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  Foreword

  I never expected to be writing a foreword to a social studies book. I’m a math guy. But I wrote two books for the math classroom, Get It Together and United We Solve, that feature problems in the same format that you will find here. In fact, the authors of this book claim in their introduction that my work helped inspire theirs, which is flattering, and I guess explains why they asked me.

  But it’s still odd when you think that social studies (and all the classes it changed into—you know, American history, civics, and all that) was always my very worst subject. It wasn’t quite just dates and names by the time I went through school, but it still meant writing long reports that were mainly regurgitated encyclopedia entries. There were some rays of hope, however: in 1965, in seventh grade, we actually had a debate about the Vietnam war (we now forget that seventh-graders were generally for it at that time); and I had one teacher who, I now recognize, must have just attended a summer institute. She started us in September with a monstrous and detailed unit about a colony in New England, complete with maps of who lived where and did what. We had the chance to act like historians. I remember nothing of the unit but the impressions of cool maps and the teacher’s realization in February that she had only just made it from 1620 to 1700—and that if she was going to reach the present by June, she had better get a move on.

  Curiously, a similar phenomenon was taking place in the disconnected but parallel world of middle school/junior high school math. While the vast majority of teachers were still pounding facts and algorithms, a precious few had realized that there were alternatives to “drill and kill” and were finding out, painfully, that these alternatives in mathematics instruction were not very well developed.

  One of these alternatives was group work. Working alone is isolating and frustrating, and not at all like the world outside the classroom. Of course, students need individual accountability, but we should devote some time to cooperation and communication in small groups—which sounds fine until you assign a semester project and tell the kids to work together. It’s an invitation to chaos, recrimination, and disappointment. Why? Because cooperation is not an instinct: it must be learned. Fortunately, even inexperienced students can develop the behavioral norms and personal expectations that make cooperation work.

  The many gurus of cooperative learning will tell you how to start developing that sense of community. And they will give you great team-building activities. But soon there comes a time when you have to return to the curriculum, and your students are not yet ready to do that term project in groups . . . which is where a book like this comes in. The activities in Cooperative Problem-Solving Activities for Social Studies give students something to cooperate about. They feature what educational researchers David and Roger Johnson call “structural independence”; that is, these activities are designed so that each group member has information essential to the group’s success. Your students can finish most of these within a class period as they learn some facts and have a good time. More important, however, they’ll develop process skills: skills in logical thinking and skills in communication and collaboration.

  When I do workshops using cooperative math problems, teachers often say, “If I had learned math this way when I was young, I might have a done a lot better.” I think I can safely make the corresponding claim about these activities: as an historically-impaired person, I bet I would have learned more, done better, and made the social sciences more a part of my life if I had had tools like these.

  Tim Erickson, PhD

  Curriculum Developer, Mathematics


  Preface

  When I first shared the process of cooperative problem solving in social studies with my colleague, teacher-trainer Erin O’Donnell Wigginton, she could see my exuberance. We agreed we would try to develop a trial activity that we could use in her government classroom. In less than two weeks’ time, we did develop an activity, and Erin used it in her class. She reported that it was a success.

  Erin and I are both disciples of constructivist learning. We believe in setting a table that affords our students the opportunity to think, to discover, and to learn. The story of our book begins with my travels and experiences as a social studies department chairperson and teacher-trainer—as well as a former classroom teacher—who used cooperative learning strategies in the classroom. I had been looking for sessions that might benefit math classroom teachers in cooperative learning. In late 1996, while at a SERVE (South East Region Vision for Education) conference in Charlotte, North Carolina, I spied what I thought would be an interesting presentation. The session I chose to attend was being conducted by Dr. Tim Erickson of the University of California, Berkeley. When I walked in, he greeted me and invited me to sit with a group of three other educators. I was a few minutes late to the session, so I joined them when they were already under way with an activity.

  There were at least eight tables with teams of four working diligently at a task. The members of my group handed me a card and told me that I was responsible for the information on that card. I had no idea what we were doing. I read the information on the card; it consisted of statements that provided some information—information that I would later discover was vital to solving the problem. However, my card did not contain all of the information that was needed to arrive at a solution. Each of the team members would have some data necessary to solve the problem as we organized; it was decided each member would take turns reading the information on his or her card. We now knew what the problem entailed, and we proposed different ways to go about solving the problem; a method was proposed and before long we had arrived at the solution. We did two more problems that morning and, before I knew it, almost two hours had passed.

  Now, I was with math teachers, and I am a former social studies teacher, so I felt a little out of place, but I am not bashful, so I spoke up at different times. I made suggestions to the group, I asked questions, and I felt like I grew from the experience. At the same time I was thinking that this was a great strategy; something like this was needed in the social sciences.

  Erin and I discussed the process, and we worked to create a second activity and then a third, each time discussing the activity and the process as it unfolded in the classroom. I told Erin that I thought we could create a useful collection of these activities. She agreed, and Cooperative Problem-Solving Activities for Social Studies is the result of our efforts and collaboration.

  WHAT’S NEW IN THIS EDITION

  There are several new and different activities in this edition, such as World Rankings, The Head Right System, and U.S. Population Growth, 1790–1860. While this book contains readymade cooperative problem-solving activities for teachers to use with students, the activities in this book are also meant to illustrate the different types of problems and the different types of solutions. These new activities are designed with this goal in mind. These new problems, along with the original problems, demonstrate that you can use almost any type of curriculum content as the basis for a problem.

  Following this line of thinking, a new step-by-step section entitled Marva’s Vegetable Garden is included in this edition. It gives a detailed sequence for building a cooperative problem-solving problem. If teachers closely follow this example, especially the steps to build the clues, they will be on their way to creating their own problems.
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  Introduction

  WHAT IS COOPERATIVE PROBLEM SOLVING?

  In this instructional strategy students are presented a problem whose solution requires a mandatory collaborative effort. The strategy of cooperative problem solving has students working as a team sorting through information and making meaning of that information. The end for the strategy is for them to arrive at a successful solution for each problem. It is an active, cooperative, higher-thinking, and fun way to cover the social studies curriculum and engage students in their learning. The format of the strategy is as follows: students work (ideally) in four-person teams; they get information about a social studies problem via four clue/information cards; the cards are labeled A, B, C, D. The social studies lesson happens as the students unpack the problem. The problem and information contained in the clue cards provide the students with a social science lesson; the information also is vital to working through the problem. As a result of working through a problem, a product of some sorts results from the activity. The product or end result of the problem could vary from something such as providing answers to a question or to several questions; it also could be a task where students must provide the information absent or missing from a chart, table, or map. Most of the information needed to work through the problem is found on the cards, but sometimes the information can be found in other sources such as in the introductory material of the activity.

  The information is distributed carefully, evenly, and nonsequentially over the four clue cards. Information about a particular topic lies within the problem and may begin on one card and finish on another card. It takes the information found on all four cards to solve the problem; this concept is built into the design of each activity in the book. Also note, in many activities, vital information is included in the Background Information part of an activity page. With each activity the students will eventually discover a clue or piece of information that launches the group or at least gets them started toward the solution. In some instances there may be more than one such vital clue.

  To ensure participation by all members of the group, insist that the following rule be observed: Students are not to share information physically, by passing their cards to other members of the group, but are permitted to share information verbally. To work the problem successfully, all members must speak up and present their information. Everyone has at least one vital clue the other team members need to hear to eventually use in the problem-solving process.

  Another component for the strategy is that the teacher can tell the students or let the students discover for themselves that not all information contained on the cards is vital to solving the problem. While some facts are not needed to solve the problem, they may serve to illuminate other information about the topic. Although clue information is factual, some information is designed to mislead and temporarily divert the students down an errant path. This is done intentionally to give the problem a riddle- or puzzle-like ambiance. Thus, while working through the task, students will have to sort through and organize the data and sometimes delete a red herring or two—much like in real life.

  The authors recommend that teachers use the activities in this book with students in collaborative teams. However, working through the problems could possibly happen in other designs and assignments. The activities in this book are designed for teams of four . . . although other membership numbers could work depending on the adaptability of the teacher and the students. Following cooperative learning concepts, teams could be established and work together as an entity for a specified time period or formed anew on a daily basis. Teams can be formed simply by having students number off in class.

  An important part of the learning process is to let the students determine the course of action(s) to be taken. After the students become experienced with cooperative problem solving, teachers should refrain from interjecting directions or information . . . the students should be weaned and permitted to tackle a problem on their own . . . which is again one of the ingredients that gives this activity authenticity. They will work together, make suggestions, use trial and error, negotiate through the process, and have a good time while they work together.

  ABOUT THE ACTIVITIES IN THIS BOOK

  These activities are meant to be authentic in two ways. First, life does not always guarantee an answer, and there is not always someone on hand to give assistance. Second, in life all of the information that one receives is not useful or necessary to solve a problem. Sorting through one’s options is a necessary skill for success and survival.

  Carefully structured, the activities in Cooperative Problem-Solving Activities for Social Studies place the students in role simulations that are drawn from the different subject areas found in the social studies curriculum. By placing the students into a role simulation, there is greater opportunity for the following to occur: they learn to think and work with purpose, they become motivated, and they become engaged. Students learn to work or operate with a goal in mind; they work with a slant to their thinking. They acquire a focus, which helps to energize their efforts—and that focus helps to guide and direct their work. They sort data, analyze the data, and finally create and test hypotheses. Eventually, the students arrive at a viable solution.

  The activities have problems for the student to solve. The problem-solving process that the students go through can be summed in the following manner:

  1.   The problem must be identified and comprehended.

  2.   The problem must be analyzed and resources and data gathered.

  3.   The potential solution or plan is conceived and selected.

  4.   The plan is implemented.

  5.   The plan is evaluated in terms of how well the plan or solution works.

  As the students work through the activities, they will intuitively develop a model for problem solving similar to the above process. They will also develop problem-solving strategies such as trial and error (also called guess and check), working backward, looking for a pattern, making an organizational list, using logical reasoning, and making a model, graph, or table.

  HOW TO CREATE YOUR OWN COOPERATIVE PROBLEM-SOLVING ACTIVITY

  As a teacher uses the activities in this book and becomes more familiar with how the cooperative problem-solving (CPS) process works, the teacher may wish to develop his or her own activities. Following are guidelines for creating a CPS activity. By following these eight steps, any teacher in any discipline can create a CPS activity:

  •   Fix your purpose. Do you want to introduce or conclude a subject unit, supplement your instruction, or bridge from one topic to a seemingly unrelated one?

  •   Decide what is to be taught and what is to be learned.

  •   Define the end product of your activity. It should be something students can create or complete to illustrate the comprehension of a subject area. End products can be sequences, charts, tables, time lines, a plan, the answers to a set of questions, the solution to a mystery, or a new or reconstructed statement.

  •   Assemble the information essential for arriving at the solution or finishing the end product. This information provides the text for the clue cards. This is the “ducks-in-a-row” stage. (Spice up the material with teachable moments that help students learn about the topic. The information is not vital to solving the problem, but is more than “filler.”)

  •   Divide the information/clues evenly over the four cards. Take special care that each of the four contains vital information needed for the solution. By doing so, you ensure every team member’s participation and relevance to the team. Be sure to arrange the information randomly on the individual cards so students cannot detect a sequence.

  •   Now work through the problem yourself to check the accuracy of the information on the cards and that information needed to complete the task or solve the problem has been included.

  •   Write the introduction and background information for the activity. Your introduction may include the assignment of the task itself or some information needed to complete the task. You may or may not choose to advise students of this. Let it become a revelation at some point that the cooperative problem-solving process has been used.

  •   Anticipate some students having difficulty working with the data and solving the problem. Prepare some hints that may aid less capable or younger students in the process. Capable students should be given the opportunity to figure out the problem for themselves.

  How to make a CPS activity: track the reasoning used in the following example.

  MARVA’S VEGETABLE GARDEN

  The following activity, Marva’s Vegetable Garden, is included to show how one might design and construct his or her own CPS activity. Follow the rationale as a CPS activity is built clue by clue. To build a CPS problem, it is recommended to start with the end in mind—to work backward, with the finished information, which could be a completed chart or table, or an already known answer, but again build the problem by working backward. In this instance, the end result is found in the following table, a completed diagram, displaying how Marva laid out her backyard garden. This could be an initial fun lesson used to teach students how to work through a CPS activity.

  Marva’s Backyard Vegetable Garden Plot

  [image: image]

  This 5 x 3 diagram of a table serves to orient the layout of the garden.

  The work task—the aim of the problem—would call for the students to recreate the plot by deciphering the word/information given in the clues, which permits them to eventually reconstruct the plot. The students would be given the worksheet below plus the clues.

  Marva’s Backyard Vegetable Garden Plot (Worksheet)

  [image: image]

  Rear of the house. This is included to help with the bearings of the garden plot.

  By using the original layout of the vegetable plot as the foundation for building the statements, clue statements are developed. The following statements serve as examples. They are not the only clues that can be developed. Clues give partial but pertinent information to filling in the chart. The teacher would then distribute the information over the four cards. Additional information, not necessarily vital to the solution, could also be included. The clue statements might be written as follows.

  Marva planted a dozen vegetables in her garden plot.

  There are four vegetables planted in each of the three rows.

  The beans are planted between the tomatoes and potatoes.

  Marva planted cucumbers between the lettuce and onions.

  Broccoli is planted in the front row, which also features cauliflower.

  Marva planted the celery behind the peas.

  Marva planted cucumbers between the beans and peppers.

  Tomatoes are planted to the right of the celery.

  The tomatoes are planted behind the onions.

  The onions are planted behind the carrots.

  The carrots are planted between the broccoli and the peppers.

  The front row of the garden is located north of Marva’s back deck.

  These clues were created by simply looking at the finished garden plot and making true statements about the location of information. Each clue adds to the solution. At least one clue serves as an anchor clue; this serves as a launching place for the group to start to build the plot. From this clue the other clues fall into place. See if you can work the problem from the statements provided. Also, try your hand at writing clues using this example. Twelve statements were given here; however, can you accomplish the same by reducing it to ten statements.

  INSTRUCTIONAL TIPS

  In the cooperative problem-solving process used in Cooperative Problem-Solving Activities for Social Studies, students should receive an envelope or folder with the problem, instructions, and the information needed to solve the problem or complete the task, usually found in the clue cards for the given activity. If an information page (Background Information), a map, or a chart goes with the activity, the teacher may want to photocopy and distribute that page first. The clue cards in this book are designed so that the teacher may reproduce the clues and then cut them into four pieces (A, B, C, D). An exotic and economic way to manage this activity is to put the clue cards into individual envelopes for each group or team. Be sure to collect the cards at the end of the session for use at another time.

  Allow time for the students to digest information on their clue cards. Let students ask question about that which they are uncertain. The teacher should try to anticipate those terms with which the students are unacquainted.

  Also, the teacher should note that answers are provided for activities, which can be used at his or her discretion. Note that the answer sheets are sometimes featured on the same page as student charts and will need to be separated.

  The teacher may find it necessary to give aid initially to launch the students in a direction toward problem solving. It is essential that the students understand just what it is they are to do as a task. The teacher may suggest that the first step in the problem-solving process is to identify the task(s) denoted in each activity in this book.

  Teachers may add additional information to the charts, tables, and maps that have been provided. Teachers may include additional clues on the cards if they feel it is necessary for the students to complete the activity.

  Some of the problems contained in the activities would best be solved by using a computer and a spreadsheet program. It is assumed that students in the upper grades have access to computers and would already possess the skills necessary to utilize a spreadsheet program.

  When using a spreadsheet program, the students will have to visualize just what information is needed and just what calculations will have to be computed. They may have to use trial and error to build a program and make changes or additions as they see the need.

  THE JIGSAW TECHNIQUE

  A helpful practice to use with some activities, especially when clue cards contain a lot of information, is to use a technique called the jigsaw. In the jigsaw technique, the teacher “letters” off the students into equal-size groups, if possible. All team members in the classroom who are identified as “As” gather to review the information found on the “A” card. At this meeting, students discuss their cards and become familiar with the information. Meanwhile, at the same time the As are meeting, the Bs, Cs, and Ds are also meeting and following the same process with their respective clue information. The students then reconvene their groups and begin working on the problem, with each member feeling somewhat knowledgeable about his or her information.

  RESEARCH

  To the knowledge of the authors, there has been no research done specifically to study the strategy of cooperative problem solving and its direct impact on academic achievement. However, the strategy does fall within the domains of several best practices. Instructional experts have commented about these best practices and cite the research about how effective they are in helping students to achieve.

  Robert J. Marzano, in several of his works, identifies nine categories of classroom practices that have a positive effect on academic achievement. Marzano is a senior scholar at Mid-continent Research for Education and Learning (McRel) in Aurora, Colorado. He has conducted extensive study in the area of “what works in schools and classrooms.” He has identified practices used in K–12 schools and classrooms that interpret current research and theory on cognition into instructional methodology. The Marzano work with which we are most familiar is Classroom Instruction That Works (Marzano, Pickering, & Pollack, 2001).

  For the purposes of this work, several of the practices are identified here. The first is “Cooperative Learning,” which by its very name identifies with cooperative problem solving. According to Marzano, studies have shown that those teachers who consistently use cooperative learning techniques can raise scores by as much as 27 percentile points, which is considered a statistically significant gain. A second technique named by Marzano is that of “Generating and Testing Hypotheses.” In CPS students must generate possible solutions and also generate possible courses of action to solve the task at hand. Marzano has found that this could result in a gain of 23 percentile points. One could make a case that the CPS strategy aligns with at least three other of these effective instructional practices. The three practices are “Identifying Similarities and Differences” (with a gain of 45 percentile points); “Homework and Practice” (as in scaffolding and independent practice; a gain of 28 percentile points); and finally “Summarizing and Note-Taking,” with emphasis on the summarizing aspect, which yields gains of up to 34 percentile points.

  It must be pointed out that there are no “silver bullets” out there. Marzano cautions that the end results reported here are the results of calculating averages of a number of studies. He states that in some studies, the study group performed worse as the result of using a particular practice, and some groups performed greatly above the standard deviation. To summarize his insights, he says all instructional strategies are the means to help with learning, and as with anything else, all things do not work equally as well in all situations.

  IN CLOSING

  This book is an attempt to make your social studies curriculum come alive. Our cooperative problem-solving activities are simulations that provide for experiential learning, not simply the absorption of data. Sufficient information is provided on topics to enable the students to function as a problem-solving unit. Our simulations are interactive events. The activities allow for learning by discovery, and hopefully students will experience a sense of satisfaction as they solve a problem. Problem solving is a different and separate way of cognition and is truly a needed life skill.

  The activities also call for the students to think. Life is not just about memory. Rather, survival and success in life require higher-order thinking and the ability to operate with higher cognition. As in everything we do, the more we have practice at something—the more rehearsal that we have—then the more adept and proficient we become. We are able to hone those skills by using them on a continual basis. Life brings us unexpected and challenging situations. Every day we have situations surface that require us to think, to solve problems, to evaluate, to make decisions, to analyze, to create and re-create, and to think critically. Students need practice at using those cognitive processes. The 1989 Nation At Risk Report (which is the catalyst for so much school reform and school improvement efforts) reported that much of what went on in teachers’ classrooms (and that was at the elementary, middle, and secondary levels) were tasks confined to the memory and application levels of Bloom’s taxonomy—lower-level thinking. Life requires much more than memory and recall. If students are not given opportunities to develop and practice the higher levels of thinking in school, then when and where does it happen?

  Cooperative problem solving also lends itself to the tenets of constructivist philosophy. Constructivist teaching centers on the idea that students learn best when they construct their knowledge and comprehension rather than reproduce someone else’s knowledge. As scientist and philosopher Blaise Pascal stated, “We are usually convinced more easily by reasons we have found ourselves than by those which have occurred to others.” This book is full of convergent, authentic, interesting, and holistic activities that extend and refine students’ understanding of key ideas in social studies.

  Using the approach in Cooperative Problem-Solving Activities for Social Studies, students have opportunities for active experimentation in solving problems. Our activities cross the varied content areas of social science and are often interdisciplinary in nature. They attempt to teach persistence, creativity, and the benefits of shared responsibility. Students learn that individual work effectiveness and team success are interrelated—a concept critical to students being competitive in today’s workplace. Our business leaders inform us that we need a workforce that is not only proficient in basic skills but that also can think, apply knowledge, and solve problems. As educators attempt to ready students for the world outside their classroom walls, there must be special emphasis placed on providing opportunities that develop skills necessary for success. We hold hope that the cooperative problem-solving activities in this book are first a source providing these types of opportunities for students and also a guide for enterprising teachers who can take the directions provided in this publication and develop their own CPS activities that they might use with their students.

  This book was created with the classroom teacher and the students in mind, by providing ready-made activities for the social studies teacher to interject into their instruction. Teachers need engaged participation from their students. Students need interest and motivation. This strategy, field-tested in our classrooms, does both: it works!


  PART I

  Geography

  Times Zones, Maps, and Population Counts

  Among the features found in the activities included in this chapter of Cooperative Problem-Solving Activities for Social Studies is that some are designed to be cross-disciplinary. The problems are generally suited for the geography classroom but could be utilized by math teachers and history teachers. The activities require students to take time and take care as they work with measurements, formulas, and/or visual clues.

  The first four activities use real-world data but in a fictional setting, the International Basketball Association (IBA), which features professional men’s basketball teams worldwide.

  The Globe-Trotting activity familiarizes students with latitude and longitude and challenges them to discern the itineraries of five IBA representatives. Students can deduce the sequence of the representatives’ travel and destinations (described only by latitudinal and longitudinal data), plot the coordinates on a grid, and finally use a world map to name the cities at those coordinates.

  In the Time Zones activity, students construct a time zone calculator from which the time of day in IBA cities around the world can be determined. Each team makes a calculator with two dissimilar-sized paper plates and a fastener. They draw marks 15 degrees apart to simulate the world’s 24 time zones on both wheels. On the smaller wheel, guided by information in the clue cards, students correctly place names of IBA cities.

  In the Playoff Schedule activity, students can use these newly made time zone calculators from the previous activity (or other researched reference material on time zones) and follow the league’s rules given in the clue cards to schedule the IBA semifinal games. In the Satellite TV activity, they use both the time zone calculator and the playoff schedule to arrange a timetable for simultaneous broadcasts of the games to fans in different time zones.

  Students use visual clues and logic to correctly label seven outline maps for Maps of the United States and Canada. As they follow the clue cards, they also acquire some information about the agriculture, population, waterways, and topography of North America.

  In Demographics: Population Shifts, students will decipher the clues and provide the missing information to complete the table provided with the activity. Teachers can opt to add analytical questions to the clue cards. Such questions can enhance the activity and enable instruction on how to read and interpret data. The U.S. Census Bureau Web site is provided so that students become familiar with researching data from reliable sources.

  The next activity is World Rankings. Students decode clues to complete the two tables presented in the problem. To work successfully through one table is an important first step; when one table is accurately completed, the second table becomes much easier to chart. One table will reveal the ten largest countries in the world by land area size. The second table lists the ten largest nations according to population. As the world and its data are constantly changing, a teacher’s research could uncover different sequences from those listed in the current problem. Teachers could reconstruct the problem by substituting the name of the changed countries (or the newly named countries) in the appropriate numbered place.

  The final two problems are similar in that the students project population data based on current estimation formulas provided by the United States Census Bureau. In U.S. Population Clock Projections, students project estimated population figures as requested in the problem. In Activity 9, World Population Clock Projections, students employ (U.S.) Census Bureau formulas again (if they worked Activity 8), this time to demonstrate the rate of change in the world’s population. They project backward to identify the year the world population reached 4 billion people and project forward to reach the years in which it will reach first 7 billion and then 10 billion people. Students can use a spreadsheet program, a calculator, or do the calculations by hand.


  [image: image]

  The IBA: Globe-Trotting

  ACTIVITY 1

  Students identify world itineraries of five representatives of the fictional International Basketball Association (IBA) by adding and subtracting longitude and latitude coordinates that they order in the correct sequence. Only New York City, the single departure point for the five travelers, is named; from that point, students calculate 23 other locations by their relative longitude and latitude. Students then plot the coordinates on a grid and use a world map to name the cities located at those coordinates. No two travelers visit the same city, and no traveler visits more than five cities after leaving New York City. The travelers depart for their next destination immediately upon completing business in the previous destination.

  
    Extra materials needed:

    ✓ World atlases

    ✓ Globe

  

  Background Information

  Mapmakers use vertical lines called meridians of longitude and horizontal lines called parallels of latitude. Longitude runs north and south, and latitude runs east and west. By following these vertical and horizontal lines and determining where these lines intersect, one can find locations on a map.

  Lines of longitude start at 0 degrees at the prime meridian (the first line of longitude) and run to 180 degrees (located in the middle of the Pacific Ocean). Meridians of longitude west of the prime meridian are labeled with a W and those east of the prime meridian are labeled with an E. Parallels of latitude range from 0 degrees at the equator to 90 degrees north (N) at the North Pole and 90 degrees south (S) at the South Pole.

  Objective

  Students gain a thorough understanding of latitude and longitude by deducing separate itineraries of five world travelers.

  Task

  Discover and describe five persons’ different itineraries using a common departure point, latitude and longitude coordinates, a grid (see Figure 1.1), and a world map.

  Answers

  The league representatives traveled to the following cities in the order given for each.

  Linda traveled first to London, then to Madrid, Rome, Athens, and Moscow.

  Kristin traveled first to New Delhi, then to Jerusalem, Cairo, and Johannesburg.

  Korey traveled first to Tokyo, then to Beijing, Manila, Sydney, and Melbourne.

  Leila traveled first to Paris, then to Brussels, Amsterdam, Copenhagen, and Berlin.

  Conor traveled first to Havana, then to Rio de Janeiro, Buenos Aires, and Mexico City.
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        	Clue Card A
        	
          1.   Leila’s fifth and final city is 1 degree north of London and almost 13 degrees to the east.

          2.   By flying 25 degrees south and 4 degrees east, Korey arrived at his third destination.

          3.   To get to her third stop, Kristin traveled 2 degrees south and 4 degrees west.

          4.   Your job is to chart the 23 sites visited by the league’s reps and to then identify these major cities.

          5.   Conor’s first destination required him to travel approximately 8 degrees to the west and 16 degrees south.

          6.   From her first stop Kristin traveled 3 degrees north and 76 degrees west to get to the second city.

          7.   On a longitudinal and latitudinal flat map, New York City is located 40 degrees north by 74 degrees west.
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        	Clue Card B
        	
          1.   Linda, Leila, Korey, Kristin, and Conor set out from New York City on Monday but headed out on different flights in different directions.

          2.   The second city of Conor’s travels was 46 degrees south and 39 degrees east of the first city on his itinerary.

          3.   From her first stop, Linda traveled 11 degrees south and 3 degrees west to get to her second destination.

          4.   Leila’s first city was 76 degrees east and 8 degrees north of NYC.

          5.   For Leila to get to her third city, she traveled just 2 degrees to the north.

          6.   Connect the points of each representative’s travels. Personalize each rep’s travels with a different color

          7.   To get to his fourth and final city, Conor traveled 53 degrees north and 41 degrees west from the capital of Argentina.
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        	Clue Card C
        	
          1.   To get to her fourth and final city, Kristin traveled 3 degrees south and 3 degrees west.

          2.   Korey’s first destination took him to 5 degrees south and 213 degrees west of his origination.

          3.   Leila’s third and fourth destinations are 3 degrees apart in latitude, but the fourth city is 8 degrees to the east of the third city.

          4.   Linda’s fifth and final city was a trip of only 18 degrees northward and 14 degrees east.

          5.   Linda’s fourth stop took her 4 degrees to the south and 8 degrees to the east from the third city.

          6.   Korey traveled 4 degrees to the south and 7 degrees west from his fourth stop to reach Melbourne, his fifth and final city.

          7.   A map or globe would be very useful.
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        	Clue Card D
        	
          1.   Kristin traveled 12 degrees southward and 151 degrees eastward to reach her first assignment.

          2.   Linda’s first stop could be located on a map at approximately 51 degrees north and 0 degrees west.

          3.   Destination three for Linda was a journey of 1 degree to the north and 15 degrees to the east.

          4.   Conor’s third stop was 11 degrees south and 15 degrees west of his second city.

          5.   Korey traveled approximately 4 degrees north and about 23 degrees west to arrive at his second city.
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