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Grade 10, Applied History 

1914-1929 

 

B1.1 Describe some key social developments in Canada between 1914-1929, and assess 

their impact on the lives of different people in Canada.  

 

By the end of these lessons, students will: 

- Be able to describe key social developments in Canada from 1914-1929. 

- Be able to understand and apply the historical thinking concepts. 

- Develop methods of analysing primary source documents for information. 

- Develop critical thinking skills, and the ability to empathize with the social 

groups they are being asked to consider and give voice to. 
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Lesson One: Introduction to Social History 
 

(a) Overview: This lesson provides a background on the importance of studying 

social history, and will also act as a diagnostic assessment for how much the 

students already know about Canada between 1914-1929.  

(b) Learning Goal: Students will develop an understanding of social history and its 

importance in studying history; students will practise examining and comparing 

points of view in primary sources. 

(c)  Curriculum Expectations: A1.2 select and organize relevant evidence and 

information on aspects of Canadian history  since 1914 from a variety of primary 

and secondary sources; A1.6 evaluate and synthesize their findings to formulate 

conclusions and/or make informed judgements or predictions about the issues,  

events, and/or developments they are investigating. 

(d) Materials: Appendices 2.1, 2.2 

(e) Plan of Instruction: 

 

Step One: Warm-up (10 mins) 

Ask the students to write a brief journal entry about the interaction they’ve had with 

technology today, their opinion on a social issue, or their reaction to a current news story.  

Once they are finished, ask the class how they would feel if one day, 100 years from now, 

someone came along and found this journal entry and put it in a museum, or quoted it in 

some influential study on the year we’re living in now.  

 

Step Two: Discussion (5 mins) 

This type of history is called social history, gathering evidence about the opinions of the 

individuals and social groups in society in a way that more accurately reflects how 

society feels about the world they live in. Discuss the problems with only studying the 

“Great Men” in history, or studying history solely based on major events. Social history 

is a way of more accurately studying the ideas and opinions of the society as a whole. 

 

Step Three: Modelling (5-10 mins) 

Guide the class through the process of analyzing a primary source document by using 

“Speech by Prime Minister Robert Borden” (Appendix 1.1).  

 

Step Four: Guided Practise (10 mins) 

In small groups, analyze the difference of opinions about the start of WWI by comparing 

the document “Speech by Prime Minister Robert Borden” (Appendix 1.1) to the 

document “Paying the Price of War” (Appendix 1.2). How does the opinion of Prime 

Minister Robert Borden differ from Nellie McClung’s? Who is Nellie McClung 

appealing to to voice their opinions about the war? Why are these opinions just as 

important, if not more important, than Borden’s? Have the groups write down their ideas 

and submit them. 
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Step Five: Independent Activity (5-10 mins) 

Independently, ask the students to identify why we might be studying between 1914-

1929. What major events bookend these dates? Mention that these next few lessons are 

situated “at home” during WWI and right up until the start of the Great Depression. As 

part of a diagnostic assessment, ask the class if anybody knows of any other events that 

took place between 1914-1929, in Canada or beyond.  Have them record their ideas 

 

Step Six: Sharing/Discussing/Teaching (15 mins) 

Using the information they recorded, have the class make one giant, collective mind map 

together: what comes to mind when you think about 1914-1929?  

 

When it seems they are coming to an end, introduce the major social groups they will be 

studying over the next few lessons: suffragettes, veterans, immigrants, “enemy aliens”, 

flappers, aboriginals. Have the class add these groups to the mind map and keep adding 

knowledge they already have about these groups. 

 

(f) Assessment: 

The notes that were submitted after the guided practise act as one tool to measure how 

effectively students were able to analyse the primary source documents in their small 

groups. In addition, the mind map acts as a diagnostic assessment tool for the teacher, as 

they can access the students’ prior knowledge of Canada from 1914-1929. 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



6 

 

Lesson Two: Women’s Suffrage Movement (Historical Significance) 
 

(a) Overview: This lesson uses the women’s suffrage movement to teach students 

about the concept of historical significance. 

(b) Learning Goals: Students will understand the circumstances that led women to 

pursue the vote, and interpret primary source documents to search for the clues 

about who was against and who supported the suffrage movement and their 

motives. Students will share with one another the techniques they used to glean 

information from evidence. Students will also understand the concept of historical 

significance, and be able to explain why the suffrage movement is historically 

significant. 

(c) Curriculum Expectations: Historical Significance; A1.2 select and organize 

relevant evidence and information on aspects of Canadian history since 1914 from 

a variety of primary and secondary sources. 

(d) Materials: Appendices 2.1, 2.2, 2.3, deck of cards 

(e) Plan of Instruction: 

 

Step One: Warm-up (5 mins) 

Announce that the class they will be playing the card game “War”, however, “War” only 

involves two players, so they’re going to have to come up with a way to determine which 

two players to select. Ask the class for some suggestions, and decide upon taking a vote. 

Interrupt the class by saying that anyone wearing any white on their clothes (or another 

colour that half of the class seems to be wearing) is unfit to vote. Everybody else can take 

a vote between four candidates the teacher has chosen. The half of the class not wearing 

white votes, and two people are selected. Then tell them that they have picked their 

representatives to play “War” on their behalf. People wearing white, how do you feel 

about the fact that you had no say in the matter? 

 

Step Two: Discussion (5 mins) 

Begin the class with a discussion on the right to vote, and how important it is in a 

demographic society. As people who are not quite of age to vote yet, how does this make 

you feel? What might you have to do to convince the federal government to lower the 

voting age? What obstacles might you face, and who might be opposed to lowering the 

voting age? How would you even go about convincing these people? 

 

Step Three: Modelling (5-10 mins) 

Give an overview on the circumstances which led women to pursue the vote. Explain 

how women were gaining independence through employment opportunities while the 

men were away at war, and were becoming to feel confident in public and work spheres. 

Explain that in 1914, there were many groups who were opposed to the idea of women 

having the right to vote, and as the years passed, many started to support it. Model for the 

class the ways in which to examine images for evidence.  
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Step Four: Guided Practise (10 mins) 

Have students discover the obstacles which the supporters of the suffrage movement 

faced, and which groups were opposed by looking for meaning in various primary source 

documents. Set out the documents “Home loving women do not want the ballot” 

(Appendix 2.1), “Gentler Sex” cartoon (Appendix 2.2), and “Let Her Come” poem 

(Appendix 2.3) around the classroom and allow students to walk around examining the 

documents, gathering and recording from them their own understandings about the 

obstacle for suffrage supporters represented in the document.  

 

Step Five: Independent Activity (5-10 mins) 

As a part of the last activity, students independently record what it was about the 

document that led them to uncovering a potential obstacle, and reasons for why they 

think this was an obstacle for women in pursuit of the vote. 

 

Step Six: Sharing/Discussing/Teaching (15 mins) 

Discuss the findings as a class by combing through each primary source document, being 

sure to discuss the method by which students examined and gathered information from 

the documents.  

 

Closing questions for discussion include: Why should we consider the women’s suffrage 

movement significant enough to study? What does wanting to study about the suffrage 

movement tell us about our values in the present? 

 

(f) Assessment: 

Formative assessment is in the form of the students’ recordings of their analysis of the 

primary source documents, as well as partaking in the final discussion about how they 

gathered information from the documents.  
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Lesson Three: Challenges Facing Returning Veterans (Cause and 
Consequence) 
 

(a) Overview: Students will understand the concepts of cause and consequence by 

examining the social development of the challenges facing returning veterans after 

WWI. 

(b) Learning Goals: Students will gain an understanding of the challenges facing 

returning veterans, and the causes and repercussions of the Winnipeg General Strike; 

students will use primary source documents to help them think and write in role. 

(c) Curriculum Expectations: Cause and Consequence; A1.2 select and organize 

relevant evidence and information on aspects of Canadian history  since 1914 from a 

variety of primary and secondary sources. 

(d) Materials: Appendices 3.1, 3.2, 3.3 

(e) Plan of Instruction: 

 

Step One: Warm-up (10-15 mins) 

The class begins to think in role as returning war veterans. Everyone has a blank piece of 

paper and a marker. The instructor narrates the experience of returning war veterans, and 

every time they say something that would frustrate the student as a returning soldier, they 

write a letter on their paper: S-T-R-I-K-E. By the end of the narration, anyone who has the 

entire work “STRIKE” written on their paper stands up, and becomes part of the Winnipeg 

General Strike. 

 

“Imagine you are all war veterans. You have just come back from brutal war conditions 

overseas and want nothing more than to just return to your family. In order to sustain life at 

home, you have to go and find a job. However, it is becoming drastically more difficult to do 

this…”  

Narrate the following conditions: 

- Inflation, cost of living has increased because of the war and that makes it hard to 

live above the poverty line. Men are forced to seek employment. 

- Because the men had gone away to war, women had taken over many factory jobs 

during the war,  

- Physical disabilities, trauma (Post-traumatic Stress Disorder), makes it difficult to 

find work 

- Introduction of Spanish Influenza brought back from Europe by veterans 

- Social tensions were rising between veterans and immigrants, as many 

immigrants had moved in and populated the cities, taking much of the work while 

the soldiers were off fighting for their country. 

- When they did find work, terrible wages and working conditions  

- The Great War Veterans Association rallies to try and compensate every veteran 

with a $2000 bonus to make up for lost wages overseas, but the government is in 

debt and cannot afford the proposal.  

- You are now represented by a union, which is supposed to enforce regulations 

and support working class rights, but you are still not getting the wages and 

treatment you deserve. Your union and some others merge to create “The Great 

Fist”, which promises to seek out rights for Canadian workers through strikes. 

- Three months of unproductive negotiations in Winnipeg, growing frustrations. 
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- City council’s new proposal was unsatisfactory, causing various unions to band 

together and strike. 

- Strikers were dismissed; this only encouraged other unions and workers to strike 

and support out of sympathy. 

- It is 11:00 a.m. on Thursday May 15, 1919, and virtually the entire working 

population of Winnipeg has gone on strike  STAND UP IF YOU HAVE THE 

ENTIRE WORD “STRIKE” WRITTEN ON YOUR CARD TO JOIN THEM. 

 

Step Two: Discussion (5 mins) 

What were the causes for strike that you found most upsetting or frustrating? How quickly 

did you decide to strike? 

 

Step Three: Modelling (5-10 mins) 

Detail the events of the Winnipeg General Strike: Bloody Saturday – militia, Mounted Police, 

and special constables called in to restore order and things got violent (federal ministers 

wouldn’t listen to union leaders). There were 25, 000 strikers, with 8 strike leaders arrested, 

the death of two strikers, two foreign-born strikers deported, and many injured. On June 26, 

the Central Strike Committee called off the strike and workers went back to work. Was the 

cause of the strike worth the consequences? 

 

Model the ways in which to glean evidence from informational brochures. 

 

Step Four: Guided Practise (10 mins) 

Examine the documents “There’ll Always Be an England” card (Appendix 3.1) and “Canada, 

As You Were” (Appendix 3.2) through a document camera. Ask the class to think in role 

again, and examine the documents. How would you feel after returning home from war, and 

the only work you can find is to sell cards which glorify the war effort? Pay particular 

attention to the “What to train for” section of “Canada, As You Were”. Do any of these 

skilled labour jobs sound appealing after fighting overseas for four years? What would you 

do if you had a physical disability or severe PTSD (especially around loud machinery)? 

Could you even perform any of these occupations? 

 

Step Five: Independent Activity (15-20 mins) 

Write in role as a returning veteran to the federal government, describing some of the 

challenges you find most frustrating as a returning veteran trying to find work. How do you 

feel about your current working conditions (or lack thereof)? What do you expect as 

compensation (how much financial compensation, medical care, assistance in finding a job, 

etc.) in return for fighting for your country? 

 

Refer to Walter Draycot’s letter for inspiration (Appendix 3.3) 

 

Step Six: Sharing/Discussing/Teaching (5-10 mins) 

The class has time to share their letters, and voice why they found the challenges they chose 

to include in their letter the most frustrating. 

 

(f) Assessment: 

Formative assessment can be found in the letters the students have written in role, as they 

detail the veterans’ challenges that the students find most upsetting. 
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Lesson Four: Changes in Immigration (Evidence) 
 

(a) Overview: Students will use primary source evidence to uncover the racist 

motives behind changes in immigration in Canada between 1914-1929. 

(b) Learning Goal: To use evidence as a means of uncovering personal motives; to 

understand the racist motivations behind the Chinese head tax, exclusion act, and 

the Komagata Maru. 

(c) Curriculum Expectations: Evidence; A1.2 select and organize relevant evidence 

and information on aspects of Canadian history  since 1914 from a variety of 

primary and secondary sources; A1.7 communicate their ideas, arguments, and 

conclusions using various formats and styles, as appropriate for the audience and 

purpose. 

(d) Materials: Appendices 4.1, 4.2, 4.3, 4.4, 4.5 

(e) Plan of Instruction: 

 

Step One: Warm-up (5 mins) 

Arrange about half of the desks in the classroom into an island. This will represent the 

Komagata Maru. As students enter, tell the first five or so to take a seat wherever they’d 

like in the normal desks. For the people who enter after, they can only sit on top of the 

“Komagata Maru”. By the time the entire class has arrived, the “Komagata Maru” should 

be almost uncomfortably full of students.  

 

Step Two: Discussion (5 mins) 

While the students are still on board, describe the situation for those who were aboard the 

Komagata Maru: 376 passengers on board a ship from India challenging the “continuous 

journey” regulation which Canada had enforced to minimize immigration. Passengers 

were sitting in the Vancouver harbour for two months and were eventually escorted out 

by the military. Upon returning to their home port, 19 were killed by gunfire and many 

others were imprisoned.  

Ask students how they’re holding up all squished together on their “ship”. Could they 

live like this for two months? Ask students to return the desks to normal. 

 

Step Three: Modelling (5 mins) 

As a group, read over Report by W.L. Mackenzie King, C.M.G., Deputy Minister of 

Labour, on his Mission to England to Confer with the British Authorities on the Subject 

of Immigration to Canada from the Orient and Immigration from India (Appendix 4.5). 

Instruct the class in using headings in the document to gleam relevant information from 

long, official documents such as these.  

 

Step Four: Guided Practise (10 mins) 

Split the class into groups and have them answer the following questions: 

What were William Lyon Mackenzie King’s reasons for restricting Indian immigration? 

Indicate direct quotes from the document that led you to these conclusions. Do you 

believe these are strong enough reasons to restrict immigration?  

What can you gather about the Indian Emigration Act of 1883 from this document? What 

does this mean for Indians looking to immigrate to Canada in the early 1900’s? 
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Step Five: Independent Activity (5-10 mins) 

Students respond to an independent journal reflection question: Have you ever been in a 

situation where you did a lot of work for somebody or some cause, and didn’t feel 

appreciated? Or, even worse, were treated badly despite the fact you worked so hard? 

 

Step Six: Sharing/Discussing/Teaching (25 mins) 

Canadians of European descent saw Asian immigrants as a source of cheap labour. Asian 

immigrants built the Canadian Pacific Railroad, and helped to establish British 

Columbia’s mining, fishing, and lumber industries (the latter by clearing and farming 

rough terrain). Yet as they attempted to settle down in Canada after all of that hard work, 

they were pronounced undesirable by Canadian society. By 1913, immigration had 

reached a record level of 400,810 new arrivals (the highest level in the century; today, 

that would be like accepting almost one and a half million immigrants in a year). 

Between 1906-1920, Canada worked hard to exclude “Oriental” immigrants from 

entering the country, particularly those from China, Japan, and India. At this time, despite 

the high immigration rate, the federal government was still trying to encourage citizens 

from Britain to immigrate to Canada. 

 

Split the class into groups and distribute one primary source document to each group. 

Groups will create short skits which dramatize the information given in the document in a 

narrative style.  

 

Chinese Head Tax - “Finding Ourselves in History” (Appendix 4.1) 

Additional info for discussion: An impossibly large amount of money that 

Chinese had to pay in order to enter Canada; meant to discourage Chinese people 

and their families from immigrating to Canada; $50 in 1885, $500 in 1903 

 

The Exclusion Act – “The Exclusion Act” (Appendix 4.2) 

Additional info: The act stopped all Chinese immigrants (except businessmen, 

clergy, educators, students, and some other transients); 

Only 15 Chinese immigrants were admitted into Canada from 1923-47; 

Chinese men couldn’t marry (this ensured that Chinese would eventually die out) 

 

Humiliation Day – “Chinese Canadians Observe ‘Humiliation Day’” (Appendix 4.3) 

 

Divided families - Interview with Lee Bick (#9) (Appendix 4.4) 

 

Groups will present their skits to one another, afterwards discussing what about the 

document indicates racial discrimination toward Chinese immigrants. 

 

(f) Assessment: 

The information from the skits can be used as formative assessment that the students are 

gaining an understanding of how to gather information from evidence and make 

conclusions from it. 
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Lesson Five: Treatment of “Enemy Aliens” During WWI (Historical 
Perspectives) 
 

(a) Overview: Students will use the differing perspectives of enemy aliens and the 

majority of the rest of Canada to examine the treatment of enemy aliens during 

WWI. 

(b) Learning Goal: Students will understand what sorts of treatment enemy aliens 

had to endure, and the reasons why the rest of Canada went along with such 

treatment. Students will also be able to adopt different historical perspectives in 

order to obtain a more well-rounded understanding of the experience of, and 

reasons for, the treatment of enemy aliens; students will use primary source 

documents to sympathize with the people who wrote them and to think in role. 

(c) Curriculum Expectations: Historical Perspectives; A1.2 select and organize 

relevant evidence and information on aspects of Canadian history  since 1914 

from a variety of primary and secondary sources; A1.7 communicate their ideas, 

arguments, and conclusions using various formats and styles, as appropriate for 

the audience and purpose. 

(d) Materials: Appendices 5.1, 5.2, 5.3, 5.4 

(e) Plan of Instruction: 

 

Step One: Warm-up (5 mins) 

Write a notice on the board that people who wear red overseas are starting a war, and for 

the safety of this classroom, we must assume that anyone wearing red in this class is 

involved, as well, and must be kept under surveillance to prevent war from breaking out 

in the classroom. As the class enters, anybody wearing any red (even the smallest 

amount) must sit at a small group of chairs in the middle of the class, surrounded by and 

yet removed from the rest of the class. 

 

Step Two: Discussion (5 mins) 

What does it feel like to be ostracized in your own classroom, based on elements out of 

your control? 

 

Step Three: Modelling (5-10 mins) 

Introduce the War Measures Act, and explain how when it was passed in 1914, it gave 

the government the right to arrest, detain, and deport anyone who they suspected to be 

involved with the Axis. These “enemy aliens” could have very well been loyal Canadian 

citizens for years, but due to their Austro-Hungarian or German heritage, were considered 

an enemy to Canada during the First World War. Over the war, between 8000-9000 of 

these “enemy aliens” were interned in 24 internment camps across Canada, and many 

more were forced to carry identification papers with them at all times and report to 

authorities in their communities on a regular basis.   
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Step Four: Guided Practise (10 mins) 

Have the group wearing red explore what life was like for internees in Canada. This 

group reads “Censored Letter from an Internee” (Appendix 5.1) and “Report of Captain 

O.L. Spencer’s” (Appendix 5.2). Have this group jot down the specific treatment of the 

people represented in these documents. 

 

Have the rest of the class try to understand the perspective of the rest of Canada, and why 

the majority went along with the interment procedures. Show this group the documents 

“Enemy Aliens” (Appendix 5.3) and the “Take Up the Sword of Justice” poster 

(Appendix 5.4) to analyse; the group will need to pull out their phones or laptops and find 

out the significance of the Lusitania. Have this group write down the justifications for 

interment that they uncovered in these documents.  

 

Step Five: Independent Activity (5 mins) 

Independently, students will write down, depending on their group, either three things 

enemy aliens had to endure, or three justifications for their treatment. 

 

Step Six: Sharing/Discussing/Teaching (25 mins) 

Both groups will present their perspectives to the rest of the class in the format of choral 

speaking. Have the groups create a script based on the information they have taken down 

from the independent activity, and assign things to say for each person in their group. 

Choral speaking involves a group of people speaking by arranging their voices to speak 

certain phrases or words at the same time, to find places to strategically highlight one 

voice, or echo certain phrases to achieve impact on the listener. Groups will present their 

choral speaking pieces to one another as a means of explaining their group’s perspective. 

Afterwards, they may want to justify some of their more prominent artistic choices. To 

ensure the other group has a solid understanding of the opposite perspective, ask the 

groups questions about their perspective, such as “Why were Canadians afraid of enemy 

aliens?” and “What were the working conditions like in internment camps?” Fill in any 

blanks that the groups missed while combing through the documents. 

 

(f) Assessment: 

Formative assessment can be judged using the choral speaking activity, as groups will 

help each other come to fuller understandings of the treatment of enemy aliens and 

justification for this treatment by gathering evidence from the primary sources. 
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Lesson Six: Flapper Culture (Continuity and Change) 
 

(a) Overview: Students will examine the social development of flapper culture using 

the concept of continuity and change  

(b) Learning Goal: Students will use primary sources to gather evidence about the 

ways in which flappers broke from the norm, and their reasons for doing so; 

students will understand the effects flapper culture had on the way young women 

in the 1920’s saw themselves, and how others would come to see them; students 

will make connections between flapper culture and the youth counter culture of 

today.  

(c) Curriculum Expectations: Continuity and Change; A1.2 select and organize 

relevant evidence and information on aspects of Canadian history since 1914 from 

a variety of primary and secondary sources; A1.6 evaluate and synthesize their 

findings to formulate conclusions and/or make informed judgements or 

predictions about the issues, events, and/or developments they are investigating. 

(d) Materials: Appendices 6.1, 6.2, 6.3 6.4, 6.5, 6.6, 6.7 

(e) Plan of Instruction: 

 

Step One: Warm-up (3-5 mins) 

Play 1920’s jazz music as the class enters, or project a YouTube clip of typical flapper 

dances, like the bunny hug, fox trot, or the Charleston.  

 

Step Two: Discussion (5 mins) 

Discuss with the class what they already know about the key social differences between 

early 1900’s and the 1920’s. Provide the context and conditions that drove young people 

toward participating in flapper culture, identifying the end of the First World War as one 

major contribution to the shaping of the flapper attitude for youth in the 1920’s.  

 

Step Three: Modelling (5-10 mins) 

Before class, set up three stations with primary source documents regarding flapper 

fashion, attitudes and ideas, and behaviours. Divide the class into three groups, and ask 

each group to start at one of these stations. Ask the class to gather every bit of 

information they can from these documents, doing their best to answer the questions at 

their stations by drawing conclusions using the evidence in front of them. Go over the 

questions they will be asked at each station, and give advice as to the best way to use the 

primary source documents to find the answers to these questions, paying special attention 

to using photographs to extrapolate conclusions. 

 

Step Four: Guided Practise (20 mins) 

 

Station #1: Fashion 

Compare the fashion trends for young women in the early 1900’s to the 1920’s. What 

does the difference in fashion between the Gibson Girl and the Flapper infer about the 

two womens’ difference in opinion about feminine beauty? In attitudes and beliefs? 

Appendices 6.1, 6.2, 6.3, 6.4 
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Station #2: Behaviours 

What sorts of behaviours do flappers engage in? Why might their behaviours seem more 

rebellious for a young lady at this time? Through studying these behaviours, what insight 

can you gather into her views on being a woman? How might this be considered “radical” 

for her time? 

Appendix 6.5 

 

Station #3: Attitudes 

What sort of life do flappers believe they are entitled to? How do they see their place in 

the world, and how is this different from what their mothers and grandmothers were 

likely taught? 

Appendices 6.6, 6.7 

 

Step Five: Independent Activity (5-10 mins) 

Independently, students choose one of the stations they are most interested in exploring in 

more depth. They can take another look at the sources at that station, and expand on the 

information they have written down from the station to write a full page about the 

conclusions they arrived at concerning either the fashion, behaviour, or attitudes of the 

flapper. 

 

Step Six: Sharing/Discussing/Teaching (15 mins) 

At the end, each group will come together to share and then present the information they 

gleamed from their first station, describing the flapper, and differentiating between 

youth’s fashion, attitudes, and behaviours in the early 20
th

 century and then in the 20’s, 

and possible reasons for these changes. The class will discuss, add to, and agree upon the 

group’s findings.
1
 

 

(f) Assessment: 

Formative assessment can be found in the independent conclusions arrived at using the 

primary source documents at their station of choice. 
 

 

 
 
 

 
 
 

 
 

                                                 
1
 Flapper Culture lesson plan inspired by:  

Curtiss, Carol. "Teaching the American 20's." The University of Texas, n.d. Web. 

<http://www.hrc.utexas.edu/educator/modules/teachingthetwenties/lessons/Sound_and_Feel.pdf>. 
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Lesson Seven: Residential Schools (The Ethical Dimension) 

 

(a) Overview: Students will explore the ethical dimensions of social history by 

studying the impacts of the residential school system on aboriginal identity and 

their communities. 

(b) Learning Goal: Students will understand the differing perspectives of the federal 

government and the aboriginal leaders regarding what aboriginal children 

required in order to survive in a predominantly white society. Students will use 

primary source evidence to learn about what happened in residential school 

systems, and consequently, what happened to Aboriginal culture and family 

dynamics as a result of residential schools.  

(c) Curriculum Expectations: The Ethical Dimension; A1.2 select and organize 

relevant evidence and information on aspects of Canadian history since 1914 from 

a variety of primary and secondary sources; A1.6 evaluate and synthesize their 

findings to formulate conclusions and/or make informed judgements or 

predictions about the issues, events, and/or developments they are investigating. 

(d) Materials: Appendices 7.1, 7.2, 7.3, 7.4 

(e) Plan of Instruction: 

 

Step One: Warm-up (5-10 mins) 

Have the class participate in a physical representation of selected statistics of Aboriginal 

life. Pass out a predetermined number of blue, yellow, and green cards to the students as 

they enter. Everyone sits. Ask that anyone in the class who has a blue card to stand up 

(should be about half) – this is the percentage of Aboriginal children who live in foster 

care. Sit down. Ask that anyone holding a yellow card stand up (should be just under 

half) – this is the percentage of Aboriginal children who live in with both of their parents. 

Sit down. Ask that anyone with a green card stand up (should be 1/6) – this is the 

percentage of Aboriginal people who are still able to speak an Aboriginal language. Sit 

down.  

 

Step Two: Discussion (5 mins) 

Discuss the concept of assimilation. In what ways could Aboriginal children learning 

how to survive in a predominantly white society be a positive thing? In what ways could 

it be completely detrimental to Aboriginal identity and culture? 

 

Step Three: Modelling (5-10 mins) 

Explain that there was a disconnect about the purpose of residential schools. The 

Canadian government wanted to assimilate the Aboriginals into the now broader Euro-

Canadian culture, whereas Aboriginal leaders wanted residential schools for reasons of 

surviving in white culture, while maintaining their own culture (not a fundamental 

change in their way of life). At the Orillia Conference in 1846, Chiefs agreed to send 

their children to residential schools for reasons of education and survival in Euro-Canada, 

not assimilation. In total, about 150,000 First Nations children passed through the 140 

residential schools in Canada. 

 

Introduce techniques for gathering information from video clips. 
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Step Four: Guided Practise (15-20 mins) 

Explore the impact of residential schools on Aboriginal youth and consequently, their 

families and communities.  First, watch the clip A “New Future” for children at James 

Bay residential school (Appendix 7.1). What is wrong with the assumptions made in this 

video? Is there anything about this video that makes you uncomfortable? 

 

Next, examine the before/after photograph of Thomas Moore (Appendix 7.2). What 

changes has the residential school system made on this young boy? 

 

Finally, Read the experience of George Guerin (Appendix 7.3). In what ways has George 

and his family’s experience at a residential school impacted their way of life?  

 

Step Five: Independent Activity (10 mins) 

In the form of an independent reflection, have the students reflect on their knowledge of 

the state of Aboriginal communities at present, and attempt to make connections between 

what they already know about those communities today and the cycle of abuse that 

happened in residential schools.  

 

Step Six: Sharing/Discussing/Teaching (15 mins) 

Discuss the outcomes of the residential school system, and the impact it has had on 

Aboriginal culture, identity, and family and community dynamics generations later by 

sharing the reflections. Discuss federal apologies (Appendix 7.4) and their impact (if 

any), and the creation of the Truth and Reconciliation Commission. Do you think these 

efforts afford Aboriginals any consolation? 

 

(f) Assessment: 

Formative assessment can be utilized in the sharing of the students’ reflections, in the 

ways they make connections between their prior knowledge and new knowledge gleamed 

from the primary source evidence examined in class. 
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Lesson Eight: Summative Assessment* 
 

(a) Overview: Students will review their understanding of the historical thinking 

concepts and key social developments in Canada between 1914-1929, and apply 

their knowledge and skills in analysing primary source documents towards a final 

summative assessment. 

(b) Learning Goal: Students will reflect back on the first lesson and compare their 

learning; students will adopt one historical perspective and think critically in role; 

students will conduct their own primary source research; students will apply the 

historical thinking concepts to present the experience of their group’s perspective 

in the form of a skit. 

(c) Curriculum Expectations: A1.2 select and organize relevant evidence and 

information on aspects of Canadian history since 1914 from a variety of primary 

and secondary sources; A1.3 assess the credibility of sources and information 

relevant to their investigations; A1.5 use the concepts of historical thinking when 

analysing, evaluating evidence about, and formulating conclusions and/or 

judgements regarding historical issues, events, and/or developments in Canada 

since 1914; A1.7 communicate their ideas, arguments, and conclusions using 

various formats and styles, as appropriate for the audience and purpose. 

(d) Materials: computers or laptops 

(e) Plan of Instruction: 

 

Step One: Warm-up (5-10 mins) 

As a quick review, ask the class to make a second collective mind map: what comes to 

mind when you think 1914-1929 in Canada?  

 

Step Two: Discussion (5 mins) 

After the activity, compare this mind map to the first mind map created during the first 

lesson. Discuss what they have since learned more about. 

 

Step Three: Modelling (5-10 mins) 

Explain the summative assessment in detail. Review the historical thinking concepts, and 

instruct the ways in which to conduct effective primary source research online. 

 

Step Four: Guided Practise 

Divide the class into the social groups they’ve been studying: 

- Suffragettes and supporters of the suffrage movement 

- Returning WWI veterans 

- Immigrants 

- “Enemy aliens” 

- Flappers 

- Aboriginals 

 

Each group will create a five-minute skit creatively detailing the experiences of these 

social groups in Canada between 1914-1929. Everyone in the group must be involved in 

the process and performance of the final skit. 
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What to include in the skit: 

- Groups will have time in the computer lab to do research and gather at least three 

different types of primary sources (could be letters, government publications, 

newspaper articles, interviews, etc.). They will integrate the text from the 

evidence they have gathered into their scripts.  

- All drama requires conflict; students should identify the ethical dimensions of 

their group’s experience and draw on that for the conflict the characters face in 

their skits.  

- The skit must include another group’s perspective (for example, if the group is 

doing aboriginals and residential schools, they might choose to include the federal 

government’s perspective on residential schools, as well).  

- Skits should also include causes and consequences of their experiences; what 

conditions or past events led this group to experience this context in 1914-1929, 

and what was the result of their experience? (The result can be specific to this 

group of people, or for Canada as a whole. i.e., the abuse which occurred in 

residential schools perpetuated a cycle of abuse that persists to this day in 

aboriginal families and communities across Canada) 

- Groups should identify the continuity and change these groups experienced; by 

the end of 1929, in what ways had these groups changed, and in what ways had 

they remained the same throughout? 

- The skits should creatively begin or end with why it is important that we 

understand the experience of these groups, and why it is historically significant 

enough to study them today.  

 

Step Five: Independent Activity 

Students will conduct their own primary source research in the computer lab. Each 

student should find three primary sources having to do with the experience of their group 

between 1914-1929. When the groups convene, they will select at least three of their 

favourite primary source documents to integrate into their group’s skit. 

 

Step Six: Sharing/Discussing/Teaching  

Students will present their skits to the class and participate in a group discussion about 

each group’s perspective. 

 

(f) Assessment: 

Summative assessment is in the form of a skit which utilizes analysed evidence and all of 

the historical thinking concepts to present the experience of a group between 1914-1929.  

 

*Note: this summative will likely take between 2-3 classes. One class should be for 

researching evidence, and finding ways of integrating the six historical thinking concepts 

(the instructor should also cover effective research techniques and an overview of the 

historical thinking concepts covered in class). The second class should be for writing the 

script and rehearsing. The third class can be for performances and group discussion.  
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Historical Thinking Skit Rubric 

 

Group:  ____________________________________________________________   

 
 Level 1 Level 2 Level 3 Level 4 

Integration of 

historical thinking 

concepts 

 

The group integrated 

few historical 

thinking concepts 

throughout the skit. 

The group made 

efforts to integrate 

some of the 

historical thinking 

concepts throughout 

the skit. 

The historical 

thinking concepts 

were clearly 

communicated most 

of the time 

throughout the skit. 

 

The group utilized 

the historical 

thinking concepts 

throughout the skit 

in ways that made 

their information 

very clear and their 

narrative interesting. 

Accuracy of 

information 

 

The information the 

skit delivers is 

incomplete, and has 

limited accuracy. 

The information the 

skit delivers is 

accurate, and 

grounded in prior 

learning. 

The information the 

skit delivers is 

complete, accurate 

and grounded in 

prior learning and 

integration of new 

evidence. 

 

The information the 

skit delivers is 

complete, accurate, 

grounded in prior 

learning and new 

evidence, and is 

delivered in an 

engaging way.  

Creativity 

 

The skit makes 

attempts at depicting 

the experience of the 

social group using 

some prior learning. 

The skit depicts the 

experience of their 

social group through 

a balance of 

narrative and 

information. 

The skit creatively 

weaves narrative 

and information to 

depict the 

experience of their 

social group in an 

interesting and 

engaging way.  

 

The skit creatively 

weaves narrative and 

information to 

depict the 

experience of their 

social group in an 

interesting and 

engaging way. The 

group also integrates 

dramatic techniques 

like movement and 

choral speaking. 

 

Process work The group was 

distracted during the 

process, and 

conversations 

mostly centred on 

subjects outside of 

the class. 

The group was on 

task for the most 

part during the 

process. Some group 

members had to take 

on more 

responsibility for the 

work than others. 

The group was on 

task throughout the 

entire process. The 

group worked well 

together and 

research and script-

writing work was 

divided equally. 

The group was 

incredibly focused 

throughout the entire 

process, engaging in 

insightful dialogue 

about the work. The 

group worked well 

together and all 

work was divided 

equally. 

 

Comments: 
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3.2 

“Canada As You Were”  
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3.3 
Post Office Box 3, 

Lynn Creek, 

British Columbia. 

August 21st, 1930. 

 

Senator W. Griesbach, 

Parliament Buildings, 

Ottawa. 

 

Honoured Sir, 

In writing you may I respectfully recall a War episode by way of introduction: During the early stages of 

the Third Battle of Ypres you assumed command at Yeomanry Post at the critical moment. 

 

As Sergeant in charge of Brigade Intelligence I volunteered the role of Despatch Carrier, in company with 

Capt. Wallis, as I had previously mapped and sketched the area. You probably remember my Intelligence 

work on the Brigade and the field sketches which you have copies of. 

 

I hope I am not trespassing on your time but I am desirous of your assistance if such lies in your power. 

On 1-4-1923 my disability pension ceased and though letters were sent the Department for re-consideration 

of my case they were of no avail. 

 

When making application for re-instatement of Pension in the Spring of this year I was granted 25 per cent 

from 1-3-30. During the period 1-4-1923 to 1-3-1930 it was a great struggle to keep afloat and being unable 

to take on any steady work caused me to fall back so consequently my rates and taxes are in arrears. 

 

A friend of mine in somewhat similar circumstances had been re-instated in his Pension and has received 

the full amount of the dormant period of his Pension allowance. In all fairness I anticipated the same 

treatment, as a comparative case, but received only an evasive reply to my enquiries. True enough the 

fortunate applicant is a well known politician, and I not so, which explains the comparison. 

 

My overseas record, longer than any other Canadian of the C.E.F. in the constituency of Vancouver North, 

extends from 1914 (in the trenches at Dickebusch) to the latter end of 1918 as an original member of the 

Princess Patricia's Canadian Light Infantry. 

 

Since my return the community has benefited by my services to them without salary or emolument as a 

School Board Trustee, Chairman of the Boy Scouts, founding Lending Libraries and Museums at six 

schools, and other public matters. 

 

The granting of my dormant Pension allowance would clear me of debts incurred through my War 

disabilities. 

 

I should feel indeed grateful if you could assist me in my case if it is possible for you to do so. 

 

Resting, 

Yours Respectfully 

 

Walter M. L. Draycot 

J.P. 

 

 

 
Draycot, Walter. "Letter from Walter Draycot." Letter to W. Griesbach. 21 Aug. 1930.Veterans' Right. 

 N.p., n.d. Web. 09 Nov. 2013. <http://www.lermuseum.org/en/canadas-military-history/interwar-

 years/veterans-right/>. 
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6.5 

 
I was sure my girls had never experimented with a hip-pocket flask, flirted 

with other women's husbands, or smoked cigarettes. My wife entertained the same 

smug delusion, and was saying something like that out loud at the dinner table 

one day. And then she began to talk about other girls. 

"They tell me that that Purvis girl has cigarette parties at her home," 

remarked my wife. 

She was saying it for the benefit of Elizabeth, who runs somewhat with the 

Purvis girl. Elizabeth was regarding her mother with curious eyes. She made no 

reply to her mother, but turning to me, right there at the table, she said: 

"Dad, let's see your cigarettes." 

Without the slightest suspicion of what was forthcoming, I threw Elizabeth my 

cigarettes. She withdrew a fag from the package, tapped it on the back of her 

left hand, inserted it between her lips, reached over and took my lighted 

cigarette from my mouth, lit her own cigarette and blew airy rings toward the 

ceiling. 

My wife nearly fell out of her chair, and I might have fallen out of mine if I 

hadn't been momentarily stunned. 

 W. O. Saunders, "Me and My Flapper Daughters," The American Magazine 104 (Aug. 1927): 27. 
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6.6 

 

“Flapper Jane”  
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7.1 

 

A “New Future” for children at James Bay residential school, video clip 

 

 
 
"CBC Digital Archives - A Lost Heritage: Canada's Residential Schools - 'A New Future' for Children at 

  James Bay Residential School." CBCnews. CBC/Radio Canada, n.d. Web. 08 Nov. 2013. 
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7.2 

 

Thomas Moore, before and after residential schooling. 

 
 
Reid, Mike. "One Race to School Them All: Indian Residential Schools." Invisible Order. N.p., 7 Sept. 

 2012. Web. 08 Nov. 2013. 
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7.3 

 

“Sister Marie Baptiste had a supply of sticks as long and thick as pool cues. When she 

heard me speak my language, she’d lift up her hands and bring the stick down on me. 

I’ve still got bumps and scars on my hands. I have to wear special gloves because the 

cold weather really hurts my hands. I tried very hard not to cry when I was being beaten 

and I can still just turn off my feelings…. And I’m lucky. Many of the men my age, they 

either didn’t make it, committed suicide or died violent deaths, or alcohol got them. And 

it wasn’t just my generation. My grandmother, who’s in her late nineties, to this day it’s 

too painful for her to talk about what happened to her at the school.” 

- Musqueam Nation former chief George Guerin, 

Kuper Island school 

Stolen from our Embrace, p 62 

 
"The Residential School System." The Residential School System. University of British Columbia, 2009. 

 Web. 08 Nov. 2013. 

 

 

 

 

 

 

7.4 

Two primary objectives of the residential school system were to remove and isolate children from 

the influence of their homes, families, traditions and cultures, and to assimilate them into the 

dominant culture. These objectives were based on the assumption Aboriginal cultures and spiritual 

beliefs were inferior and unequal. Indeed, some sought, as it was infamously said, “to kill the Indian 

in the child.” Today, we recognize that this policy of assimilation was wrong, has caused great 

harm, and has no place in our country. 

Prime Minister Stephen Harper, official apology, June 11, 2008  

"The Residential School System." The Residential School System. University of British Columbia, 2009. 

 Web. 08 Nov. 2013. 


