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Build it in, don't bolt It on:

history’s opportunity to support critical

citizenship

Andrew Wrenn offers a wide range of practical examples of the way in which National
Curriculum History (and the continuation of its principles at GCSE) supports citizenship
education. He focuses chiefly upon Key Element 3, ‘Interpretations’ but also Key Element 4
‘Enquiry’ He illustrates history teachers’ long-established concern for the weighing of modern
intepretations, and gives plentiful examples of how history teachers teach careful analysis of
the identities that any interpretation represents. He shows that all such identities are historically
constructed and that notions of citizenship—built around rights and duties—are inextricably
linked to these constructions. Where teachers’ long-term planning of Key Stage 3 history is
already very effective pupils of all abilities are taught to cut through political propaganda to
layers of myth and meaning. Thus history’s knowledge, skills and attitudes are the friends of

a critical, active, reflective citizenship.

As a head of history you are called into a meeting with
your deputy headteacher. You are rather nervous. You
are asked to sit in the lowest seat. You take in the neatly
stacked set of books on the desk from one of her few
teaching groups, the computer screen filled by a half-
drafted timetable, the rows of management books on
the side shelf (The Self-Targeting School, School
Improvement and School Effectiveness: Squaring the
Paradigm). ‘John’, she says calmly, T'm so glad you
were able to come. As you've probably seen in the TES,
citizenship is going to become a statutory subject of
the revised curriculum from 2002. It’s supposed to be
introduced gradually but we’d like to “fast-track’ it in
this school. As head of history, we wanted your
department to integrate the programme of study into
your schemes of work. Are you prepared to rise to the
challenge and make the change?’

You are speechless, for well you might be. Isn’t
‘citizenship’ just tedious, old-style civics lessons dressed
up as a new initiative? Isn’titjustan extension of PSE?
Isn’t it just another government attempt to impose its
own agenda on schools? If it’s about values, who's
values? You didn’t come into teaching to misuse the
subject by teaching government-sponsored values!
Does it mean extra time for history? Of course not! It
just means you've got to rewrite your Key Stage 3
schemes of work again to fit in citizenship, just when
you thought you were going to get more flexibility.
You face a hard enough task getting Year 9s to remember
what the word ‘parliament’ means without having to

TEACHING
© The Hi

deliver yet more dead-weight content. ‘Britain 1750-
1900" was bad enough.

These reactions are understandable and some of the
fearsjustified. History departments may well be called
upon to deliver a significant proportion of the new
citizenship curriculum and it may impact upon
curriculum time. However, this article will argue that
what appears to be an imposition, is a valuable
opportunity.

On the face of it, the accusation that citizenship is just
old-fashioned ‘civics education’ seems justified.
Professor Crick’s final report was headed ‘Education for
Citizenship and the Teaching of Democracy in Schools’.!
Among the knowledge and understanding to be
covered is ‘central and local government, the public
services they offer and the opportunities to contribute;
the key aspects of parliamentary government and other
forms of government; the electoral system and the
importance of voting’. Gripping stuff! Yet compare
the ‘Key Elements’ in the current (1995) National
Curriculum for History with the “Skills, Knowledge and
Understanding’ in the Secretary of State’s proposals for
citizenship. The citizenship ‘skills” of enquiry and
communication require that pupils should be taught
‘to express and justify orally and in writing a personal
opinion ... to reflect through the analysis of a variety of
sources and statistics’. Skills of ‘participation and action’
state pupils should ‘be able to reflect on, express and

explain viewpoints contrary to their own’.? This is
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familiar rubric to the history teacher. All this has long
been a statutory requirement under the banners of
‘historical enquiry’, ‘interpretations’, ‘analysis and
explanation’ and ‘different perspectives—ethnic,
cultural, social’ in history’s compulsory curriculum.® The
overlap is huge.

Not only that, despite government sponsorship, both
the citizenship recommendations and the statutory
history Order have a built-in guarantee against party
political indoctrination, whether of left or right.
‘Interpretations of History’ was inserted originally as
Attainment Target Two in 1991.* It was a curriculum
device to make sure that although the content was
prescribed by a Conservative-sponsored working party,
history had to be taught and analysed from different
points of view. Pupils have to be taught to detect the
motives and agenda behind any modern historical
interpretation—from film, to Ladybird story book, to
propaganda leaflet from extremist group, to the
National Curriculum itself! It survives as Key Element 3
(Interpretations of History) in the 1995 revision.’®
Likewise, one of the ‘skills and aptitudes’ of citizenship
in the final Crick report was ‘the ability to recognise
forms of manipulation and persuasion’.® Pure Key
Element 3! Not to mention the related skills of weighing
evidence and detecting bias in primary source material
which have an even longer pedigree in school history,
going back to the Schools Council History Project of
the mid-1970s’ and its survival in today’s National
Curriculum as Key Element 4.

With the new flexibility allowed by the history Order
since 1995 and the even greater flexibility anticipated
in the current proposals for 2000, history teachers
have an opportunity to
explore creatively the links

department a stronger platform within the school?
Geography departments certainly will.

So what is citizenship? Itis nota very British idea atall.
Most other countries have some kind of citizenship
education but not Britain.® In research undertaken by
Professor Ivor Crewe in 1996, he found that the most
common association the word ‘citizen” brought to mind
was the French Revolution.” The British are arguably
confused about the issue anyway. A woman in one of
Crewe’s discussions said ‘T sent off my passport a little
while ago.  That said I was a citizen and I didn’t
particularly want to be a citizen; I wanted to be a
subject’. So we have a stumbling block to begin with.
Crick’s report commented, ‘the very concept of British
subject and British citizen seem much the same to most
people’.

The reasons for this are partly historical. In other words,
in order to understand the concept of ‘becoming
informed, active and responsible citizens’ children
need to know where the concept came from. Likewise,
if children are to understand the concept of human
rights as it is about to be incorporated into British law,
they need to understand how the idea of human rights
(and ‘rights’ in general) developed. If, for example,
we followed the concept of tolerating dissent through
the Key Stage 3 National Curriculum History Study
Units, pupils would build enough knowledge to
analyse the ideas in the UN Charter for themselves. Most
history departments now plan each Study Unit around
enquiries or key questions, with perhaps four to seven
enquiries per Study Unit. Why not select a series of
enquiry questions, one for each Study Unit, which,
together, build towards understanding of how the

and overlaps between
citizenship and history.
Good history teaching
provides the rich contexts,
the gripping stories, the
ways of analysing varied
experience of different
social and cultural
groups, the cumulative
understanding of difficult
political concepts which
lower attainers find so
hard— all the things that
otherwise citizenship
education would have to
develop from scratch.
Citizenship is unlikely to
be given much discrete

time of its own at

Imagination/fiction

secondary level. Why not

use it as an ally to build
improved history teaching
and learning and give your
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Figure I: An interpretations frame. Ask pupils to position segments
of the text wherever they think they belong.
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Cunnin

Cunning Plan for the teaching of citizenship through Key Stage 3
history

Big theme: dissent and the formation
of the concept of ‘rights’

You can teach citizenship not only without compromising National Curriculum content, processes and concepts, but
in such a way as to improve them. Review your department’s ‘whole Key Stage’ planning. Secure rigour and high levels
of challenge by remembering these two tricks:

(i) keep your eyes on long-term planning for progression, not just the medium-term (e.g. will your Year 7 enquiries
provide a sufficiently strong knowledge-base for your Year 8 enquiry on toleration and persecution? how will you
‘warm-up’ that knowledge with other Year 8 enquiries?);

(ii) make sure that your enquiry question is historically valid and not distorted by presentism. NEVER sacrifice
historical rigour in the interests of other education agendas—there’s no need to as long as the objectives coincide.

Each of the following are sample ideas for c.5-week enquiries (which, of course, you would need to balance with

g Plan #

other enquiries in the same Study Unit) across the three years of Key Stage 3:

Year 7

A five week Britain 1066 -1750/past non-European society
enquiry from  Enquiry question: Why did Moslems only tolerate Jews and
:Itl‘:id;' z)‘:t:'; Christians but not other faiths?
7" pupils will learn about tolerance in the Islamic world towards “peoples of the Book”;
. role of religion in the construction of political ideology.
Year 8
A five week Britain 1500-1750
enquiry from  Enquiry question: Why did European Christians stop burning each other?
Study Unit 2:  5upils will learn about decline of religious persecution and emergence of tolerance in 17th
century Europe;
. role of political change in the shifting of religious ideas and practice.
Year 8
A five week European turning point
enquiry from  Epquiry question: Why did the French revolutionaries fail to stick to the
Study Unit 5: Right f Man?
ghts of Man?
pupils will learn about * the contrast beween the Rights of Man and the Terror;
. how politics, ideology, power and practical expediency sometimes
distort each other.
Year 9
a five week A past non-European society
enquiry from  Enquiry question: Why did the Americans who signed the US constitution
SO ¢ not free black slaves?
pupils will learn about attitudes to black slavery;
. how constitutions are formed and interpreted.
Year 9
a five week The twentieth-century world

enquiry from

Study Unit 4:

Enquiry question: Has the UN Charter made any difference to human rights

in the last 50 years?
pupils will learn about ¢ effectiveness of the UN Charter
. the power and the limits of the concept of rights and of
international agreements

Andrew Wrenn
Adviser for History
Cambridgeshire L.EA.
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concept of human rights developed? This edition’s
Cunning Plan (see page 8) provides an example. When
it comes to difficult abstract issues such as ‘rights’ and
‘constitutions’, good history teachers know that only
by revisiting the concept, over and over again, in
different and stimulating historical settings, can we
hope to get the majority of struggling pupils into some
worthwhile understanding.

On a different but related theme, we could use Key
Element 3 (Interpretations) to explore whether
perceptions of British identity and citizenship have
changed over time. We might catch pupils’ interest by
starting in the present and so gain pupils’ curiosity to
dig back into the past. Tory leader William Hague
recently emphasised ‘The British Way’. According to
Hague, Tories have to accept that Britishness ‘is not just
the sleeping villages, polite manners, friendly vicars
and novels of Scott and Austen’.'’ It is also where
‘thousands go to the Notting Hill Carnival and the
Eistedfodd, the Britain that watches MTV and Changing
Rooms—a brassy self-confident Britain’. McAleavy
defined an ‘interpretation’ as ‘any curious reflection
on the past’. In the influential non-statutory guidance
booklet, Teaching History at Key Stage 3, produced by
the then National Curriculum Council, but largely
written by McAleavy, he also stated:

. Interpretations combine fact and fiction,
imagination and points of view.

. Interpretations are dependent, if they are of
historical worth, on evidence.

® Differences between interpretations can be
explained by reference, among other things, to
purpose and intended audience."

To translate this into a practical learning activity might
mean asking the pupils to put their opinion of Hague’s
speech into an interpretive frame, such as that in Figure
1. The pupils could position either the whole speech,
or segments of it (each option would provoke
interesting debate!) into the part of the triangle in
which they think it belongs. History teachers are used
to such devices for structured reflection, requiring
pupils to question their own or others’ assumptions
and to submit them to critical scrutiny.

Tracing the roots of British identity back into the past,
an effective and exciting method of judging how the
British saw themselves is to examine how they treated
a subject people under colonialism. Supposing a
department were examining the settlement of
Australasia as a case study of Victorian imperialism as
part of Britain 1750-1900. An extract from this
Edwardian children’s book Glimpses of the British
Empire might be an excellent starting point into an
enquiry concerning the contemporary construction of
identity and notions of citizenship:

‘ The Maoris are the most intelligent of the native
races of Polynesia, and have rapidly become
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Figure 2: Possible ‘layers’ of citizenship

civilised. They have abandoned most of the practices
and customs of their ancestors, and have adopted
the trades, professions, habits, dress, and opinions
of the British. You may see men of middle age
with tattooed heads, and some of the women still
stain their lips a dark blue, and tattoo the chin, but
few young men disfigure themselves... Some of
them have become journalists, teachers, and
clergymen. They are represented in both Houses
of Parliament by men of their own race; and were
itnot for their swarthy skin, the most refined among
them might be taken for English gentlemen.’'

As part of a class discussion, a history teacher might
read through this source with a group of, say, lower
attainers in Year 9, pausing to explain and discuss the
many unfamiliar words. The teacher might ask the class
to underline phrases or words about the Maoris which
showed what the British admired about them in red
and what they despised about them in blue. From this
example, the pupils might then brainstorm a list of
characteristics the author of the book thought made
the British superior. In doing so we move the lower
attainers from specific, concrete details in the source
such as ‘were it not for their swarthy skin’ into a general,
more abstract attitude like “To be British you had to be
white’. Such a learning exercise equips pupils to be
alert to different perspectives. It is, moreover (as the
citizenship proposals require) an insight into tacit and
skilful (or unwitting) forms of ‘persuasion and
manipulation’, used at the time."* By cross-referencing
with other evidence, the rigorous history teacher might
then ask how typical the views in this popular
interpretation of the time happen to be. Incidentally,
this extract could be used as either part of Study Unit 3,
Britain 1750-1900, with learning objectives in the
area of Key Element 3 and exploring Edwardian
interpretation of the Victorian settlement of New
Zealand; or as part of Study Unit 4, ‘The twentieth-
century world’, with learning objectives in the area of
Key Element 4 and showing how the British viewed
themselves and the Maoris at the turn of this century.
The well-organised department might well do both,
using the issue to strengthen learning by making
‘overview’ links between the Study Units.

In Britain, as in other states, people’s identities and
therefore their experiences or definitions of
citizenship, may be multiple and complex. Technically
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Identity

shaper

1. We were

Examples of
groups

Examples of historical factors

Opportunities for teaching
about interpretations &
identity

the first and Native Indigenous inhabitants. American West (GCSE: SHP)
original Americans. Britain 1750-1900 (Key Stage 3)
occupiers of Australian Settled on supposedly empty South African depth study
the land. aborigines. South African hinterland. (GCSE: Modern World).

Africaners.
2. W_e are Japan (Shinto). | The Imperial family claim descent from The Twentieth Century World:
specially the Sun God. (KS3)
blessed - God, | ¢ is and Israelis and Muslim Palestinians both (GCSE: Modern World)
qus or myth Palestinians  |claim Jerusalem on partly religious Arab-Israeli conflict (GCSE
reinforces our | 0. jorysalem | grounds Modern World and SHP)
rights and
identity.
3. Ourculture | cpinege Sheer antiquity of civilisation emphasised.| (GCSE Modern World and SHP)
IS uplquely Egyptians. Remnants of antique civilisation used to | Islamic civilisations (KS3)
ancient. support modern identity.
4. Our culture | Americans. American revolutionary ideas enshrined in| Britain 1750-1900 (KS3)
is uniquely US constitution.
new and Canadians. Canada creates a fused culture from
original. English and French settlement.

Australians New and vibrant culture developing.
5. Our blood Israelis. (GCSE: Modern World and SHP
and identity is | Germans. (GCSE: Modern world)
specially
pure.
6. Our British Britain draws on English, Welsh, Scottish| Britain 1750-1900 (KS3)
identity is a and Northern Irish identities.
special hybrid British America incorporates vast numbers of The Twentieth Century World
- drawing Americans. ethnic immigrants. (KS3) (GCSE: Modern World)
strength from Canada combines native Americans, Britain 1750-1900
diversity. Canadians. French and English settlers and later

diverse immigration.

7. Our French. Joan of Arc, Louis XV, Napoleon. Britain 1066-1500, 1750-1900,
identity was Americans. American Revolution, World War | & I1. Twentieth Century World (KS3)
forged in British. Crecy, Agincourt, Trafalgar, Waterloo (GCSE: Modem World)
victory and World Wars. Britain1066-1500, 1750-1900,
success. Twentieth Century World (KS3)
8. Our identity | Israelis. Biblical exiles, Holocaust. Twentieth Century World (KS3)
was forged on (GCSE: Modern World)
defeat and
suffering.
9. Look at Scottish Robert the Bruce, Bannockburn, All KS3 British Study Units
our list of Alexander Graham Bell, Fleming.
unique
ideals and

achievements.

Figure 3: Identity shapers and the history curriculum
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these are known sometimes as multiple or ‘layered’
citizenships '* (see Figure 2). In some cases, pupils
need to understand that the situation is much more
complex than even the diagram in Figure 2 suggests. As
Nicholas Tate, Chief Executive of QCA, commented in
his address to the Historical Association Education
Conference in September 1997, many identities jostle
within the term British ‘subject’ or ‘citizen’. So how
can we help pupils, especially lower-attaining pupils,
to understand the ways in which these are constructed
so that they can be alert to manipulation or propaganda
which uses the past to serve a partial or pernicious
message?

In The Heritage Crusade and the Spoils of History, David
Lowenthal draws conclusions about how the past is
manipulated to justify or bolster definitions of identity
in the present.'”” These ideas can be expressed as
‘identity shapers’, common across most cultures,
though they do not necessarily apply to all at the same
time. Pupils need to learn that histories are not given;
they are constructed and used. Figure 3 shows how
some examples might relate to the content of Key Stage
3 and GCSE history syllabuses. Myths and traditions about
racial purity or uniqueness reinforce cultural and
national pride in the present, creating a strong vested
interest in preserving them, regardless of how history
or science might challenge their validity. Archaeologists
were halted from excavating imperial tombs in the
1980s when they identified the Japanese imperial
family as possibly Korean in origin. Not only does this
undermine Shinto tradition of descent from the Sun
God, it links Japan’s ancient dynasty to a nationality
sometimes regarded with hostility in modern Japan.
In the desert to the north of China, Chinese
archaeologists substituted the remains of an ancient
Chinese body for that of the actual Eurasian buried on
the site. They did not want their certainty in the early
Chinese settlement of the area undermined by evidence
of a different people which predated it. Let us take a
practical example of this process from the teaching of
the American West, commonly taught at Key Stage 3 as
a past non-European society (Study Unit 6) and as a
popular option for the GCSE SHP syllabuses. Look
carefully at the letter from Chief Seattle in Figure 4.

‘The earth is our mother. I have seen a
thousand rotting buffaloes on the prairies
left by the white man who shot them
from a passing train.  What will happen
when the buffaloes are all slaughtered?
The wild horses tamed? the
secret corners of the forest are heavy with
the scent of many men and view of the

ripe hills is blotted by talking wires?’

when

Figure 4: Letter from Chief Seattle to US President
Franklin Pierce 1854.
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Unfortunately:

. Chief Seattle’s tribe lived over 600 miles from
any buffalo.

. The railroad crossed the plains only in 1869,

three years after he died.
. The slaughter of the buffalo happened a decade later.

. The letter was forged in 1971 by a white scriptwriter
from Texas, Ted Perry, who claimed ‘the
environmental awareness was based on my own
feelings’.

Teachers using this as a modern interpretation for
understanding Key Element 3 and its GCSE equivalent
might ask pupils to place this modern interpretation in
the interpretations frame in Figure 1. In one sense, of
course, it is a wholesale piece of anachronistic fraud.
But let’s be careful here: isn’t it superb evidence of
white environmentalist sentiments in the early 1970s
and their attitudes towards the Indians.  This
interpretation takes us to the heart of the National
Curriculum purpose of ‘Interpretations’. It tells us
more about the thinking of the subsequent period
than about the American Indians themselves.

In the same way, for example, a study of South Africa, as
part of one GCSE course, can show how present politics
shapes the way the past is remembered. The creation of
a mythic or notorious reputation around a single past
event is particularly useful as an illustration for those
pupils who might otherwise find such abstract ideas
prohibitively challenging. Until 1994, South Africa
commemorated December 16th asa public holiday. This
celebrated Boer defiance of a large Zulu army in the
19th Century. Pretorious, leader of a party of Great
Trekkers prayed for victory and converted his train of
settler wagons into a laager. The Zulus were defeated at
the Battle of Blood River and not one Afrikaaner died.
After the reversion to majority rule in 1994, the ANC
recognised the importance of the anniversary to
Afrikaaners and the public holiday stayed but as a day of
national reconciliation. Since then, the annual tribute
of Afrikaaners at the battle site on December 16th has
been challenged by a Zulu commemoration nearby. This
was a new phenomenon since the Zulus had never
Notice how the
significance attributed to this one event reflects changes

commemorated this defeat before.

in South African identity: celebrated first as a miraculous
Afrikaaner victory, then commemorated as a symbol of
reconciliation under majority rule and lastly
acknowledged by the Zulus themselves. Its meaning
has changed as subsequent events have shaped how
and why it is remembered. Pupils need to learn (and
the best history teachers have shown that they can learn)
that the meaning or significance of any fact is relative
to its frame of reference and that such meanings will,
therefore, always be hotly contested.
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Citizenship
education will
be working
when children
see how
patterns of
loyalty and
allegiance are
constructed,
represented or

imposed.

Enrichment

Lead Subjects

Figure 5: One curriculum model

As I write, British national identity is being re-shaped.
Ilistened to a debate on Radio 4 in January. The Director
of the National Maritime Museum was justifying
sweeping away glass cases of model ships in favour of
themed, interactive galleries on the slave trade, Opium
Wars and modern environmental pollution. Sean Gabb,
a writer on The Libertarian, a right-wing publication,
complained that Nelson’s uniform would no longer
form a centrepiece of the exhibition: ‘Once you drain
a symbol of its history, it must becomes an old piece of
cloth with aholein it ... England’s history, as mistress of
the seas, is being erased ... destroying British identity’.'®
Of course, what he meant was that the power of this
symbol and the historic heroism and sacrifice of British
character that it represented to him would lose its
meaning if the museum did not represent the relic in
its traditional setting. Citizenship education will be
working when our children are able to use their
historical knowledge to appreciate the significance of
such controversies, and so to see how different patterns
of loyalty and allegiance are constructed, represented
or imposed.

The relevance of all this to the chalk face is brought
home all the more sharply by this image. Remembrance
Sunday in Cambridge 1996. A frail Japanese woman in
a kimono kneels at the foot of the war memorial. She
is surrounded by veterans of the Burma Campaign. After
begging for their forgiveness, she attempts to shake
each veteran by the hand. Some do so, others refuse,
unable to forgive. The woman is a Japanese historian,
Kosuke Koyama, who supported a campaign in her
country to edit national history textbooks so they were
more explicit about Japan’s war record and atrocities.
Teaching children how historical myths are made and
broken in our classrooms will equip them to become
mature citizens of the future.

Schools are already experimenting. At Ernulf School,
an 11-16 comprehensive in Cambridgeshire, Year 7
pupils follow a special History and Citizenship unit set
up by the Head of History, Sue Arnold. Through roleplay
and discussion the pupils follow the history of
parliament, analysing the changing significance of
incidents such as the expulsion of the Rump by
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Cromwell, the Chartists and the Suffragette campaigns.
This leads into elections for the School Council, thus
taking a ‘lead subject’ (History) combined with
citizenship through into an ‘enrichment’ activity. See
Figure 4 for a representation of this curriculum model.

On the back of a Comenius project with a Polish middle
school in Krakow, Andy Fisher, a history teacher at
Katherine Lady Berkeley Language College (11-18
comprehensive) in Gloucestershire, set up a link to
support GCSE history. His Year 10 pupils composed
questionnaires for Polish adults living under
communism for 1948-1964. The questions were
designed to probe the extent of opposition to the
communist regime. The Polish pupils translated the
questionnaires, conducted interviews and sent back
the manuscripts translated into English. This evidence
formed the bones of GCSE history coursework. Thus
effective citizenship is secured by being built-in rather
than bolted-on. Far from being compromised, history’s
vital role as the evidence-weighing, critical-thinking
discipline (much of whose subject matter is about
development of political ideas) is strengthened in the
curriculum as a whole.
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