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‘This book matters. The last 30 years have been traumatic. History teachers can often feel as though they are running to stand still.


‘While history teaching now is more exciting and dynamic than ever as our layers of understanding increase and horizons widen, curriculum choices become more complex. What? Why? When? Who? Where? How? It can be overwhelming. This book takes account of kaleidoscopic starting points and is filled with contemporary connections to help broaden awareness, share experiences and deepen understanding. It puts learners firmly at the centre and encourages thinking about cognition and the relevance of the past to make sense of their present. It will propel teachers forward with renewed classroom confidence based on reassuring, high-impact, practical takeaways.


‘Credible contributors skilfully use varied angles and lenses to make sure you’ve “got it covered”. The format and chapter pointers open discussion and arouse further curiosity. It is a carefully crafted volume to treasure. Make it your compendium companion.’


Carmel Bones, fellow of the Historical Association, Carmel Bones Education


‘This comprehensive and wide-ranging book collates an impressive range of helpful, thoughtful and practical chapters that will prove invaluable to history educators, whether they be ECTs or experienced, long-serving heads of department. Each chapter provides a clear overview, detailed rationale and, most importantly, practical applications for the history classroom.’


Luke Mayhew, head of history and OAT history lead practitioner, Schools History Project Eastern advisor


‘This is a quite extraordinary resource: one which will be a considerable addition to the teaching of history and also sets a benchmark for other subjects to follow suit. A riveting resource!’


Mary Myatt, education writer and speaker


‘While the authors of What is History Teaching, Now? all refer to academic research into pedagogical approaches, the book manages to stay unashamedly grounded in real classroom practice. Each chapter reads like a conversation with the author in the staffroom and, when put together, the range of voices and experiences present an exposition and celebration of the often extraordinary practice that takes place in history classrooms around the country.


‘History teachers constantly develop their practice through research and debate, and this book celebrates this process and its outcomes. It has wisely avoided presenting itself as a definitive handbook on history teaching by instead giving a wide-ranging exposition of some of the best current practice. With What is History Teaching, Now? Fairlamb and Ball have marshalled a range of voices to explore the multifaceted elements of the modern history curriculum. For this breadth alone, What is History Teaching, Now? deserves to become a standard reference for every modern history department.’


Scott Allsop, host of HistoryPod and MrAllsopHistory, history teacher at British School of Bucharest


‘The energy and tenacity of a subject community of teachers is always something very special, and this book is an encapsulation of what it means not just to truly think deeply and thoughtfully about the origins, fidelity and evolution of history teaching in our schools, but the enormous power and merit of coming together as a collective to deliberate about such aspects. With an extensive exploration into what it means to consider the role of specificity as part of curriculum intention and classroom teaching, as well as the significant threads of those voices sometimes omitted from our historical narrative, What is History Teaching, Now? aims to ensure that history teachers everywhere fall in love with their subject all over again.’


Kat Howard, director, DRET Teaching School Hub


‘As a non-specialist, reading this book has been an absolute treat from start to finish. I knew that history underpins everything, but this beautifully written book really highlighted to me just how complex a subject history is, with its richly contested, fascinating concepts, which are vital for all teachers to understand. History weaves a sticky and tangled web and I became lost in this book’s pages, engaged by the interesting writing from subject experts and excited by the ideas for concrete strategies.


‘There truly is something for every teacher in this book. As somebody who leads professional development at scale, the chapters on scholarship and the focus on subject knowledge just highlighted how professional learning within our subject specialism is so vital. We owe it to the students we teach to be experts in our subjects, and What is History Teaching, Now? is an essential book for any history teacher, however experienced they may be, to get immersed in the nuances of their subject and improve their disciplinary and substantive knowledge, to build towards expertise.’


Haili Hughes, principal lecturer, head of education, author and speaker


‘Of all school curriculum subjects, history is perhaps the most maddening – the one in which debates about core content, disciplinary knowledge and even the very nature of the subject itself shift and twist most. For both novice and experienced teachers, knowing what to teach and how to teach it can be bewildering, with no easy place to turn for guidance. Fortunately, the history teaching community has grappled with the complexity for decades, and these extensive and wide-ranging essays are a helpful summary of where the conversation is right now. While especially helpful to novice teachers and subject leaders, this work is of value to all involved in the teaching of this maddening – but fundamentally inspiring and important – discipline.’


Ben Newmark, history teacher
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INTRODUCTION


WHY THIS, WHY NOW?


One of the most commonly asked questions from practitioners at the moment is ‘why this, why now?’ when it comes to curriculums. For us, this underpins one of the reasons why we feel this is a time when history practitioners and educators will benefit from having a book with practical ideas and strategies to drive history forwards within their own educational settings.


Much has changed in the world of history teaching over the past few years. This is partly the result of internal driving factors such as grassroots teachers and leaders seeking to further develop practice and broaden curriculums, based on wider reading and a growing knowledge of global history and pedagogical approaches. That is not to say that the constant drive to want to have such curriculums is new, but to quote Maya Angelou, ‘Do the best you can until you know better. Then when you know better, do better.’ We are now in a technological world that opens up greater potential to share ideas and access research. Contributing to this change are external educational factors, including the changing focus of Ofsted, the growth and evolution of schools and multi-academy trusts, and the policies put forward by the DfE over the years. And, like an atom, with practitioners as the positively charged nucleus and external educational factors being the shell, there are also electrons at play. The electrons that energise and help to push forward positive change include: the emerging work of historians (such as Hallie Rubenhold who has transformed the teaching of the victims in Whitechapel); global events and movements (such as George Floyd’s murder and the work of the Black Lives Matter movement); changing policies and laws of individual countries and international laws (such as the overturning of Roe v. Wade in America); and changes in societal attitudes. As a result, this book aims to build upon prior knowledge and practice, while also providing ideas and suggestions for how to approach the changes seen within our discipline (and further afield). We hope this book will be a guide that history teachers and leaders can dip into to find advice and practical strategies for tackling the real issues we face each day. We want students who are challenged and supported in history, can see themselves and others in their curriculums, and have the skills to speak and write eloquently about the history they study. This book is written to support you in that goal.


Moreover, we are not ashamed to say that we are history teacher nerds. Both of us are passionate about teaching good history, and we love being a part of a community that consistently challenges us to improve our practice. Between us we have more than 35 years’ experience, both as history teachers and in the leadership of history, and have a real passion for the professional development of others. During that time, our practice has developed massively due to the expertise and kindness of the history teacher community. The community is phenomenal in its passion, support and innovation. A central aspect of this community is the drive to give all of our students the knowledge and skills they need to understand the relevance and benefits of studying history. Consequently, we are so proud to share some of what we see as great practice within the community with you. As is the case with all books, we can’t hope to capture all of the great practice, or cover all of the topics and areas that should and need to be explored. However, we hope that this book contributes to conversations within departments, schools and the wider history community, and provides advice as well as suggestions of whom to approach to discuss things further. The gaps in terms of chapters not yet written are ones that we welcome you to contact us about so that we can look at how we can write further books to meet this need. We acknowledge the gaps and offer apologies in advance, and we welcome continuing dialogue about the work that still needs to be done.


We are incredibly grateful and indebted to everyone who has contributed and shared their wisdom in this book. It has been an ambitious project, and the authors have been very giving of their time, support and expertise. Additionally, we are very thankful for each other. Alone, we are not sure this book could have happened. However, as people who met through the history teaching community, we have been able to forge a friendship that has meant that we could both achieve our aspiration of writing a history curriculum and pedagogy book.


On a final note, thank you to you for picking up and choosing to read this book. We hope that it provides you with useful guidance, follow-up resources and questions to consider.






















1. HISTORICAL SIGNIFICANCE


KATIE AMERY


@KATIEAMERY


‘Historical significance is fluid, constructed, fascinating and vitally important to understand.’ (The Historical Association, 2020)


The concept of historical significance first appeared in the national curriculum in 1994 and has been the source of much debate and discussion in the history teaching community. Phillips (2002) referred to it as ‘the forgotten element’ and devised the acronym ‘GREAT’ to help pupils consider why some historical events were deemed more significant than others. Christine Counsell built upon this approach in her seminal article in Teaching History 114: ‘Looking through a Josephine-Butler shaped window: focusing pupils’ thinking on historical significance’ (Counsell, 2005). Here she explored the notion of historical significance being ‘ascribed rather than … a property of the thing itself, that it is much more than just “consequences”’, arguing that it shouldn’t simply be reduced to ‘relevance to today’. Counsell claimed students should gain an appreciation of the ebb and flow of changing significance over time to grasp a fuller understanding of the concept. She introduced the famous five Rs (Figure 1.1) that have become a source of contention in recent years. With Counsell suggesting that this should not be revered as a ‘silver bullet’, student understanding of historical significance eludes tidy answers and is not an isolated, practical skill (The Historical Association, 2020).


This is certainly a trap I have fallen into on occasion, and I hope I have now reached an understanding of what historical significance means and gained some effective methods of exploring this second-order concept with students. This chapter aims to deconstruct and simplify the notion of historical significance, not through explicit enquiries per se, but through considering overall curricular aims. Students can learn a great deal about significance through ‘light touch’ activities.




[image: Five ‘R’s for thinking about historical significance.]

Figure 1.1 Christine Counsell (2005).







SIMPLICITY RULES!


The very concept of historical significance is overwhelming even for me (with almost 20 years’ experience), but the key to making it meaningful to students is to break down the concept into manageable tasks that help build student understanding. A simple route to achieving this is by providing students with a range of images and events at the start of Year 7 and asking them to identify what they can see. I would suggest keeping these as recognisable as possible: images of Hitler, the Twin Towers, a First World War trench and the coronation of Queen Elizabeth II. Once students have completed a simple identification exercise, ask them to think about why they know about these. What things do the events and people have in common? They tend to pass comments about our victory in the First World War, about the notoriety of people like Henry VIII and Hitler, about why as a nation we seem to hold a place in our collective memory for figures like Churchill and the changes that resulted from the Battle of Hastings. There is so much that has happened in the past, why is it that we consider these events to be worthy of ‘making history’? Helen Snelson asserts that the past is so mind-bogglingly vast that the meaningful stories that can be drawn from it are infinite, and yet only some of this ends up becoming history (The Historical Association, 2021). Getting students to take time to think about this in Year 7 is extremely effective. This activity offers a window into the workings of cultural memory and encourages a move away from the assumption that significance is merely associated with consequences.







FOCUS ON THE SILENCES


Although it is useful to show students recognisable images of historical figures, it is also powerful to share an image of someone students are unfamiliar with. For the past two years I have used a statue depicting Nanny of the Maroons. I vividly remember becoming aware of Nanny during a Justice2History webinar (Hodder History, 2020). Nanny appears on the Jamaican $500 note and is considered a national hero due to her role as leader, her military skill and the fact that the British granted her a 500-acre parcel of land in 1740. When I ask students why they don’t know about her, common answers centre on her being a woman, her being Black and her being from Jamaica. This then opens up some meaningful discussions about missing narratives and people from history. Why was Nanny not deemed historically significant enough for us to know about? Jason Todd spoke poignantly about silences in history at the online Schools History Project in 2021. He drew upon the work of Trouillot and his book Silencing the Past: Power and the Production of History (1995). Trouillot explores the suppression of historical narratives (partly through the West’s failure to acknowledge the Haitian Revolution, the most successful Black abolitionist revolt in history), what is left out, what is recorded and what these silences reveal about inequalities of power. Getting students to consider similar gaps in their own experiences of history, and indeed in their own curriculums, is of huge value. The Historical Association (2020) suggests treating silence as the opposite of significance and in doing so generating some powerful thinking about the role of a historian as a gatekeeper, ‘but the gatekeeper does more than allow stories out, they also keep stories in’ (Riddell, 2018).







USING INTERPRETATIONS


Although the study of significance goes deeper than the study of historical interpretations, combining scholarship and significance should be seen as a golden opportunity (The Historical Association, 2020). Paula Lobo wrote a great blog about this in 2019. Her previous work on introductions had led her to conclude that almost all historians allude to significance in their opening paragraphs. She suggested providing students with a series of introductions and asking them to deconstruct why the historian deemed the subject matter significant enough to write about. She wanted to avoid the use of acronyms or prescribed criteria by working backwards. I tried this with my Year 7s and was impressed by their observations. I gave them two introductions, one from David Olusoga’s Black and British (2017) and one from Peter Frankopan’s The Silk Roads (2015). I asked them to annotate reasons why these historians took the decision to ascribe significance to these topics (Figure 1.2).
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Figure 1.2 Examples of student annotations (Katie Amery, 2021, unpublished).





This ‘light touch’ approach resulted in some interesting observations, with students in both instances identifying what motivated Frankopan and Olusoga to write their books, with the most insightful observations centring on issues of ‘misrepresentation’, silences and the ‘Anglo-centric’ nature of educational provision. On unpicking the comments more closely, it can be seen that these students have touched upon the criteria outlined in Counsell’s five Rs (2005), but have done so independently and explored reasons for ascribing significance in a meaningful way. Using introductions provides a simple, time-efficient way of helping students unpick this concept.







CHANGING SIGNIFICANCE OVER TIME


Another facet to historical significance that students wrestle with is the notion of changing significance over time. The Historical Association (2020) explains this by stating the ‘historical significance attached to an event, person, situation or trend is going to change depending on the questions we are asking about the past, on the particular time period we are in or on the topics under consideration’. A great opportunity to explore changing significance over time is by looking at the pulling down of Edward Colston’s statue in 2020 and posing the question ‘why is Colston’s plinth empty?’. This helps students to secure their appreciation of the fluid nature of historical significance. My students were able to understand the Victorian values that provided the context for the creation of the statue in 1895, the contributions that Colston made to Bristol in the 17th century, and how the events surrounding the pulling down of the statue in 2020 indicated the changing nature of historical significance.


When investigating ‘How should we commemorate the Peterloo Massacre?’ with Year 8, I created an opportunity to explore how perceptions of the event had changed between 1819 and 2019, simply using three key images: an account of the massacre from the time it happened, a newspaper article published on the centenary and a poster from the bicentenary advertising a march for democracy. Students explored the contextual events to help them appreciate why the pattern of the historical significance ascribed to Peterloo had shifted and completed a ripple diagram (Apps, 2018). They were able to unpick the immediate negativity in the right-wing press in August 1819, followed by the influences of the extension of the franchise and the Russian Revolution in 1919, and the focus on threats to democracy, prevalent in society in 2019, when the bicentenary was commemorated.


An enquiry planned by Richard Keogh (2020) on the changing historiography of Oliver Cromwell proved very helpful in giving students a secure understanding of the varying nature of historical significance. He devised a series of lessons focusing on the negative attitudes towards Cromwell in the Restoration period and more favourable views in the Victorian era, compared to the generally disapproving attitudes in the 1930s surrounding the emergence of fascism. He also created a line graph for student use to aid their thinking.







SOME OTHER IDEAS




	Ask students to critically reflect on their own curriculum to get them to think about why their curriculum designers (us!) have ascribed historical significance to certain events and not others. It’s also worth asking them what they think is missing and why.



	Curriculum review exercises can also aid understanding. I ask students to identify two interpretations, two contemporary sources and two artefacts to summarise their experience of history. They place them in a ‘time capsule’ and then I ask them about the criteria they used to make their selections. This allows for some illuminating insights into historical significance. ‘I saw myself in her, miss’ was a remark made by a Year 7, who chose the effigy of Eleanor of Aquitaine at Fontevrault Abbey as her artefact.



	Simply asking students ‘why are we studying this topic now? And why did Mrs Amery not study it 25 years ago?’ can add value. When exploring the enquiry ‘what did 19th century colonialism look like?’ I showed a great clip from BBC Teach (2020) and we debated how current events shape how we reinterpret and value past events differently.



	Avoid framing enquiries around all five Rs. Focus on just one to give greater agency to students. I am developing a local study on this for Year 9 framed ‘What does the window in the Lady Chapel of the Anglican Cathedral reveal?’



	Take merit from unintended outcomes. We will all have experienced renewed interest in the Black Death, the Great Plague and the Spanish flu in the aftermath of Covid-19. These events now resonate more with our students and give a great insight into historical significance.








Five reflection questions




	What is the difference between historical significance and consequences?



	What criteria are useful to judge the extent of historical significance?



	How might you use interpretations?



	Where are the silences in your curriculum?



	What ‘light touch’ approaches might you incorporate to improve student understanding of this concept?











Digging deeper – three resources to delve further




	‘Do we have to write an essay on this, Miss?’ Reflecting on what we want pupils to do with historical significance – and when, Paula Lobo, 2019.



	‘Looking through a Josephine-Butler shaped window: Focusing pupils’ thinking on historical significance’, Teaching History, 114, Christine Counsell, 2005.



	‘What’s the wisdom on… Historical significance’, Teaching History, 181, 2020.
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2. SCHOLARSHIP IN ACTION


KATIE AMERY AND SASHA SMITH


@KATIEAMERY AND @SASHAL_SMITH


‘If there is the Past, which is everything that Really Happened, “history” is something more slippery.’ (Riley, What is History, Now?, 2021)




THE BENEFITS OF SCHOLARSHIP (SASHA)


As history teachers, we want our students to love history and to enjoy the process of learning about history. So what better way to achieve this than to immerse our students in the work of historians? We are raising academic expectations through exposure to academic writing, and improving students’ literacy and fluency with the lexicon of history. Using the work of historians challenges students to engage with the process of how history is made, interpreted and reviewed. In essence, it demonstrates that history is a living entity, changeable and subject to interpretation. If we want to foster a love of history and develop accomplished history students, this is how we do it.







WHAT IS CLASSED AS HISTORICAL SCHOLARSHIP? (KATIE)


Without doubt, reading the work of historians is the most frequently used method to build scholarship into our curriculum. However, when considering how interpretations can be presented, there are more ways to utilise scholarship and interpretations in the classroom.


Figure 2.1 outlines a variety of different examples of scholarship that regularly feature in history teachers’ lessons.
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Figure 2.1 HMI update on McAleavy’s types, from the 2004 conference.










GETTING TO GRIPS WITH SCHOLARSHIP




Engaging colleagues with scholarship (Sasha)


A curriculum underpinned by scholarship is a significant undertaking and not one that can be achieved overnight, or indeed, by a subject leader alone. For scholarship to work most effectively, there needs to be buy-in from across the history department, so this needs to be the starting point. Subject leaders will need to invest departmental time to both understanding the vision for how interpretations are to be used and embedding scholarship within the curriculum. In the same way we do in the classroom, modelling a scholarship-centred scheme of learning (SoL) is an effective way to introduce this to the department. When starting at a new school in 2020, I wanted to make significant curriculum changes that would be underpinned by scholarship. I started with a new SoL on the Suffragettes, and throughout the planning stages I spoke to colleagues and discussed the scholarship I was engaging with, with a particular focus on how to use scholarship in the lessons. We also used department time to watch pertinent webinars. This meant that when the SoL was complete, the department already felt a degree of familiarity with the lessons. The new SoL was launched in a department meeting to discuss the thinking behind the lessons and to ensure we all had a clear vision of where the learning was going. The lessons were accompanied by a book review of our core text, a summary of an additional book, and a short list of additional resources that teachers could engage with to further their knowledge, including podcasts and documentaries.


Teaching of this SoL has been cohesive and rigorous across the department and has set the benchmark for our future planning. Following this initial unit, we divided the KS3 curriculum by expertise and interest. To support staff with their planning, I put together reading lists by topic and used some of the department’s budget to ensure teachers had access to the scholarship they wanted to use. Encouraging autonomy and ownership over the curriculum has been hugely beneficial for our department and fostered a passion for learning that can sometimes get lost among the deadlines and data. The benefits departmentally can be seen through my colleague, Amy Taylor, who said, ‘The transition from scholarship being an afterthought to it shaping our schemes of learning helped to reignite a passion that I’d forgotten. I feel excited to teach history again.’ The way we have approached scholarship has been beneficial to department teachers at all stages. Experienced teachers have taken leadership over promoting scholarship, like when one colleague led CPD for the whole school on how to develop scholarship within subject areas. In a second case, another colleague who had experience with using scholarship to plan helped secure a whole-school position as part of the lead practitioner team. Our whole department has benefited from the improved engagement with scholarship and subject-specific CPD, and our ITT provision certainly has too.


These are the tools I have found most useful for embedding scholarship and engaging the department:




	Shared planning that allowed more time for planning and for teachers to pursue their passions and lead the department in an area where they have developed expertise.



	Building time for scholarship-based CPD into department meetings, whether that be through webinars, teachers sharing their expertise, or even through directed reading tasks.



	Encouraging feedback about how scholarship has been used in the classroom to celebrate successes and continuing to demonstrate the value of the historians’ voices in the classroom.



	Creating summaries, reviews and reading/watch lists that cut down some of the obstacles teachers may face in finding suitable scholarship. See Figure 2.2 for an example of a ‘Scholarship Summary’ produced after reading Empireland to consider the value of scholarship for our specific curriculum, with notes then added to show where this features and why.



	Ensuring there is adequate access to scholarship within the department – see guidance for building a department library later in this chapter for tips on how to achieve this.



	Reading together and discussing our reading either as a department or within the history teaching community through groups like the History Teacher Book Club (@historybookgrp). We have a weekly ‘History Lunch’ together as a department and often discuss what we are reading.



	Including support and teaching assistants, particularly those who work closely with the department, within CPD where possible. Brown et al. (2016) discuss how TAs can understand how scholarship is landing with our students and even have a broader view of the variances in teaching scholarship across the department, which can be a valuable insight into best practice.








[image: An example of a ‘Scholarship Summary’ produced after reading Empire land to consider the value of scholarship for our specific curriculum, with notes then added to show where this features and why.]

Figure 2.2 Scholarship Summary of Empireland (Sasha Smith, 2022, unpublished).











Scholarship to inform curriculum design (Katie)


Great teachers introduce students to real life historical scholarship on a regular basis. Not only does this reinforce a genuine passion for the subject, but it also embeds the importance of reading into the students. An effective method of reinforcing this is through linking each enquiry question to a specific piece of scholarship (see Figure 2.3 from Katie and Figure 2.4 from Sasha). This might form the basis of the enquiry or simply feature in some of the tasks and activities students engage with during their study. I have a display of the front covers of the books students will encounter during the course of their curriculum and draw attention to the texts at appropriate points to reinforce the importance of interpretations. I also have a small lending library.




[image: Year 7 enquiry questions and scholarship links (Katie Amery).]

Figure 2.3 Year 7 enquiry questions and scholarship links (Katie Amery).







[image: KS3 enquiry questions and scholarship links (Sasha Smith, 2021, unpublished).]

Figure 2.4 KS3 enquiry questions and scholarship links (Sasha Smith, 2021, unpublished).











Building a departmental library (Sasha)


If we want teachers and students to engage meaningfully with scholarship, it is essential that we make this accessible and freely available. I have built both a physical departmental library and a digital bank of resources and resource lists for both teachers and students. The simplest way is to prioritise scholarship in your budget, buying copies of the core texts you wish to use. This is particularly beneficial for teachers planning an SoL centred around scholarship. However, whole class sets are a costly rarity, so to engage students with scholarship, we need to get a little more creative. Tips for developing your scholarship offering include:




	Membership of historical organisations that offer articles and webinars, like the Historical Association (HA), the Royal Historical Society and local history networks. As well as being invaluable to teachers, organisations like the HA also offer a student portal.



	Subscribe to history magazines like the BBC History Magazine and History Today. When they arrive, go through and flag articles of note for your curriculum and create an index of articles by theme or chronology that you can add to with each new edition. The digital subscriptions can be really helpful too and allow hyperlinks to be used for teachers and students.



	Use extracts, or even chapters, from core scholarship to develop a bank of guided reading tasks as part of your curriculum. These can then form a digital library for students to access on your school platforms.














STRATEGIES FOR INTEGRATING SCHOLARSHIP IN THE CLASSROOM




The construction of scholarship (Katie)


An effective approach to enable students to fully appreciate the value of scholarship is to get them thinking about the mechanics behind its design. Arthur Chapman did a superb webinar for the BeBold History Network (2020) that focused on helping students to deconstruct historical narratives and arguments. The diagram shown in Figure 2.5 really helped me appreciate the methods used by historians to write their accounts. Initially I used this with Year 7 students to support their work on medieval monarchy. They were able to get an insight into the historical processes and carefully consider the links between the questions historians asked of contemporary evidence in informing their final interpretations.




[image: The diagram shows the views of different historians  to write their accounts.]

Figure 2.5 Views of different historians (Katie Amery).










Judge a book by its cover (Katie)


Another way of getting students to unpick the key arguments outlined by historians in their scholarship is through analysing book covers. Students are able to get an immediate sense of the purpose of the text and the main ideas from the imagery, the title and the blurb on the back cover. It’s helpful to include images of historians to add a human face to those whose work they are interrogating. This task was used with Year 7 and based on a Teaching History article by Holly Hiscox (2021) in which she outlines a series of lessons and approaches she tried with her A-level students to help them understand the processes of claim construction that underpin different historical interpretations.


I now use this activity with all key stages, and it has been particularly valuable in aiding students in their identification of arguments, style, purpose and audience of differing pieces of scholarship.







Developing reading (Sasha)


Introducing students to scholarship through short extracts and activities in lessons is a good starting point for developing reading, particularly for younger students. However, to take this further and truly embed scholarship within the curriculum students need to engage with it in a meaningful way, and for us, that means reading. Regularly reading the work of historians not only supports development of student literacy but also supports the development of a historical lexicon, and when focused on historical interpretations, it encourages students to engage with second-order concepts:




	Bring reading into the classroom, making time in lessons to read more than short quotes. This has been most effective in my lessons when I read aloud from the physical book. Students seeing the book in their classroom and making use of them in lessons has been really powerful in student engagement with reading more broadly.



	Reading tasks within the lesson. For example, through guided reading or using question prompts for the text. This should go beyond tasks that ask students to find answers, and instead should encourage a more holistic approach to the text. Tim Jenner (2019) discusses this in Teaching History 174 where he highlights that ‘longer texts do not neatly give up their answers to be easily digested and regurgitated by pupils. Instead, they require pupils to grapple with complex narratives and deal with a degree of nuance rarely encountered in textbooks.’



	Chapters or extracts read as homework allows for knowledge acquisition and alleviates some of the time constraints of class time. This works particularly well when students reach KS4 and KS5 as they have narrowed their fields of study and we want to foster greater independence. We then spend time in the lesson interrogating the interpretation as the students have already read the chapter and answered prompt questions.



	Removing barriers to students finding books they could read by creating reading lists. These have worked most effectively for our students by organising them by period studied, as well as including a watch list of documentaries and films, and a ‘listen list’ of podcasts. See Figure 2.6 for our Year 9 ‘Passionate Historians’ reading list. These are used for all year groups, are referred to frequently, and are used for ‘literacy learning’ homework tasks.








[image: Example reading list for Year 9 students (Sasha Smith, 2021, unpublished).]

Figure 2.6 Example reading list for Year 9 students (Sasha Smith, 2021, unpublished).











Scaffolding for scholarship (Sasha)


Presenting students with great swathes of scholarship, particularly if this is new to them, is unlikely to yield successful results. As well as making reading routine for our students, we also need to provide support and scaffolding to make scholarship accessible. The extent and nature of scaffolding required will depend on the age and literacy of classes and individual students, as well as their familiarity with using scholarship. The form of scaffolding will also vary depending on the primary intention behind using scholarship. Is it being used primarily to gain knowledge and understanding of the period? Or is it being used to foster understanding of interpretations? As ever, regular use of scholarship will improve student ability to access the materials. The following strategies have been successful in scaffolding for scholarship, broadly in descending levels of support:




	Short excerpts – starting with short texts in class allows for the time to review the vocabulary and discuss the interpretations. This works well for both knowledge and interpretation, though doesn’t allow for as much depth.



	Question bank – introducing students to key questions that you use regularly to address the message, tone and argument of the historians’ text will encourage students to approach the text with this analytical lens. This form of scaffolding works particularly well for building students’ analysis of interpretations, which in turn supports skills at GCSE and A-level. See Figure 2.7 for a question bank used in lessons to begin reading interpretations.



	Guided reading – there are several methods to guide students’ reading. Which works best for a particular class, cohort or reading material will of course vary. When encouraging reading of a text for knowledge acquisition, a guided reading template can be useful to encourage them to break down a larger piece of text into the key takeaways. When basing this on a specific piece of scholarship, it can be useful to give students an overarching theme they are exploring for the interpretation.



	Targeted questions – giving students targeted questions helps them to focus their reading. I use this method when introducing KS4 and KS5 students to larger bodies of text as their first phase of scaffolding. See Figure 2.8 for an example of how to provide targeted questions to a GCSE class reading a chapter of A Village in the Third Reich by Julia Boyd, and see Figure 2.9 for how A-level student Lauren has used targeted questions for further reading.



	Broad questions – when students are familiar with using targeted questions, I then remove a layer of scaffolding by asking broader questions on larger sections to examine themes within interpretations.



	Independent reading – when students have grown in confidence with scaffolding, this can then be removed altogether and students can be tasked with reading. Using the previous steps is what has allowed us to introduce a KS5 book club and see improvements in our NEA (non-examined assessment) results.



	Outreach programmes – universities offer NEA days, summer programmes and outreach aimed at KS5 students to support with transition to undergraduate studies.








[image: Key questions for starting to examine scholarship. In this case, The Great Partition by Yasmin Khan.]

Figure 2.7 Key questions for starting to examine scholarship. In this case, The Great Partition by Yasmin Khan (Sasha Smith, 2021, unpublished).







[image: An example of how to provide targeted questions to a GCSE class reading a chapter of A Village in the Third Reich by Julia Boyd.]

Figure 2.8 Example of questions to guide reading using A Village in the Third Reich by Julia Boyd (Sasha Smith, 2022, unpublished).







[image: Example of student work showing A-level scaffolded research task.]

Figure 2.9 Example of student work showing A-level scaffolded research task (Sasha Smith, 2022, unpublished).











Scholarship in the gap (Sasha)


If you are already on the road to developing your curriculum with scholarship, you may have encountered what I’m calling ‘the scholarship gap’. At KS3 where we are free to write our own curriculum, it is possible to flood our curriculum with Frankopan, Lipscomb and Olusoga to our hearts content. Likewise, at A-level teachers often have the time to embed scholarship within their course due to the in-depth focus on two or three periods studied over two years, coupled with the benefits of smaller, enthusiastic classes. This leaves us with GCSE where historical interpretations form a key assessment objective for all UK examination bodies, but the rigour with which students are expected to use interpretations can be lacking. The temptation can therefore be to teach to the style of questions asked in the exam.


The issue here is we are not continuing with the foundation we’ve built at KS3, nor are we preparing students for further study. Rachel Foster and Kath Goudie (2016) describe how the new GCSE specification presented limitations in examining ‘opposition’ to the Nazi regime, but by turning to scholarship they were able to redress this as ‘resistance’. In doing so, this created space for debate as to the significance of different forms of resistance, supported by the work of Mommsen and Hoffman. Using this brilliant example, we have changed the way we teach Weimar recovery; presenting this as interpretations has improved the way students evaluate and assess significance. The way to overcome scholarship not featuring as prominently at GCSE is to stop seeing it as something else ‘to add’ into the curriculum. If you are teaching through scholarship, where appropriate, not only will this support your teaching, but it has the capacity to nurture better historians at KS4.







Scholarship beyond reading (Sasha)


Scholarship through reading can present some challenges due to time and budget restraints, and student literacy. While I would always encourage reading, there is more than one path to engagement with scholarship. Scholarship can sometimes be seen by students as intimidating and overwhelming. This can be due to a range of factors such as language used by historians, the tone, the size of the extract, and also that students are reading something that is pitched towards academics. Giving historians a name and face can alleviate this. We can also access the work of historians beyond books:




	When historians publish, they often promote their work through interviews and podcasts, which can be a fantastic tool in the classroom. Listening to David Olusoga discussing why Black British history is important inspired our Year 9 students not only to appreciate the value of Windrush Day, but also the importance of studying history.



	Engage with historians directly on social media to share your students’ work. The likes of Peter Frankopan, Miranda Kaufmann and Greg Jenner are genuinely delighted to see their work being used and will often respond to departmental tweets. This creates a real buzz in the classroom and a keen sense of excitement around scholarship.



	Podcasts and documentaries – the use of Homeschool History by Greg Jenner has been a valuable tool for our Year 7 and Year 8 students as we began introducing more scholarship into the curriculum, and it would easily work for KS2 and KS3. HistoryHit, HistoryExtra, The Rest is History and You’re Dead to Me are all great resources for older students.



	Reaching out to historians and bringing them into the classroom, where possible. During our Year 7 study of Viking archaeology, students learned about recent discoveries on Lindisfarne. When Dr David Petts of Durham University generously joined us to present his discoveries, our Year 7 students made a tangible connection between history and the historian.



	Make connections with the history faculties at local universities. Our local university offers workshops for KS5 students preparing for NEA that not only teach valuable skills, but also provide a certain gravitas to this task. When planning a new Year 8 SoL on material objects, I reached out to a local senior lecturer, Dr Sarah Longair, following her webinar for the BeBold History Network. Together Sarah and I discussed my ideas for the unit, with Sarah suggesting ways that her MA module core concepts could be translated for a Year 8 audience. Our students were very pleased with themselves for their ‘university inspired’ work.






For more ideas of how to bring interpretations into the classroom, refer back to Figure 2.1.




Five reflection questions




	How do you integrate current scholarship into your enquiries?



	What strategies can maximise staff buy-in?



	How can you make scholarship accessible to all students?



	What examples of scholarship beyond traditional reading activities do you incorporate in your lessons?



	How can you make more meaningful use of interpretations?











Digging deeper – three resources to delve further




	Teaching History 177, ‘What’s the wisdom on… Interpretations of the past.’ Christine Counsell (there is an accompanying webinar that would be useful for departmental CPD).



	How To History Interpretations (wordpress.com), Katie Amery, ‘Using Interpretations’ (2020).



	‘Teaching History Students to Argue’, Practical Histories, April 2021, Arthur Chapman.
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3. WHAT CAUSES GREAT CAUSATION ENQUIRIES?


ALEX FAIRLAMB


@LAMB_HEART_TEA


‘“Causation” is an umbrella label for a family of second-order concepts all of which are to do with explaining why things happened in the past and all of which are essential to the practice of the discipline of history.’ (Counsell, 2011)


Causation presents a wonderful Pandora’s box into which we can invite children to delve. However, rather than releasing physical and emotional curses, the opening of this box releases an energy of curiosity and active cognition; the exploration and interrogation of why something happens and the desire to explain it is an incredible stimulus which unceasingly provokes and demands deep thinking as part of the desire to answer it. The explicit teaching of causation is key and should be broken down into composite parts, so that the student undertakes the same thinking of a historian.


This chapter will explore how to approach teaching causation by focusing upon:




	Being ambitious with causation



	Designing an effective causation enquiry question



	The composite parts of teaching causation



	Resources and activities to support teaching causation.








BEING AMBITIOUS WITH CAUSATION


The importance of being ambitious with causation has been discussed by Howells (1998, p. 16), where he states:


‘History carries with it (to coin a Birtist phrase) a “mission to explain”, to make comprehensible, somehow, a past which is selective and whose record is unreliable. Old style history teaching would have presented events as having distinct causes and distinct conclusions … The student would have absorbed the tablets of stone uncritically … We no longer view such approaches to the teaching and learning of history as tenable.’


This is furthered by Kohlbrenner (1937, p. 126–127) who outlines that:


‘Just to list causes is of little value, except perhaps in giving an overview or summary of a topic. The teaching of causes must not be considered to merely be the repetition of causes as they are given in a book. A fundamental consideration for the teacher is to get the pupil to see how the various factors operated as causes. This cannot be done unless the proper notion of history as something dynamic has been built up into the mind of the learners.’


As such, both outline the need to immerse students in ambitious issues and to develop high-quality enquiry questions which ensure that students engage in the complexity of causation. This will include, at varying points: the possible categorisation of causes; the interconnected nature of them; the debate of chaos theory, free will, determinism and inevitability; the discussion of why historians place weight upon some causes more than others; and the importance of the chronology alongside the framework of the period of the time. The Historical Association (HA) (2019, p. 24) outlines:


‘History teachers take care to show pupils that causal explanations are not the same as facts. Causal explanations use facts, but the arrangement of those facts into a causal explanation is an argument. Judging a causal argument as more or less persuasive is quite different from saying that something is or isn’t factually correct.’


Conclusively, we must have high expectations for our students and ensure that we train them to think like historians by crafting authentic causation enquiry questions that require deep thinking to explore them.







DESIGNING AN EFFECTIVE CAUSATION ENQUIRY QUESTION


Teaching causation presents a variety of differing opportunities to engage students in analysing the reasons for, the chronology of, and the protagonists in developments in the past. In order to ensure that causation is not taught in a reductive list fashion, the crafting of a probing enquiry question is essential. It must result in the emergence of a rich interwoven tapestry of causes for the students to trace the threads of as they move through the chronology of the piece, analysing how they overlap, how at times some threads seem more prevalent than others, and how they form as separate entities that merge to form a synchronous image of why a development occurs. This will sit within your sequence of lessons on this topic or will be the overarching enquiry itself. In both approaches, the lessons and learning will be like a crescendo whereby they will build towards answering the given enquiry, providing opportunities for students to build arguments and pose questions. For example:




	Overarching enquiry: ‘How did the pillars of C19th civilisation crumple into the flames of war?’ (Hobsbawm) and within this overarching enquiry, there would be one or two lessons exploring the sub-enquiry of ‘Why did a world war begin?’






Or




	Overarching enquiry: ‘Why did the First World War happen?’ and within this sits a series of lessons exploring the multitude of factors/causes which build to reach a conclusion, weaving in sources and varying interpretations. Alexia Michalaki outlines how she approached this in her scheme of learning in Teaching History 182.






Scholarship sits centrally within the development of an effective enquiry question. Therefore, reading a broad range of texts on the given topic will provide a treasure trove of potential enquiries and facilitate the building in of varying historian’s arguments to support the development of debate within causation skill development.


Alex Ford (2020) presents a series of different ways to approach creating an enquiry question. He identifies the following characteristics:




	A clear question



	A hook



	The event to be explained



	The puzzle



	Context



	Development and causal explanation



	Final task.






Example: ‘A policy of sewage.’ Why did the politicians pass the Public Health Act in 1875?


The clear hook here being the statement, a ‘policy of sewage’, whereby students are given the puzzle of the Public Health Act and what triggered politicians into introducing it. This will provide the opportunity for students to consider the context of the time (political attitudes, sanitation and disease, etc.) and explain the event by answering a clear question.


Additionally, the HA suggests:


‘Some causation questions are “open”. This means many types of causal argument could work:




	Why did Islam spread so far, so fast?



	Why was there a revolution in France in 1789?






‘Some are “closed”. This means that the question is structured in such a way as to require a particular type of causal argument. In the following cases, for example, the pupil must weigh up the relative importance or judge the special role of one cause in relation to other causes:




	How important was international pressure in ending apartheid in South Africa?



	What role did the First World War play in hastening the Russian Revolution? (The Historical Association, 2019, p. 25)






At A-level, this also presents an opportunity for teachers to introduce the historiography of causation so that they can understand how the study of the past and the central emphasis of causation changed, determined by the mindset and framework of the historians in the period in which their argument was constructed. For example, Whig historians focused on great men and actions – how does that differ from the later period of Marxist historians? With the study of the First World War, what have historians argued about the causes in the 1920s, 1960s, 1990s and 2018 in the year of the centenary?







THE COMPOSITE PARTS OF TEACHING CAUSATION


Just as we teach disciplinary literacy explicitly and the evaluation of sources, the same is true for causation. As mentioned above, we must ensure that there is a symbiotic relationship between the development of the knowledge of narratives and facts (substantive) and disciplinary skill, whereby students also delve into constructing persuasive arguments. As we move through the progression of the knowledge of the past, the same must happen with disciplinary concepts such as causation. Through continuous exposure to causation skill development as part of a well-planned progression-model curriculum, the students will not only advance to prioritisation and interrogating the relationship between them, but they will also increase their level of independence and begin to categorise factors and prioritise them with increasing skill and autonomy.


A common approach is to begin by teaching the key content of the topic, so that students have a peg on which to hook the causes that they will then explore. This could also include deconstructing interpretations to determine what the puzzle itself is or cases for and against one factor being of greater significance. As we know, this will not be a topic in isolation, and instead it will be one that builds upon the prior knowledge gained from previous topics and years. The topic will be situated within a progression model whereby students have a pre-existing grasp of concepts such as monarchy and revolution, and their schema will be evolving as you move through the new topic and make these links with prior learning. By ensuring that students have a secure sense of the period and narrative at hand, and how these fit within the bigger picture of the past, this creates a secure foundation from which they can later derive informed and effective causal arguments. It lays open the opportunity to look at the longer-term origins of the current topic, identify patterns in the past and look at similarities and differences (for example, how similar were the causes of the French and Russian revolutions?1 How far did the First World War cause both the Russian and German revolutions?). Additionally, this avoids the potential for misconceptions to occur, using pedagogy such as retrieval and questioning to ascertain the security of their knowledge of the fundamentals of the topic, before empowering them to generate causal explanations. An interesting approach to this is the work of Matthew Fearns-Davies. He argues for the use of individual stories to provide this overview, then uses this to further delve into development of causal arguments (Teaching History 182).


Counsell (2012, p. 94) suggests that a next step would be to carry out an activity focusing on the ‘zones of relevance’, whereby students, as part of a card sort, identify cards that are ‘most critical in constructing an answer to the question next to the question card’. These cards are placed within a circle – a zone of relevance – on paper. Students then place cards that were merely information about the topic (and not answering the question) or not relevant outside the zone of relevance. This is a powerful way to support students in creating arguments, rather than regurgitating facts that tell the story of what happened, but not the how and why. As mentioned earlier, the recitation of facts can be a common pitfall in developing causation skills. This exercise would be carried out in conjunction with a high level of discussion in small and large groups, with the teacher directing and challenging these discussions. This would ensure that the expertise of the teacher is used to help students to hone the skill of identifying and knowing the difference between relevant and irrelevant information when constructing causal arguments.


Furthermore, the HA (2019, p. 25) advocates an approach of determining the ‘shape’ or ‘pattern’ of the causation enquiry at hand, to then be able to instruct and model exploring how and why. They outline:




	showing how the causes interrelate to produce a web of circumstances that resulted in the event/situation/change



	identifying causes which are long term (preconditions), medium term and short term (precipitants or triggers)



	classifying the causes into types or groups that form a taxonomy (e.g. military factors; economic changes; personal/accidental issues)



	judging the relative importance of one cause in relation to others in bringing about the event/situation/change



	showing the role that a particular cause played in triggering other causes and/or bringing about the final event/situation/change that you are trying to explain.






Another approach would be to use the same cards to create a chronological timeline. Through this, students can understand the overview of the events. They would then be able to discuss:




	How they would categorise them into short-, medium- and long-term causes – and a spark



	A point of inevitability



	The role of protagonists at differing points



	A domino effect of events and how they interlink and connect



	Are there patterns over time?



	Aspects of chaos, determinism and structuralism.











RESOURCES AND ACTIVITIES TO SUPPORT TEACHING CAUSATION


The below examples focus more on diagrams. What is an essential part of this, and is a separate component in itself, is the role of discussion and debate. Students must interrogate the causes by challenging one another and verbalising their thinking. A great way to engage students in this is by asking them to engage in ‘devil’s advocate’, whereby there may be a more obvious key reason, but they are challenged to argue why another might be the more important. Even simple activities like the one below, where they discuss each of the reasons and annotate them, then debate the prioritisation and establish links, can be a great conversation starter.




[image: Explain why the Nazi Party grew in size 1919–23.]

Figure 3.1 Explain why the Nazi Party grew in size 1919–23.







Target note


To ensure that students focus on the central crux or focus of the question, the question sits at the centre of a diagram shaped like a target to anchor their analysis. Students then provide an opinion/point and supporting evidence, which is then explained. Once each factor has been explained, students then prioritise the factors, determining which played the greater role, writing this in the final outer ring. The final aspect is where students then establish links between the factors outside of the rings. An additional activity would be to engage students in incorporating historians’ interpretations into their explanations, so that they can debate why one historian may argue that one factor is more important contrary to another historian’s view.







Prioritisation pyramid


Students discuss each of the causes. This can be carried out using card sorts or with students generating reasons from the narratives they have studied. Students place the causes in order of priority and explain their decision. This is followed by linking the factors.






[image: A QR code related to Prioritisation pyramid – ‘Why did Britain build an empire?’ In this activity, the student has also categorised the factors using a key.]

Prioritisation pyramid – ‘Why did Britain build an empire?’ In this activity, the student has also categorised the factors using a key.










Hexagons


After studying the narrative of the topic, students can either create the arguments or annotate and explain the arguments as to why an event happened. Students then prioritise each of the factors, explaining their rationale, before linking the hexagons.




[image: A QR code related to Hexagons – ‘Explain why there was an age of exploration during the early Elizabethan period.]

Hexagons – ‘Explain why there was an age of exploration during the early Elizabethan period.’










Grids


Following the study of the narrative, students examine the key reasons. They annotate the evidence with their understanding, provide explanations and then follow this with judging the main reason, followed by linking them.




Task 3: Why did the Germans dislike each of the terms of the Treaty of Versailles?


For each of the key terms, explain why the Germans would have not liked it/hated it.


Need help?


Use the following prompts to help you:




	Caused economic problems – lost money or land or industry (factories, areas where coal was)



	Did not feel they should take all of the blame



	Felt humiliated



	Made them feel vulnerable to attack



	Felt that it was unfair and hypocritical






(* use the map above to help you see where the land was lost by Germany)







[image: Grid – ‘Explain why the Germans disliked the Treaty of Versailles.’]

Figure 3.2 Grid – ‘Explain why the Germans disliked the Treaty of Versailles.’










Model answer marking


To develop the students’ ability to write causation essays, the use of model answers and an ‘I do, we do, you do’ approach can support students in crafting expert essays. Using success criteria and explicit, direct instruction, students deconstruct the successful aspects of a pre-written paragraph and discuss why it is effective. This is followed by either a ‘we do’ combined approach of creating a second paragraph or, if students have a high level of skill on causation, they can be fast-tracked to the ‘you do’ task.




[image: Model answer marking – ‘Explain why the Weimar Government was difficult to govern.’]

Figure 3.3 Model answer marking – ‘Explain why the Weimar Government was difficult to govern.’











Chronological overview


Students construct a chronological overview of the narrative. From this, they can then identify:




	Short-, medium- and long-term causes and a spark event



	Categorisation of factors: political, economic, etc.



	Determine inevitability, determinism or structuralism



	Patterns and connections between each of the chronological events to build them into reasons.











Pie chart


An activity to help students to determine which was the more significant cause. Students award a bigger slice of the pie to the more significant cause. They explain their prioritisation and then link the factors.




Five reflection questions




	How do you currently teach causation?



	How do you ensure secure knowledge of the narrative before progressing the students onto causal reasoning?



	How do you ensure the development of causal reasoning as a skill within your progression model?



	What role do interpretations play in your teaching of causation?



	How do you move students towards greater independence with causal reasoning?











Digging deeper – three resources to delve further




	Counsell, C. (2011) ‘Generating historical argument about causation in the history classroom: Exploring practical teaching approaches.’ In Ghusayni, R., Karami, R. and Akar, B. (eds.) Learning and teaching history: Lessons from and for Lebanon: Proceedings of the Third Conference on Education, Lebanese Association for Education Studies, 25–26 March 2011. Beirut: Arab Cultural Center.



	Ford, A. (2020) ‘Changing thinking about cause: Focusing on change and continuity to refine students’ causal thinking at GCSE.’ Teaching History, 178, pp. 44–53.



	The Historical Association. (2019) ‘What’s the wisdom on… Causation.’ Teaching History, 175, pp. 24–27.
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1 A caveat of caution, as noted by Alex Ford (2020), is not to rush over the interconnections within the chronology. ‘Sometimes the temptation is to jump from a quick chronicle to the factor based analysis when it would be better to create a story and explore the causal links between elements first. Chapman deals with this to some extent, as does Stanford, when looking at the Battle of Hastings and why the old luck, skill, mistakes approach isn’t well suited.’
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A selection of interpretation types commonly examined by history teachers

between 1991 and 2004

Academic

« Books, journals, papers by
professional historians

«Scholarly lectures
« Excavation reports

Educational

« Textbooks

+ Museums and sites

« Reconstructions

TV documentaries/news

« (Ds, websites, internet
discussions, podcasts, blogs

Fictional/semi-fictional

Novels, paintings, plays
Films
TV drama/comedy

Popular and/or political

Folk wisdom/personal reflection
Theme parks/souvenirs

Paintings of earlier periods
Monuments/ceremonies/protests
Advertising

Websites, magazines

Political speeches or arguments that invoke
the past in some way
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Scholarship Summary: Empireland

Why is this book important for us?

This supports part of our core curriculum targets for a diverse and representative curriculum.
Sanghera discusses his belief that the reasons for poor understanding of empire are how it is taught
in schools. This is a common perception and therefore something we want to challenge. In the wake
of BLM, Brexit and the recent political climate, the idea of Britain’s place in the world is once again
being considered. It is vital for us to give an accurate account of empire, even if that is uncomfortable.
You may face challenges to an honest account of empire but that allows for dialogue. The following
chapters are of particular note for our curriculum:

« (hapter 3 - Difficult History

« (hapter 4 — Emotional Loot

« (hapter 5 — We Are Here Because You Were There

« (hapter 8 — Dirty Money

« (hapter 11 — Selective Amnesia

Where is this used?

Unlike many of our key texts that feature as the core text for one Sol, this is used across several Sols
due to the recurrent themes of empire and our study of Britain’s place in the world.

+ Year8 —Term 1. What did it take to create and keep an empire? Use when discussing the Mughal
and British Empires (supplementary).

+ Year 8 —Term 2. Material objects of empire. Use when discussing Britain’s relationship with
India, objects of resistance, and the discussions around museums and repatriation of stolen
goods from Chapter 4 (core).

« Year 8 —Term 4. How was Britain’s wealth built on slavery? Use to discuss the wider impacts of
empire and economic divides beyond slavery from Chapter 8 (supplementary).

« Year 9 —Term 2. Have we learned lessons from the Holocaust? Use when discussing British
atrocities (supplementary).

+ Year 9 —Term 4. What does it mean to be Black and British? Use when discussing the concept of
collective amnesia and migration as a result of empire from Chapter 5 (supplementary).

What else is there to know?

« The excerpts used in the Sol are pitched well for classes in Year 8 and Year 9. If you use excerpts
beyond those indicated in the SoL, please exercise professional judgement as to how appropriate
the material is. There are powerful accounts of British atrocities that can be discussed, but we want
to be mindful.

« Empireland won the 2022 British Book Award for Narrative Non-Fiction.
« You can watch the documentary based on the book, Empire State of Mind, on Channel 4.
« Thereis a’children’s' version coming out in 2023.
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Year7

Enquiry question

Scholarship

What is history?

Margaret MacMillan, The Uses and Abuses
of History (2008)

‘Al of the treasures in all of the world’
— what was so special about medieval
Baghdad?

Tamim Ansary, Destiny Disrupted: A
History of the World Through Islamic Eyes
(2010)

How and why did Harold die in 1066?

Simon Schama, A History of Britain (2000)

Who was the most successful medieval
monarch?

Marc Morris, King John: Treachery, Tyranny
and the Road to Magna Carta (2016)
Helen Castor, She Wolves: The Women

Who Ruled England Before Elizabeth
(20171)

Rats v Revolts: Which caused most
upheaval in the Middle Ages — the Black
Death or the Great Revolt?

John Hatcher, Black Death: The Intimate
Story of a Village in Crisis 1345-1350
(2009)

In what ways did the Reformation matter
to ordinary people?

Eamon Duffy, The Voices of Morebath:
Reformation and Rebellion in an English
Village (2003)
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Term | Year Topic Key texts Year Topic Key texts Year Topic Key texts
HT1 7 How did the The Real Lives of 8 | Whatdidittake | Riseand Fall,P. 9 What led to The Sleepwalkers:
Romans change | Roman Britain, to create and Strathern the first ‘World | How Europe Went
Britain? Guydela keep an empire? War? to War in 1914,
Bédoyere. Christopher Clark
Mary Beard, The
Guardian
HT2 | 7 How can River Kings, Cat 8 How can Empireland, 9 | Have welearned | HET resourcesand
archaeology Jarman, The Silk material objects Sathnam lessons fromthe | Empireland for BE
help us to Roads, Peter help us to Sanghera, The Holocaust? genocides
challenge what Frankopan understand Anarchy, William
we know about Britains rolein Dalrymple
the Vikings? the world?
HT3 | 7 How did the The Norman 8 Was the Liberty’s Dawn: A | 9 Who are the The Bletchley Girls,
Normans change | Conquest, Marc Industrial People’s History lesser known Tessa Dunlop,
England? Morris, The Revolution of the Industrial heroes of WWII? Noor-un-Nissa
Penguin Monarchs the ‘Dawn of Revolution, Emma Inayat Khan,
series Liberty? Griffin Sufiya Ahmed
HT4 | 7 How was The Black Death: 8 How was Sugar in the Blood: | 9 What does it Black and British,
authority The Intimate Story Britain’s wealth | A Ffamily’s Story mean to be David Olusoga,
challengedin | ofa Village in Crisis built on slavery? | ofSlavery and ‘Black and Natives, Akala
the Middle Ages? | 7345-1350, John Empire, Andrea British?
Hatcher Stuart
Term | Year Topic Key texts Year Topic Key texts Year Topic Key texts
HTS | 7 How did the Black Tudors, 3 Did militancy Deathin Ten 9 How did Berlin | Stasiland: Stories
Tudors change Miranda help or hinder Minutes: The become a from Behind the
England? Kaufmann, The the Suffragette | forgotten Life of thermometer for | Berlin Wall, Anna
Hidden Lives of cause? Radical Suffragette the Cold War? Funder
Tudor Women, Kitty Marion, Fern
Elizabeth Norton, Riddell
Disability and the
Tudors, Phillipa
Vincent-Connolly
HT6 | 7 How turbulent Witchfinders, 8 How does the The Great 9 How was My Traitor’s Heart,
was the 17th Malcolm Gaskill, story of Indian | Partition, Yasmin apartheidin Times Soweto
century? The English Civil partition go Khan South Africa (storytelling)
War: A Peaple’s beyond 1947? ended?
History, Diane

Purkiss
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Term of the Evidence Explain why the Germans
Treaty disliked this part of the Treaty
War Guilt + (Clause 231
« Germany had to accept the blame for
starting the war
« Asaresult of accepting blame, this gave
the Allies legal reason for demanding
reparations
Reparations « Commission set up in 1921
(pay moneyfor | . Germany to pay £6.6 billion
the damages | . 1 vears o pay (reduced 1929, stopped
caused by Ww1) | * 42yearsto pay (reduce , stoppe
1930s)
Military « Army of 100,000 men, no conscription
Restrictions - Demilitarised the Rhineland (no German
troops allowed in this buffer zone)
« No air force
« Navy of only six battleships, 15,000 men
League of + Not allowed to join this peace keeping
Nations organisation because of their role in WW1

Germany lost
land in Western

Europe

« Lost 13% European land
« Lost 50%iron and 15% coal reserves

« France: given back Alsace and Lorraine
(lost 1871)

+ Belgium: Eupen and Malmady

« Saar Coalfields to League of Nations for 15
years. France access coal.

Germany lost
land in Eastern

Europe

« Poland became a new, independent country

« Germany was split in two so that the newly
created Poland could have access to the sea
atthe Port of Danzig by taking over West
Prussia

« This meant that East Prussia was separated
from the main part of Germany meaning 10
million Germans living in East Prussia were
cut off from Germany

« Upper Silesia became part of Poland

Germany lost
colonies

+ 11 German African or Asian colonies given
to victorious powers as mandates (territories
to look after)
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We are going to compare two different historians views on King John

Photographs

Letters,
documents,
newspapers

Remains/traces of Historical sights,
the past archaeology

Objects

Memories and
stories

Why do historians think
differently about the past?

Questions/research

How do historians find out
about the past?

Marc Morris

The historians

Professor

Graham Seel
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Passionate Historians: Year 9 Edition

Scholarship and Fiction TV and Film

The First World War

« Erich Maria Remarque, All Quiet on the Western
Front - 1929 (FICTION)

« (hristopher Clark, Sleepwalkers: How Europe
went to war — 2014

« William Mulligan, The Origins of the First World
War- 2010

The Holocaust and Genocide

+ The Diary of Anne Frank

- Markus Zusak, The Book Thief, 2005 (FICTION)

- Judy Batalion, The Light of Days: The Untold
Story of Women Resistance Fighters in Hitler’s
Ghettos, 2021

World War Two

« Sinclair McKay, The Secret Life of Bletchley Park:
The History of the Wartime Codebreaking Centre
by the Men and Women Who Were There, 2011

- Peter Sikora, The Polish ‘Few”: Polish Airmen in
the Battle of Britain, 2018

The Cold War

« Frederick Taylor, The Berlin Wall, 2016

« Anna Funder, Stasiland: True Stories from
Behind the Berlin Wall, 2003

Immigration into Britain

« David Olusoga, Black and British: A Short,
Essential History, 2020

- Akala, Natives: Race and (lass in the Ruins of
Empire, 2018

« Sathnam Sanghera, Empireland, 2021

Civil Rights in the USA or Apartheid in South
Africa

« Deborah D. Douglas, U.S. Givil Rights Trail, 2021
« Nelson Mandela, Long Walk to Freedom, 1994
- Rian Malan, My Traitor’s Heart, 1990

« 1917 —film about WWI
« The Zookeeper’s Wife — film about Nazi

occupied Poland and Jewish persecution

« The Imitation Game — film about codebreaker

AlanTuring

« ACallto Spy — film about resistance and

espionage

« Sitting in Limbo — BBC film about the

Windrush scandal

« Selma — film about the March on Selma
« Green Book — film about segregation and

discrimination

« A Bridge of Spies — film about the Cold War,

focused on Berlin
Invictus — film about Mandela as president

« You're Dead to Me by Greg Jenner —look

for episodes on Notting Hill Carnival, LGBTQ
history and the Harlem Renaissance

« History Hit with Dan Snow — look for episodes

on the assassination of Franz, Anne Frank’s
step sister and Malcolm X

- Stuff You Missed in History Class — look for the

Freedom Summer episode

« Good Night Stories for Rebel Girls podcast — the

Noor Inayat Khan episode
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Five ‘R’s for thinking about historical significance

Remarkable
The event/development was remarked upon by people at the time and/or since
Remembered

The event/development was important at some stage in history within the
collective memory of a group or groups

Resonant

People like to make analogies with it; it is possible to connect with experiences,
heliefs or situations across time and space

Resulting in change

It had consequences for the future
Revealing

Of some other aspect of the past
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Task 4: Q2 Exam question model paragraph marking and practice. Peer assess/self-assess
1. We're going to mark the model answer using the marking codes
2. You're going to complete paragraph 2
3. Have a peer assess your answer
4. Extension. Complete paragraph 3

Explain why the Weimar Government was difficult to governin Point

the years 1919-22 Fvidence - SPED
« Spartacist uprising Evidence - Range
+ Debts from WW1 Explanation

(12marks) 5 mins Judgement

Model answer:

The most important reason why the Weimar Government was difficult to govern was
due to the Spartacist uprising.

For example, Karl Liebknecht and Rosa Luxemburg led a communist demonstration
0f 100,000 in Berlin.

This therefore meant that it was difficult to govern as the government faced threats
from the left-wing communists, who wanted to overthrow them as part of a
communist revolution and replace them with soviets.

You do: Write your own model answer for the ‘Debts from WW1’ factor

Your answer:

Mark:
WWW:
EBI:
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AVillage in the Third Reich: Chapter Study

Chapter:

What does the chapter title tell us about the themes covered?

Keep a list here of all Nazi youth organisations Keep a list here of all activities organised by Nazi
mentioned in the chapter, and who they were youth organisations, and who they were for:

aimed at:

Task: Read through chapter 8 of A Village in the Third Reich and use the following prompts to describe
Nazi policies towards young people and explain the impacts of these policies on the lives of German

citizens.

Pg 160

Pg 160-61

Pg 161

Pg 161

Pg 161-62

Pg 167-68

Pg 168-70

Pg170-73

Pg173-74

Overall

What reason does Julia Boyd give for the popularity of the National Socialists with
young people?
Why did the Nazi Party prioritise youth policies?

What does Boyd describe as the many aims of the Nazi Party for boys and girls?

What can we infer from Sybille von Arminsted being told by her mother to never
mention her family history of lung disease?

What was Sybille von Arminsted’s view of the Nazi's and Nazi youth groups?

What were the AHS, and what were they taught?

What evidence is there of opposition to Nazi youth policies? (Steiners)

How did the Nazi policy impact teachers and schools?

What was the experience of young Jews in Oberstdorf?

What impression does Julia Boyd give about the success of Nazi youth policies?
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Getting to grips with interpretations

What can we learn from this
interpretation by examining:

Cover — how does this convey what
we can expect to learn?

Extract — what does reading the
extract teach us?

Impression — what is the tone/
message given by the historian?

Construction — how has the
interpretation been constructed?
What has informed the historian?

Intention — what is the intention
behind the interpretation? What is it
for? Why was it made?
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th do higtorians write about hié‘fom?

He wanted
fo find out David Olusoga, Black and British
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Historical Signiﬁoanoo

David Olusoga, Black and British L

‘When | was at school there was no Black
history. None of the Black people from the past
who we know about today were ever
mentioned by my teachers, and my textbooks
contained nothing about the role Black people ———
L have played in the story of Britain. So what |
presumed was there must not have been any
Black people in British history. \

\

Nobooh/’ he could
think about

Covldn’t learn
about hig hié%on?

H ié‘f’on]
¢hould take
5loba( view

L ‘We study history to understand the past, but also to help

Peter Frankopan, The Silk Roads

explain the present. History is a bit like tracing back your
footsteps and trying to work out how and why you took

a particular route to where you are now standing. It is
interesting and exciting to look at individual turns or steps
you made, but it can also be revealing to look at the journey |

Never learnt about
other aviligations

as awhole.
I never got the chance to do that at school. | was taught
about Henry VIl and his wives. | wish I'd had a book that
told me about other places. | wanted to understand how
everything fitted together. \
\
\ N
Hi¢ education wag Wanted to
Anzlo-centric and learn about
waltfs o piece other thin
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Finances:

Governmentincome and spending

p. 43

What was the situation in 1786?

- Lovig XVI wag informed by Calonne, Comptroller-Greneral, that the ¢tate
was on the brink of financial collapse.
- Foor amvnﬁng_ managgmon%.

What was the main cause of this situation?
- Foor overall financial management.

p.44-5

Why were economies’ (money saving measures) not enough to solve the problem?

- Things attempting to cvt costs on were vital (05‘ military onno“ng_ couldn’t
be cit without [oSing. international statug).

p.45-6

How had taxation changed?

- Substantial rises in indivect taxation.

- They were afmaoh/] the highoﬁ hxing. place in Evrope.

Who was most affected by these changes and why was it easier for them to protest?

- Third Estate were most affected and FVoTLogTLcd more oagi{q becavse ﬁaoq
were larger in numbers.

p.47-8

Why was taking on loans a bad idea?

= ‘There was no long=term fvtwre in fizhting a debt problem by new
borvowing. The a{madq borvoned mioney ot legs favourable term.

- There was no PVb“O{j—;U ported bank’, velied on infermediaries.

- Lied to the public wi e loang of financial stability

p. 49

What was the situation when Calonne became finance minister in 17837
- Al the funds were empty, all public: stocks weve low, all circulation wag
infervipted; alarm wag 59&’151/3{ and confidence wag oloéﬁ/och.’
How did he attempt to ‘savethe situation?
‘A magsive progyamme of Pubﬁo oxpono“Jrvm to demonstvate that the
vernment wasn't worvied and they shouldn™t be. The long. economic

recession veached a new cvisis in 1786 — ‘a olopméécd economy Plfodva’ng_ low
tax yields’.

Finances:

The struggles of ordinary French people

. 160-1

How did poor harvests affect the cloth industry and the people who worked in it?

‘When food Priwé vose’ — ‘less wag spent on clothing’ and demand for the
cloth inolvdw] fell. ‘Weavers tended to be laid—off ﬁ;cn the Priw of bread
was alveady Qﬁ/aining. their limited Wagfzg’

p.161-2

What happened to inflation during this time?

‘Wagpé had not kept pace with inflation over the cighteenth ocvaw].’






