Outline Unit 6: How history works: enabling trainees to understand the nature of their discipline  

Outline of this unit

This unit looks at how history works as a discipline and as a school subject. It discusses the implications for beginning history teachers of:

6.1
Understanding how history works

6.2 Debates about the nature of history

6.3 Debates about the school history curriculum

6.4 Developing trainees’ understanding of how school history works

6.5 The place of history in the whole curriculum and links with other subjects

6.6 Enabling pupils to see how history works

There are questions at the end of each section. Each of these is linked to an activity and a resource, which will help you to explore further that particular issue.

6.1
Understanding how history works

Debates about the nature of history may seem a long way from the day-to-day business of teaching – a by-way that perhaps should not be tackled in a training programme in which there is never enough time for everything. However, the debates of the last twenty years between those who see school history centring on the transmission of content - descriptions of events, people and changes - and those who see history as a process have had immense influence on classroom practice.  This unit looks at the background to these debates, their relationship to philosophical questions about the discipline of history and their impact on the teaching of the subject.

But why should this be part of a teacher-training programme? 

First, in order to describe and reflect on their teaching, trainees will need to use the language of the discipline, for example second order concepts such as cause, consequence, similarity and difference. To do this effectively, they need to understand how the terms have evolved, how they are used, and some of the strengths and weaknesses of using them to describe the subject. They also need to see how particular philosophies impact on practice. For example, many historical exercises ask pupils to look at the reasons for events and to classify causes into types, e.g. short-term, long-term, political, economic etc. Classifying causes in this way can help pupils see patterns but it also imposes a particular view of causal explanations and a way of analysing a particular event, which may not be historically valid. Understanding the philosophy and the way the language of school history has evolved can help trainees better decide when and when not to use a particular approach.

Second, concepts such as cause, consequence and change have been used to help conceptualise what it means to get better at doing history. National Curriculum level descriptions, GCSE, AS and A level grade criteria are all based on this method of describing attainment in history.  However what were developed as criteria for particular contexts, such as National Curriculum levels for end of key stage assessment, have been applied inappropriately: the level descriptions have been deconstructed and used in day-to-day teaching and assessment. Only if they understand the models, and how and why they were developed, will new trainees have the professional confidence to use, reject and modify them as they see fit.

Knowing how history works can help trainees build more valid links with other subjects and to embed literacy in their teaching. If linking is to work, then the trainee needs to see what each discipline and approach contributes. Literacy activities may involve pupils in collecting and classifying information and such activities will help pupils comprehend the text. But in order to develop pupils’ historical skills, the activity needs to be set in the context of an historical enquiry and pupils need to reflect on the status of the information, why it was produced and for what purpose.

Finally, understanding what history is about enables the trainee to explain to pupils and parents why history is important and what they will gain from studying it. Indeed, it could be argued that pupils need to be helped to understand how history works as part of their course and that this is a key part of teaching and learning in history.

Activity 6.1.1 
Why is an understanding of how history works so important?
6.2
Debates about the nature of history

History has always been a more or less contested subject. In the post-modern age, debates on the nature of the discipline have become more self conscious and intensified. Historians and philosophers of history have contested, sometimes heatedly:

· The possibility or impossibility of attaining objective knowledge in history

· The nature of an historical fact 

· The similarities and differences between history and social science

· The nature and distinctiveness of historical methodologies

· The idea that history is a series of discourses perceived through the lens of the writer and reader 

The history and impact of different views about the nature of history are set out in Richard Evans’s In Defence of History (1997), which also contains useful suggestions for further reading. These debates may seem distant from issues of classroom practice but the inclusion in the National Curriculum of requirements to study interpretations of history, to use a range of sources and to study different types of history can all be linked back to changes in the study of history in universities.  Activity 6.2.2 shows how early work on teaching about causation by the Teaching History Research Group (THRG) was influenced by that of E.H. Carr. Many of the members of the THRG were examiners and the ideas fed through first into examining practice and subsequently informed the structure of the statements of attainment (SOAs) in the 1991 National Curriculum (DES1991). Textbook writers drew upon the admittedly shaky notions of progression embedded in the SOAs to produce classroom activities that moved from identifying to classifying and ranking causes. Subsequent revisions of the History Order and developments in thinking about effective classroom practice have taken thinking and practice further but the influence of that early work is still evident.

As historians, our own explicit and implicit views about what history is have been formed in the context of debates about historical methodology and by how we have been taught history.  Exploring trainees’ understanding of history is a common starting point in a training programme. This can be done in a number of ways. One option is to enable trainees to explore their own understandings of the nature of the discipline (see activity 6.2.1) Another is to use the classic debates by historians about the nature of the subject, for example E. H. Carr (1961) and Geoffrey Elton (1967) or Arthur Marwick (1995) and Hayden White (1995.) Teasing out what these historians see as central to the subject can be a springboard to identifying what is central to school history (see activity 6.2.2). Another alternative is to look at the ‘What is History?’ unit of the old SHP course or a similar approach based on the hypothesis that the work of the historian is similar to that of a detective (see activity 6.2.3). Assessing the strengths and weakness of the analogy can provide a starting point for looking at the structure of the discipline and for what should be taught in schools.

Activity 6.2.1
What different understandings of how history works might trainees have and how might this influence their views of history teaching in the early stages of their training?

Activity 6.2.2 
How have debates on the nature of history influenced classroom practice?

Activity 6.2.3 
How far should we replicate the historian’s methods and tools in the classroom?

6.3 Debates about school history 
Rob Philips has argued that it is only by analysing the debates on what should be taught in schools that we can understand what the subject is and how it is best taught. (Phillips, 2002:15) Phillips himself wrote a seminal analysis of the forces that shaped the National Curriculum (1998). There are also useful summaries of these debates in Arthur and Hunt (2001: 21-24); Husbands, Kitson and Pendry, (2003: 7-20), and Phillips, (2002: 15-23).  Many of the debates about school history, such as what content should be taught, whether there is too great an emphasis on skills, whether history teaching should be used to shape national identity, still rumble on in the Press. Trainees might be encouraged to collect examples and to evaluate them.

School history has also been shaped by thinking and research at different levels and in very different arenas These include:

· Historical research into both the past and the nature of the subject  

· Research into how pupils learn history (see unit 7)

· Research into the purposes of history teaching 

· Research into teachers’ thinking about the subject and how they plan and teach.  

· Definitions of what should be taught in statutory documents 
· Curriculum thinking in textbooks, schemes of work and in articles in ‘Teaching History’

· Parents’ and pupils’ views about what young people should be taught
Exploring dimensions of these debates can help trainees to develop their own well grounded philosophies and activity 6.3.1 looks at some of the debates on progression and assessment and considers how and when research findings could be built into the programme. 

Activity 6.3.1
How can critiques of the History Order be used in the PGCE programme?

6.4
Developing trainees’ understanding of how school history works

It is possible to develop trainees’ understanding of how school history works in different ways: 

· Through an historical approach that looks at the development of school history and the National Curriculum and the ways in which it has been conceptualised.

· Through structuring parts of the course around key organising ideas, e.g. using evidence in the classroom, teaching interpretations, developing causal analysis and then revisiting them in the context of looking at assessment and progression.

· Through a focus on looking at planning and teaching activities and drawing out the underlying structures which shape the activity.

· Through getting trainees to talk to mentors and identify the language and concepts they use to analyse how they plan, teach and assess pupils.

Discussions are likely to centre on the following issues:

· Content and its selection

· The role of knowledge

· Historical concepts 

· Historical processes 

· Literacy and language

Content and its selection

Critiquing the content requirements of the National Curriculum, the GCSE and AS and A level criteria and specifications is an easy way into understanding what is taught in schools. It can also provide a springboard for looking at the purpose of school history, rationales for the selection of content, whether the structure of the Order helps elucidate how history works and whether it aids planning. Unless trainees see how the current history Order derives from earlier Orders (DES (1990), DES (1991), DfE (1995)), the work of the History Working Group (DES 1990) and the Schools History Project (SHP), it is unlikely that they will see much rationale for the selection of content or that previous Orders identified unifying themes, such as changes in government or economic structures across the key stages. Activity 6.4.1 evaluates one method of helping trainees assess the content requirements of the history Order. It also raises the issue of whether looking at the content is an important issue for trainees to consider.  Activity 6.4.2 examines the impact of changes to the curriculum on how history has been taught.

Knowledge

Issues about what to teach are frequently confused with building pupils’ knowledge base, although obviously these are linked. In many of the debates on school history teaching, knowledge about the past has been set against the teaching of historical skills and processes. Christine Counsell has categorised this polarisation of knowledge and skills as a distracting dichotomy (Counsell 2000). Her work has clarified the interrelationship between knowledge and analysis and has shown why it is important for teachers to devise activities that build pupils’ knowledge base at the same time as giving them tools to structure their knowledge. Many of the articles in ‘Teaching History’ illustrate this approach.  Looking at the relationship of knowledge building to conceptual thinking is likely to be an issue that trainees will return to in the context of medium and short-term planning as well as in relation to assessment. Husbands, Kitson and Pendry, (2003) provide a useful way into how classroom teachers think about knowledge building and offer a good foil to both the conceptual framework of the Order and the work of researchers such as Peter Lee and Denis Shemilt (see Activity 6.3.1).

Second order historical concepts  

Second order concepts, such as causation and change, have been central to history teaching since the subject was included in the curriculum. Descriptions of the development of pupils’ ability to reason, together with analyses of the development of their evidential understanding, have provided the frameworks for definitions of attainment in the National Curriculum and public examinations. They have also underpinned some of the research on how pupils learn (see also unit 7, especially section 7.1).  Looking at the history of the National Curriculum can be really useful here because by seeing the difficulties caused by the progression in the 1991 Order - the rigid application of hierarchies of causal analysis and the lack of relationship to substantive knowledge - trainees may come to see that the use and application of concepts is likely to be messy and complex.  It is inevitable that trainees will consider the role of second order concepts in any work on planning, teaching and assessment (see units 8 and 9). 
Historical processes and skills

Historical enquiry and the use of evidence are normally agreed to be central to the discipline of history and to school history.  The use of hierarchies of difficulty in source analysis - comprehension, comparison of sources, investigations of reliability and utility - underpins current approaches to assessment in history and many textbook exercises.  Exploring the history of the use of sources in school history is one way of enabling trainees to reflect on whether current methods of source analysis bear any relationship to how historians use sources or are likely to motivate pupils. These approaches have been criticised as formulaic and recent emphasis on source analysis in the context of an enquiry could be said to be more authentic. Understanding the relationship of sources to an enquiry question and how evidence substantiates description, analysis and argument can also help trainees set more challenging work for pupils. For an analysis of the use of sources see McAleavy (1998), LeCocq (2000) and Phillips (2002: 72-5). For an analysis of the use of enquiry in history teaching see Riley (2000). 

Looking at how history works can also help trainees understand that the study of interpretations of history is about looking at how people in later times have reconstructed the past and is not just simply another form of source-based work or a study of contemporary attitudes and values. While work on interpretations involves many of the same processes as those involved in evidential enquiry, the focus on subsequent reconstructions is critical (McAleavy, 2000). A possible activity that you could undertake with trainees is to get them to study the first History National Curriculum attainment targets and tease out the differences between AT 2 and AT3. Problems in conceptualising what interpretations are about have largely come from a lack of understanding of how history works. 

Language and communication

Recent work on teaching history has focused on the importance of language in developing pupils’ understanding of past events and in helping them communicate their ideas. This has involved teachers in describing how they help pupils sort, classify and use information to support arguments. Some of this work has been linked to approaches used in the literacy strategy, although the focus in history teaching has been more sharply on the status of the information and on using language skills to develop historical understanding. Work on language and communication by Christine Counsell (1997) and Chris Husbands (1996) has been particularly significant in this respect. Activity 6.5.2 is about looking at the role of language in history teaching.

Activity 6.4.1 
How can we help trainees reflect critically on the National Curriculum?

Activity 6.4.2
Helping trainees reflect on the way in which views on how history works have impacted on teaching and learning

6.5
History in the whole curriculum

Since its inception the National Curriculum in England has been defined through a subject-based approach. However, innovative methods of whole curriculum development, pressure to link or combine subjects particularly at GCSE, 14-19 developments and the introduction of the Key Stage 3 Strategy mean that trainees and newly qualified teachers will need to be able to:

· Define the contribution of history to the whole curriculum

· Teach history in combination with other subjects 

· Develop and apply key skills, including literacy, ICT in their practice.

Experience has proved that linking subjects, and developing IT and literacy skills in the context of history can be very productive but it can also lead to a lack of rigour and poor practice. Where this happens it is often because of a lack of focus on the nature of the subjects involved or because of the level of generality with which the links are specified. The organising concepts distinguish one subject from another; they define its methods of enquiry and shape the types of questions that are asked. Looking at these issues can give trainees an opportunity to refine and deepen their understanding of the nature of the discipline.

The activities below are designed to help trainees explore these issues through examining:

· The relationships between two subjects in this case history and citizenship 

· How activities to develop literacy can be integrated into medium term planning

Activity 6.5.1 
Citizenship and history – a productive partnership or differing philosophies – helping trainees explore subject differences?

Activity 6.5.2 
Language – the essential tool - helping trainees explore the relationship between literacy and history

6.6
Enabling pupils to see how history works

Implicit in much of school history is a desire to introduce pupils to the way history works.  After all, carrying out enquiries, working with sources and producing explanations are core activities of an historian. ‘What is History?’ type activities were designed to help make the process explicit. Similarly, exercises that explore how interpretations are constructed enable pupils to understand the relationship between evidence and interpretation.  Helping pupils understand how history works was one of the drivers of curriculum development in the late twentieth century.  This approach influenced the National Curriculum and the original SHP GSCE course, which had a strong focus on helping pupils understand historical methodology, as did the AEB 673 A level and Edexcel’s Syllabus E A level. Residues of this approach can be found in the Advanced Extension Award.  

Introducing pupils explicitly to how history works is important because it enables them to see that historical knowledge is based on evidence derived from sources and that interpretations of the past may change in the light of new approaches and new evidence. Understanding the status of historical knowledge is a defence against the abuse of history for political ends.   Badly taught such an approach can, of course, lead to death by gobbet or pupils believing that history is worthless because we cannot be certain about what happened in the past. Well taught it can introduce pupils to the nature of discipline.  To teach this well trainees and teachers really do need to understand how history works.
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Activity 6.1.1 >> Why is understanding how history works so important?

You will need the following resources for this activity: 

· A chapter of a history book or article that you think is an example of ‘good history’.

· A favourite teaching activity that you know works well in the classroom, i.e. it is motivating and takes pupils’ learning further.

· Resource 6.1.1 Lang, S. (2003) ‘Narrative: the underrated skill’ Teaching History 110: 8-17.

This activity is designed to help you as a trainer consider your own views about the nature of history. 

1. Read the chapter or article that you think is an example of ‘good history’.

· Jot down your ideas about what makes it good history.

· Classify your ideas using some headings, e.g. use of evidence, style, level of analysis, use of examples etc.

· Look at your classifications. How far do you think they help you explore the work of this historian, both in terms of the writing and the processes that led to the writing? How necessary are your classifications to your analysis of the text?  

· How does your conception of school history compare with your analysis? What are the similarities and differences?

2. Read resource 6.1.1 Sean Lang's article on narrative.

· What do you think Lang sees as the most important aspects of doing history? (see particularly p.15)

· How useful an analysis of the work of an historian is Lang’s approach?

· What are the similarities and differences between Lang’s approach and your conception of school history?

3. Consider your teaching activity and the contexts in which you have taught it.

· What it is about the activity that you think makes it work well?

· How far did you need to use the language of the discipline to analyse the activity?

You might like to compare your own analysis with the descriptions of the work of three history teachers in Husbands, C., Kitson, A. and Pendry, A. (2003: 51-65).

4. To what extent has your understanding of how history works informed your response to all the preceding questions? How essential is this understanding in assessing the work of historians, teachers and students?

Could you use this activity with your trainees? Would you need to adapt it in any way?

Activity 6.2.1 >> What different understandings of how history works might trainees have and how might this influence their views of history teaching in the early stages of their training?

Choose two or three of the descriptions of trainees’ preconceptions from resources 2.1.1 – 2.1.8.

· How much can you glean from the descriptions about the trainee’s understanding of the nature of the discipline?

· What more would you want to know?

· How would you justify the importance of understanding the nature of the discipline to a trainee who thought the issue irrelevant?
Look at the activities on resource 2.1.9. 

· How might you develop any of these activities to enable trainees to reflect on how they think history works and how their views might influence their practice?

· How else could you encourage trainees to reflect on their understanding of how the discipline works?

Activity 6.2.2 >> How have debates on the nature of history influenced classroom practice?
Resources

You will need: 

· Resource 6.2.1 Looking at the influence of E. H. Carr: Extract from the Cambridge PGCE history course. 

The following may be helpful in understanding the exercise shown in resource 6.2.1:

· Resource 6.2.2 Carr, E.H. (1961) What is History? (London: Macmillan - Chapter 4: Causation in History)

· Resource 6.2.3 Evans, R. (1997) In Defence of History (London: Granta:129-138)

· Resource 6.2.4 Extracts from the Teaching History Research Group materials ‘Understanding Cause and Effect’ first published in 1987 and later in 1999 by Longman (needs permission Christine’s copy is p 5-12) MJS to source original publisher and seek permission for use on the  site. 
1. How useful is it for trainees to set the development of ideas about how best to teach history in schools in the context of debates about university-based history.

2. Read resource 6.2.1 The activity in the resource is undertaken by trainees on the Cambridge University PGCE course in Week 5.

· Look at the structure of this activity: how does it move trainees’ thinking forward?

· What are the strengths and weaknesses of setting trainees’ understanding of teaching and assessing causation in the context of Carr’s work?

· Where would you take the trainees next?

Resource 6.2.2 Carr, E.H. (1961) What is History?
Resource 6.2.3 Evans, R. (1997) In Defence of History
Resource 6.2.4 Extracts from the Teaching History Research Group materials ‘Understanding Cause and Effect’ 

To come

Resource 6.2.1 Looking at the influence of E. H. Carr: Extract from the Cambridge PGCE history course 

Your work on Carr

This is a classic. You are likely to have read it during the course of your degree, or earlier….Carr has been challenged and criticised subsequently and many would now argue that his influence on the way we talk about causality has been too great. Nonetheless, the book is a reference point and a landmark that you need to know about. Its principles have been drawn upon quite directly by history education theorists, in the first version of the National Curriculum and in all public examination mark schemes since the mid-1980s that relate to causal explanation.

Evans comments critically on Carr…(his work) may help you to distil some of Carr’s ideas.

First summarise Carr’s central arguments. Reduce them crisply to a précis OR bullet-pointed notes OR a diagram on one side of A4. Then conclude with a comment on what Carr says about higher-order causal explanations. Even in this piece, which is not really about history education at all – and certainly not about history education in schools – Carr points at what he thinks is high-quality causal argument. Rightly or wrongly, this comment has been enduringly influential. Find it and comment on it. 

Your work on the Teaching History Research Group’s (TRGH) proposals for teaching about causation

This was produced in the early days of using causation as an idea for teaching and assessing causation in schools. It influenced both GCSE mark schemes … and the first version of the National Curriculum. It argues very forcefully that causal reasoning is an attribute of historical thinking that should be valued, taught and assessed in its own right. These researchers even produced a little hierarchy of progression in causal reasoning. Study this very carefully and notice its debt to Carr.

…read it carefully and just do two things to process your understanding:

1. Summarise and comment on the TRGH’s views about causal reasoning in the light of your own experience. Is this how what you were taught to think and reason about historical causes in school? Would a stronger focus on causation have improved or weakened the way you were taught do you think?

2. Produce a reduced version of the TRGH’s 5 stages. Sum up the kernel of each ‘stage’ in just two or three sentences.

Activity 6.2.3  >> How far should we replicate the historian’s methods and tools in the classroom?

You will need the following for this activity:

· Resource 6.2.5 SHP and ‘What is history?’

· Resource 6.2.6 Lang, S. (1993) ‘What is bias?’ Teaching History 73:9-13

· Resource 6.2.7 Le Cocq, H. (2000) ‘Beyond bias: making source evaluation meaningful to Year 7.’ Teaching History 99:50-55.

· Resource 6.2.8 McAleavy, T. (1998) ‘The use of sources in school history 1910:1998 a critical perspective.’ Teaching History 91: 10-16.  

· Resource 6.2.9 Smith, P. (2001) ‘Why Gerry now likes evidential understanding.’ Teaching History 103: page refs
· You will also need a collection of textbooks for this activity, try to obtain some that date back to the 1970s.  Look particularly for those containing ‘What is history type activities’. If you want to extend the activity you could also look at examination papers from the 1970s to the present day. 

1. Consider the following activity designed for trainees.

The historian’s methodology

· Make a list of what you consider to be the essential aspects of the historian’s methods and tools. Discuss these with another trainee.

· How important do you think it is for pupils to understand the historian’s methodology?

· Read resource 6.2.5 and look at examples of textbook chapters and other materials, which base their approach on the ideas of the historian as detective. Is the idea of the historian as ‘detective’ useful in understanding historical methodology? What are the strengths and weaknesses of these activities? To what extent should the history teacher simplify the concept of historical methodology to make it accessible to pupils

Review the activity and questions. How important do you think it is for trainees to evaluate the idea that pupils should be introduced to the concept of the historian as detective? How far does the activity above allow them to do this?

2. The use of sources    

Sourced-based enquiry has been seen as central to historical research and to classroom history.

Read resource 6.2.6, 6.2.7, 6.2.8 and 6.2.9 which set out some the changes in the use of sources in history teaching over the last century.

How would you use these articles to structure a session on the use of sources in history teaching? What other materials might you wish to include?

Resource 6.2.5 SHP and ‘What is history?’

In the 1970s a new approach to history teaching was developed through the auspices of the Schools Council History Project (SCHP) later named the Schools History Project (SHP).  In order to engage pupils (and reverse the perceived danger of a declining uptake of history amongst pupils) the project authors designed activities that were intended to motivate pupils and enable them to think critically. The approach, which involved sifting sources, making inferences and deductions, selecting evidence and reaching conclusions was designed to replicate in part that of the historian.  The underlying philosophy was also influenced by debates about the nature of history and about how pupils learn history (see unit 7). 
Year 9 pupils studied a ‘What is history’ course which involved a number of units, including:

· Mark Pullen: In this unit pupils were asked to use clues to work out what happened to a student called Mark Pullen. The objective was for the pupils to reach conclusions based on evidence in a similar way to an historian.

· Bodies in the Bog and Sutton Hoo: Pupils were then asked to apply the skills they had learnt in the previous unit in genuine historical contexts: the Sutton Hoo ship burial and the bodies found in the Danish peat-bogs.

The approach used in the SHP course influenced both textbook writers and examiners.  Textbooks included units on ‘What is history’ and used historical contexts such as the murder of the Princes in the Tower to enable pupils to solve mysteries from the past. The SHP O level (later GCSE course) included further units designed to enable pupils to use what were termed ‘primary’ and ‘secondary’ sources to investigate a topic in depth and to pursue a local study. GCSE examinations sometimes included a source paper in which pupils were given sources relating to a unfamiliar topic. (In SHP this was Paper 2.) These were carefully crafted to allow pupils to pursue an enquiry, such as ‘Who was King Arthur’ and to draw conclusions in the examination based entirely on the evidence drawn from the sources.

With the advent of the National Curriculum, the ‘What is history?’ approach often disappeared because of the weight of content to be taught. (Although it was suggested that it the approach could be translated into new content areas.) The revision of the GCSE criteria in 1998 included a greater emphasis on the need to make links between wider contextual knowledge and the evidence that can be derived from sources. This spelt the end of the ‘unseen’ Paper 2 of the SHP GCSE. 

Recently the greater flexibility in the 2000 history order has led to the inclusion of the ‘What is history?’ approach in some textbooks.
Activity 6.3.1 >> How might critiques of the history Order be used in the course?

You will need the following for this activity:

· Resource 6.3.1 Lee, P. (1998) ‘A lot of guess work goes on’: Children’s understanding of historical accounts’ Teaching History 92: 29-36

· Resource 6.3.2 Lee, P. and Shemilt, D. (2003) ‘A scaffold and not a cage: progression models in history’ Teaching History 113:13-23

Read resource 6.3.2 in which Lee and Shemilt attack the model of progression in the History Order.  Consider the following questions:

1. What background would trainees need before tackling either or both of these articles?

2. How could you use them to support trainees’:

· ability to critique models of  progression; 

· understanding of assessment;

· ability to critique the History Order;

· understanding of the value and use of research on history teaching?

3. For each issue, identify additional materials that either support or critique Lee and Shemilt’s work.

4. Would you use this type of material in your programme and if so when?
Activity 6.4.1 >> How can we help trainees reflect critically on the National Curriculum?
1. Look at resource 6.4.1 Assignment 1 from Oxford PGCE programme

· To which aspects of the history National Curriculum does it direct trainees?

· Is there any prior work that you would have done to help trainees understand the ‘influences that have shaped the curriculum? 

· Would you help trainees explore the concept of appropriateness before beginning this activity?

· Can trainees do this activity without looking at:

· The general purposes of the National Curriculum  DfES/QCA 1999: 8-9 and 26-36;

· the two preceding versions of the history Order?

· Do you think it is possible for trainees to critique the attainment target at this stage of the course or is this an issue to which they need to return?

· How would you help trainees discuss the third part of the assignment with teachers in their practice schools?

· How would you suggest trainees work with those parts of the National Curriculum that you or they consider seriously flawed?

2. 
How valuable is this activity? How else might you integrate critiquing the history Order into your course?

Resource 6.4.1

CURRICULUM ASSIGNMENT 1
THE KEY STAGE 3 HISTORY CURRICULUM; A CRITIQUE

The aim of this assignment is to enable you to:

· understand the current Order for history (and especially the key stage 3 requirements) and to be able to critique it. The critique should take account of both your expertise as an historian and your developing expertise as a teacher.

· know it well enough to make sense of practice in schools, and begin to teach lessons that meet National Curriculum requirements.

Note that the curriculum introduced in September 2000 refers to a programme of study for each key stage, and that this has two parts: knowledge, skills and understanding (previously referred to as the key elements) and breadth of study (previously referred to as study units). We will use the terms ksu and study units.

Your assignment should address the following three questions:

1. What are the main influences that have shaped the current National Curriculum for history?

2. How appropriate do you think the content of the history curriculum is? Note ‘content’ includes all the prescribed aspects of the curriculum, not merely the subject matter of the study units. You should assess the strengths and weaknesses of the curriculum from your perspective as an historian as well as that as a trainee.

3. In your placement school (i) what are the current preoccupations of the history department in relation to the Key Stage 3 curriculum?; (ii) why are there these the priorities; and (iii) what implications do they have for your development as a teacher in that context?

We recognise that this is very demanding and suggest that you might like to approach the assignment in the following way.

Preparatory work

Start with the National Curriculum Order for history and read it very thoroughly. Then as a way of helping you to think about what you have read:

· Construct a brief summary of what pupils study in history from ages 5-14. What do you think of that as a (partial) statement of the school history curriculum?

· Look carefully at the requirements for key stage 2 and think about the links between that and key stage 3.

· Look thoroughly at the study units for key stage 3. Think about the possible differences between overviews and studies in depth. What might each achieve?

· Consider the ksu for key stage 3 on page 20 of the history Order, and put those alongside the key stage 3 part of the summary from above. What does that look like as a complete statement of school history for 11 to 14 –year-olds? Are there things that you would want to omit? Add? Why?

· Read the attainment target: what do you think it means? Think of a pupil you have seen recently in a history classroom – could you locate their work against one of these level descriptors? 

Reading

As starters

Husbands, C., Kitson, A. and Pendry, A. (2003) Understanding History Teaching, Maidenhead: Open University Press - chapter 1.

Haydn, T., Arthur, J,  and Hunt, M.  (2001 2nd edn.) Learning to Teach History in the Secondary School, London: Routledge - chapter 2.

Farmer, A.  and Knight, P. (1995) Active History in Key Stages 3 and 4, London: David Fulton - chapter 1.

Bourdillion (1994) Teaching History, London: Routledge/Open University -chapters 1-6

Phillips, R. (1998) History Teaching, Nationhood and State: a Study in Educational Politics, London: Cassell - chapter 1.
Phillips, R. (2000) ‘Government policies, the state and the teaching of history’, in J. Arthur and R. Phillips (eds.) Issues in History Teaching London: Routledge.

Teaching History 99 May 2000, contains several articles related to Curriculum 2000 for history.

Activity 6.4.2 >>  Helping trainees reflect on the way in which views on how history works have impacted on teaching and learning 

For this activity you will need the following
· DES (1991) History in the National Curriculum (England), London: HMSO

· DfE (1995) History in the National Curriculum: England, London: HMSO

· DfES/QCA (1999) History: Key stages 1-3, London: DfES/QCA
http://www.nc.uk.net 

· Resource 6.4.2 Murray, M. (1999) ‘Three lessons about a funeral: Second World War cemeteries and twenty years of curriculum change’ Teaching History 94: 6-11

· Resource 6.4.3 Chart showing the development of pupils’ progress in history developed by history teachers in Armenia

 Consider the following questions

1. Can we understand the current history Order without understanding its history? To approach this question you might find it helpful to work through the following steps:

· Compare and contrast the three versions of the history curriculum. What changes would you see as most significant in terms of:

· The development of thinking in terms of content specification, i.e. periods, events, people to be taught;

· Definitions of the second order concepts, e.g. cause, consequence;

· Definitions of other requirements, e.g. teaching from a variety of perspectives;

· Definitions of progression?

· Which of these aspects would you wish to bring to trainees attention in order to help them understand the evolution of the curriculum?

· So is it possible to understand the current history Order without understanding its history?

2. What impact has thinking about how school history works had on the key stage 3 curriculum? 

· Read resource 6.4.2. Mike Murray’s article suggests how history teaching changed as a result of the implementation of successive versions of the curriculum.   

· How might you use this article to enable trainees to reflect on the impact of curriculum changes on practice

3. Resource 6.4.3 is a chart showing progression in pupils’ knowledge and   understanding of history teaching produced in a different cultural context. 

· What similarities and differences do you notice to ways of conceptualising history in England?

· If this approach was used to create a set of curriculum requirements, what differences would it make to the way history would be taught and assessed. (You could also explore the potential impact of the proposed new history curriculum for Northern Ireland http://www.ccea.org.uk/ )

· How might you use curricula from other countries to develop your trainees’ thinking?

Resource 6.4.3 Chart showing the development of pupils’ progress in history developed by history teachers in Armenia

Armenian history teachers working with a Russian teacher educator and an English educational consultant produced this chart setting out ‘standards’ for school history. It draws on different approaches to conceptualising school history.  

	Knowledge, understanding and skill
	Basic school standards

Pupils aged 11-15
	Upper school standards

Pupils aged 15-17

	Working with a text
	· Recognise the difference between primary and secondary sources

· Recognise significant and insignificant information

· Identify and comprehend concrete facts

· Make simple comparisons


	· Understand the difference between primary and secondary sources

· Set texts in a broader context

· Understands concepts used in a text

	Working with sources
	· Comprehend sources

· Make simple comparisons
	· Evaluate and compare sources

· Set sources in their historical context



	Describe events, phenomena and individuals
	· Describe different periods

· Relate events to different periods and phenomena

· Describe different epochs
	· Describe characteristic features of periods

· Make links between phenomena and a period

· Analyse and evaluate events and people in their period context

	View a historical problem 
	· Understand different perspectives and relate these to broad issues

· Understand that there are conflicting views

· Understand and explain different attitudes and positions
	· Give causes and reasons for different perspectives

· Examine and explain interpretations based on different groups and revel links between them 

	Respond to a question


	· Describe 

· Write a simple narrative using examples and visual materials
	· Compare, analyse and synthesise

1. Undertake research into cause and effect

2. Provide a narrative with an explanation

	Oral communication
	· Express attitudes to an event

· Give simple reasons (I know it is so because…) History should help to unify rather than separate people.

· Be able to participate in discussions
	3. Come to well argued conclusions

4. Reach conclusions independently

5. Evaluate viewpoints and formulate views, substantiating them with evidence

6. Demonstrate independent critical thinking




Activity 6.5.1 >> Citizenship and history – a productive partnership or differing philosophies – helping trainees explore subject differences?
You will need the following for this activity:

· Resource 6.5.1 If we are teaching history – are we likely to be teaching citizenship: Looking at the differences between history and citizenship

· Resource 6.5.2  Background information: citizenship and history

· Resource 6.5.3 Possible history and citizenship activities

· Resource 6.5.4 Davies, I., Hatch, G., Martin, G., and Thorpe, T. (2002) ‘What is good citizenship education in history classroom?’ Teaching History 106:37-43.

· Resource 6.5.5 Freeman, J. (2002) ‘New opportunities for history: implementing the citizenship curriculum in England’s secondary schools – a QCA perspective.’ Teaching History 106:28-32.

· Resource 6.5.6 Wrenn, A. (1999) ‘Build it in, don’t bolt it on; history’s opportunity to support critical citizenship’, Teaching History 96: 6-12.

The following are referred to in resources 6.5.1 and 6.5.2 and may be worth looking at for contextual information:

· DfES/QCA (1999) History: Key stages 1-3, London: DfES/QCA

http://www.nc.uk.net.

· DfES/QCA (1999) Citizenship: Key stages 3-4, London: DfES/QCA http://www.nc.uk.net. 
· Resource 6.5.7 Craft, L. and Harrison, S. (2003) ‘Developing citizenship in schools.’ Teaching Citizenship 7:10-14.  
1. Look at Resource 6.5.1. 

· How far does the activity help trainees consider the subject differences between history and citizenship?

· How would you develop and improve this activity?

2. Look at Resource 6.5.3 (this has been adapted from a task by Lee Jerome from citizED) (NB the first part of the resource provides the activities, the second half of the resource explains whether or not the activities meet the requirements to be considered citizenship)

· Read the 10 activities A-J. For each activity decide whether it :

a. Is definitely citizenship being delivered through history

b. Has the potential to deliver citizenship through history

c. Is definitely not delivering citizenship through history

· What criteria would you use when deciding whether an activity or teaching sequence encompassed citizenship education or not?

· What changes would you suggest to the ones that have the potential to deliver citizenship to ensure that this could happen?  

Resource 6.5.1 If we are teaching history – are we likely to be teaching citizenship: Looking at the differences between history and citizenship
1. Look at the key stage 3 programmes of study for history and citizenship. What similarities and differences do you notice? 

2. Draw a table using the headings below. List 3 or 4 history topics and how you might teach them. Look at the Citizenship Order and consider how far the outline scheme of work fulfils the citizenship requirements.

	History topic

and proposed approach
	  Knowledge and understanding about becoming informed citizens


	  Developing skills of enquiry and communication


	Developing the skills of participation and responsible action

	
	
	
	

	
	
	
	

	
	
	
	


· Read resource 6.5.2 and consider the issues raised. Do you need to adjust any of your approaches?

· Do the topics enable the three strands of citizenship to be considered together?

· In developing and teaching the topics how could you ensure that the focus on both the history and citizenship remained clear?

3. Read resources 6.5.4, 6.5.5 and 6.5.6.

· What similarities and differences do you notice

· All of the articles suggest activities, what would you see as the strengths and weaknesses of these activities in terms of their approach to history and to citizenship?

.

4. What are the opportunities and challenges in linking citizenship with history?

 Resource 6.5.2 Background information: citizenship and history

Citizenship was introduced as a National Curriculum subject at key stages 3 and 4 in 2002. Prior to that many schools had taught aspects of citizenship as a cross-curricula theme often in the context of Personal, Social and Health Education (PSHE). Much of the impetus for introducing citizenship as a compulsory subject in the school curriculum came from David Blunkett when he was Secretary of State for Education and from his adviser Bernard Crick. Crick’s report on citizenship (QCA 1998)

http://www.qca.org.uk/ages3-14/downloads/crick_report_1998.pdf
set the context for the development of the National Curriculum requirements that formed part of the curriculum revision, which came into force in 2000.

History teachers greeted the arrival of citizenship as a statutory subject in different ways. Some saw it as an exciting challenge and opportunity to increase the time available for history. Others saw it as a potential burden likely to bore pupils and create curriculum overload. (Wrenn 1999) 

QCA suggested in the key stage 3 scheme of work that other curriculum subjects could contribute to citizenship by:

· delivering content – for example … aspects to do with the extension of political rights, such as the right to vote in history;

· teaching skills…;

· supporting citizenship by importing aspects of citizenship into other subjects…

DfES/QCA (2001) Teachers Guide:13

Jerome Freeman (Freeman 2002) suggested that the National Curriculum programmes of study for history ensure that pupils:

· learn how the past influences the present, what past societies were like, how these societies organised their politics, and what beliefs and cultures influenced people’s actions

· see the diversity of human experience and understand more themselves as individuals and members of the society

· develop an awareness that what they learn can influence their decisions about personal choices, attitudes and values

· develop skills that are prized in adult life, such as evaluating evidence and arguing for a point of view. 

 Some schools did choose to give history the prime responsibility for introducing citizenship at key stage 3. More frequently it was made part of PSHE or taught as a separate subject.  On the basis of an inspection of a small sample of schools, in June 2003, Ofsted published a report on citizenship. Liz Craft and Scott Harrison (Craft, L. and Harrison, S. 2003) (see resource 6.5.7) considered the implications of this report. They raised some significant issues for those who want to make links between citizenship and history.

‘Schools should consider whether they have properly recognised National Curriculum citizenship and its aims’ Ofsted (2003) National Curriculum citizenship: planning and implementation 2003/04, London: Ofsted quoted in Craft, L. and Harrison, S. (2003: 11)

‘Schools should look again at the constituent parts of National Curriculum citizenship, establishing a clear definition that recognises what is new and distinctive and distinguishes it from PSHE and other subjects.’ Ofsted quoted in Craft, L. and Harrison, S. (2003):12)

‘In particular, some subjects claimed to teach citizenship content when in fact the objectives were related to the ‘home subject’. The obvious example is historians believing that the Civil War or Chartism is citizenship. A second is where subject departments did not understand the relationship among the citizenship strands.‘ Craft, L. and Harrison, S. (2003:12)

‘The inter-relationship between the three strands of National Curriculum citizenship must be demonstrated in planning and teaching and learning.’ Craft, L. and Harrison, S. (2003:12)

Recent Ofsted guidance to inspectors has said:

‘Schools may do many things which relate in a general sense to the pupils’ development as citizens…they are not part of NC citizenship unless they are built into the (citizenship) scheme.

‘Touching on topics which are relevant to citizenship has been accepted by some inspectors as NC citizenship when it is not. Work in history on the origins of parliament, the civil war and the struggle for the vote has a bearing on the work pupils should be doing in NC citizenship, but it is not citizenship; it is history.’  (Ofsted Update 45, 2003)

These comments raise some serious issues for history teachers, which the questions in the activity are designed to enable trainees to consider.
Resource 6.5.3 Possible history and citizenship activities

Activities

A – The English Civil Wars

Outline of unit
Year 8 pupils study the causes that lead to the Civil Wars in depth. They analyse a wide variety of reasons, categorising them as:

· long and short term, 

· and in terms of political, economic and religious factors. 

In an extended piece of writing, pupils are encouraged to explore the inter-relationship between these factors to help them appreciate the complexity of discussing ‘causation’ in historic context. This essay is formally assessed.

The Interregnum and Restoration are dealt with in overview.

Citizenship link
During this unit pupils will understand several aspects on Citizenship including:

· Trial by jury, when Charles I is tried by parliament

· The nature of parliament, by analysing the debate between crown and parliament

· Aspects of the economy, through discussion about taxation

B – Slavery through Time

Outline of unit
Starting with an overview of slavery today, year 9 pupils find out about modern forms of slave labour and the international agreements that seek to outlaw slavery. Then drawing on work in year 7 (Roman slavery); year 8 (Trans-Atlantic slave trade); and year 9 (Nazi slave labour camps) pupils research forms of slavery in the past, the justifications for it and the arguments against it. The unit ends with a visit to the Anti-Slavery International website www.antislavery.org.uk and pupils research current campaigns and projects to combat slavery. Time is set aside for pupils to write letters, and participate in campaigns.

Citizenship link 
Through the unit of work pupils develop an understanding of:

· Rights and how they are defined and maintained in any society, including modern society

· The role of the UN and international community organisations in relation to slavery

· Active citizenship through opportunities for participation in current campaigns

C – Improving Working Conditions

Outline of unit

The unit forms a depth study within a broader scheme of work on Britain 1750-1900. Year 8 pupils study the factors that led to industrialisation and urbanisation and then focus on the protests and reforms that led to the gradual improvement in working conditions during the nineteenth century. The work of government, committees of enquiry and philanthropists is studied in some detail, with a specific focus on children’s work.

Citizenship link

This unit focuses on the evolving rights of the child in the nineteenth century, and the work of parliament.

D – The Roman Empire

Outline of unit

This is the first unit studied in year 7 and pupils are encouraged to participate in a range of active learning experiences to get them motivated for history in secondary school. There is a focus on investigative group work, internet research, role play and whole class discussions. Pupils set objectives for their own group’s work, and assess their own contribution to the group. Several lessons also focus on the different forms of government that developed within the Roman Empire.

Citizenship link

· Democracy and autocracy

· Skills of communication and enquiry

· Skills of participation and responsible action

E – Divided Ireland

Outline of unit

Aspects of Irish history are integrated into each unit throughout key stage 3. In the GCSE course, which is a popular option in School E, these historical foundations are built upon to investigate the enquiry question, ‘Why is it so difficult to achieve peace in Northern Ireland?’ Pupils examine a variety of interpretations of key historical events and consider the role of violence in the politics of Ireland. They then assess the various attempts to resolve the situation.

Citizenship link

· Conflict and conflict resolution

· Religious diversity in the UK

· Investigate a topical political problem

F – The Holocaust

Outline of unit

As part of the year 9 study of the Second World War, pupils undertake an in-depth study of the Holocaust. Through an examination of the roots of anti-Semitism and the rise of the Nazis pupils understand how Jews and other minority groups suffered prejudice, discrimination, imprisonment and murder. 

Citizenship link

· Pupils study the denial of basic rights to Jews and others in Germany and German occupied territory

· Pupils study racism and intolerance

· Pupils understand how the media was used for propaganda purposes

G – The Holocaust

Outline of unit

The year 9 unit of work has always included an in-depth study of the Holocaust. This unit has been built around examining preconceptions about ‘victims’, ‘perpetrators’ and ‘bystanders’. Through analysis of primary sources and investigation of case studies pupils explore and extend their understanding of these terms. The same terms are then used to investigate a current or recent example of genocide or persecution and to reflect on events in pupils’ lives.

Citizenship link

· The whole unit is based on a framework for investigating conflict and perceptions of conflict

· The unit provides opportunities to consider how the media can be used to present partial or limited interpretations about events and the people involved

· Pupils engage in small group and whole class discussion about these issues

H – Monarchy and Parliament

Outline of unit

In the year 7 unit on Medieval Britain, pupils explore the balance of power between the monarch and nobles. Towards the end of the year they compare the power of Henry VIII with that of Queen Anne. Pupils then study Victoria’s reign in-depth in year 8 and discuss her relationship with the public and the government. 

Citizenship link

Pupils will be able to use the information covered in this theme to understand the current constitutional role of the monarch.

I – Why have powerful people taken great care about the way they are shown in pictures?

Outline of unit

Through an examination of portraiture in the medieval and Tudor period, year 8 pupils are given an opportunity to explore the ways in which monarchs and other powerful people used art to manage their public image. Pupils visit a portrait gallery and deconstruct compositions to identify key symbols and messages that would have been understood by viewers in the past. The ‘starter’ activity involves the class interpreting posters of Beckham and Blair.

Citizenship link

Pupils will understand the role of the media.

J – Local Area Study

Outline of unit

Pupils in year 9 follow up their enquiry into industrialisation with a local study examining a graveyard near the school. Pupils visit the site, collect evidence, meet representatives from a ‘heritage preservation’ group that has formed to protect the site and research a website established by the group. For their final lesson pupils split into three groups: ‘preservation group’; ‘developers’ and ‘local councillors’. The first two groups devise plans to submit to the councillors, who then hold a mock ‘planning meeting’ to decide the fate of the site.

Citizenship link

The final lesson has been developed to provide an opportunity for pupils to practice their skills of participation and responsible action. They have to try to work as a group (negotiating roles) and use their powers of persuasion (communication and enquiry skills) to convince the councillors to support their proposals.

Do the activities meet the requirements to be considered citizenship?

A – The English Civil Wars 

· It is NOT about trial by jury – the trial of Charles I was unprecedented and not an example of the justice system in use then or today

· The discussion about the nature of parliament is left in the 17th century in this unit, it would need to be linked to current issues to be citizenship.

· Economic history does not necessarily count as citizenship, besides, the study of the economy is only prescribed at KS4.

B – Slavery through Time

· 1a, it’s the link to modern rights that makes this citizenship

· 1f and 1i, the role of the UN and international community organisations in relation to slavery

· 3b (and possibly 3c), participation in current campaigns (and reflection upon that action)

C – Improving Working Conditions

· It’s all in the past and not explicitly connected to current issues, therefore wouldn’t count as citizenship

D – The Roman Empire

· Democracy and autocracy. These are Crick concepts (part of the framework in the original report and in the initial guidance from the QCA). The PoS also mentions ‘democracy and other forms of government’ in 1d. However as it is, this would be best be described as ‘supportive’ or ‘implicit’ citizenship because it is crucial in terms of developing a rich conceptual understanding, but NOT related to current issues / investigations. 

· Although both sets of skills may well be developed, they are not developed within an explicit citizenship context, therefore they don’t count. Active learning is not a substitute for active citizenship.

E – Divided Ireland

· Great links but it’s an option at KS4, therefore, unless it’s also covered elsewhere for those who do not choose history, it could not be counted as NC provision – it’s an entitlement for all.

F – The Holocaust

· Pupils study the denial of basic rights to Jews and others in Germany and German occupied territory – in the past and therefore NOT in relation to current citizenship

· Pupils study racism and intolerance – again ONLY in the past

· Pupils understand how the media was used for propaganda purposes – same problem, only in historical context – it would perfectly possible to critique the media in historical examples but not transfer this skill to interpreting media concerning current issues in one’s life.

G – The Holocaust

· 1g, the groundwork is laid for doing a thorough job of analysing conflict through the historical application of the model – up until this point, the citizenship remains ‘potential’ or ‘implicit’, what we might call ‘supportive’. It is NC citizenship when USED to analyse current issues.

· 1h, the media element of the PoS is covered because this unit provides an opportunity for pupils to reflect on current media coverage of conflict.

· 2a, b and c as the small group and whole class discussion is about topical issues

H – Monarchy and Parliament

· Again, a great theme for the history department to develop, but the updating bit is left to pupils. It has to be explicitly linked to the current constitution to enable pupils to really make the connection between the historical coverage and what happens today.

I – Why have powerful people taken great care about the way they are shown in pictures?

· Again, it’s an historical study and the starter just helps to draw pupils in to the historical task. It does not ‘substantially’ cover any aspect of the citizenship PoS.

· This enquiry question is one of those suggested by Jerome Freeman (QCA Principal Officer for History) in an article in Teaching History, 106. It provides a readily extended enquiry, but would not cover both in this form.

J – Local Area Study

· This is a summary of an article by Gary Clemitshaw from Teaching History, 106. It is described as fulfilling the requirements of the third strand in the PoS. 

· Use it to introduce the Ofsted / QCA guidance on active citizenship.

Activity 6.5.2 
Language – the essential tool - helping trainees explore the relationship between literacy and history

You will need the following for this:

· Teaching History Volume 111 June 2003 (resources 6.5.8 and 6.5.9 provide two examples of articles from this edition)

Look at the articles in Teaching History Volume 111 June 2003. How would you use some or all of them to help trainees develop their understanding of the importance of literacy in history teaching?
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