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Introduction to the sources of the problem 
The study of US history in K-12 has traditionally served two significant purposes, one academic, the other civic. It has been the major source for civic education, promoting both knowledge of this country's political principles, processes, and institutions and allegiance to them-i.e., the basis for US citizenship. Over the past 100 years, however, there has been a steady decline in the teaching of history through the grades. During the early decades of the twentieth century, social studies-an idiosyncratic mix of history, political science, geography, civics, anthropology, sociology, psychology, economics, and current events in each school-emerged and steadily gained ascendance. As a subject, it is anti-historical in method because it substitutes an issue-oriented approach for a chronological, narrative approach to historical events and movements. It also tends to take a "present-istic," or moralizing, approach to the topics that are studied, drawing on a pedagogy using so-called "Essential Questions." As a result, American students are ending up without a basic knowledge of our history and with little reason to value our political principles. 

How did we arrive at such a disturbing state of affairs, and what can be done about it? In my talk, I briefly describe how the major components of our system of public education have, each in their own way, contributed to the increasing number of historically illiterate students many of whom are new to this country, a flood of moralistic and manipulative curriculum materials into our classrooms, and a continuous supply of under-qualified teachers of history, especially in the elementary and middle grades. I then suggest where intervention in this civically unhealthy cycle is possible and potentially productive. 

1. Inadequate state history standards for K-12. 
The entry point for any cogent discussion of why American students know so little U.S. history is the sorry state of state history standards. After examining state U.S. history standards in a review for the Thomas B. Fordham Foundation in 2003, Sheldon Stern, resident historian at the John F. Kennedy Memorial Library in Boston for many years, judged that three-fifths of the states have U.S. history standards that are far below what they need to be. He concluded that the "single most decisive step toward achieving strong U.S. history standards in all states would be to emancipate this subject from the miasma of social studies." U.S. history is not just a parochial history of one country but the history in large part of the political principles and institutions that have given one people the most freedoms in the world and inspired countless others. U.S. history is all that binds together the most diverse group of citizens of any country in the world. Its study should provide the basis for the intellectual commitment to our political principles and institutions that makes us American citizens and helps us see the rest of us as American citizens. Separate histories lead to separate peoples without any necessary obligations to each other. 

Historian Paul Gagnon, in a 2003 report he wrote under the auspices of the American Federation of Teachers, expressed this idea in a different way. "The more diverse the society," he wrote in his report on the "civic core" in state standards, "the more all of its citizens need a common body of knowledge giving them the power to debate each other as equals on their society's ends and means, regardless of their class, race, religion, work or personal and family culture..History tells us that diversity is never safe, and rarely survives, except in a stable democratic society." "A common civic core of learning," he argued, " is the first step to that society," providing students with a common political heritage. If a state's K-12 history standards do not expect the kind of understandings that will lead all students to this intellectual commitment, the history curriculum has failed its civic mission. 

It is not easy today for states to develop civically responsible history standards. Many educators (and others) want Americans to see themselves as "global" or "world" citizens, with a cross-national racial, ethnic, or gender identity as their primary identity. State standards based on this philosophy are apt to highlight our social conflicts and problems more than the sources and development of our political principles, institutions and practices. In an age of political correctness, Jamestown and the introduction of slavery receives the bulk of attention in the study of Colonial America. If our students learn anything about the Puritans, it will almost certainly be about the Salem Witch Trials and the Puritans' religious practices. Few students seem to learn about the Town Meeting form of government they founded and how self-taxation influenced each individual's sense of responsibility for their community's health, safety, roads, education, and care for the poor. Or why the Puritans founded Boston Latin School in 1635, the oldest public school in continuous existence in this country, and Harvard College in 1636. Participation in local self-government and in voluntary associations outside of government control was the crucial formative experience for developing skilled and responsible citizens for a new, representative form of government in the 1790s. It is still the path to meaningful citizenship. But academically strong state history standards will not in themselves solve the problem of how to restore and strengthen the study of history in American public schools or promote a civic education. 

2. Bloated, watered down, biased, or sanitized history textbooks 
It has long been recognized that bloated, watered down, biased, or sanitized history textbooks are a major part of the problem. In the past 30 years, a number of reviews of U.S. history textbooks for high school have appeared; those by Frances FitzGerald, Gilbert Sewall, Paul Gagnon, and Diane Ravitch are perhaps the best known. In a series of articles published in The New Yorker in 1978, later published as America Revised in 1980, FitzGerald charged the new revisionist textbooks with "incessant moralism and manipulativeness." They have not changed. As Ravitch commented in a September 2005 editorial for the National Council for History Education, "history textbooks are uniformly dull, politically correct, lacking in dramatic stories, and watered down." 

U.S. history textbooks are not alone in the effort to sanitize history. Problems occur in world history textbooks, especially in the coverage of Islam in these books. Sewall recently examined major textbooks and noted a consistently uncritical coverage of Islamic history and culture. In a September 2005 letter to the California Curriculum Commission, he wrote that "textbooks submitted either gloss over jihad, sharia, Muslim slavery, the status of women, and Islamic terrorism -- or omit the subject altogether." 

Even more troubling may be the supplemental materials that teachers or schools purchase or are given, to expand coverage of topics not well covered in a textbook. While history textbooks are almost always reviewed by local committees and also by state curriculum committees in states with textbook adoption policies, supplemental materials typically fly under the radar screen and bypass public scrutiny. As I pointed out in a 2004 review of several well-known and nationally used curriculum supplements, titled The Stealth Curriculum , these are the materials that go out of their way to whitewash the failings of non-democratic cultures, whether on this continent or elsewhere. They portrayed them only as victims of Western imperialism, not also as societies that did not believe in individual rights-thereby eliciting a more balanced appraisal. They also seek novel ways to highlight our own country's failings. It may surprise many of you to hear that the study of the Holocaust in our schools can be a virulent source of anti-Americanism in the social studies curriculum because it implies that white Americans today are analogous to the Germans of the 1920s and 30s. 

3. Skewed textbook adoption criteria 
Publishers should not be held completely accountable for the poor quality or bias in the textbooks that history teachers use, regardless of grade level. As a group, they are guided in large part by what the biggest adoption states, California and Texas, set forth as criteria by which textbooks will be judged and placed on the recommended list for state reimbursement. A Fordham review comments that textbooks tend to be judged "not by their style, content, or effectiveness, but by the way they live up to absurd sensitivity guidelines." These guidelines reflect pressure from a variety of special interest groups ranging from one end of the political spectrum to the other. These groups have already influenced the content of these textbooks behind the scenes. Sewall, for example, attributes the sanitized portrayal of Islam in world history textbooks to the persistent pressure of the Council on Islamic Education (CIE), whose claim to be a "non-advocacy research institute and resource organization" has clearly paid off, he comments. The public does not know that this one organization is allowed to vet most publishers' materials on Islam for K-12, behind the scenes. If whatever CIE and other groups deem offensive has not been internally censored beforehand inside a publishing firm under pressure from them, then it will be externally censored afterwards by review committees in textbook adoption states. 

4. A spiral K-12 history curriculum that misplaces in-depth study of the Founding 
The organization of the history curriculum in most schools is one unintentional source of our problems. A spiral history curriculum misplaces in-depth study of the Founding. If the historical and philosophical background for the Declaration of Independence and Constitution is taught at all, it may now be taught chiefly at grade levels where in-depth understanding is not possible for most students and, a cynic might observe, not necessary for the teacher. 

Grade 5 usually provides students with their first course in U.S. history covering the Founding. Whatever the coverage, the average fifth grader cannot bring much depth of understanding to our basic political principles. Students may study U.S. history and the Founding again in grade 8 or grades 7 and 8. The placement here is due to more than the fact that grade 8 was once the stable of that antiquated warhorse, civics. It is also due to the theory behind the "spiral curriculum," a way of designing a K-12 curriculum that, when applied to the study of history, made some sense at the time it was proposed decades ago. Educators believed that it made little sense to teach U.S. history from 1492 to the present in grades 5, 8, and 11, the three years that might be devoted to national history. Students never got very far into the 20 th century in grade 11. So, proponents of the spiral curriculum suggested that grade 5 go from 1492 to at least the War of 1812, grade 8 from the Founding to Reconstruction after a review of the Revolutionary War, and grade 11 from Reconstruction to the present after a review of the Founding. Thus, grade 8 may be by default where the most intensive study of the Founding in a historical context takes place unless the high school provides a U.S. history survey course in grade 11 that begins with the Colonial Period. Needless to say, if students study the Founding at grade 8, it is unlikely that they will learn much about the Enlightenment, John Locke, or Montesquieu, or read the Federalist Papers. As for the traditional high school U.S. history survey course, the Founding has almost disappeared under the weight of "multiple perspectives," typically negative multiple perspectives. It has become more a course in socio-cultural rather than political history, 

There is one bright star in the heavens. The Founding may be taught in U.S. government courses and at the upper high school level. Over half the states now require such a course. So do many school districts in states that don't require it. It is usually a one-semester course in grade 12, although, unfortunately, it may be taught as a civics course in grade 9. Currently, the most popular textbook for the U.S. government course is Richard Remy's United States Government: Democracy in Action, published by Glencoe McGraw-Hill.  It includes chapters on the Founding Period, the Constitutional Convention, English legal tradition, the Enlightenment era, and American colonial era antecedents to the Founding.  

5. Inefficient or inappropriate use of teaching time in the elementary school 
A fifth culprit is the inefficient and often inappropriate use of teaching time in the elementary school. One of the criticisms leveled at No Child Left Behind is the charge that its testing requirements have compelled schools to pay so much attention to reading and mathematics that teachers have had to sacrifice study of history, geography, and science. It may well be the case that many teachers need to spend more time teaching reading and mathematics in order to increase achievement in these two areas. But it is not clear how efficiently teachers teach reading and mathematics today. The pedagogy recommended by schools of education and in professional development workshops highlights small group work. But no body of credible research supports the value of small group work over whole class instruction; and there is research to suggest that less is indeed learned through small group work. Less is learned because less is taught by the teacher, who is expected to act as the "guide on the side" or classroom "facilitator." Moreover, there has been a strong push to teach history through the study of historical fiction. Why? Fiction in the form of stories usually comes in narrative form, thus making it easier for poor readers to read. Why not, then, teach history as narrative, the naive observer might ask? Because, then, those "essential questions" could not be easily used. 

6. A classroom pedagogy that embeds anti-historical thinking 
The pedagogy of "essential questions" that has been imposed on the study of history by virtue of its inclusion in the social studies actually counters the development of "historical" thinking and the way in which historians work, despite all the noisy claims to the contrary. Kieran Egan, a Canadian educator, points out that the true study of history "takes the students' attention away from themselves." Sheldon Stern further notes that by making history focus on the socialization of the student in the present, social studies cultivates presentism-judging the past by today's moral and cultural values. 

What are some "essential questions" teachers might use to guide the study of history? A group of critics of the Massachusetts History and Social Science Curriculum Framework, who tried to revise the document along social studies lines (and held up the publication and distribution of the approved document for almost one year), told us that "essential questions are framed in terms of what students can learn from the past and present to create a better future." Translated, this seems to suggest that the study of history should serve a current political agenda. Decide for yourself. A few questions that, according to these critics, should "frame the K-12 sequence" are: 

•  "What can we learn from the successes and failures of past and current societies to realize the concepts of social justice, human rights, individual liberty, and the common good that would better enable us to achieve them in the future? " 

•  "What can we learn from how societies have organized themselves to manage basic economic needs and create wealth so that we can better achieve our social and economic goals?" 

•  "How can we better understand the influence of culture and cultural identity on our individual belief systems, our perceptions of others, and our national and international affairs so that we can become more effective in shaping a more peaceful, just and sustainable world?" (Note that it is assumed that it is our poor understanding that retards our efforts-not the actions of others.) 

Particularly illuminating to me were the edits these critics made to one of the Massachusetts U.S. history standards. For example, to the standard asking students to "explain the reasons for the adoption of the Articles of Confederation in 1781 including why its drafters created a weak central government," a critic added "noting how 'democracy' is not necessarily a synonym for excellence in government, then or now." 

7. Growing interference by state legislators 
A relatively recent phenomenon that many educators view with growing alarm is the increasing number of laws passed by state legislatures directing the schools to teach more than they already do about the struggles of various races and ethnic groups in this country. By the time the history curriculum has accommodated mandates to teach about the Irish potato famine, the trans-Atlantic slave trade, Mussolini's fascist regime, the Holocaust, farm laborers, Indian education, the Underground Railroad, and the massacre of the Armenians by the Turks in the early 20th century, there may not be much room left for mainstream or narrative history. And, to ensure coverage of a state mandate that requires study of these topics at a number of grade levels, schools have to insert them into the curriculum outside of the specific historical period to which they relate, or outside the history curriculum itself, further fragmenting student learning. Unlike a chapter in a textbook that a teacher can just quietly skip, a state law may entail reporting by school authorities on how the mandate is being observed or monitoring by the department of education. 

One of the most unreported aspects of these state mandates (and they address more than the teaching of history) is the entrepreneurial activity they stimulate, and the cost to the taxpayers for the workshops that teachers now need to take from this ever-increasing army of professional development providers and for their newly created curriculum materials. Every one of these statutes in every state should be repealed as a group-to avoid the charge of insensitivity to any one group's cause. 

8. Varying or no specific history requirements for teachers of history 
For years we have seen the statistics on those who teach history in our schools. Fewer teachers of history have a major or minor in the subject they teach than teachers of any other subject. Only 18% of our high school history teachers have majored or minored in history. Indeed, in an op-ed in the Los Angeles Times in February 2005, Sam Wineburg, a professor of history education at Stanford's Graduate School of Education, observed that almost a third of the students who apply to Stanford's master's in teaching program to become history teachers have never taken a single college course in history. 

Similar stories can be told elsewhere. I have reviewed applications for Teaching American History grants for the U.S. Department of Education for four years. In an application from one of the wealthiest counties in the country, school officials provided a chart showing that 52% of its grade 8 U.S. history teachers have neither a history nor a social studies license, that 38% of its grade 9 U.S. history teachers have neither a history nor a social studies license, and that 86% of the English as a Second Language teachers who teach U.S. history classes for ESL students at eight county high schools have not had a single course in U.S. history. These were all licensed teachers. 

9. Faulty licensing regulations 
One of the major culprits now enters the scene-state departments of education and the faulty licenses or licensing regulations they have established. Teachers of special populations can teach an academic subject to whole classes of these students without any academic preparation for it. The rationale seems to be that pedagogical knowledge is all that is necessary for teaching these special populations.

Teachers of ESL students are not the only ones with minimal background for teaching the academic subjects that they are expected to teach to ESL students once the students have sufficient English language skills. Teachers licensed as special education or middle school teachers fall into the same category. 

Perhaps the most egregious license created by departments of education is for the social studies. A teacher so licensed is unlikely to have had more than a minimum amount of academic coursework in each of the many related disciplines it encompasses in a normal undergraduate course of studies, although I'm told that many states do require a lot of history courses for the social studies licensure program. 

But who decides how much academic coursework and what academic coursework is necessary for a social studies license? The answer is not clear and would vary, in any event, from state to state. It's unlikely to have been just the faculty in a college's history, economics, or political science department. And here the plot in this unfolding tale of woe thickens. Even if the liberal arts faculty had shaped the requirements for academic coursework for the prospective social studies or history teacher, how would the public be assured that this coursework appropriately prepared the prospective teacher for meeting the state's standards in K-12? Here we bump up against a major complication in accountability for the results of a teacher preparation program. 

10. No scrutiny of academic content by experts in accrediting licensure programs 
A state department of education by law has no authority over the faculty in the arts and sciences whose courses serve as the academic bedrock for prospective history teachers. The purpose for program approval, or accreditation, by a state department of education is to assure those seeking to enroll in a particular licensure program in an institution of higher education that the program addresses the state's requirements for teaching a particular subject or group of students and will lead to licensure. An education school can vouch for the education coursework it provides but not for the coursework the prospective teacher takes in the arts and sciences. At best it can send a list of the state's K-12 standards to the chair of its history department with the request to check off those that are addressed in courses the history major will have to take or may take, indicate which courses, and send back syllabi for program reviewers to inspect. But even this minimal level of review is not done in most states, so far as I can determine. Most teacher training programs in most states seem to rely on a requirement that the prospective teacher must have majored in the discipline or taken the requisite number of history and other courses spelled out in licensure regulations for a major or a minor. How a state's K-12 history standards are actually addressed in liberal arts courses and history education courses is virtually unknowable since much depends on the particular professor and his/her views on how to teach the course. 

As minimal as a department of education's review of a history licensure program might be, at least it will focus on history and it may be related to good K-12 standards. The sieve with the largest academic hole is the accreditation process conducted by the National Council for the Accreditation of Teacher Education (NCATE). Its accreditation of all licensure programs is required in many states for several reasons. First, it is the major teacher education accrediting organization in the country. Second, most state departments of education do not have sufficient staff to undertake accreditation reviews by themselves. And third, weak education programs find it useful for their pleas for more financial support, more faculty, bigger libraries, etc. to bring to their college president a series of recommendations from an independent agency. How much knowledge of history, economics, geography, and political science NCATE expects of a future history teacher is hard to figure out. That is because it is not clear what kind of evidence could be used to assess whether prospective history teachers have met NCATE's own content standards. 

NCATE's content standards for the initial preparation of history and social studies teachers were produced in collaboration with the National Council for the Social Studies (NCSS). They consume 46 pages because they cover all the social sciences, from anthropology and psychology to political science, as well as history, which is, strictly speaking, not a social science but in the humanities. Two examples of standards from the category of Interdisciplinary Social Studies Theme Standards suggest why it is not clear what kind of evidence reviewers could possibly use. Consider the following: "the ability to compare and analyze societal patterns for preserving and transmitting culture" and "analyze how language, art, music, belief systems, and other cultural elements can facilitate global understanding or cause misunderstanding." Given such pretentious standards, it is not surprising that Wineburg can find nothing to indicate how NCATE reviewers assess them. 

There is also a peculiar glitch in NCATE's review process-the absence of representation from an organization dedicated to the study of history. Why is a licensure program for prospective history teachers being reviewed by an organization devoted to the social studies, not history? The only participating organization in NCATE that can review history licensure programs is NCSS. Content standards prepared by a history-dedicated educational organization like the National Council for History Education (NCHE), or, better yet, a discipline-oriented organization like The Historical Society might be clearer and stronger than the history standards prepared by NCSS. But education schools have no choice of a reviewing organization if they seek NCATE accreditation. Even if a state has abolished the social studies license, as Massachusetts just did, the history education programs in colleges seeking NCATE accreditation must use NCSS as the reviewing organization. There are consequences for this mismatch. As the dean of a state college in Massachusetts commented, colleges may be obliged to present competing models and philosophies in teacher training in history in order to address NCATE's standards and the state's own licensing regulations, which are based on its K-12 standards. 

11. Minimal competency tests of subject matter for teachers of history 
So, we are still left with the question of how the future history teacher's academic knowledge is being assessed. Apparently, the subject matter tests a state requires future teachers to take for licensure are the only gauge of their academic competence. How convenient for NCATE, our schools of education, and history departments in our colleges and universities! It is common knowledge that most teacher tests of subject matter knowledge are at the high school level in difficulty. Some may reach college freshman level. We do not know more than this because the contents of teacher licensure tests-like those of other licensure tests-are secure and impossible for outsiders to examine; typically, only sample items are available. I know from four years of directing the revision of the Massachusetts subject matter teacher tests that it is almost impossible to pull them up beyond the freshman level in difficulty. That is because those who recommend a cut score on the test to the commissioner of education and the board of education are guided by mixed motives. The higher education faculty who voluntarily serve as peer reviewers of the test tend to come from the weaker private and public colleges in a state and do not want a large number of prospective teachers of their subject to fail. The secondary teachers in our public high schools who voluntarily serve as peer reviewers tend not to see deep historical knowledge as necessary for teaching most students today. And a commissioner and a board of education are in an uncomfortable political situation if high numbers of prospective teachers fail the state's tests. 

Simple solutions to the testing issue have been proposed in the absence of college departmental exit exams. In an address to the Association of American Colleges of Teacher Education in May 2005, Wineburg recounts a conversation with the late Albert Shanker of the American Federation of Teachers on how to raise standards for prospective social studies teachers. Shanker suggested that before any teacher could receive a license to teach social studies, they should have to take the Advanced Placement tests in U.S. and European history and score a 4 or 5. This is the simplest solution and would help ensure that prospective history teachers can teach to the top 25% of our students without the intensive and costly professional development they now receive from the Educational Testing Service and the College Board. What state is willing to go for this policy? 

But this is far from being the end of this story. There is yet another hurdle to overcome in getting only qualified history teachers into our secondary schools. Most if not all states usually issue a history license as well. But teachers with a social studies license may be more desirable to an administrator than teachers with a history license because the social studies license allows a teacher to teach any one of the seven or eight social sciences, including history. As Wineburg noted, to qualify to teach history in California (and in many other states), you can possess a major in almost anything-anthropology, psychology, ethnic studies. To close this loophole, all one has to do is to eliminate the social studies license, which Massachusetts did. The prospective teacher of history in Massachusetts now needs either a history or a government license, both of which enable the teacher to teach geography and economics, if desired. 

12. Deficient courses or professional development given by many history professors 
A growing reason for student ignorance of historic events, seminal documents, and leaders in U.S. history may be the shift from political and constitutional history to socio-cultural history in the academic coursework undergraduates take before they become teachers and in professional development afterwards. I have reviewed applications for Teaching American History grants on behalf of the U.S. Department of Education for four straight years. These applications come from school systems that have partnered with local universities and museums, many of them quite prestigious. Well over half of the applications I have reviewed (and they are distributed randomly to reviewers) fail to propose any political principle or seminal document for study. The Federal Register explicitly asks applicants to indicate how they will teach our principles or documents. One might infer that a majority of our higher education history faculty across the country may be teaching little about our founding principles or documents to prospective or current history teachers. The sorry state of political history in state history standards noted by Sheldon Stern may well reflect the fact that teachers have received little college-level instruction in it. That is certainly my impression from the many teachers who have participated in the We the People summer institutes I have directed in the past 6 years. 

13. Skewed accreditation of higher education degree programs in history? 
One might ask how well our major professional history organizations help shape strong history degree programs in higher education institutions through their role in the accreditation process. These organizations help provide the disciplinary inspectors, through six regional accrediting bodies, of the academic content a particular arts and sciences faculty has approved for its history degree programs. Yet, it is not clear how much faith the public should have in the reviewers these organizations provide. One of the two for American history, the Organization of American Historians, honored Howard Zinn at its annual convention in Boston in 2004. 

Is Zinn someone who should be honored by a distinguished professional organization for scholars of history? The following comments appeared in a lengthy review of the latest edition of Zinn's well-known textbook in the journal Dissent , a distinguished journal very much on the left. The reviewer, Michael Kazin, writes: " A People's History may well be the most popular work of history an American leftist has ever written. First published in 1980, it has gone through five editions and multiple printings, been assigned in thousands of college courses, sold more than a million copies.. But Zinn's big book is quite unworthy of such fame and influence. A People's History is bad history, albeit gilded with virtuous intentions. .His failure is grounded in a premise better suited to a conspiracy-monger's Web site than to a work of scholarship." 

Kazin may not know that Zinn's work has also been assigned in thousands of high school classes and very often in Advanced Placement U.S. history classes. In the latter, it is usually assigned as the alternative perspective to a "mainstream" perspective because teachers know it is not suitable on its own for an Advanced Placement course. That an academic "conspiracy-monger" has been honored by a scholarly organization and his work assigned in thousands of college history courses does not lead to a high level of confidence in the academic quality of the undergraduate and graduate history degree programs it may have helped review for accreditation. 

14. A social studies orientation in high school re-accreditation 
Do review teams for high school re-accreditation, a process that takes place every ten years, draw on experts for evaluating the content of a high school curriculum? According to the New England Association of Schools and Colleges, one of the six regional accrediting bodies, college faculty rarely participate in these reviews. Indeed, a review team is unlikely to have a subject specialist for every single subject in the curriculum and may not have a high school history department chair on board. And what it reviews, according to the sixth edition of evaluative criteria for the evaluation of secondary schools, dated 1987, is the social studies. Nothing prevents schools from offering a history-rich curriculum, but the descriptive criteria for evaluating a school's academic offerings on a 1 to 5 scale contain clear hints about what will be perceived as desirable in the content reported in the self-assessment that high school faculty do for a review. For example, this edition includes such value-laden statements as: 

•  Multicultural studies are an integral part of the program. 

•  Through analysis of conflicting ideologies, the student is helped to understand the values underlying the social, political and economic heritage of the United States. 

•  Course content is derived from Western, Eastern and Third World. 

•  Individual courses reflect an emphasis on current local, national and international problems and their interrelationships. 

•  Issues are studied through an interdisciplinary approach. 

One might ask: Do high school re-accreditations have any influence? The influence they have likely depends on what the review team's report recommends. Reports are taken seriously by a school board if re-accreditation is conditional upon the school's addressing recommendations in a critical report. 

Non-Solutions 
1. More professional development. Professional development may be necessary for current teachers, but it should not be the strategy of first choice. There is no research to suggest that teachers learn more history (or related academic material) from history education workshops. 

2. Stronger teacher tests. It is unlikely that a strong teacher test could be mandated across all states. It is highly unlikely in even one state. 

3. Small classes. Small classes cannot remediate teachers' lack of history knowledge. 

4. Tiny high schools. They are more likely to aggravate the problem. They will have fewer teachers licensed for the subject they must teach. We will have more coaches or English teachers teaching history. Small high schools are less able than reasonably-sized high schools to provide Honors or Advanced Placement courses in history. 

Potential Solutions: Begin at the Top 
1. Local or state education policy makers could require: 

•  Accreditation of licensure programs for prospective history teachers by a sound discipline-oriented professional organization. The Historical Society or the National Association of Scholars, for example, could accredit Master of Arts in Teaching programs for prospective history teachers, while the NCHE or the Association for the Accreditation of the Liberal Arts (AALE) could accredit undergraduate history licensure programs. The Teacher Education Accreditation Council could also accredit programs at either educational level. 

•  Participation of recognized historians and constitutional experts on high school accreditation review committees, with a change in the subject matter criteria from social studies to history and U.S. government. 

•  Elimination of the license for teaching the social studies. 

•  A U.S. government course for all students for one semester in grade 12. 

•  All prospective history teachers to pass one Advanced Placement test with a 4 or 5 before being hired. The local district should pay for the test 

•  Formation by a Board of Regents or Higher Education of a curriculum subcommittee to determine if a prospective history teacher can learn the central narrative in U.S. history from the coursework required for a history major in the state's public institutions of higher education. 

2. Parents can ask for: 
•  More Advanced Placement U.S. History, European history, and comparative government courses in their high school, with final tests taken by all students and paid for by the local school district. 

•  Each subject from grade 5 on to be taught by a subject matter specialist in a subject-divided day. The curriculum in 5, 6, 7, and 8 must feed into a demanding high school curriculum, not extend the interdisciplinary focus typical of the elementary school curriculum. 

•  Some single-sex schools as options in a school district, elementary, middle, or high. 

•  Repeal of all legislative mandates that require focused study of specific events and social groups in the history curriculum. 

3. Teachers should be allowed to: 

•  Choose the relatively sound textbooks available. For reviews of secondary history textbooks, see various issues of The Textbook Letter, edited by William Bennetta, or A Consumer's Guide to High School History Textbooks by Diane Ravitch, released in 2004 by the Thomas B. Fordham Foundation. For sound materials for K-8, consider "A Child's History of the World," published by Calvert in Baltimore, Maryland, revised in 1994. It tells the history of the world, from the Stone Age to the Cold War, in 91 chapters, using language that a person might employ in speaking to a grandchild on his or her lap. Or consider materials by Pearson Learning Group, which has collaborated with the Core Knowledge Foundation to produce history and geography texts, edited by E.D. Hirsch, Jr., that correlate with the Core Knowledge curriculum sequence. 

•  Eliminate "essential questions" and use themes such as those in the 1988 Bradley Commission report, prepared by Paul Gagnon, or in the 2003 Massachusetts History and Social Science Curriculum Framework. 

•  Choose graduate level courses in history, geography, political science, or economics for professional development, with tuition paid for by the local school district. 

•  Encourage high school students to write extended research papers and to consider sending them to The Concord Review for possible publication. 

•  Sue their teacher preparation programs if they must take professional development designed to give them the academic background they should have received to begin with. 

