group	that	are	proposed	for	use	in	the	next	critical	challenge.

Session Three: Interpret the historical evidence 

1. Distribute additional copies of Blackline Master #8 so that each team 
has one copy for each remaining document they are to analyze for their 
assigned group. 

2.	 After	students	have	completed	analyses	of	their	six	assigned	documents,	
invite	them	to	discuss	their	collective	findings	with	other	team	members.	
You may want students to self- or peer-assess 
each other’s interpretations using Blackline 
Master # 9. 

3. Provide every student with a copy of Evidence 
of inclusion	(Blackline	Master	#10).	Direct	
each team to assemble all of the completed 
copies of Blackline Master #8 and sum-
marize	 the	most	 important	 examples	of	
inclusion and non-inclusion on this mas-
ter sheet. Encourage students to consider 
evidence from various documents to 
corroborate	or	refine	their	inferences.	
Reassure students that they may not 
find	an	equal	number	of	examples	in	
all dimensions of inclusion and non-
inclusion. Invite students to use the 
rubric in Assessing the evidence 
(Blackline	Master	#11)	to	assess	
other team members’ charts. If 
desired, arrange for team members 
to assess each other’s contribu-
tions using Blackline Master #17. 
Collect and assess each team’s completed copies 

Analyze a 
sample document

attention 
to detail

Provide additional 
context

Share findings 
within teams

Assemble evidence

Exploring identity, inclusion and citizenship 

77 

The Critical Thinking Consortium

 10  Evidence of inclusion
Names: ________________________________________________________________________________

Featured group: ___________________________________________________________________
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Outstanding
Well developed

Competent
Underdeveloped

Accurately identifi es important examples

Accurately identifi es 
the most important 

examples of inclusion 
and non-inclusion for 

all three dimensions,

Accurately identifi es 
some of the important 

examples of inclusion 
and non-inclusion for 

the three dimensions of 

inclusion.

Accurately identifi es 
some examples of 

inclusion and non-
inclusion for most 

dimensions, but 
important examples are 

missing or inaccurate.

Very few examples 
are provided that are 

both accurate and 
important.

Comments/explanation for rating

 11  Assessing the evidence
Names: ________________________________________________________________________________

Student assessor: ___________________________________________________________________
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Present findings 
to the class

of	Blackline	Masters	#8	and	10,	prior	to	sharing	their	findings	with	the	
rest of the class.

Session Four: Share each team’s findings

1.	 Arrange	for	each	 team	to	share	 its	findings	with	other	class	members	
through	an	informal	presentation	that	explains	key	evidence	recorded	on	
Blackline	Master	#10.	Suggest	that	students:

•	 take	about	five	minutes	to	present;

•	 describe	 only	 the	most	 important	 examples	 of	 inclusion	 and	 non-
inclusion	 in	 each	of	 the	 three	areas	 (social-cultural,	 political-legal,	
and economic-class);

•	 clearly	articulate	and	speak	at	a	reasonable	pace	so	other	students	can	
record information during the presentation.

	 Direct	students	to	make	notes	on	examples	of	
inclusion and non-inclusion for each featured 
group as they listen to the four other student 
teams’ presentations. Distribute a copy of 
Summary of evidence	 (Blackline	 Master	
#12) to each student for this purpose.

2.	 Before	moving	to	the	final	task,	invite	stu-
dents	to	use	the	first	criterion	on	Assessing 
the comparisons	(Blackline	Master	#13)	to	
peer-assess the summaries they recorded 
on Blackline Master #12. Collect the 
activity sheets and scored assessment 
rubrics for review.

Peer-assess 
the findings
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 12  Summary of evidence
Names: ________________________________________________________________________________

F
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Outstanding
Well developed

Competent
Underdeveloped

Identifi es examples of inclusion and 
non-inclusion

For each group, 
identifi es several key 

examples of inclusion 
and non-inclusion 

for each of the three 
dimensions.

For most groups, 
identifi es a few key 

examples of inclusion 
and non-inclusion 

for each of the three 
dimensions.

For most groups, 
identifi es only obvious 

examples of inclusion 
and non-inclusion.

For most groups, 
identifi es very few 

examples of inclusion 
and non-inclusion for 

any of the dimensions.

Comments/explanation for rating

Provides plausible ratings
All the ratings are 

provided and each 
rating is highly plausible.

Almost all the ratings 
are provided, and each 

rating is plausible.
Most ratings are 

provided and are 
somewhat plausible.

Many ratings are 
missing or implausible.

Comments/explanation for rating

Justifi es overall ratings
Provides several 

convincing examples 
to support the overall 

rating for each group.

Provides a few generally convincing 
examples to support 

the overall rating for 
most groups.

Provides one or two 
relevant, but not 

always convincing, 
examples to support 

the overall rating for 
each group.

Provides almost no 
relevant examples to 

support the overall 
rating for each group.

Comments/explanation for rating

 13  Assessing the comparisons

Names: ________________________________________________________________________________

Student assessor: ___________________________________________________________________
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Assess the 
interpretation of 

documents

Assess knowledge of 
the assigned group

Assess understanding of 
inclusion for all groups

3. As a culminating task, perhaps for homework, 
ask students to create a report card on the 
level	of	inclusion	of	each	of	the	five	featured	
groups. Distribute a copy of Report card on 
inclusion	 (Blackline	Master	 #14).	 Direct	
students to use the information recorded on 
Blackline Masters #10 and #12 to assist 
them in rating the degree of inclusion for 
each	group	 in	 the	 three	 areas	 (social-
cultural, political-legal, and economic-
class). Direct students to use the rating 
scale to assign their letter grades. 
A	high	grade	(A)	would	indicate	a	
high level of inclusion, while a low 
grade	(D)	would	suggest	aggres-
sive	exclusion.	Review	the	second	
and third criteria on the rubric 
found on Blackline Master #13 
prior to completing the task. 
Remind students that groups 
may	experience	different	levels	of	
inclusion in various dimensions. After assign-
ing	specific	grades	and	an	overall	grade	for	each	group,	ask	
students to justify their overall grades in the space provided. Encourage 
students	to	provide	specific	evidence	and	examples	in	their	rationale.

Evaluation

1. Assess students’ ability to draw inferences from the primary and secondary 
documents as recorded in Interpreting the documents	(Blackline	Master	
#8) using the rubric found in Assessing the interpretations	 (Blackline	
Master #9). According to the rubric, the assignment is assessed on three 
criteria;	a	student	should:

•	 accurately	and	clearly	summarize	the	contents	of	the	document;

•	 identify	relevant	evidence;

•	 offer	plausible	inferences	about	inclusion.

2. Assess students’ knowledge of inclusion and non-inclusion of their as-
signed group as recorded in Evidence of inclusion	(Blackline	Master	#10)	
using the rubric found on Assessing the evidence	(Blackline	Master	#11).	
According to the rubric, students are assessed on their ability to accurately 
identify	the	most	important	examples	of	inclusion	and	non-inclusion.

3.	 Assess	 students’	 ability	 to	 identify	 examples	 of	 inclusion	 and	 non-
inclusion and to assess the degree of inclusion for other featured groups 
as recorded on the Summary of evidence	 (Blackline	Master	 #12)	 and	
Report card on inclusion	(Blackline	Master	#14)	using	the	rubric	found	
on Assessing the comparisons	(Blackline	Master	#13).	According	to	the	
rubric,	the	first	assignment	is	assessed	on	students’	ability	to	accurately	
identify	key	examples	of	inclusion	and	non-inclusion	for	the	four	groups	

rating scale

Rate the levels 
of inclusion
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 14  Report card on inclusion
Names: ________________________________________________________________________________
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they did not research. The second assignment is assessed on two criteria; 
a	student	should:

•	 provide	 plausible	 dimension-specific	 and	 overall	 ratings	 for	 each	
featured group;

•	 support	the	overall	rating	for	each	group	with	specific	evidence	and	
examples.

4. Assess students’ ability to work effectively within their teams using the 
rubric found in Assessing individual contributions	 (Blackline	Master	
#15). According to the rubric, team work is assessed on two criteria; each 
student	on	a	team:

•	 contributes	to	successful	completion	of	the	assigned	tasks;

•	 interacts	co-operatively	to	support	other	team	members.

5. Assess students’ ability to assess their own work and that of their col-
leagues as recorded on any of the assessment rubrics used in these lessons 
using the rubric found on Assessing student assessments	(Blackline	Master	
#16). According to the rubric, student assessments are assessed on three 
criteria;	a	student	should:

•	 offer	careful	and	fair	assessment;

•	 offer	reasonable	ratings;

•	 provide	thoughtful	explanations	of	all	ratings.

Assess individual
student contributions

Assess peer- and
self-assessment
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 1A Glossary

Aboriginal 
Aboriginal describes people who lived in a place prior 
to colonial occupation; in Canada, Aboriginal is used to 
refer to First Nations, Inuit, and Métis.

agency  
Exerting	power	or	influence	to	achieve	an	end.	A	means	
of control over one’s actions and/or surroundings to effect 
change.

assimilation 
In the case of cultural groups, the process whereby a 
minority group takes on the practices, customs, and 
attitudes of the majority culture. Assimilation may be 
voluntary, or it may be imposed upon groups wishing to 
maintain their own ways of life.

citizenship 
A person is a citizen of a country with political boundaries 
and as such has certain rights, powers, and privileges as 
well as obligations, duties, and liabilities.

Continuous Journey Order-in-Council
To stop immigration from India, the Canadian  government 
created a regulation that required immigrants to purchase 
a single ticket for travel. At that time, no shipping line 
sailed directly from India to Canada without stopping 
along	the	way	in	 the	Far	East	(at	places	such	as	Hong	
Kong). The government also told shipping companies 
not	to	issue	through	tickets	(tickets	for	one	continuous	
journey	in	two	stages).	This,	in	effect,	stifled	South	Asian	
immigration to Canada.

discrimination  
Any action or behaviour that causes a person to be treated 
in an unfair, hurtful, or in a way that is different from the 
way others are treated. People may discriminate because 
they have a prejudice against someone or because they 
hold stereotypical ideas about a group. 

genocide 
The deliberate and systematic destruction of an ethnic, 
racial, religious, or national group. Cultural genocide 
refers to the destruction of the cultural life of a group, 
but not necessarily the death of its people.

identity 
How	 persons	 or	 groups	 come	 to	 define	 themselves	 as	
unique entities and also in relation to others. This may 
also	include	collective	aspects—characteristics	by	which	
an individual is recognizable as a member of a group.

immigrant 
Someone who leaves their homeland to come to a new 
place or country to settle. Immigrants may be motivated 
by	push	factors	—negative	conditions	that	cause	them	to	
want	to	leave	their	original	home,or	pull	factors—positive	
features that attract them to their new homeland.

inclusive society 
An inclusive society is one where various groups are 
respected and accepted by each other, and share relatively 
equal access to rights and opportunities, including 
property ownership, citizenship rights, equality, and 
economic, political, and religious freedom. An inclusive 
society welcomes various groups but does not require 
integration—individuals	 and	 groups	 are	 allowed	 to	 be	
different. Inclusive societies work proactively to remove 
systemic barriers to the effective participation of an 
individual or group and, in so doing, promote equality 
of opportunity.
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internalized racism 
Occurs when people who are the target of a particular 
form of prejudice are socialized to become victims. People 
or communities that confront racism on a daily basis are 
under constant stress and attack.

Komagata Maru 
This	ship	arrived	in	Vancouver	harbour	on	May	23,	1914.	
On board were 376 South Asians who wished to immigrate 
to Canada. Passengers were refused entry into Canada 
because of the Continuous Journey Order-in-Council 
(see	above).	After	two	months	of	legal	debate,	the	order	
was upheld and the South Asian passengers were forced 
to return to India. 

migrant workers 
These are workers who temporarily but quite regularly 
leave their home, whether foreign or domestic, to work 
in another geographic region.

Order-in-Council
Order created by Cabinet or a committee of Cabinet and 
formally approved by the Governor General. These orders 
can be enforced by the courts.

pivotal voices
In	 the	 context	 of	 this	 resource,	 refers	 to	 individuals	 or	
groups who are central or key to historical events, and 
whose perspective on an event shapes the sense they 
make of the event. In this respect the stories or accounts 
of	 events	 “pivot”	 according	 to	 the	 experiences,	 values	
and	 perceptions	 of	 those	 who	 are	 involved.	 The	 five	
featured	groups	 examined	 in	 this	 resource	 (Aboriginal,	
Chinese, European, Japanese, South Asian) had differing 
perspectives on Canadian society in 1907 because of their 
unique	points	of	views	and	experiences.

prejudice 
A set of negative attitudes or beliefs about a group of 
people. These preconceived notions are used to justify the 
idea that some groups of people, because of their common 
traits	and	characteristics	(such	as	skin	colour,	economic	
class,	gender,	age,	sexual	orientation,	or	religion)	are	less	
worthy than other groups.

racism 
A belief, a set of values, an attitude, and/or a group of 
assumptions that cause people to construct a negative 
stereotype of a group of people based on their “racial” 
background. Race is a social and political construct that 
is used to describe not only physical differences, but 
differences based on ethnic and cultural background, 
place of origin, religion, and other traits. Racism creates 
a hierarchy of worthiness, wherein some groups are less 
valued or seen to be less important than others and thus less 
empowered	to	direct	their	lives	and	influence	society.

non-inclusive society 
A	 society	 where	 some	 groups	 are	 excluded	 from	
participating	 equally	 in	 society—sometimes	 physically	
separated but also set apart through laws, customs, 
opportunities,	and	other	forms	of	social	control—and	thus	
denied the advantages available to others. Non-inclusion 
actions can range from forced assimilation to cultural 
genocide and from apartheid to ethnic cleansing.

stereotype 
A trait or characteristic that we believe most or all members 
of a group of people possess. Even positive stereotypes are 
harmful in that they cause us to see and judge people not on 
their individual merits, but by their group membership. 

 1B 
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 2  Inclusive society role cards

Young Canadian-born 
woman of Asian descent in 
wheelchair

Middle-aged woman who 
adheres strictly to her 
religious beliefs

Immigrant child with no 
knowledge of English

Immigrant mother of three 
with no job or family support 
in Canada 

Housebound senior citizen 
male with some family 
support in Canada

Mother of two from South 
America with abusive hus-
band and no family support

New immigrant who does not 
speak English, has no family 
support

Older Canadian-born man of 
European descent

Immigrant father of three 
with no job or family support 
in Canada

New immigrant with family 
support in Canada

Older woman of colour born 
in Canada

Senior citizen living in assisted 
care home, second-generation 
Canadian

Female teenaged employee, 
born in Canada, working to 
help family financially

Unemployed young female 
born in Canada living on 
streets with no family support

Young man from New 
Zealand, migrant worker at 
Whistler

New immigrant with no 
family support in Canada

Filipino nanny working in 
Canadian family’s home

Male employer, not born in 
Canada, trying to build up 
family business 

Lesbian born in Canada of 
European descent

Young First Nations female 
with high school education

Young woman from Ghana 
with HIV and little family 
support

Older gay man not born in 
Canada but has lived here 
most his life

Young physically disabled 
male with some job skills

Young First Nations male with 
university education

Young Inuit female attending 
college in southern Canada 
with no family support

Latin American migrant 
worker employed on tempo-
rary construction project

Refugee who fled a civil war 
to come to Canada and had 
little opportunity for educa-
tion
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 3  Inclusive society indicators

 1. You have the ability to travel easily and 
anywhere in your community.

 
 2.  You have access to free health care.

 3.  You are able to stay in Canada as long as 
you like.

	 4.	 	You	have	some	control	over	the	work	that	
you do each day.

 5.  You have the freedom to enter, stay in, and 
leave Canada freely. 

 6.  You do not fear for your safety.

 7.  You feel included in society.

 8.  You do not feel isolated in your life.

	 9.	 	 Canada	 provides	 you	 with	 excellent	
educational opportunities.

	10.	 	You	are	free	to	join	whichever	group(s)	you	
choose.

 11.  You believe you have equal protection 
and benefit under the law, without 
discrimination.

 12.  You have the right to vote.

 13.  You have the ability to live and work 
anywhere in Canada.

	14.	 	You	are	aware	of	the	range	of	community	
support programs in place to help you.

 15. You believe that opportunities are available 
that will help you gain employment easily 
in Canada. 
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Read the following scenario.

Paul	is	a	grade	eleven	student	who	has	recently	received	his	driver’s	licence.	It	is	the	first	nice	
day of summer. Paul is driving down Main Street with his friend Amanda to meet up with their 
friends at the beach. They come up behind a vehicle operated by Mrs. Brown, who is driving 
10 km/h below the 50 km/h speed limit. Paul follows behind Mrs. Brown for a while. Amanda 
is impatient to get to the beach and pesters Paul to speed up. Paul is reluctant to pressure the 
older driver, but honks his horn twice to remind Mrs. Brown that she is driving slowly. Mrs. 
Brown	increases	her	speed	a	few	km/h.	A	fifteen-year-old	named	Sammy	is	riding	her	bike	
while listening to an MP3 player. As Sammy reaches a clearly marked pedestrian crosswalk on 
Main Street, she notices cars coming from both directions. Because she is crossing a pedestrian 
walkway, she knows that the cars must stop for her. She barely pauses at the walkway before 
biking across the street. Mrs. Brown, who is thinking of pulling over to allow Paul to pass her, 
does not see Sammy until the last second. When she does, she slams on her brakes, but her car 
slowly skids into the bike, knocking Sammy over. Paul also slams on his brakes, but he is too 
late. He rear-ends Mrs. Brown’s car. A couple in their seventies, named Mr. and Mrs. Chang, 
are sitting on a bench close to the pedestrian crossing. At the last second, they look up and 
witness Sammy getting hit and the collision of the two cars. Soon after the accident, a police 
officer	arrives	to	interview	everyone	on	the	scene.

Fill in the following chart from the perspective of one of the characters in this story.

The three most  1.
significant facts 
leading up to the 2. 
accident
 3.

The two people  Names Reasons
most responsible  1. 1.
for the accident  
and why 2. 2.
 

The best reasons  Names Reasons
that support the  1. 1.
innocence of the 
other two people  2. 2.
involved in the 
accident

 4  Exploring pivotal voices
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 5A Understanding historical evidence

Understanding the sources and limitations of historical 
evidence is necessary if students are to appreciate the 
tentative nature of historical knowledge.

Learning about primary sources of information helps 
students understand that history is not simply a description 
of “what happened.” We cannot know what happened 
unless we learn about it through sources that have been 
left	 behind	 and	 discovered—these	 sources	 may	 be	
artifacts	(e.g.,	tools,	photographs,	buildings,	drawings),	
documents	 (e.g.,	wills,	 catalogues,	 posters),	 or	written	
and oral descriptions. Learning about secondary sources 
of	 information	enables	 students	 to	 approach	 textbooks	
and	other	historical	accounts	with	a	critical	eye—viewing	
them not as “the truth” about the past, but as one 
perspective	that	may	or	may	not	be	justifiable	given	the	
available historical record.

Various aspects are key to understanding historical 
evidence.

Historical evidence is not the same as historical 
information. Evidence is information offered to establish 
a fact or point in question. This means that any particular 
piece of information about the past becomes evidence 
only in response to a historical theory, issue, or problem. 
If students are simply recalling facts about the past, they 
are not dealing with historical evidence. Information 
becomes evidence only if students are asked to offer 
reasoned arguments, draw warranted conclusions, or 
construct plausible accounts.

Evidence is derived from two categories of information 
sources. Evidence can be found in primary or secondary 
sources. A source is primary if it is original or first-hand 
in terms of time and access to the event. A secondary 
source is a one that has been constructed from other 
sources of information—it is second-hand; it is not direct 
in its access to the past. Primary sources can be natural 
records	(e.g.,	 rings	of	a	 tree,	 fossils,	volcanic	ash,	soil	
samples)	 or	 constructed	 artifacts	 and	 documents	 (e.g.,	
children’s toys, train schedules, population census data, 
newspaper ads, diaries, or sketches of the day’s events) 
that are from or close to the time under study. Secondary 
sources	 include	 deliberately	 prepared	 accounts	 (e.g.,	
narratives	by	historians,	history	textbooks,	second-hand	

reports,	movies	about	the	past)	and	created	artifacts	(e.g.,	
replicas of lost historical objects, translations of obscure 
documents, reconstructed scenes in a living museum) 
that are produced from information drawn from other 
sources.

Primary sources are our connections to the past. 
Primary sources are the “raw materials” upon which our 
historical conclusions are based. Although many students 
rely	exclusively	on	secondary	accounts	as	their	sources	of	
historical information, they need to appreciate that these 
accounts are dependent upon and only as good as the 
primary sources upon which they are based. The surviving 
primary record only offers glimpses and typically uneven 
glimpses into a given historical event or period.

Information can be drawn from traces or accounts 
of the past. Primary or secondary sources can provide 
accounts or traces of the past. 
•	 Accounts	 describe,	 explain	 or	 “account	 for”	 an	

event. They are a deliberate telling of or summary 
of the event or period. An account can be a primary 
(or	 first-hand)	 source	 of	 information	 (e.g.,	 an	
eyewitness report, trial transcripts) or a secondary 
(or	second-hand)	source	(e.g.,	a	history	textbook,	
documentary	film).

•	 Traces	are	remnants	of	the	past—marks,	documents,	
or other artifacts left behind that might offer clues 
about an event or period. A trace is generally 
understood to be a primary source of information 
(e.g.,	photograph,	ticket	stub,	legal	will).	However,	
traces	 can	 be	 reconstructed	 or	 simulated	 (e.g.,	 a	
staged photograph taken years after the event, 
replica of a lost original object created by consulting 
available records). A “reconstructed” trace is a 
secondary source because it is not actually a remnant 
of the past but a recreation of the remnant based on 
other sources.

Traces can be sources of surprisingly varied pieces of 
historical	information.	For	example,	historic	photographs	
offer us much more than information about their 
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subjects; they also offer clues about the materials used in 
photography at the time, glimpses into the photographic 
style of the period, and insights into the photographer’s 
personal and professional tastes. Even reconstructed 
traces	 (e.g.,	 simulations	 of	 Egyptian	 pyramid-building	
technology, the Trojan horse, ancient seafaring technology) 
can provide useful information about the past.

Accounts can be used as sources of information unintended 
by the author and in this respect these documents serve 
as	traces—they	cease	to	be	used	as	deliberate	reckonings	
but are used to offer clues about other aspects of the past. 
For	example,	a	1920s	high	school	textbook	on	Canadian	
history can be seen as a secondary account of our national 
history,	but	it	may	also	offer	traces	of	textbook	writers’	
conceptions of Canadian history, of the reading ability 

of	 secondary	 students,	 and	 of	 the	 quality	 of	 textbook	
publishing in the 1920s. To make the point in different 
words, secondary or primary accounts can also be used 
as primary traces, depending on the question being asked 
of them.
The validity of evidence depends on its source and 
use. The reason for distinguishing the differing sources 
(primary	or	secondary)	and	uses	(as	traces	or	accounts)	
of evidence is that the criteria for assessing validity 
will vary. As the following chart outlines, primary 
traces are assessed for authenticity, whereas secondary 
(reconstructed)	traces	are	assessed	for	realism;	primary	
accounts are assessed for credibility and secondary 
accounts	for	justifiability.	

 Trace (or clue) including Account (or deliberate reckoning)
 a “reconstructed” trace of the past

Primary Authentic: Is the item actually what it Credible: Has the author provided a full and
source purports	to	be?	(Is	it	a	genuine	artifact	or	has	 faithful	report	of	what	was	seen,	heard,	said,
	 it	been	forged	or	altered?	Was	it	actually	 and	felt?	(Was	she	present	at	the	time?	What
	 produced	at	the	time	by	the	identified	 social	and	contextual	factors	might	influence
 creator?) what she reports?)

Secondary Realistic: Does the item faithfully recreate the Justifiable: Are the conclusions in the account
source original	document	or	object?	(Is	it	a	close	 justifiable?	(Are	the	sources	of	information
 likeness? Are the choices made plausible, reliable? Are relevant facts offered? Is there
 given the available historical record?) other information that might support a
  different conclusion?)

Source:	Adapted	from	M.	Denos	and	R.	Case.	Teaching about Historical Thinking,	Vancouver:	The	Critical	Thinking	Consortium,	2006,	pp	16–19.

 5B 
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 6  Decoding political cartoons

Political cartoons usually appear on the editorial 
page of daily newspapers.  They generally deal 
with historical or current issues and are, in essence, 
visual editorials. Like the writer of an editorial, the 
cartoonist is trying to make a point.

When you look at a political cartoon produced many 
years	ago	you	are	seeing	it	out	of	its	original	context.	
In order to understand the meaning and the message, 
you will need some background information. Once 
you have a general idea of the topic at hand, you can 
start to decode the message the cartoonist is trying 
to convey.

Cartoonists use a variety of techniques to get a 
message across. Caricature is the primary technique 
of	 the	 political	 cartoonist,	 who	 often	 exaggerates	
an individual’s unique characteristics to make them 
easily recognizable. Another important technique is 
the use of analogy, in which one event is represented 
by another. Cartoonists sometimes use words in titles, 
captions, name tags, balloon comments, or dialogue 
to help the viewer.

Facial	 expression	and	body	 language	can	be	used	
as signs to communicate ideas. When you look at 
a political cartoon, you should consider the biases 
of the cartoonist. The cartoonist, after all, is trying 
to make a point. When and where was the cartoon 
published, and in what type of publication? Who is 
portrayed in a favourable manner and who is not? 
Cartoons can display a number of other biases as 
well	 (such	 as	 political,	 religious,	 racial	 or	 ethnic,	
vocational, economic, or gender biases). Once you 
have looked critically at a cartoon, you can try to 
interpret it.

In summary, when you look at a political cartoon 
you	 should	 take	 the	 following	 steps:	 seek	 out	
the necessary background knowledge, determine 
the issue being considered, study the devices the 
cartoonist has used, identify any possible biases, and 
then try to interpret the cartoon. In short, what is the 
cartoon about, what techniques does the cartoonist 
use, and what does it all mean?

Source:	Adapted	from	“Decoding	political	cartoons”	by	Charles	Hou	found	
at:	http://www.collectionscanada.gc.ca/education/008-3050-e.html.	Reprinted	
with permission of the author.
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 7  Analyzing photographs

Like political cartoons, photographs must be carefully 
analyzed. Many people think that photographs have 
no	bias	because	the	image	is	a	snapshot	of	an	exact	
moment in time. However, there are many factors to 
consider when analyzing photographs.

To	start,	ask	a	lot	of	questions.	For	example,	who	
took the picture? The photographer has biased views, 
and	can	 influence	 the	outcome	of	 the	 snapshot.	 It	
is important to remember that a photographer can 
influence,	mislead,	misrepresent,	or	dramatize,	just	
as other artists can, using their own medium. In other 
words, what was the purpose of the photograph? Why 
did the photographer take a picture of this image? 
What was the photographer’s point of view and what 
message was being conveyed? Was it staged to create 
a	particular	effect	or	was	this	a	spontaneous	(candid)	
shot? Was there an interest group who paid to have 
the image taken? Was it created for propaganda, as a 
record of family history, or even as a joke? Moreover, 
as interesting as analyzing the images in the picture 
can be, looking at what was omitted and what lies 
outside the frame of the photograph can be just as 
intriguing. What is missing? Is there a caption, and, if 
so,	does	this	influence	your	reaction	to	the	photograph	
and your understanding of its meaning?

Once you have thought about the photographer and 
the purposes of the photograph, it is time to consider 
the images themselves. Your observations may 
be	 divided	 into	 four	main	 categories:	 background	
knowledge, objective observations, subjective 
reactions, and inferences.

To obtain a deeper understanding of a photograph, 
an observer must have some background knowledge 
about	the	historical	context	of	the	times.	This	is	to	
enable you to understand the political, social, and 
economic	issues	influencing	the	image.	What	is	your	
knowledge of the image, based on your background 
knowledge,	 studies,	 and	 experiences?	 Can	 you	
surmise the geographical location of the image or 
the date or era in which it was created? “Grounding” 
a photograph in a place and space can aid in the 
understanding of the picture.

Next,	 describe	 your	 objective	 observations	 of	
the image. Avoid personal feelings, and instead 
concentrate on the objects, structures, people, facial 
expressions,	and	clothing.	Is	there	an	event	taking	
place? Describe, but do not interpret, what you see.

After this step, interpret your objective observations. 
How does the image make you feel? Describe your 
personal feelings and judgments about it, based on 
what you have seen.

Lastly,	once	you	have	studied	the	historical	context	
of the image, and analyzed it objectively and 
subjectively, it is time to write down your conclusions. 
What can you infer about the photograph now that 
you have analyzed it?
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 8  Interpreting the document
 Names: ________________________________________________________________________________

 Featured group: ___________________________________________________________________

 Document: ___________________________________________________________________________

Document overview and summary of contents

 Evidence from the text or image Inferences about inclusion/
  non-inclusion of the featured group

Social or
cultural

Political
or legal

Economic
or class
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Outstanding Well developed Competent Underdeveloped

Accurately 
summarizes 
document

For every document 
analyzed, offers a 
clear, detailed, and 
accurate summary of its 
contents.

For almost every 
document analyzed, 
offers a generally clear 
and accurate summary 
of its contents.

For most documents 
analyzed, offers a few 
accurate details about 
the contents.

Offers few accurate 
details about the 
contents of any of the 
documents analyzed.

Comments/explanation for rating

Identifies 
relevant 
evidence

For every document 
analyzed, identifies 
several highly relevant 
pieces of evidence.

For almost all 
documents analyzed, 
identifies a few 
relevant pieces of 
evidence.

For most documents 
analyzed, identifies at 
least two relevant but 
largely obvious pieces 
of evidence.

For most documents 
analyzed, struggles 
to identify even the 
most obvious pieces of 
evidence.

Comments/explanation for rating

Offers 
plausible 
inferences

For every document 
analyzed, offers several 
plausible inferences 
about one or more 
dimensions of inclusion.

For almost every 
document analyzed, 
offers a few generally 
plausible inferences 
about one or more 
dimensions of inclusion.

For most documents 
analyzed, offers one 
or two plausible 
inferences about one 
or more dimensions of 
inclusion.

Offers almost no 
inferences about 
inclusion that are 
justifiable, given the 
evidence.

Comments/explanation for rating

 9  Assessing the interpretations
 Names: ________________________________________________________________________________

 Student assessor: ___________________________________________________________________



Exploring identity, inclusion and citizenship 77 The Critical Thinking Consortium

 10  Evidence of inclusion
 Names: ________________________________________________________________________________

 Featured group: ___________________________________________________________________
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Outstanding Well developed Competent Underdeveloped

Accurately 
identifies 
important 
examples

Accurately identifies 
the most important 
examples of inclusion 
and non-inclusion for 
all three dimensions,

Accurately identifies 
some of the important 
examples of inclusion 
and non-inclusion for 
the three dimensions of 
inclusion.

Accurately identifies 
some examples of 
inclusion and non-
inclusion for most 
dimensions, but 
important examples are 
missing or inaccurate.

Very few examples 
are provided that are 
both accurate and 
important.

Comments/explanation for rating

 11  Assessing the evidence
 Names: ________________________________________________________________________________

 Student assessor: ___________________________________________________________________
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 12  Summary of evidence
 Names: ________________________________________________________________________________
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Outstanding Well developed Competent Underdeveloped

Identifies 
examples of 
inclusion and 
non-inclusion

For each group, 
identifies several key 
examples of inclusion 
and non-inclusion 
for each of the three 
dimensions.

For most groups, 
identifies a few key 
examples of inclusion 
and non-inclusion 
for each of the three 
dimensions.

For most groups, 
identifies only obvious 
examples of inclusion 
and non-inclusion.

For most groups, 
identifies very few 
examples of inclusion 
and non-inclusion for 
any of the dimensions.

Comments/explanation for rating

Provides 
plausible 
ratings

All the ratings are 
provided and each 
rating is highly 
plausible.

Almost all the ratings 
are provided, and each 
rating is plausible.

Most ratings are 
provided and are 
somewhat plausible.

Many ratings are 
missing or implausible.

Comments/explanation for rating

Justifies 
overall ratings

Provides several 
convincing examples 
to support the overall 
rating for each group.

Provides a few 
generally convincing 
examples to support 
the overall rating for 
most groups.

Provides one or two 
relevant, but not 
always convincing, 
examples to support 
the overall rating for 
each group.

Provides almost no 
relevant examples to 
support the overall 
rating for each group.

Comments/explanation for rating

 13  Assessing the comparisons
 Names: ________________________________________________________________________________

 Student assessor: ___________________________________________________________________
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 14  Report card on inclusion
 Names: ________________________________________________________________________________
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Outstanding Well developed Competent Underdeveloped

Contributes to 
completing the 
task

Routinely provided 
useful ideas and 
contributed greatly to 
successful completion 
of the assigned work

Usually provided useful 
ideas and was generally 
helpful in successfully 
completing the 
assigned work. 

Sometimes provided 
useful ideas, but 
at other times was 
unprepared or unable 
to complete the 
assigned task.

Rarely provided 
useful ideas and was 
generally unprepared 
or unwilling to do the 
work.

Comments/explanation for rating

Interacts 
co-operatively 
with the team

Almost always listened 
to, shared with, and 
supported the efforts 
of others. Tried to keep 
people working well 
together.

Usually listened to, 
shared with, and 
supported the efforts of 
others and worked well 
with group members.

Often listened to, 
shared with, and 
supported the efforts of 
others, but sometimes 
was difficult to work 
with or delayed the 
group.

Rarely listened to, 
shared with, and 
supported the efforts 
of others. Often 
difficult to work with 
or frequently delayed 
the group.

Comments/explanation for rating

 15  Assessing indvidual contributions
 Name: ________________________________________________________________________________

 Student assessor: ___________________________________________________________________
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Outstanding Well developed Competent Underdeveloped

Offers careful 
and fair 
assessment

Student appears to 
have been very careful 
and fair in carrying out 
the assessment.

Student appears to 
have made some 
effort to carefully and 
fairly carry out the 
assessment.

Student appears to 
have been inconsistent 
or somewhat unfair 
in carrying out the 
assessment. 

Student appears to 
have been careless or 
very unfair in carrying 
out the assessment.

Comments/explanation for rating

Offers 
reasonable 
ratings 

All ratings appear very 
reasonable and are 
highly consistent with 
reliable assessments 
made by other students 
and the teacher’s own 
observations.

All ratings appear 
reasonable and are 
generally consistent 
with reliable 
assessments made by 
other students and 
the teacher’s own 
observations. 

Most ratings are 
somewhat reasonable, 
but some are not 
consistent with 
assessments made 
by other students or 
the teacher’s own 
observations.

Most ratings are highly 
questionable and differ 
significantly from 
reliable assessments 
made by other students 
and the teacher’s own 
observations.

Comments/explanation for rating

Explains 
reasons for 
ratings 

All ratings are 
supported with specific 
and very convincing 
explanations.

Ratings are 
supported with 
somewhat convincing 
explanations. 

Ratings are supported 
with explanations that 
may sometimes be 
vague or unconvincing.

Ratings are not 
supported with 
appropriate 
explanations.

Comments/explanation for rating

 16  Assessing student assessments
 Names: ________________________________________________________________________________

 Student assessor: ___________________________________________________________________


