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SERIES FOREWORD






This series of books was commissioned as a WalkThrus Production to complement two of our other series: The Teaching Walkthrus, Volumes 1, 2 and 3, and the In Action series. We believe that, together, they represent a powerful resource for teachers in schools and colleges in multiple subject settings.


The In Action series has proven to be very popular with busy teachers, enabling them to engage with a range of important ideas from cognitive science and from education research more generally. In each book, the authors explore the key ideas from a specific researcher, translating them into practical approaches that teachers can adopt in their practice. So far, the series includes:




	■ Rosenshine’s Principles of Instruction



	■ Collins et al’s Cognitive Apprenticeship



	■ Fiorella & Mayer’s Generative Learning



	■ Shimamura’s MARGE Model of Learning



	■ Sweller’s Cognitive Load Theory



	■ Wiliam & Leahy’s Five Formative Assessment Strategies



	■ Annie Murphy Paul’s The Extended Mind



	■ Dunlosky’s Strengthening the Student Toolbox



	■ Berger’s An Ethic of Excellence



	■ Bjork & Bjork’s Desirable Difficulties



	■ Ausubel’s Meaningful Learning






Each of these books is a guide to interpreting the research in ways that can be applied in real-world classrooms. We have been delighted by the response to the series, with teachers telling us they value the brevity and clarity and the examples of theory in practice. It’s so important for teachers to have a good grounding in cognitive science so that they have not only a clear model of how learning happens but also an understanding of all the potential barriers or difficulties that students experience. Bridging the gap between research and practice is a significant challenge because real-world classrooms are so much more complicated than the controlled conditions usually set up to investigate specific concepts in trials. The authors of the In Action books are all serving teachers or have taught in schools for many years, so their take on the theories and concepts that their books focus on is important and incredibly useful, grounded in the reality of teaching whole, complex classes.


It’s by no means a comprehensive list – not yet – and we recognise that many other aspects of research would benefit from the same treatment. Books on Nuthall’s Hidden Lives of Learners, Engelmann’s ideas on direct instruction and Bandura’s ideas on self-efficacy are all in the pipeline. We would also encourage every teacher to engage with Dan Willingham’s Why Don’t Students Like School?.


Released in parallel with the research-informed In Action series, our Teaching WalkThrus have also been popular with over 350,000 copies distributed across the three volumes. The idea of breaking ideas down into five-step visual guides, with short punchy descriptions, has proven very successful, allowing teachers to engage with a broad range of ideas in a very accessible format that informs their training, coaching or personal reflection. Significantly, Teaching WalkThrus were written in a style that is context free. They are generic in style so that teachers of all subjects in any setting can engage with them, transposing the ideas into their real-world contexts. The 150+ WalkThrus are organised into six main series, each of which represents an important area for professional learning:


Behaviour and relationships




	■ Lesson management



	■ Planning for good behaviour



	■ Positive correction



	■ Relationships and mindsets






Curriculum planning




	■ Assessment issues



	■ Broad design concepts



	■ Challenge, inclusion, diversity



	■ Detailed planning






Explaining and modelling




	■ Giving explanations and modelling



	■ Reading and writing



	■ Standards, expectations and scaffolding



	■ Types of explanations






Questioning and feedback




	■ Assessment



	■ Core questioning techniques



	■ Deeper questioning techniques



	■ Feedback






Practice and retrieval




	■ Guided to independent practice



	■ Reading



	■ Building fluency



	■ Retrieval practice



	■ Support and challenge






Mode B teaching




	■ Choices and creativity



	■ Making it real



	■ Oracy



	■ Student directed activities






With over 4000 schools having engaged with our online WalkThrus toolkit, we know that a great deal of valuable professional learning can be supported with our generic guides as a starting point. However, throughout each book we are at pains to stress the crucial need to adapt the ideas for specific circumstances. A five-step visual WalkThrus guide is not a set of rigid rules – it is a framework for thinking through an idea, deconstructing it so that teachers can then reconstruct it themselves, forming their own mental models for enacting powerful techniques in their own classrooms. That’s the spirit.


Now, having explored research ideas in the In Action series and general pedagogical ideas in WalkThrus, we felt that the logical next step was to bring in subject-specific books in this new series, completing the third pillar of the trio: research, pedagogy, curriculum. Each book in the In Action subject series has been written by practising teachers who were tasked with presenting a summary of important ideas and debates from their subject to support busy teachers in their work. We have not imposed a rigid common format and our authors were encouraged to share their own perspectives with our readers. There is no definitive book on teaching science or history or maths or physical education – so these books are explicitly written with that in mind. The books represent the authors’ personal perspective on how the ideas that circulate within each subject community can translate into great practice in the classroom. Once again, we invite readers to then adapt and adopt the ideas that make sense in their context.


I have to congratulate each author on their excellent work. It’s daunting to summarise and capture the spirit of a subject, balancing depth of detail with sufficient breadth of coverage of content and related debates and implementation issues – all in what is meant to be a short book. If there is one thing that characterises all our books it is that they are accessible to teachers who are time poor. Each book in this series achieves that goal – they have an energy to them and a brilliant balance of rigour, steeped in experience with teaching the subject, alongside tons of examples to bring things to life.


We hope you find this book interesting and useful, adding an important dimension to your wider reading as a teacher doing the most important work there is: developing young people so that they have the knowledge, experience, confidence and wisdom they need to make sense of their world and play their part in the communities they belong to.






















INTRODUCTION






History makes a distinctive contribution to young people’s education. It builds their knowledge and understanding of the world and their own place in it: by exploring the world as it was, we explain the world as it is. More than this, history is a discipline in which knowledge is contested and constructed. Studying history inducts students into modes of knowing, thinking and accounting, engaging with evidence and interpretations from multiple perspectives. This prepares young people to understand and engage with a complex world.


Over the course of our careers in history classrooms across many different schools, we have discovered the joy and the challenges of planning and teaching rigorous, ambitious and exciting history to secondary school students. We have been teaching during a period when cognitive science has come to the fore and begun to influence policy and practice in teaching and learning in schools, contributing to a codification of teaching techniques.


The WalkThrus series has led the way in demonstrating to classroom teachers the underlying cognitive science which explains the effectiveness for students’ learning of certain classroom approaches. We are fortunate in history to draw on another vast resource: years of theorisation, reflection and research by history teachers. This book aims to illustrate history teaching in action which is, above all, disciplinary – attending to the interweaving of substantive and disciplinary knowledge – but which is informed by the science of learning.


When setting out to write this book, we adopted a guiding principle: no theorisation without exemplification. We like to think that this approach, providing concrete particulars to anchor abstract generalisations, echoes the semantic gravity of history itself, where generalisations only stand in so far as they are supported by the particular and the concrete. We hope that this book proves useful to history teachers facing the same challenges that we face. Finding solutions to these helps us to pass on to our students a meaningful, usable understanding of the past and its interpretation in the discipline of history, through lessons which spark curiosity and imagination, and engage students in critical, analytical thinking. When that works, it is a thing of real joy.






















Part A

























CHAPTER A1



WHAT IS SCHOOL HISTORY?





 


History is a discipline: a way of knowing and making meaning, with its own established conventions. School subjects introduce students to the knowledge and ways of working in each discipline, offering them experience of seeing the world through different lenses (Ashbee, 2021). There is, however, an important distinction to be made between the academic discipline of history and history in schools.




The academic discipline of history


A useful starting point to differentiate between the two is to consider the methodologies of academic historians and the features of their work.
















	Ways in which an academic historian works


	Features of an academic historian’s work











	



	Historians work with material from archives.



	Historians work with a range of source material, but that range differs from one historian to the next, for many reasons.



	Historians create and test hypotheses to construct claims.



	Historians tend to specialise in a particular topic or period.



	Historians look at a topic or period in depth.



	Different historians use different methodologies.








	



	In their work, historians ask questions about the past and of evidence.



	Historians make claims (with use of evidence).



	Historians counter, affirm and/or nuance the claims of other historians.



	Different historians will deploy their arguments in different ways (i.e. historical form takes many shapes).



	Different historians will consider the past through different lenses.
















▲ Figure A1.1: Methodologies and features of an academic historian’s work


Furthermore, Keith Jenkins argued that the audience plays a part in defining the academic discipline of history. For Jenkins, the purpose of academic history is shaped by the questions that people ask of history: ‘What does history mean for me/us, and how can it be used or abused?’ (Jenkins, 1991, pp. 31–32).




For further discussion on the nature and purpose of the academic discipline of history see the second chapter, ‘The uses of history’, in John Tosh’s The Pursuit of History: Aims, Methods and New Directions in the Study of History (2022).










School history


Knowledge of the ways in which historians work, the form their work takes, and their reasons for writing history helps us to distinguish between academic and school history. By recontextualising history for students, which enables its reproduction in the classroom, school history serves a different purpose and manifests itself differently from academic history.


Disciplinary history in schools


History is not the past but the study of the past. It is important that students can distinguish between the two. They need to understand how history, as a discipline, contributes a distinctive way of knowing and understanding the world. History – in and beyond schools – is a collection, and selection, of stories about the past, often competing and conflicting; it is not the story of the past.


Students should understand that the validity of a historical claim is dependent on the weight and status of evidence in support of it. They should therefore understand, including through experience, how historians use primary source material to learn about the past, and how they evaluate and synthesise that source material to produce historical arguments. In the work of the Schools Council History Project in the 1970s, a focus on students’ interaction with sources, as the evidence base for history, marked a shift towards a more disciplinary approach to school history (although this had already been advocated by Keatinge in 1910).




See chapter A2.





Nevertheless, students in school are novice historians, and school history is a reproduction of the discipline. Secondary school history students cannot fully replicate the archival research of an expert historian by constructing new historical knowledge from sources. For one, students lack a ‘sufficient body of knowledge’ to conduct meaningful archival research, which is just one contributor (albeit the most important) to the process by which expert historians formulate historical claims (Fordham, 2014).


Purposes of school history


The opening statement of aims in the national curriculum for history offers a rationale for school history which commands broad acceptance as a starting point for the design of a rigorous history curriculum (DfE, 2013).


Taking the national curriculum, history curriculum writers in schools, multi-academy trusts and external organisations create and curate their curricula with specific rationales in mind. Histories taught in schools are interpretations, or retellings, of the past for an audience of young people, and with an educational purpose. A school history curriculum might be informed and influenced by local or national priorities or concerns, trends in academic historical scholarship, or a desire to equip students with a particular sense of historical understanding or perspective. These rationales and purposes determine content selection and emphasis.




National curriculum for Key Stage 3 history.
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See chapter A4.





The authors of the national curriculum for history in England were surely influenced by the work of history educationalists such as Peter Lee. For Lee, the purpose of school history education is historical literacy. To be historically literate, students need to understand that history is ‘a way of seeing the world’ (Lee, 2017). They need to acquire respect for people in the past, for standards of truth and validity in relation to the use of evidence and construction of interpretations, and ‘a picture of the past that allows them to orient themselves in time’ (Lee, 2017).


In his Medlicott Medal Lecture, Chris Culpin drew on Christine Counsell’s assertion that history teaches us ‘the meaning of human-ness’ to argue that school history curricula should be about people (Culpin, 2007). He called for a ‘curriculum for all’ when stressing that school history should embrace and reflect Britain’s multiculturalism. Culpin also suggested that school history should allow students to argue, discuss and make informed judgements (Culpin, 2007). Figure A1.2 provides a summary of Culpin’s responses to the question, ‘What history should we teach?’
















	We should teach students about power by getting them to question ‘Who rules?’ This would enable us to ask questions such as ‘Who ruled well?’ and ‘What did it mean to rule well?’


	We should teach students about the ordinary lives of all types of people.







	We should teach students about war and conflict, and this should extend beyond a story of English or British success.


	We should teach students about England and its relations with the rest of the world to highlight connections.










▲ Figure A1.2: A summary of Culpin’s responses to the question ‘What history should we teach?’


More recently, Martin Spafford argued passionately for history as a skill for living. ‘Wouldn’t it be great’, Spafford asked, ‘if history helped students to understand all aspects of their daily lives and culture, and if it helped them to understand the world around them?’ (Spafford, 2023). The point of learning history should be that students are able to use historical knowledge and understanding to make sense of the world and to live better lives.




The Schools History Project’s ‘Curriculum PATHS’ (Principled Alternatives for Teaching History in Schools) project aims to support teachers to consider ethical principles for school history: schoolshistoryproject.co.uk/curriculumpaths.





While their definitions of the purpose and aims of school history differ in certain respects, Spafford, Lee and the authors of the 2014 national curriculum for history in England share elements of a common vision. They all emphasise the need for students to acquire both substantive historical knowledge and a disciplinary understanding of history. All three also highlight that students should develop a sense of the relationship between themselves and the past.




For substantive and disciplinary knowledge, see chapters A3 and A4. See also chapter C2.





Under the umbrella of aims in the national curriculum, history departments must choose what to prioritise and emphasise. A process of mediation must happen between the aims of the national curriculum and a department’s curricular intent. Some departments may decide to move beyond the aims of the national curriculum. For example, a department might seek to teach world history by studying the interrelationships and links between certain cultures and civilisations to emphasise global connectedness. Alternatively, a department might emphasise a substantive concept that is not mentioned in the national curriculum, such as ‘race’. An example of one department’s curriculum objective and principles for content selection can be seen in figure A1.3.




Our curriculum objective was that students were to locate themselves and their world within a much larger tapestry of time, in order to see the changes, continuities, patterns, diversity, interpretations and stories of the past. With one eye metaphorically on the past and one eye literally on the present, we aimed to give them an informed platform to look towards the future.


Our content-selection principles:




	content that enables students to critically piece together national stories



	content that is considered resonant with individual students’ personal identities, including local environments



	content that addresses 21st-century notions of ‘place’ by embracing the globalised environment and allowing flexibility in order to account for developing global themes.









▲ Figure A1.3: The curriculum objective and content selection principles underpinning the curriculum designed by Will Bailey-Watson and colleagues (Bailey-Watson, 2019), with thanks to the Historical Association


Consideration should also be given to pedagogy – how a history teacher will teach the curriculum – but also to how students ‘do’ history in the classroom and how their understanding of history as a discipline is shaped as a result.




See also chapters A3, C2 and C3.




























CHAPTER A2



A HISTORY OF SCHOOL HISTORY IN ENGLAND





 


In addition to understanding the nature and distinctiveness of school history, it is important for history teachers to have a sense of how school history has developed over time. A history teacher who is informed about these developments is equipped to engage with debates within the subject community and to draw on its accumulated wisdom, avoiding known problems and pitfalls. This section will provide a brief summary of selected developments that have shaped how history is taught in schools in England, as well as some of the agencies and organisations which have influenced trends and policies relating to school history. Developments in history education cannot be fully understood in isolation, since they have been shaped by wider patterns of development in the education system.




[image: A flowchart outlining the development and influence of school history education, highlighting key events like the establishment of the Historical Association, Keatinge’s studies, and the Schools Council History Project. Three set of boxes are defined as ‘Development’, ‘Detail’ and ‘Influence on School History.’]






Extended Descriptions

A flowchart illustrating the development and influence of school history education, presented in three columns: “Development,” “Detail,” and “Influence on school history.” The flowchart begins in 1906 with the “Establishment of the Historical Association,”. The next stage in 1910 highlights Maurice Keatinge’s “Studies in the Teaching of History,” which argued for extensive use of original sources to provide a more stimulating experience for students. Finally, in 1972, the “Schools Council History Project (known as Schools History Project or SHP from 1982)” is detailed as pioneering a new approach to history education, led by David Sylvester, with a focus on thematic studies and four underlying concepts. This project shifted away from traditional teaching methods towards a more substantive knowledge that students should recall, significantly influencing assessment structures in secondary history classrooms, as further discussed by MacIntosh (1979) regarding the problems of assessment the SHP was trying to address/reconcile.






[image: “A flowchart outlining the development and influence of school history education, highlighting key events like the Introduction of GCSEs in 1987. Three set of boxes are defined as ‘Development’, ‘Detail’ and ‘Influence on School History.’]






Extended Descriptions

“A flowchart details the evolution and impact of school history education in England, presented across “Development,” “Detail,” and “Influence on school history” columns. In 1985, the “Release of History in the Primary and Secondary Years: An HMI View” from John Slater’s report advocated for a balance of local, national, and international history, and other issues. The “Introduction of GCSEs” in 1987 furthered discussions on history teaching and the impact of assessment, raising concerns among teachers about the narrowing curriculum, as noted by Culpin (2002). Between 1988 and 1990, the “Publication of History 5-16” (1988) and two History Working Group reports (1989, 1990)” by Roger Hennessey emphasised that content should be at the ‘heart of the curriculum,’. Simultaneously, the “Development of the national curriculum (NC)” between 1989 and 1990 by the Department of Education and Science (DES) National Curriculum History Working Group is shown in detail.






[image: A flowchart illustrating the evolution of school history education, highlighting key developments, details, and their influence. Events include the 1990 Teaching History Research Group, the first national curriculum for history in 1991, and the 1995 national curriculum. Three set of boxes are defined as ‘Development’, ‘Detail’ and ‘Influence on School History.’]






Extended Descriptions

This flowchart outlines the ongoing development and influences on school history education. In 1990, the Teaching History Research Group produced materials suggesting stages of progression in students’ understanding of causation, influencing GCSE mark schemes and the 1991 National Curriculum (NC). The first NC for history in 1991 introduced a new approach to assessment with ‘attainment targets’ for disciplinary thinking, though substantive knowledge progression wasn’t referenced in them, but in the program of study. In 1993, the first National Curriculum Council materials aimed to integrate skills and knowledge, but weren’t widely adopted. The 1990s also saw Project CHATA researching children’s historical ideas and their progression, prompting criticism of the 1991 NC assessment system. The 1995 NC cut back on the content prescribed in the 1991 NC, replacing attainment targets with ‘key elements’ like chronology and historical enquiry, moving assessment structures forward.






[image: A flowchart outlining the development and influence of school history education from 1998 to 2014, noting key publications, curriculum changes, and their impact, including Ofsted reports and national curriculum revisions. Three set of boxes are defined as ‘Development’, ‘Detail’ and ‘Influence on School History.’]






Extended Descriptions

A flowchart depicts the overview of developments and their influence on school history education. In 1998, new GCSE grade descriptors were introduced. A 2007 Ofsted report on history in English schools found variability in students’ exam performance and the quality of teaching and learning. The 2008 National Curriculum for history introduced a revised framework with concepts and processes. These changes were seen as a step forward, influenced by Peter Seixas’ work on historical thinking. In a A 2011 Ofsted report on history for all ability levels in English schools. Ofsted criticized approaches taking Key Stage 3 to two years and teaching history through a skills-based or integrated approach, arguing it marginalized history and negatively impacted pupil performance. The 2014 National Curriculum for history paid much attention to substantive knowledge, with content being central.






[image: A flowchart illustrating the development and influence of school history education from 2014 to 2023, highlighting key publications, curriculum changes, and their impact, including Ofsted reports and national curriculum revisions. Three set of boxes are defined as ‘Development’, ‘Detail’ and ‘Influence on School History.’]






Extended Descriptions

A flowchart outlines recent developments and their influence on school history education. In 2014, new GCSE grade descriptors, 9-1, were introduced. In 2021, Ofsted published a research review series on history, intended to provide a summary of best practices for teachers and support curriculum thinking and delivery. A 2023 Ofsted report, “Ofsted’s Rich encounters with the past: history subject report,” noted that the quality of curriculum thinking in primary and secondary schools had been notably raised since the 2011 report and highlighted the power of subject associations. However, it identified weaknesses including the use of academic scholarship, support for SEND students, attempts to separate curriculum and pedagogy, the use of GCSE-style questions to frame assessment at Key Stage 3, and the limited scope of some history curricula. This report resonated with conversations and theorizing in the history subject community, offering useful priorities for history teachers and echoing advice in previous Ofsted reports to remain true to the discipline when assessing students’ understanding.
























CHAPTER A3



STRUCTURES OF THE DISCIPLINE





 


Teaching history is complex because history itself is complex. To make sense of it, our students need three types of structures. First, they need structures to organise historical information, such as timelines and narratives. Second, they need conceptual structures to think about the past: ideas such as change, causation and significance. Third, they need a strong sense of how history is created, meaning a working knowledge of sources and interpretation. We want students to know about certain aspects in detail and to understand how a bigger picture fits together: how the tendrils of one story reach out and spiral tightly into another.


Understanding the philosophy of history as a discipline is crucial to successful history teaching. This chapter outlines two major structural threads that underpin rigorous planning and meaningful teaching of school history: knowledge about the past (substantive knowledge) and knowledge about how historians study the past (disciplinary knowledge) (Ofsted, 2021).




Chapter A2 shows us how history teachers have addressed issues relating to school history over time.





A key feature of a rigorous history curriculum is the interplay between substantive and disciplinary knowledge. Strong history teaching will skilfully plait together both types of knowledge so that students do not interact with them in silos.




Substantive knowledge


Put simply, this is the ‘stuff that happened’: the events and the people caught up in them. How substantive knowledge is selected, organised and taught has a huge impact on students’ ability to combine it with disciplinary concepts to answer challenging historical questions.







Disciplinary knowledge


Disciplinary knowledge is that which students acquire about how history works, and what historians do (Counsell, 2018b). This includes how historians identify and use sources of evidence, how they formulate historical claims, and how they support those claims with evidence. Among those conventions are the organising concepts of the discipline.





Planned interactions between substantive and disciplinary knowledge are crucial. To focus on substantive knowledge alone would impart information to students but would not teach them history. Attempts to teach disciplinary knowledge in isolation – for example, in a ‘What is history?’ enquiry at the start of Key Stage 3, which introduces disciplinary concepts – is equally problematical. Practical, concrete exemplification of history in practice – engaging with substantive content through a disciplinary lens – will do more to help novice learners embarking on a secondary education to understand the discipline of history than learning about the philosophy of history in the abstract. Students cannot begin to understand or appreciate the craft of a historian without a substantive focus. The necessity for this relationship is explained in Ofsted’s research review for history:




…knowledge of the past must be shaped by disciplinary approaches in order to become historical knowledge. Similarly, acquiring disciplinary knowledge is made purposeful and meaningful to pupils when it is related to particular historical problems where pupils have sufficient knowledge of the period, setting and topic to reason, to make inferences and to grasp the terms that others are using in any debate. (Ofsted, 2021)





Communicating historical understanding requires students to deploy substantive and disciplinary knowledge in combination. If disciplinary approaches have not shaped students’ study of the past, or equally, if students are unable to utilise rich and relevant substantive knowledge when presenting an historical argument, they are not engaging with history as a discipline. Imagining history without each helps us perceive the importance of combining them both, as set out in figure A3.1.
















	With insufficient attention to…


	…we risk…







	substantive knowledge


	…superficial debates centred on disciplinary concepts that get no further than unsubstantiated opinion, rendering them largely meaningless. to become historical understanding, substantive knowledge must be used in connection with the disciplinary concepts.







	substantive concepts


	…students without the terminology and conceptual framework to break down historical situations into analytical parts, limiting their ability to build their own substantive knowledge and arrive at valid conclusions when applying disciplinary skills.







	disciplinary concepts


	…the past becoming a singular chronological story. aside from being far removed from the contested nature of the discipline, this has the potential to be both dull and dangerous.










▲ Figure A3.1: The importance of substantive and disciplinary knowledge







Categories of substantive knowledge


Describing substantive knowledge as the ‘content’ of the past is helpful for distinguishing it from disciplinary knowledge; further categorising substantive knowledge according to its function is also vital for successful history teaching.


Fingertip and residue knowledge


Christine Counsell classified the types of historical knowledge used by teachers as ‘fingertip’ and ‘residue’ knowledge (Counsell, 2011). Fingertip knowledge allows students to access topics as they are taught, but this is knowledge that can be forgotten and is not essential for future learning (see also Grande, 2022). Residue knowledge is the detail left behind from fingertip knowledge which, over time, leaves students with a broad historical understanding (Counsell, 2000).


Core and hinterland knowledge


Subsequently, Counsell used the terms ‘core’ and ‘hinterland’ to further distinguish the curricular functions of knowledge (Counsell, 2018). ‘Core’ content is what we aim for students to retain – ‘the things that can be captured as proposition’ (Counsell, 2018). ‘Hinterland’ is contextual or background detail that serves the proximal function of enabling students to generate and arrive at core propositions.




See chapter B4.





Understanding the relationship between core and hinterland knowledge is essential when planning a history curriculum. Although students can forget the hinterland knowledge and still achieve the ultimate aims of the curriculum, hinterland knowledge is crucial for facilitating and enabling historical understanding. Hinterland is not an optional extra – an entertaining story told here or there to engage students. Without hinterland fostering students’ sense of period and historical perspective, the core is meaningless. Jonathan Grande argues that ‘[t]he core is abstract without hinterland – hinterland makes meaning of knowledge’ (Grande, 2022). Figure A3.2 exemplifies some ways in which history teachers have planned for hinterland knowledge in the curriculum.


















	Use of hinterland knowledge to demystify abstract topics/concepts


	Use of hinterland knowledge to contextualise understanding of an event


	Use of hinterland knowledge to prepare students for future learning











	Jonathan Grande has offered rich reflections on the role of hinterland knowledge, and concrete examples of why it is important for classroom practice (Grande, 2022).


	In his article on ‘worldbuilding’, Mike Hill reflects on his use of maps of communist insurgencies in Germany between 1919 and 1924. He argues that his students having knowledge of these uprisings was ‘… not strictly instrumental to the core narrative but fleshed out the world within which this narrative unfolded…’ (Hill, 2020).


	Ed Durbin argued that developing his students’ capacity to become better analytical thinkers was greatly aided by the inclusion of hinterland knowledge throughout Key Stage 3 (Durbin, 2018).










▲ Figure A3.2: Uses of hinterland knowledge




When planning a curriculum, it is crucial to consider how students’ core historical understanding will manifest, so that we are clear on the function of each part of the curriculum. See appendix 1 for one department’s ‘curriculum takeaways’, or intention for core knowledge.






Substantive concepts


Substantive concepts are ideas to which students return in different contexts throughout their study of history. The Historical Association defines substantive concepts as ‘those concerned with the subject matter of history – the substance about which students are learning’, and highlight that:




	■ some are highly specific to period or place



	■ some can originate in a specific context but develop to have wider resonance and use



	■ some have a wide application, can be applied in many contexts, and are not history-specific.








Substantive concepts: see the section guide from the Historical Association (history.org.uk).





Michael Fordham has listed many examples that might appear in a Key Stage 3 curriculum, including concepts such as class, imperialism and trade unions.




For Fordham’s full list, use this QR code:


[image: A QR code.]





As students revisit these concepts, they should detect changes in their meanings in different historical contexts. It is therefore essential that students’ encounters with substantive concepts are period- and context-specific. History teachers have planned for students’ encounters with substantive concepts in their curriculum in several ways (figure A3.3).
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1985
Release of History in
the Primary and
Secondary Years: An
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This report from John
Slater HMI recommended

1987
Introduction of
GCSEs

1988-1990
Publication of History
5-16 (1988) and two

‘a balance of local,
national and international
history and a balance of
chronological periods for
a history curriculum’
(Guyver, 2013). The report

Earlier shifts towards a more disciplinary and

source-based approach to teaching history

opened debates about the relationship between
historical ‘skills’ and content. Robert Guyver argues

that Slater’s report, ‘cemented into into official
government policy government policy the marriage
between historical skills and concepts and historical

content’ (Guyver, 2013).

also acknowledged that

there were different, and

contested, approaches to
teaching history.

T
|
|
|
|
|
L

|r Christine Counsell, however,

| has argued that the ‘content’/

I skill’ debate is an unhelpful
distraction, and that these

| labels prevent appropriate

1 and meaningful

| characterisation of historical

| thinking (Counsell, 2011).

[P S,

For further discussion and debate surrounding
GCSEs and their impact on history teaching, the
‘Nutshell’ from Teaching History 113 is a good
place to start to appreciate the concerns of
teachers in the early 2000s (Historical
Association, 2003); Chris Culpin also wrote about
some of the issues arising during his term as Director
of the Schools History Project (Culpin, 2002).

In these reports Roger
Hennessey HMI argued

History Working
Group reports (1989,
1990)

1989-1990
Development of the
national curriculum (NC)

»| content should be at the >
‘heart of the curriculum’
(Guyver, 2013).

These reports further
characterised the

relationship between

historical ‘skills and ‘content’.

The Department of Education and
Science’s (DES) National
Curriculum History Working Group
recommended:

* the coverage of different
perspectives (e.g. political,
economic, social and cultural)

in a history curriculum
* the separation of first and
second order concepts
* while British history should be
at the core of the curriculum,
the history of other countries
should be taught

Although the current NC is compulsory only in local
authority-maintained schools it continues to affect
secondary school policy and practice and awareness of
it is therefore crucial. For example, the aims of the
current NC may shape a department’s rationale or
content selection for secondary history; historically,
iterations of the nc have informed schools' assessment
structure and performance measures.

The work of the History Working Group
prompted debate about the balance
between British and global history in

the curriculum, and the possibility of a
more global scope for school history.
The distinction between first and
second-order concepts was made in the
statements of attainment in
the 1991 NC, and therefore had
widespread impact on
classroom practice. This distinction
was not, however, new: the
categorisation of key concepts as
vehicles for historical enquiry emerged
in the mid-1970s in work by Alan Blyth
(Guyver, 2013).








OEBPS/images/11-1.jpg
Development

v

1998
New GCSE grade
descriptors

|

2007
Publication of
Ofsted’s History in
the balance: history
in English schools

Detail

This Ofsted report, authored by

* students’ exam performance in
history (when compared to other
subjects) was good, as was the
quality of teaching and learning
* uptake was just over 30% at

2008
National curriculum
for history

for A-level
 assessment, the extent to which
teaching met the needs of a
range of students and allowed
students to work independently,
and the scope of Key Stage 3

requiring attention

Michael Maddison HMI, found that:

GCSE, with fewer selecting history
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This report was particularly
helpful for highlighting issues
created by NC level descriptors.

‘Part of the problem is the
& national curriculum level

curricula were highlighted as areas

This version of the national
curriculum introduced a revised
framework of concepts and

the key concepts (chronological

understanding; cultural, ethnic
and religious diversity; change
and continuity; cause and
consequence; significance;
interpretation) and key processes
(historical enquiry; using
evidence; communicating about
the past) were to be assessed
against a single attainment target
splitinto levels.

processes. Students’ performance in

descriptions which many
teachers and others find difficult
to interpret and turn into
workable criteria against which
to assess' (Ofsted, 2007).

These changes were regarded as
a step forward and were

201
Publication of
Ofsted’s History for
all: history in English
schools

In this report Michael Maddison
HMI celebrated the quality of

teaching of history in secondary
schools. Maddison noted that

uptake for history at GCSE and A
Level had improved. He also

commented that ‘The view that

secondary schools in England is a
myth [...] However, the large
majority of the time was spent on
English history rather than wider
British history.” (Ofsted, 2011).

»| influenced by Peter Seixas’ work
on historical thinking (Guyver,
2013).

Maddison criticised the
approaches taken by some
schools including reducing Key

too little British history is taught in

Stage 3 to two years, and/or
teaching history through a
skills based
or integrated approach
(e.g. combined with other
humanities subjects). He argued
that this marginalised history
and had a negative effect on
pupils’ performance at Key
Stage 3 (Ofsted, 2011).

2014
National curriculum
for history

The 2014 NC attracted much
attention following the

> publication of a

controversial draft NC. In the
final version, however, the
content and structure was
similar to the 1991 and 1995
NGs, but with greater
emphasis on the importance
of substantive knowledge.
Level descriptions were
abolished in this version.

There was a huge response from educators and
historians to the draft version of this NC
published in February 2013. Concerns raised
included that:

e the study of history had not been
extended to 16 as had been mooted
« there was no connected national narrative
* there was a heavy focus on English history
* the content-heavy nature of the draft
meant teachers might focus on substantive
knowledge with little time to develop
understanding of the discipline
* its nature was highly prescriptive (including
assigning particular topics certain key stages)
The final version was very different from the
draft but the discussion has helped to shape
history curriculum planning in the last decade.
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1906
Establishment of the
Historical Association

A

The Historical Association
(HA) is a registered charity
and subject association

Influence on school history

that aims to ‘support the
teaching, learning and
enjoyment of history at all
levels and bring together
people who share an
interest in and love for the
past’ (Historical
Association, 2023).

1910
Maurice Keatinge
publishes Studies in the

Keatinge argued that
‘teachers who made

The HA has a longstanding tradition of
supporting school history through various
means, for example its journals Teaching
History and Primary History, an annual
conference, and professional development
courses, as well as resources for students.
Through these andother means, the HA
nurtures and publicises continuous
development in the theory and practice
of history teaching. As the ‘voice for
school history’, the HA gathers and represents
the views of the history education community,
shaping and responding to government policy.

extensive use of original

Despite Keatinge's approach not
having widespread appeal, his
arguments about how to make use

Teaching of History sources, particularly of original source material in the

documents, would be able classroom arguably marked the
to provide a more beginning of attempts to establish a
stimulating experience for disciplinary approach to history in
their students and would, secondary schools.
thereby, be better able to
justify history as part of a
core curriculum for older
students’ (McAleavy,
1998).
1972 Led by David Sylvester, the The birth of the SCHP marked a shift

Schools Council
History Project
(known as Schools
History Project from
1982)

Schools Council History Project
(SCHP) pioneered a new
approach to history education.
The investigative nature and topic
coverage of the SCHP course
aimed to appeal to the full ability
range of students and teaching was
based on four underlying
‘concepts’: the significance and
limitations of historical evidence,
the balance between change and
continuity, the problems of
causation, and the importance of
cultivating empathy’ (Cannadine,
2011). SCHP, later Schools History
Project (SHP), also placed emphasis
on the value of thematic studies
for strengthening students’
chronological knowledge and
understanding.

Today’s SHP ‘campaigns for a school
curriculum in which the
distinctive contribution of history
to the education of children and
young people is recognised and
developed’ (SHP website, 2023).
Its core principles, which have
developed, are summarised on
its website.

away from more traditional teaching
methods which had taught school

history as a body of substantive
knowledge that students should
recall. Disciplinary concepts, for
example, were identified by others
to enable teachers to teach the
discipline as well as the substantive
content of history. The SHP has also
challenged existing assessment
structures and continues to influence
assessment in the secondary
history classroom.

|r See Henry Macintosh (1979) for -i
| further discussion on the |
| problems of assessment the SCHP |
| was trying to address/reconcile. |
L
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1990
Teaching History
Research Group

materials produced

Joe Scott, working with several
history educators and
professionals, produced some
suggested stages of progression in
students’ understanding of causation.
The publication was based on
extensive research.

Influence on school history

This work influenced GCSE mark

schemes and the 1991 NC.

1991
First national
curriculum for

history

The first NC for history included a
new approach to assessment. Three
‘attainment targets’ (causation,
change and similarity/difference;

interpretations of history; sources)
outlined criteria for pupils’
disciplinary thinking and historical
‘skills’. Progression in substantive
knowledge was not referenced in the
attainment targets but was referred
to in the programme of study
(Historical Association, 2021).

This development marked a significant
shift in approaches to assessment
and received a lot of backlash
(Historical Association, 2021).
Nevertheless, the content
prescribed by the Programme of
Study broadened the scope of the
Key Stage 3 history curriculum in
many schools (Cannadine, 2011).

1993
First national
curriculum council

These materials addressed the
gap that had emerged between

‘skills” and knowledge and

Despite the quality of these materials
they were not widely used or adopted
in the short term.

materials attempted to provide an
integrated approach.
A
1990s This project researched children’s
Project CHATA ideas about history and sought to
(Concepts of History determine how these progressed

and Teaching
Approaches, 7 to 14)

over time. The research resulted
in several publications.

For CHATA publications see the 1993 mid-project
summary given at a British Educational
Research Association (BERA) annual meeting
and the further reading list accompanying Lee’s
1998 article (Lee at al, 1993; Lee, 1998).

Publications associated with the
project drew conclusions about
pupils’ historical thinking and
commented on the application of
level descriptors. This prompted
consideration and criticism of the
1991 NC assessment system.

1995
National curriculum
for history

The 1995 NC for history cut back
on the content prescribed in the

1991 NG, and the three
attainment targets were replaced
by five 'key elements’: chronology,

range and depth of historical
knowledge and understanding,
interpretations of history,
historical enquiry and
organisation and communication.
Asingle level description defined
end of key stage performance.

The 1995 NC was produced in
response to extensive criticism of
the 1991 NC, in particular the
multistranded
attainment targets and the
separation of disciplinary thinking
from substantive content (Historical
Association, 2021). This was a step
forward for assessment structures
in history education.
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One of the main criticisms of the 9-1
GCSEs has been the attempts by some
schools to use GCSE mark schemes as
progression models. This has become
prevalent since level descriptors were
abolished in the 2014 NC for history.

2021
Publication of
Ofsted’s Research
review series: history
(Ofsted, 2021)

This was produced by Tim Jenner
HMI as part of a series of reviews
by Ofsted looking at the research
evidence available about
secondary subjects.

The research review series intended to
provide a summary of best practice for
teachers and thereby support curriculum
thinking and delivery in schools.

2023
Publication of
Ofsted’s Rich

encounters with the
past: history subject
report (Ofsted, 2023)

In this report Tim Jenner HMI
noted that 'the quality of
curriculum thinking in primary
and secondary schools has been
noticeably raised’ since the 2011
report (Ofsted, 2023). He also
highlighted the power of subject
associations for developing
practice. The report identified the
following as areas of weakness:
* use of academic scholarship
* support for students with SEND
* attempts to separate curriculum
and pedagogy in some schools
 use of GCSE-style questions to
frame assessment at Key Stage 3

The limited scope of some history
curricula was also highlighted as
a concern. The report called
for senior leaders to support and
nurture history and to protect its
integrity as a discipline.

This report chimed with conversations
and theorising in the history
subject community, and provided a
useful summary of priorities for history
teachers. Jenner’s criticism of the use
of GCSE assessment structures to
inform planning and assessment at Key
Stage 3 echoed the advice in previous
Ofsted reports to remain true to the
discipline when assessing students’
understanding.
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