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CHAPTER I

INTRODUCTION KNOWLEDGE

Pleas for the 'New History' have by nouw becom

if implementation had in any way matched reco;m:gdggmmom,
'New' would have ceased to be appropriate. Unfortunlgn'
appears to be little agreement as to what the "Ney! ﬁ.e‘
should be. 1In what sense, if any, can pupils become %S
ans' and at what age or ability level? UWhat does thi m.
what activities would the children have to engage to gur?
programme? Why is it desirable? Is it? That these an‘
tions remain unresolved is due (it is suggested) to tha.
provide an adequate answer to the fundamental epistemols
tion - namely, "What is historical knowledge?" It is onj
of an answer to this question (if at all) that the concey
History can be clarified. By no means should this be t:
mean either that psychological considerations are to I:1a"1
or that one, and only one, body of historical content is a
be required for universal study. The second point is shy
erroneous by the very analysis of History which is made, .
than half of this pamphlet is devoted to the consideratic
the approach justified by analysis may (perhaps) be imple
But it is contended that the epistemological question is
in the sense of being the first to be answered.

gitions of knowledge

£ truth of a statement which we believe
geen hap?zniﬁ Egit questioned, we are forced to consider
Jutab-e ;ich our claims to knowledge rest - to consider,
ds upor ﬁat it is to know something. In reply, one or
xents would commonly be offered: that we 'knou' X
3 argu‘t on good authority, or that on some other_ground
havi i sure that x is the case. But these replies have
solutzdyfor their inadequacy, both singly and in gomblna-
Stg ious In fact they merely restate the quest%on.

R Vtthoéity 'good’ (or *good enough') to be relied
antaat ] 'feel sure', do I feel sure for good gnd suf-

- ns - have I the right to be sure? In educational

sSpil may feel quite sure Ehabt®sSic Thgmgs More was
geresy, and he may 'know' some proposition bgcause hg

his text book, or because his teacher told him that it

t this merely shous that he can feel sure and get be

| does not establish that teacher (or text book“ may not

n. For, of course, the question then becomes How does
%'ou?" and if the reply is made that, when he was a student,

The overall plan is as follous. First, the nature of Hit : rofessor told him, the guegt%on (i "Hou_doe§ t:e Ero-
developed from a brief discussion of the general conditio B 17 the futility ar e euthor.
validate a claim to knowledge, and the results of this ar me grounds for claims to knowledge g?her.than meretab en
applied in more detail to History. The nature of histori e found. As the matter stands no crltei;D” haglyilaiis B0
ledge being thus sketched, the general implications of t! which will guarantee the truth of LA el puﬁlth ) such
for teaching are set out. Clearly the analysis raises if crucial question uhich aTises is where (or z g erCh a
pedagogical problems, and there follouws a long discussion fan be found'— oL, Beilsi: uhat would gount ?S St:l.lhat
and of the practicalities of basing teaching upon the ana Worded in this'way theigBeSE Rm e s e

History. This is mounted in terms of the fruitful theord
Bruner, and of a critique of some other recent writings
teaching. The work then moves to the description of two
courses, mounted in terms of the criteria which, accordin
foregoing analysis, a History course should satisfy.

e
&

A and crippling mistake is, in reply to this question, to
('Truth' with 'Certainty' and to define the latter term
‘a-rigoruus sense of 'final, and immune from errny'.

@ criterion could (stipulatively) be employed, it seems
destructive.” A hundred years ago nothing looked more
Ve as an explanatory system - more 'certainly true' -
tal mechanics. The collapse of confidence in the garly
is century means neither that pre-Einsteinian Physics

Y false nor that modern Physics deals in certainties -
B 'Uncertainty Principle' is one of its corner-stones.
of 'certainty' as the criterion for knowledge claims
fgrce us to deny the existence of scientific knowledge;
Tlon which entails absurd conclusions must itself be

getncept of 'certainty' is unsatisfactory yet its very
Bifers the solution to the problem of knowledge. For
SUS. 'Certain' has a 'strong' and a 'weak' sense. A
$.°3n be 'certain' in the sense of 'necessarily true' -
e N0 State of the universe could it fail to hold; or it
i Uell attested by observation and experience as to be,
‘cal purposes, certain'. It must be apparent that the
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$ {os s s P 3 3 ity means
first definition is much more restrictive than the 'know' something on good authori :
would confine knowledge to very limited categorieg g?c?:di, ortant: nTShich one 'knous' is the.uutgome o;_aa i:?flry
the axioms of formal logic, tautologies ang PUTE mathg Tut Soroposi appropriate prncedurgl cr1ter1§ -u %c =
almost exhaust the list. Certainly such areas, - the the nature of evidence available; only

fies - b iy Iy
ledge exist, but far more interesting for the pr identlflEd.t%e right to be sure' because it is the only

es o 5 ]
the second definition: for the concept of t'yel] :gtegzrfb jt can glveims to 'know that'. On the other hagd, 'Engue
servation and experience! introduces the key notion of 93“ for Clatechnique of enquiry, bUt'lS marked by i a gf
for (o against) a belief. gneral the sort of area of enguiry and hence type

AL / i
pific to been shaped to serve. The;e are dlffergn
n which ;ﬁizﬁshase to be deployed and manipulated by dif-
’ idence %
wg,iry strategies.

B ; be overlooked.

is second point should not E

portant thatnth;sst not be taken as regarding 'know that!
going argume on the contrary its production is the point
g tenc While it is true that 'know that' is deri-
JRexerc s, in the sense that only the latter can pro-

1
'kzggshgﬁr the former, the relationship holds equally
o)

1 ticular ‘knouw hou' (say his-
ture of a par 0 k y y
. .For ??imnih: sort of proposition u1th'uhlch Hlstorzhls
r%zesould be inapplicable and inappropylate to any other
§ a scientific or a mathematical one. The
: i in
"know that' and "know hou' is in no sen
E Eztugsgbiotic; the two can indeed.be separated oglg
is and in order to correct the grave 1mba%a2ce ﬁ?ﬁ:e a%d
itd ical of so muc eac -
ss on mere propositions typica J kg g 4
‘ ject art from History. Such 'mere propo i
*ggbgsﬁni 22 knowledge but at best as 1anrm:ﬁ10n.tCE;2po:;d
: i to be e ou ¥
ledge, is suggested, must be seen 0 b A
st ;céasionally deménstrate the_valldlty,‘of the prod
f enquiry which justify it by the%r appropriateness ?n e
B8 = yhich qualities themselves der%ve from the type g. E
concerned. There are different kinds of ev1@ence ] tc o
; deployed and manipulated by different enquiry stra eg;
Decause there are different kinds of question concerne
d6e different kinds of statement.

The nature of evidence can best be elucidated by considerat.
actual instances. Consider these four knouledge claims;:

1. I know that the square on the hypotenuse of a right-an
triangle is equal to the sum of the squares on the oth
sides.

2. I know that these ruins in front of me are those of a
villa.

3. I know that God exists.
4. I know that this substance is sulphur.

If we take these four knowledge claims and consider what
count as evidence for (or against) each one it becomes oby
not merely that different things will be relevant in each
that the procedures of enquiry - the strategies by which t
ent 'things' are appropriately to be marshalled and deploy
order to make enquiry effective - will also differ. For t
example, the notion of evidence is not appropriate.

a question of strict deductive argument from assumed L
which observation and experiment are hardly relevant. It
fact, an instance of the 'strong certainty' knowledge dist
above. By contrast, observation, hypothesis formaticn, an
background knowledge which is itself empirically based,

to the second and fourth questions; but just what is to ]
how the (very different) hypotheses which the two will res
generate are to be tested, and the nature of the relevant
knowledge are quite different in the two cases. Again, th
question involves yet different criteria. One which is pa
admissible might be personal revelation - which none of &h
would countenance for a moment - and so on.

jguiry - say,

Of knouwledge is thus marked by distinctive features. So

Ositional and procedural characteristics - the {knuy
ﬁﬁnou hou' - havg been indicated. ~ The third dlStanUITh‘
; is conceptual. All coherent bodies of knouwledge deat d
€S, and this conceptual character belongs, it is suggested,
U that' and to the "know hou'. Concepts are both p?rt 1
‘Nt we must come to learn - we have to internalise 'mass?,
808 'energy' if ye are to learn Physics - and among theI
Bans by yhich enquiry is focused and carried on - one sd
frame determines the very questions one asks and, indeed,
€0 those one can conceive of. In short, concepts have to
2 UBll as merely understood - in fact, as will be argued
is doubtful whether any glaim to understanding a con-
£ Jjustified if it did not rest upon considerable and
ice.

The upshot is that evidence is by no means all of a piece.
only are different things 'evidence' for different kinds |
but different ways of handling them are necessary. There
in which, for example, historical documents, and the sort
to which historians subject them, could be the means of &
scientific enquiry. So it would appear that there are @E
kinds, or 'forms?!, of knowledge which coalesce around dfr
areas of experience. Each of these forms of knowledge e t
to produce a particular kind of statement based upon, :;
by, a related concept of evidence deployed through Pzr.ﬁ
cedural criteria which have been developed and shape ;Q
of what experience shous to be effective. In short act:
area gains its coherence from its propositional Chaﬁaul

"know that', and its procedural character or 'know ho

iMplications for teaching would seem to be as follows:
1S true that knowledge is of different types then it
. the distinguishing feature of a form or type of know-
¢ ccterise the teaching. To teach science is to teach

JheL A g £ okn
Both these distinctive features of a form or type O 8t science is; a first task is to map the distinctive




i particular patterns of behav%our
- to nickigh 3 i f behaviour
juity ' Fz;lit is so compatible with any form o

features of whatever body of knouledge we are Concerneq to , becaiands, 'pctivity' is a mere slogan.
\, - ps it S £ Fortuhat
It should be clear that no adequate teaching can be , 3 it into a useful concep 5 3
haps even mainly) 'know that' in character. Not unl;uigl{ houw' that Ca”izuzﬁy indication of QEEEQEELELEtaCt;V;:y’
how' a distinctive feature of a form of knouledga; i in the Slogige analysis of the distinctive fea E?ﬁ
means by which the propositions of that form are generateq, just what d its use as the groundwork of Eeaﬁ llg o
the only thing which gives the right to be sure about thep' “knouledge, apde In what sorts of 'activity' s Ti e
surely, be accorded at least equal importance in the educ G, can provi n.age? - In sorts which are actu: yhiﬁﬁ
process.  This is not to say that the whole learning enteppp 5ay) science ehgracter of science - or, at leas !bute £
must be based on experiment and discovery or that g great de procedural Cble and informed grounds, to contribu
learning will not be taken more or less directly from the ad, on reasonat o dapa o
It means that the Justification for doing so is an important stery of concep . bt
of what the pupils have to learn. The teacher is not just ] i how' articulate 'Activity'; the li? % P
authority, but an authority, and it is the latter fact whig ly does know verse direction: for it ensures tha it
him to a respectful hearing. It would seem to follow that c s useful in the re teaching and learning

how-ful! g

J  cuoceecfill, il 'know how' is much more than' ea
R i§Ft2i2régiigézgro:tines. It isbtz§mégfeizai;slng
1 i ir varying embo L

their reliance upon the teacher is to have a really ratiopa B o procedurei ZEdUEZEES uhizh 9 TBRALNent No.tuo
dation. This is not of course to hold that the ratio i number.of actua xamgle) AT e L M .
enquiry can aluays be internalised by the pupils. Obviously enquiries (fo? ethe ot e s L L e G e 5?2
ries differ in Procedural complexity according to the conten ariously sat}shythe pot RS i e
which they deal, and the valuable pedagogic hint which the p Biria of uhic gUbstitUte R ol T R gl o8 1nh :
contains is that one criterion for 'what to teach' is that h there can be ggategies Al enquirges. =3 ubad
studied should be, as often as possible, at a level where it ting apgroerlﬁteciiteria P L D Emtgey
fication and rationale may be accessible to the pupils. i 'knowing st 25 'knowing' how to play chess Uelltmgﬁnif
actlga - one after another, an endless permuta ;nd P
gyzigfgizatially embodying the rules of the game

teria which determine authoritativeness - which, are gof cou
intrinsic procedural criteria whose satisfaction gives "the p
to be sure" - must figure importantly in the pupils'? ]

The case is strengthened when the third feature of a form of
ledge, its conceptual character, is considered. For when
involved in mastering a concept is grasped the inadequacy
'know that!' becomes clear. Knowing a concept involves far
than learning a definition. If mere arid verbalism is to be
the concept must not only be variously (and, by inference,

encountered in different contexts (although that is necessa:
must be used by the learner. For understanding a concept m
volve the ability not merely to recognise instances of it
use but correctly to employ it oneself, and to draw out its
tions, in novel situations to which it is in fact seen to a
There is no way in which mere instruction can encompass th{
Jective; and if it is not achieved, the concept is not rea
learned.

Wards winning it.

tOrical knowledge

; ] eem
of this discussion for the teaching of H%St‘;%e“z:tgif.
its distinctive features must be mappid lgth o
he propositions, procedures and concepts w

cerned?

0int to be made is that while all,forms-nF ﬁnoﬁéeggz to
S threefold character, yet they dlffer l? : :xamgle
8re conceptually esoteric. In Physics, for r and aore
Yuave! and 'particle' have meanings far deepethey cannot
N they possess in everyday speech. Mgreoyert count as
€€Trise, sooner or later, any course which is to esoteric.
all. py contrast, History is conceptually r~mn-_'|.'ttj|_e or
fontain extensive networks of concepts geytig ltud of
1on outside itself, which must characterise any st fzom
Physics, History is continuous with, not dtﬁttnihere ’
EXperience, and we shall theIeFore_Flnd at s
Y betueen the concepts met in historical gngulryl o
tered jin general experiencp,dagd zﬁ S:ﬁéicglgg : :ub-
*0Ncept g ine e
he is perfectly still and quiet." (p.60) 3 EW-D T Smeleved. ShEsSl = ¢

It is, moreover, the 'know how-ful? teaching and learnin9;
indicate a meaning and use for the modern insistence on %
learning. The trouble with 'activity' as it commonly featl
educational literature is its quite unhelpful vagueness aff
Lty Primary Education in Scotland, for example, daflﬂ:
follous:

"Activity, however, should not be taken to imply Fha#J
should always be Physically active, always bus?lln§F<
always 'doing', aluays manipulating; thought 1t§8ti
and in this sense the child may be most active a {

05 ; § 3
The boy sitting quietly listening to the teachsr;f exg ] IRle, the subject is international relations in the 19th
(say) some mathematical principle might, apparently,

as the boy doing carpentry or even playing football.






o of seeing things asltroT;eitlziegel:ﬁg Eﬁa
ns very close )
‘ seonal S€ the two are R4 context and em-
Constructing an historical narrative is thus a PTOCess gpii DbVlougéycompounded by llnklngebEEZh AR e
of differentiation between the various members of 2 mass pgl jion mayr guidence. For of cuurosE adequate (and, by
facts and of showing their intrinsic relations. 1Ip 5 r?iFTii of empathising grgs:pp e T A T
torical narrative is the product of colligation - of "explag 512;p1e§ particuiiruﬁggg 2o%p6nents are probably insep-

an event by tracing its intrinsic relations with other eve

perati
locating it in its historic context", (Walsh, 1965

Sntegrated O(/-\ detailed practical example is given belou -
practice.

~ 75) A 3 ti s
3 i torical narrative
' rocess by which his A d
BEhic ey °° g ¢ validity? lIf‘ thiypigﬁgsztgiysg‘;“
cted, W be an explanato
that uhat purporsik:g heated controversy amongst equally
p of the past o What is really at stake is the pos-

There are certain dangers in colligation, one of which jig o
relevant here. Exactly because the historian's account jg
explanatory there is a risk that he may impose an over-tjg
precise pattern upon a reality which was in fact shot thro
doubt and uncertainty - that statesmen, for example,
be almost entirely rational in their calculations, ialists? ibility exists
however, indicated by the vVery wording of Walsh's last php; Ed-zzigical knowledge, and thatnpgﬁzti;y i%to matters
its stress upon context. The danger is avoided by the na : :l nature of History as an g%%_ therefore, there were
History, which is fundamentally a 'Teconstruction! g e essentially contested. ; d be no way in which
i - mong historians there would be of History
gements a decisions (as the propositions c sulated from
blcoggguzould be checked. They #aulsoggtlgr il ot [
ec : e

te into dogma. 3 f
e Ty prosucs unierasly soross Vorcians of
0 ?
: de the means by which disag ards which a
Dis-

model and amongst other things, a safeguard against
describeds is largely a matter of identifying the comp

construction. B

ovi {
:izzeén?r For they impose rigorous stand

d out of court.

i st meet, or be laughe t e

T narr?E;vzrguthe maiaspring of developing ?n:ﬁiagg:iﬁign:
L:cgfses an amusing and trenchant account o

The first of these is, obviously, evidence in the direct se
particulars ascertained from sources, usually, but not nec
documentary. (This is henceforth referred to as 'particul
dence'.) But much more often than not much of the signifi
particular fact is latent - it has, in short, to be interpre
and, for this, context is of overriding importance. Whether
Parnell spoke certain words on a particular Ooccasion is not
what is in dispute; uwhat may be debated is their significai
this cannot be estimated (except by a most naive enquirer)
the context of his remarks is known - to whom was he speakil .
what o0ccasion, against what background? - and so on. C i
understand a remark or action in the past a fairly detailed N%
ledge of past circumstances is likely to be pre-requisite.
viously, this involves the knowing of many other 'facts?, ?*
if our knowledge of background in this sense were compendiol
pretation might still not be automatic. The veryhimpﬂrFagf
for this may be that the texture and climate of the socisty : . ; and
study may be more or less different from our oun, and to Clale importance of procedures, 1“Cluq129bgﬁgs engg;riée

a fact it has not only to be set in its context of other re €es. Procedures will be dealt wit o siudying History
facts, but viewed in terms of the norms and assumptions tyF Epistemological requirement that PUPl,t

its time. ' All too often the past is Jjudged by E£§$§EE st\, *T1eNce source work is to be made explicit.

of appropriateness and rectitude, and the possibility of 1
ing the past as it yas - of understanding it - is lost. :

on the present work refers tg such enabling baCerﬂun? knf
whether of other facts or of assumptions and norms gs 'con
frame of reference',

¥ L ith

ied array of historical trade journals squlzg?glu;i-
5; book-review columns provides the mﬁStdEguosal 2
sanction. The columns are often at t gl up et
ankerous cranks ever ready to expose to o toq'étress Ui e

§' uho think that Clio is an 'aasy-bqugh ?lthe i
her ways to the intellectual appetlteg a] EN2L Bocs shiad
r'. 0On more than one occasion I have ezgo  SELapE
When I yrite about the period betueen 1 s AT SR
auare of a desire to give unto otherﬁ no ot A
me as I have done unto some of them." (Hexter, y

the
Sion of historical narratives has thus brought out

p2ture of an historical narrative shous t“atf?2111223
8rly york as merely giving information in ?n{ often
Ve to the point of simple-mindedness. History B iian
_Matters that are essentially contested, and D?:l lJto
¢ Work, and the criticism it attracts, is e { dcal
YBlop the criteria of what constitutes vglld hlslorues-
21d, indeed, of what is to count as an.hlSthlc:o ?and
S by Teading scholarly works, and by listening in a
#00 in) the debates they arouse, that we often %ﬁe
on the assumptions and criteria appropriate to tly the
SNterpr;jgg, What is at stake is, of course, par yb t
f the relevant contextual frames of reference; u

But context is intimately connected with a third SIBM:HEE
construction - indeed, so close is the connection thz ndk
« component is almost an aspect of context. To unders : S
haviour of an historical character it is necessary ngic3
stand, with hindsight, the objective conditions in w corl
placed (insofar as these can be known) but hou thog:al f
were perceived by him. In a word, 'empathy' is a V;ara
reconstructive enterprise - to identify with the ¢

: ingtL
study not only in the contextual senses already disti 13
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i ttack upon the second account

concludes u;::réssaizg ?s Histogy? A fuli trez?megﬁtuf

here - E-H-beyond the scope of the presen dwogf,the

be is cl?af%¥icance, presently to be exp%aln:vidence %
onal 51gn1n their respective views of hou

-1ash bs;zeihese points worth taking up.

" hed with
& i must not be approac

firstly, thato:hiuixgg:gcgor answers, but allowed to

fundamentally it concerns the criteria for valid use of
for it is from these that the frames are constructeqd,

There is, however, a crucial limitation to this argument.
applied to teaching. For it is only genuine works of ggf
which can, for the most part, fulfil this role, and suc
quite inaccessible to any but the small minority of most ap
most mature pupils. On the other hand, the major Criticig

made of school 'text' books is precisely their failure tq ?ériﬂs?c 59 ;Eéh further evidence may be"selectigvzgu
the criterial role played by the scholarly work. It migh uquestlonstﬁat research must consist of a ..'investi-
at first sight that the criticism of them which this faily; second, conceivably be germane to a glventh T
evoke would be a valuable way of learning the Criteria; g that may Carr on the other hand describes e

course to make that criticism Presupposes a provisional k n, p.68). Ca

of what the criteria are - which the pupils, by definitig, ] llouws: e T
not got. Since they cannot use genuine historical works, g ' 1y not at all like Fish.on the fis Zo gme_
"text" books do not accomplish the historical task, there cts are really fish swimming about in a vast and s L e
alternative for the pupils (given the need for criterial ey are like and what the historian catches wi

imposed by the ‘essentially contested’ nature of History) p inaccessible ocean,

n chance i n 1 t o e ocea
art 0 but al 1y 0 what par t c

| . . ; t 4 is i a l’j what tackle he chooses to use -

S o

factors being, of course, determined by the kind of

It is doubtful, in any event, whether the study of schola By and large the historian will get

even by the small minority of pupils able to undertake it he wants ti Cﬁzcnénts."(S)
alone, be a reliable or adequate means of gaining the a ind of facts L E1thnTe
criterial insight. Excep@ for fellouw professionals, to put a different emphasis on the matter to ’

with which the narrative is constructed may sometimes obsc B ccscription (p.28) of writing the narrative.

rather than teach the criteria which it embodies. UWhile
tention cannot, perhaps, be proved, it seems certain that
ability to appraise the construction of a scholarly work wi.
intimately connected with experience in the appropriate con
effort oneself - that 1g, in' the handling of sources.

i il
have got going on a few of what

;:’taz igggt:i iources? the itch becomes'too gzioggngd
fé write - not necessarily at the beglqnlngé SO LRRRG

where. Thereafter, reading and writing g Pl
{ The writing is added to, subtracted from, r % dgreét-
é. as I go on reading. The reading is gu1dggeanthe Eoek
-;de fruitful by the writing: the more I ﬁrld ;he e
hat I am looking for, the better I understan WA
» and relevance of what I find. I am conv1ncf e ’
torian worth the name, the tuo processes 0 Y i
8 call 'input' and 'output' go on simultaneously

- 2 n
Practice, parts of a single process.

4

This line of reflection leads straight to the consideration
third feature of historical knowledge, the procedural. A v
brief preliminary statement will be made here, based upon ti
accounts of two eminent modern historians, of what is invol
historical enquiry, and how, in general, children may be ab
engage in it. A fuller discussion of the procedures, and i
children may in some Sense experience them, is postponed un

relevant theory of instruction has been discussed. { B 2 someuhat more 'interventionist® role for the

i it seems to
an does Elton's account. In particular, i :
Pather more latitude in approaching Fhe S?ur;eihglth
ther than having to derive all questions fro

In The Practice of History, G.R. Elton maintains, as a fund
principle, that:

1. "Historical research does not consist, as begin@arf“
ticular often suppose, in the pursuit of some particulai

Nal importance of the dispute is that, taken together,
which will answer a particular question ...

spondicate hou children may be introduced to, and “EZB
Erience of, source-based work. For.uhlle it mayature
88 Carr implies (p.24) for the historian, as afcre s
e, to approach his facts completely devoid of ques
® Not arise from them (as Elton seems to requ1r? L
Metimes do so precisely because of the lack o rg an
SXpectation which (Carr asserts) inhibits the P;g 8
N. Their saving ignorance makes children capable
Eltontg Programme, provided of course that they are
Materials yhich interest them. And, similarly,
Ce that evidence cannot but be, in some degree,

The historian must make one initial choice, of main EP;
study ... But after that ... he will, or should, Eg a8
ific questions" (of his evidence) "until he has ﬁ s‘
it says ... (His) mind will indeed: HachlEEalE wit cg'
but these are the questions suggested by the g
by some pragmatic or propagandist purpose ngrlns}ll 3
"After this initial stage the questions arising Ulekﬁ*
specifically ... nouw the historian specifically se

to answer his questions." (p.84)
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selective, indicates, as this work argues below,
need for sources to be pre-selected for children

CHAPTER II
that the TEACHING

establishes (as it is often claimed) that therefore soure

enquiry is, for children, a fraud or a pretence,
is selected anyway. The question, of course, is
which selection is made, whether for children or

In fact, taken in tandem (so to speak) the Elton

specifications indicate how children may first be
source-based work and then how the work may conti
can, in the first instance, approach sources in g
way that Elton requires. As the sources themsely
tions and sometimes the means of answering them,

pupil, with his procedural skills ripening and hi

and more often, questions which are more and more
in assemblages more and more skilfully adapted to
Jjective which may, perhaps, become genuinely hist
this process slides insensibly into the Carr form
questions come to include a larger and larger num
not in the actual sources the pupil has in front
his deepening sense of fitness - from his maturin
priatenessandprobability.

A word must be added about "the sources", So far
tion has been that these are necessarily written.

this is not so. A 'source!' is anything which survives from
past and can be used, directly or indirectly, to reconstruct

part of it. fTracer is a better term than fsource

documentary implications of the latter term; especially in

ing children pictures and artefacts are not only,

more vivid and gripping than documents, but most valuable i
gating the problem of the poor (or non-) reader. How far, @
what means, these other 'sources' can adequately deputise,

speak, for written materials is discussed below.

66, 70-3) For the moment, the warranted stress on the existi

of grounds for knowledge other than verbal 1leads
the theory of instruction believed to be the most

implementing the Proposal that children should engage in Tsol

based work. This theory is discussed in the next

16

the crit er f the key features of historical knowledge -
ssion O

3 i tly into
iccY ositional and pro?idﬁralairiizgscgiiigd 2ut the first
¥ TOop : ion. as C 3 £
aggtﬁzgu 'hegry af lﬂztiﬁzggts, are essential to the teaching o

i g
. i i tructured, in thaF il
craining o . Ugtgr;thing meanlngr?éxlieiuork of iéterlocklng concep-
Omsthing{i ' procatian e gg?il components which Bruner summarises
so bnd . ‘ Jitional anq piﬁcze 'basic ideas' (which make up ;he
c eont xt 't Iﬁoiid bZ the main content of the curriculum.
1) that s
ic ideas' is someuwhat
i ief, the label 'b§51c i : gl
?nlentlytbréin% is to establish unat key 1@53fum F
R 1mportagl)p oes on to argue that "the Currlderstand-
R péetergined by the most Fupdamentaltﬁgt i
BhDEédagﬁieved of the underiz@ng pﬁ;silgiBZUne ey
T j Y d that is ca i : ¢ L
o th;t_sui4eﬁt;% ige ablest scholars_and sc;egt;zzgg;czl
‘pagtlcigiglghe primary need for detaiﬁeg izéseisential
e j is in question so at :
7 Ugatgisgszzbéi;thZelthg basis of what is to be learned
may be

apt, |
an overal] a3
orical,
ula in th
ber which

conv

the taci |

i2s Tion i i basic ideas are to be progr9381vel%.cﬁmgﬁgéga

llsh?d, heig ans of the 'spiral' currlculum{ whic P
p??lli E? EE? levels and by which "any SUbJEEtaﬁ;

'Bet' Zl ig some intellecutally honest farmlso Ty

E l¥ : of development" (1960, p.l13, see a gn iy

nzai ggeencountered in examples QF greatlﬁ Za:équgnce e

education is a matter of arranging a_gr?ezt i s

tions such that, by moving from the simp Ao e G

epresentations of a key idea to the moreli el

e, and abstract, the pupil may eventually

Ve understanding of the idea itself.

' because

very ofte

(pp.21, 44

naturally . 4
effective | : is matche
towards abstraction and CDmPrEhenSlViRZsiogzs of repre-
section. d main component of Bruner's theory - he means repre-

i 15 Enactive, ikonic and symbolic. By thessisual Unaga; ‘ot
37 @ pattern of physical movement, by ak f three ways in
£ 0f conventional symbols. "We can talk o through a pic-
Bdy 'knoys! something - through doing %t’ ns gs langu-
U898 of it, and through some such symbolic mea
BT, 1966, p.6)

s "

£ Bruner seems to vieuw these models as‘a%?-tzid.of %
development the child has a characterlstlck 0¥ e
Ofld and explaining it to himself. The a? represent-
to a child at any particular age is one 0, ay of
ture of that subject in terms of the child Stu ﬁs_
::+ _The task can be thought of as one of oF Tils
BSC, 1960, p,33) However, his discussion £y Landinin
Clear that the modes interlock and interact, eriment
P iNsists that they are interdependent. In an exp
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i he has learned is in fact correct,

Ll iu;:;ezgezh;fgggiﬁds upon which Fhe fknouledge' rests.
fo l:anngds the argument ignores the crucial 1nterdepen@encef

othsl U t' and 'know how' by a gross under-representation o
i kel iy There can be no knowledge which QOes not at 1ea§:ic ¥
the latterinclude 'know how', and 'know hou' is largily szzzi o
Partla%lylar discipline (see pp.ﬁ-?). In the presen cngommunica-
o partivy torian's 'knou how', and it follows that mere el
ijs the hli fruit of scholarship in the absence of any acqzﬁl
tion 9F e eocedures is quite inadequate - even apapt from E‘
with %ts pg'ection that differences of interpretation among his-
deaialgemga% that there is often no unive;sa%lg'agr;idsgggtzgimzo
go=ian i i be 'communicated'.
biguous quylzf igfigmigl?guﬁz in the facile practice of merely ”
s difroct i than one account of a controversial event or period;

i e ; A
presezglgﬁemgiudent is given no insight into 'know hou', he can
for,

i i ite incapable

it raisal of them, and hence, is qui X

make no'crléézaéeapihem. So far from being a solution to prigess

o Jidgéggagreements, the presentation OFtCEnF%lCt;EQ ?giozgthout
e g e L how' mus e taught, ;

LR L cuilEby., Know : ; 5
?Dmigungiugzgtdis impotént; but the npature of hlstorlags;Fggz
;greeients strengthens the grggﬁﬁn?knozoihzg?se S;gczzjral agr;e-

i concerned wi at!. :
angtmgztngitﬁgié{; normal, but the very things that enable rational
me

i es
disagreements about interpretat%on Eo egt?ﬁé i%liiglgrg?zsgigﬁggur
History a discipline by gi 3
iairZZinmazgd ;tudyyuhich neglects them can hardly count as His
’

tory at all.

where quadratic functions were to be taught to eight—year-olds,g
only were enactive, ikonic and, fipally, symbolic, representatiog
of the principles involved, but the two earlier modes were found
be essential props to the development of example-free abstract
understanding. (Brumer & Kenney, 1965)

ot
L%fﬁe

The relationship between the three modes of representation needs
to be spelled out rather more fully. Bruner's reference to ]
"translation" is especially helpful since it shous, tacitly, what
is required of each mode, especially of ikonic and enactive. The
essential point is that a visual or kinaesthetic rTepresentation ¢
anything must "carry the message" to be transmitted. A picture,
for example, which in no way contributes to the understanding ang
reconstruction of a past to which it relates but merely illustra
the text without adding anything to it is not an ikon at all, but
a mere cosmetic embellishment. Unfortunately many 'visual aids!
fall into this latter category. An attempt at genuine ikonic rep
sentation is offered below, where a picture of a soldier, known
be authentic, is not merely rummaged for details ("he wore this
that items of armour and carried these and those weapons") but s
as a whole in its context (also Visually created) so that its s

niFi?a?ce and implications for the course of events are brought'h
out. (4

Much of this work is concerned to apply Bruner's theory of instru
tion to the teaching of History - History as specified in the
analysis above. First, a critique of four main current approac
to History teaching is attempted. These are used to show houw ep
temological analysis of a subject may be used to deploy effecti
indeed, sometimes decisive - arguments for or against practical
teaching schemes. ‘

: ; es
But the orthodox chronological vieu_largely ignores th;:t:ngreggzac
the mistaken assumption that histgrlcal educatlog EDES e o
pupils' coming to possess a definite and gxtende [s] yth Tt
tion. Because of this, chronological accident ratZern igtch which
sic difficulty determines what is studied @heT, iy lao¥ maturity
is achieved between the latter and the pupils lBYE p r T 1
is as fortuitous as it is rare. The consequence 15210 the earlier
fn order to be made intetligiblebzgr::?lzoggagii??gé ? often, indeed,

i i have to be ar

Egiéggiegf—ngtgréross caricature of those aspects (ggr example,
Politics) which are too hard for them to study properly.

2. Approaches to History teaching

The approaches singled out for discussion are the 'patch' approacl
lines of development, 'free enquiry' and what (for want of a be
‘title) may be called the orthodox chronological approach. This
last is taken first. /

to meet
The 'line of development' approach represents an attempt T

these diffizugties ﬁy dropping out those areas of contgnt ﬁ:lzhfzze
Judged too difficult for younger puplls.and concentra t?gand Sar e
themes (such as the development of housing or transpor e

ing their courses through the centuries. (see Jeffrﬁys,nal sis
1236’ 1o48)  Buliiv s i zau%z;li; ;:;Z:nzgdta: ?F i{ were
B Hi en theme is typi i :

e CDmSiZiéiy ;Bioﬁggzus matter divorced from radically changing

SO0cial contexts.

The work of Martin Booth has shown that whatever teachers may say
believe they are doing in teaching History - such as, for example
promoting "the beginnings of social insight" (Booth, 1969, p.59),
the pupils! perceptions of what occurs are often more closely rel

to the conventional chronological approach than to any other. }

As one of them remarks (Booth, p.63), "Well, there is" (too much
rote learning) ... "but then how else can you do it? There isn't
much else except learning facts and dates and things ... I meal
the only way you can learn about past things is to learn it all
parrot fashion". Essentially, this approach assumes, albeit un=
easily in some cases (Booth, p.17), that what is of fundamental
importance is the effective communication of that information wh
is viewed as the fruit of scholarship. The fallacy of this argul
should have been established by the foregoing discussion (see pp
Firstly such communication cannot rank as knowledge, since the

student, though he may be sure of what he has learned, has not €

i, soon ek A el ot el e SO
anger yj ided; and so it wou 9 3
(Uhat dgeél.gﬁnﬁ;ﬂfdﬁe;n7) But the result would no longer be a o
ling of development' course. Enough lines would meaz.as mggiueen
fore Necessary to expose the entire networks of connec 10ns.al
€ direct gbject of study and all other aspects of thi soci 200
Pontext; but g 'line of development' (say of transport ove

’
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i is incomplete, by means of imagina-
uidefay el ;ciplgned By that evidence and

of © imi and di . ;
ruction llm%EEd True, not everything can be directly
in terms théaé is the consequence of its incomplete-

i N i istent with
guidenc®. onstruction must be consis :
imagi”atlve iggessarily requires that the pupils beth
hee, 2nd thlsand to the appropriate ways of handling em.

8ty source : !
4 is requirement (and in keeping with the

years), because it is extended in time, relates not to ang a51S
context, but to many. To attempt the complete COlligatofa )
and to make a reconstruction, one would have repeatedly tg
and explain - for example, the whole complex of factors fa
to changes in ship design or the development of the intern
tion engine - and in that case, of course, it would no 1o

line of development approach. Consistently to follow a 1j :
development is to proffer an account of change which is at ponse to th bt ot il st v A P o
seriously inadequate. It thus violates the theoretical r'. ‘impgrtanCe at?acle o L Raa. b B it
ment that History is explanatory (by mistaking partial desaes E0% chronological seq

for explanation), and flouts the need for recohstruction, i
i t it studies in dep a

e patcu':pEZEEEZVéiafhsirtues. [E s clearly cal-
;n; 'tunnels', dissociated From'the siﬁlE%
f development approach. Study in ggp e,

i 1d seem likely to uncover the connec 10:7tt d
o ug? a society, and the leisurely pace permitte
S

A third approach to History teaching certainly breaks aua
the error of a fixed body of information to be transmitteg
stresses enquiry. In recent years it has become much mora,g
tomodify formal instruction and rigid chronological Courses
;creative; ort'imaginative' activity in which the child is i
0 reconstruct some aspect of the past for himself. The ‘ 2 LA e Sl e T
of thig New approach is that it often ignores the degree :gh e time spal maZS§d;:see$0uld be well served. By the
hlstor%cal source materials and enquiry techniques are speci fhat partlcu#arhould result in a richly textured con-
Any shift away from mere 'know that' and towards reconstruc s cPR-nte ihorit pytal L RiRE T ang LE0e udTtues .
to.be yelcomed; but, as has already been shown, reconstruc e R chi{dren time to soak themselves in one
quite impossible except on the basis of evidence classified a s

periDd.
ayvoid the 1
the line O

aml 1°E ltivate

e P f arise themselves W source mater lalS, cu

ing d 5 (8] 8] 1. al ..
jandl ocume ts explore aIBaS(Dt er tha the okt ic )

when considering teaching. Frequently the neu 'activity ' app i i .
is not practised upon, or disciplinedyby, genuine evidezce,p' Q- tory of thisianats b
consequently, is not shaped by its proper use. All too oft
genuine evidence is presented (in which case the reconstruc
becomes.mere imaginative composition, or art, or handwork,
any basis in fact) or it is presented uncritically, not as
thlpg out of which a narrative or picture or model can be ot
by inference, cross-referencing and so on, but as a substit
any such operations. Frequently the pupil is simply told "Fi
all you can about ..." without being given any idea of what s
of genuizﬁ information are available or houw to identify and U iod
or even that some of the things he may 'find out' are better i j e from period to period,
than others. All too often any information whatever which re o Egﬁﬁiﬂgiixf:mezririhgig time sgan, so. that al%

to the matter under revieuw is uncritically used, and the proc aré contiguous Both, but especially the discontin-

of enquiry are assumed to involve little more than the abilif Which is Uhgt is‘usuall; meant by 'patch') may be open
read. 'Research' may become a mere comprehension exercise. 'sgrious objection, in terms of the EPiStemOlogica%

no criticism of sources is undertaken - how does the writer | l0Ve, that t%e do aot result in a narrative which is

this? Was he in a position to know? What is his point of Vi of,chan-e ?F contiguous, the patches may embrace a
and so on. But without these 'contextual! questions and, of Ort that éhan e is ngt st;iking enough to be made sa%lent
the particular knouwledge which they presuppose, the whole op! B if discont?nuous the change betueen the patch periods
1S a mere travesty of enquiry. Thers is in any case a stror OUs, but inexplicable, since no explanation is yielded
tendency for children to accept 'information' gained from h’ BUpils stud ofphou and,uhy it occurred - all ths more

or from adults without more ado as 'true'. This 'face valug t Datchesyare likely to be chosen partly on the basis
acceptance is precisely why a critical approach is so impOLs & and contrast

It cannot be said that undiscriminating modernm enquiry methe )
reliable way of producing it.(5) |

yeial epistemological flaus azﬁ likglyatgesioigo%gigt?ndThe

: it secured. Houwever, ere is - i

i;agﬁs(if exclusively Fo%loued% ﬁgczs antﬁzuézgilsAthen
. 3 g

d (sa Medieval Glasgow) is studied a j

uige z%connected subject (say, Renaissance Floiezgezh

ow the connection is made it cannot b; of e§§abe EF

S to the two patches, for if it were ki wou ’thin

ther patch. A patch approach uhlch studles.every cte%

ich is studied at all is thus either very disconne

N0 means does the patch approach in practice neces-
Lo8 its theoretical possibilities. As Lamont remarks
bdren may "stop copying down passages from text books ...
g doun passages from glossy Jackdau-type archive
"OVision of sources is no guarantee of their adequate
fiIse the patch approach is not necessarily source-
Lamont (pp.168, 183) rather surprisingly singles

The remedy lies in the proper use of sources both for compe
the work and for criticising it. Certainly the open-endeds
'free thinking' approach rightly insisted upon by modern e
ists is necessary in History; but "the price of effective
thinking ... is submission to the disciplines imposed bYﬂ
ciples of historical method". (Thomson, 1969, p.35) In @
(as so often in life) inferences have to be drauwn and deci
. 21
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out the "Then and There" series for almost unqualified p
fact, some of the titles in this series seem to rest upon
assumption which he rightly criticises - that change of m
redundant provided content is changed. One volume in th
may be taken as an example of an almost complete adherenc
conventional 'telling/know that' approach applied to new (s
admittedly interesting) material. The chosen work is "Glag
and the Tobacco Lords", by Norman Nichol, 1966. i

Almost no sources appear in the book and no use of them ig
ingly required of the children. The text is a straightfo
'know that' narrative; much of its information is intere B
but hardly ever does the author mention or identify the s
upon which its confident statements are (presumably) based
still less is their reliability critically examined. The - . dridean
frame consists of being exhorted to imagine oneself in 18 Gying on credit a goo Y
Glasgow, and in Virginia, and by the transparent and ineffe of a Tobacco
device of writing in the first person plural. The "Thing;
section contains questions many of which have scarcely an:
relevance for historical education. Some of these, re-numb
1-14 for unambiguous discussion, may be considered.

THINGS TO DRAUW

gth century advertisement for tobacco (see page 11).
n an 1 :
o4 E the different kinds of ship mentioned

o shouw !
pans each its correct name.

Egr 6 and give

hapte
p the description given in Chapter 7,

: m y
BEpicturs, k- tobacco plantation was like.

you imagine a
pr THINGS TO DISCUSS

n a good way of governing a touwn?

A ti
fiBscd corporar o ties like Glasgow governed today?

Bage 27) Hou are ci
A Argue this from the point
Lord and a planter. What are your

in buying on credit in the modern world?

o

i this
d t irginian planters have used slaves? Discuss
'Et?ioxliaé poini of view of the 1Bth century planters
ondly in the light of what has happened since.
e AT do you think of a Grammar School education in the 18th

2
On page 79 are lists of things sold in 18th century s @ Ought schools to teach grammar?

Find out what all these were and discover all you can
these lists about the differences between their way of ]
and ours (for example, do we need wig machines today?)u

lbers 4, 6 and (especially) 5, embrace the fallacy thgt
an historical narrative is a simple matter. There is
n of the complexities involved in thls operatlon (see
50) and no training whatever is provided in selection,
n and use of material relevant to the task. Question
ar, assumes the existence of what the book does next
0 provide - the rich deposit of background knowledge
Been called contextual frame.

If you live near Glasgow, find out houw many of the st
mentioned in Chapter 1 still stand, where King William!
statue is now, what the old Grammar School is called tog

If you live elseuhere find the name of the oldest neus
in your area, the name of the oldest school, and discov

i i nuine historical
which industry started off your own town or city. i caling. It is an examiletCrigs

BUE while it prescribes the task, it gives no guidance

© hou it is to be attempted. This is precisely the

ion with which historical education should be concerned

iNd less able pupils and for which materials should )

8 provided, together with training in their appropriate

Book lacks all bearing on the question set, and, given
the guestion to historical education, this lack

Ok's inadequacy more graphically than any specific

THINGS TO WRITE

WUrite two letters to a Glasgow newspaper in the 18th cen
one arguing that tobacco is good for curing illnesses Elot
other that tobacco is bad for health. i

Write a story about the adventures of a fifteen-year-old
who answers the advertisement for a post in Jamaica and

himself sailing to Virginia instead. RS ob jectionable on tuwo grounds. If the exercise is

Lical thinking, the question of slavery must be dis-
first half of the guestion implies) in the terms in
fed to 1B8th century planters: but the text comes
£0Viding the information adequate for this. The

< th‘?ntic reconstruction of situation, fundamental to
> 1S thus small; it is further diminished by the
dsion of understanding with moralising implicit in
29U1d", not "yhy did?"), 18th century planters

& typically discuss the question in economic rather
and.the wording thus leads the pupil away from
bdentification with the past as it was.

Write either a conversation of Tobacco Lords over theilf
and snuff or a conversation of the Tobacco Ladies over
tea.

Imagine you are faced with the task of getting a dozen“
heads of tobacco to the river; describe how you would
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he practical approaches just Qigussed. What
in it is suggested, is acguiring some

uld be dD; %Ee skills of historical enquiry, apd some
e o0 3 and authenticated by use of those skills.
pablisho torical enquiry cannot be learned apart‘

1s of his d there is no alternative to the puglls
in itsnztubz’implicaticn, extended experience, in the
a ’

Another fundamental and closely related fault is found ip
half of the question, where the pupil is instructed tg apn
sight. It is to be used not to the better understandingpg
rationale and consequences of slavery (its correct use) bU\.
least tacitly, to the application of the moral judgements
age (the present) to another. This anachronistic procédu ]
gross misuse of hindsight, which (as has been shown) ig fd%ﬁ
thg significance of events by revealing their results, not'
Judgement on them in terms of a set of (modern) values i . ; be advantageously
to their period. Far from being the means to understanzg;w ] B ey indeed in ulid Sl zZe pg?éiiEZIy because he may be
31ght.become§ the source of those ignorant, censorious, anpg 'f“ﬂegard to using sourCt 'he may sometimes escape from
ronising attitudes towards the past which produce the smugly: e outcome of an even ‘oses (along, of course, with
iorist misconceptions of the present and future noted among ¢ ns which hindsight 1$p ) upon the professional his-
and rightly deplored, by Mr. Booth. (Booth, p.70-71) b it WESLEs 7 text structured by
n

ich
antages which 1 i con
firmly placed in a "Jhat would you
In short, the book, despite its interesting information, fa

is
ntﬁzazugitions Vet GEAES y°u~dﬂ?" rowing out of
almost every point when tested against the analysis of Hist Dy

ine
generate genuin urther evidence and thus con-

The pupils are presented with what they should be iven an be checked against f ion may then
ials in some measure to construct - a finished rIarEatj.\/e'E;ha ified. In the Leset g?izc:heaﬂgeizggons yagain in
they are given no opportunity to check or criticise since i e hypothesis uas igcaccoun% for this. In this way

wﬂenceg Cizrsgc%é;e?n terms of the particular evidgnce
c:zonz accordingly modified and'refined. For tglin
'ME:IUCtion rather than hindsight is to be stresse
articularly in the earlier stages.

i i ion for deciding
b comblneogocﬁi%gizﬁ.a ?il;ﬁguld be one where
el ggoﬁﬂdimentary background knowledge anq
A Ferms : i vidence which the enquiry
pectations) the particular e R Ena thie
seems to follow that the younger the chi a i
nous) the more limited in scope and the more ionound
chosen enquiry should be. And since hlg bac grer-
likely to be heavily concentrated upon'hls own p e
ament, if indeed it is not confined to it, ?hsre z
strong case for commencing with local stud%as.?p i
ugh these towards matters of mcre‘general signi lcantl.
£ point is that the problem of using sources 1S grea y
approach. Local affairs obviously do not 1nvolv§.
high politics' remote from the child's understaz ing,
. study of them may be made, whereas the attempt : foe
problems of foreign policy to young puplls.canno u
the complexity of the questions involved in the :
Ny case vain, to enable the child to understand uha
It is a commonplace, of course, that chllqren'are.
fonfronted with too high a level of generalisation 1nt
ing (Jahoda, 1952/3). The fact that much (though no
ONtent of local studies will not be taken on to more
ISticated levels is not the essential point. The child-
N9 genuine skills of enquiry by their introduction to
Ll8inal evidence.

based on undisclosed sources (or none - there is no way of
Contextual frame is transparently thin and conceptual frame
entirely absent. The book in fact well illustrates the poi
above - that the patch approach is likely to be weak in ité
tual frame of reference, since, being limited in time and s

a'plurality of analogous instances of a general principle i
likely to be encountered. The explanatory colligatory chain:
barely appear and a gross misuse of hindsight is prompted.

Thg patch approach may thus fail resoundingly. The reason
this possible failure should be clear from the discussion

exposes them; it is the lack of a coherent and detailed ep
logical 'model' of what a subject is in the light of which
'"patch' chosen may be appropriately structured. Given, foz
a theory which prescribes 'know hoy! and which further rev
what 'know how' entails for History, then the heavily 'tell
that' approach criticised would be avoided and the appropri
based activity set up. Again, the errors exposed in the d
of the questions set by Mr. Nichol would suggest that the au
has no clear idea of knowledge and it subdivision into discs
forms each with its own criteria and procedures. His impl
of a historical narrative almost identifies it with mere fre
position (otherwise he would appreciate and meet the need foi
fully graded and specific practice in the requisite operatiol
and arouses the suspicion that he has no clear idea of uhat 
dsuintshant it Just that lack of epistemological analy
whose importance was stressed above which is responsible fOF
grave flaws in the practical production.

The criticism of these various approaches could be summarise
saying that none of them certainly satisfies either the gem
criteria of knowledge or the specific criteria of histor i€
ledge as a valid pedagogical approach must do. It is t?ua>
schools are not attempting to train professional historians
of course there will be many very significant differences y
the professional historian's practice and what the tsacher
to do with his pupils. But these differences should, on el
logical eriteria, beofa very different kind from those

© @dmirably fits both epistemological and instructional
For a further important fact about historical.uork
Storical narratives can be written on many different
ality - yhich can supply both the grading of diffi-
Ntinuity yhich valid school courses require. And
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such 'grading' clearly fits closely i '
ulum' provided attention is Focuseé ;Stgr§2233§e:
Fpr Fhese - the sources and the procedures for th
(it is argued) be represented and experienced at :
levels of complexity provided that content is appr

; Sl
in sy
1T use .
everal
Opria

The guestion of how, and how far, Hi i '
considered as follows. First, a’sm;ifoﬁﬁmggg g? :glrall
iglevant tolthe problem is critically considered (Cﬁent-u

en_the spiral model of one key aspect of Histor (aptsr
con31dereq, followed by examples of the spiralliny ?Vi
of ngrratlve and of procedures (Chapter IV); andgF9 . v
specimen courses which (it is hoped) exem li%y so -
ples brought out are described (Chapter V). e

CHAPTER III
CRITIQUE OF SOME RECENT WORK

B first of all to distinguish between real and appar-

B tions. Much recent work has been concerned with

ﬂggfi theories to History teaching, and this has pro-
since they call for presentation graded

l1evels of pupil maturity, appear to suggest

In fact this leads to attempts to categorise

ing into age-tied mental stages which are in fagt the

rals. The problem is not regarded (as in a spirated

st be) as one of how to represept features uh@ch

are the essential features of History) must figure in

of it; instead each feature is differentiated accord-

esumed) level of intrinsic difficulty and is presented

ren of an age to which it is deemed (on shaky Piagetian

be appropriate.

seeking to categorise History learning into age-tied
is well illustrated by Mr. M. Honeybone (1971, pp.
cites much research(ﬁg in support of this argument,
flaw in this and other related work is that the fail-
pupils to master the concepts of orthodox school His-

s the consequence of premature presentation of the most
oncepts (and in an unpalatable form) rather than of
bility (through mental immaturity) to conceptualise at
s not merely a question of linguistic (symbolic mode)
on (although on Brunerian grounds that would in itself
le for younger and less able children) but of the kind
enerally the abstract concepts of 'high politics')
esented. For these, exactly because they are abstract
, must necessarily presuppose the more concrete percepts
T conceptual experience) out of which they may develop.

Jhich decisively favours Mr. Honeybone's advocacy of

ience, for whereas high-level abstract concepts can

resented in other than symbolic mode, a verbal render-

ete detail is often feeble compared to what can be

/ Visual means. The use of that mode (language) tends

¥ prescribe abstract conceptual content, for that is uwhat

:t; The medium, even if it is not quite the message,

ar Elly.affects what message will be encoded. This per-

l: y simpler text books seem to bring about little im-

erarﬂlNQ (Honeybone, p.49). Any use of the linguistic

B asémple or complex in form, tends to select what it

he conlas towards abstract content is still likely. In

resenieiFs themselves are likely to be diluted and

B o ?Flon and hence a further obstacle to their

- £ » on the other hand, the simpler book moves
Pts towards more concrete detail it is being used

Nt which bei
t in ; BRI
Spreseat, g a verbal medium, it is not very well

4 :

Dgllfs to the account of the historian (or text book)

g aaze an explanation. It by no means necessarily
erial (sources). The reason is clear. Many
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even of the documents of Histor : L. af i b d o ticul
doct y - and b i the product of enquiry base n particular
documentary - have fey conceptual complez:i{r:“'j pagtallli sou: ‘gnouledge %Sl _ whose nature determines the appropriate-
largely produced in the routine course of ugis zeca“§es b JUrce Water;aenquiry techniques applied. There can be
concern is not with high-level explanation. Tﬁeay life, : arFlcUl?Dr the acquisition of the required perceptual
deal in abstractions. Abstractions are oft y often dg aterials 1) experience than those of the type which
g9leans (by hypothesising, inference, o sn what the i B conceptua In short, what is needed is regular ex-
the study of their partiéulars. Hyéotﬁgsg-FBFerenCing ete, ”.tually useéurce mater;als of various kinds and of
Sholags, dedUsEEEEN, 'L§ingdi??igulty. Indeed the 'growing difficulty' may
owing the questions the child learns to put to the

CE1 et o Cangheget narooiciuiuely hish iolia corai il
rtact material, but operation i s a )
g?kﬁgn;tngg{ lzvetﬁ DE a uide,range of mater?azglchTﬁgn_bB' ?elffas of the sources themselves.
s to ink formally i i ik 1inal 5 W
researches, results, it is sugggstgdHéiggr{ﬁ F?u?d el i M Honeybone's argument is least helpful. Trapped
vally, but explicitly, towards Full; Formalethﬁllurs to bu ”h:F nréf age-tied stages, which underlie the research
graded experiences in reasoning on more co uaht by e MREioT . ces, he fails seriously to consider the pos-
to the abstract concepts with which the pupii reen® efials B tory thinking is not an 'all at once' ability
and upon which the reports of failure arp bl s ultimate ' ?xpto cultivate until the critical age of its appear-
: SoRpELar (i ,2;n It is simply assumed that "the child has not the
{ in consequence he

r effective explanatory thinking; ]
estigating practical skills". Thus his warm endorse-

se of sources is for reasons which greatly under-

eir use can achieve. They are to be used for motiva-
ns, and because mere familiarity with them will make
tory concepts of the historians ... far better under-

time comes" (1971, p.151).

ere assertion. What matters is not just familiarity
but their varied use, and, through this, a grouwing
of what knouwledge they can yield and what questions
be put to them. This is, surely, houw historians build
5, and it is in this way that their (mature) explanations
EONEEXE w. the hisbecd ot ; stood "when the time comes". The correct aEplicatign 3
znd the axteine GITHCLE, URICH IR S A2, LEoelt niohly caneg | B e LI O et

ers i A g . : ;
understand?n %ggiiszfcggtuzggcegﬁs faen context alone is ea ezpfr;:nzﬁeuizzouEegg;gzht2§tzgpgd-;gr Sggzr§2ﬁ231on
is not understood. 0 & unintelliglble g explain. | lva and Hallam{ for example, demgnst;ate t%at, as

‘ many pupils even of 16 are not capable of abstract

; and explanation in History.) Obviously, since the
Of such prerequisites consumes time, mature comprehen-
L=y age linked; but this is very different from
it is different in kind from anything possible before

age.

possibility that on different an i
of conceptual thought may be pssgiSig?ler i e

The need is thus to construct History c
: : our i i
gsguiggzagce with ;uch perceptual ang simpfsscggéggtgézeeim
explanatioﬁg‘cegtalnly not be obtained from the historian'z
ik 1l 3 or these, by definition, have transcended
s renqereq them unrecognisable by assimilation
€ pupil with the finished explanation without ;ny p

i i : € presented to the pupils but
Eiggflo?ﬁeof them designed to lead ultimately to their Full &
Bl aame argument 1s often reinforced (or even based upun)'
forlaha s i;nce children cannot use sources as professional
way of in?é' t?y cannot meaningfully do so at all, and the b
i B o; }i ing them into the mode of thought is by the sil
e ik 1ts Flhl;hed products. If the present work is co
raises Egzen C?”Fa%ﬂs a dDuPle fallacy. The 'spiral'! approa
b gradua1§DSSlbll+ty of children using sources in ways whil
not, of cou Masia 40 Meduplty ltowards professional practice
e dead eﬁg?’ reaching it); and, secondly, the route pres!
exposed ( 25’ for it is the 'simpler text book' fallacy al:
ence. P.25) and surely further discredited by practical &

8N between genuine historical programmes in which most
S are represented at all ages, and age-tied seriations
aT procedures exclusively engage attention before
’:ﬁhid at all should now be clear. Mr. Honeybone's
nda of the ev1denge he summarises) seems insecure.
brigguer of the spiral model for History may be em-
“iVOCati§EVlEU of further recent work which, while not

P 9 @ spiral approach, can best be implemented

¥ 1
azdiazgﬁk comes near to articulating a spiral struc-
-1fhe actuglthe error of seriation of procedures. She
; B thead nétgre of the evidence being used is
P.32) T €clslon about the possible level of diffi-
‘ " his implies that a given child may be capable

What, then, is to be done? »
_ ? How many courses providing the

zgsé (:nd Simple conceptual) underpinning' prerequisite foOF

it ep uallslng.be constructed? The answer is clearly give

ature of the historian's enquiry. . For it ia e any. SOTEs

ceptual (and simple conceptual) experience which is primard
29
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i i YRGS a8 o |
ite complicated levelj; i
fesion oftel atriiﬂg being 'biased'. They are stmgiys)

/tﬂspeak eF st od" - and provide (amongst othsg ‘ntegt
:iell hand dEFEEhe difference betueen chance ans ;cts
,erdUCti?ni;gerfect evidence3 hauélEhieC:Tagfarzconstruc-
© emingl um t
?neven i (igtgéggmgtter. The (largely English)

of 'formal' operations for some tasks and with saome matep
long before his thinking is generally formal, and as Dr.

subsequent argument and examples make clear, the same evi
may be used inways which call upon both concrete and form
(1971, p.34-5). One might expect that she would clinch ¢t
implication -:'namely, recommend a use of evidence so that j

- are a 2 : il d this very
be spiralled; but this is not actually done, and as a re and dreizsly abusive of Irlsg)haiit: mo?z aRETE
Coltham's often admirable argument is left at a rather geng g often grb'as easy to detect. ( ; (f example) des-
and indecisive level (1971, p.41-2). i‘eﬁ t;zsuéptions clearly Ugg:r%{;?g uogid (T

1, the : fficers in ; - A,
by © n (10-year
In fact, the 'spiral' development towards which so much o b Dublin By fou of the youngest children (

1

Ver
and so ON. 1 thése levels;

1 but a graded approach is
egrate at a

argument points would be the means of resolving some of t
ficulties with which the specifically historical section

C iral.
discussion commences. These may be briefly summarised and e point Pr.P B v ol el Within one pro-
cussed. They are incompleteness and possible bias of the ) ork of a spiral is indicated. b Nl I
the fact that History is mainly concerned with the doings | ‘fram?ﬁence may be encountered at zﬁrycriterion ot
the difficulties posed by the abstract lanquage of History ant ev1in the presence of bias as b? are suséeptible
difficulty of the concept of time; and, finally, the ide 1 (uiob%ems of incompleteness and bias
the body of historical knouledge (if one existsg which chil =
must come to know (Coltham, 1971, p.30-31)., el

ful pre-

haps come nearer to use

pBrThzy identify ningteen SD¥t§ of
iectives (grouped into four main lelslgp:lu:E;gn

Objeching will seek to promote. To make di FURR R

‘rzﬁzg fully intelligible, the framework may

‘2nd Dr. Fines (1971)

0f these, the last has already been dismissed as a misund Dr. Coltham herself.

of History (see pp.18-19 abovea). The second, third and fo
difficulties are also mitigated when the (erroneous) view o
tory as a body of knowledge is replaced by stress upon pr
features. Nevertheless, it must be admitted that they are
difficulties. It is not true that all historical study C 3 2 ings for the
adult activity of which children have no experience and in ul E with, then, here are the headings and sub-heading

they are not interested - war and unemployment are examp

ek :
the contrary; see Chapter V. Yet eventually this is soj

6-9
abstract terms (Power, State) or abstract uses of everyday S TOWARDS THE STUDY OF HISTORY (pages )
(Law, Church) do not characterise all reputable historical 6
yet if the learner's experience of History is to be comprel oy010 8ls s jenatoleNantivge 7
he must encounter them. But the solution is obvious. Tt 35S = o 0C 10 - eeeeeee e cesssssnanne 7

choice of content matched to the maturity of the pupil and
into a connected structure so that crude percepts are steadi.
developed into rounded concepts. In short, it is a spiral.
fourth (time) difficulty may be met in the same way. Dr.

9-16
THE DISCIPLINES (pages )

10
herself identifies the relevant principle when she distin ul RO T  information. ceieere s skpieloibes 12
between logical time sequences (e.g. cause and effect) and BESing proceduUrBS.ceeececencsns 13
contingent ones (e,g. that Charles I was born after the de RIS e
the Spanish Armada). To cope with the 'time' difficulty, ) (pages 16-23)
may be structured so that cause and effect become more and 3 AND ABILITIES B
pervasive as work becomes more detailed and difficult. As 16
happens and the narrative becomes 'denser', so will the n BRLary acquisitiOon..seeses eees 17
accurate chronology grow, since the number of time S?quanc‘“ ‘ BIES SKillSeoooeooenaieiesonsianiits 17
are merely contingent will diminish and those acquiring a,;f ) 1satiqn.....................- 18
e.9. causal) significance will increase. A spiral struct;; B 510000 o oone g et R R cisiis 18
seems admirably to fit this. : e?élon......................- 19
y: 3 , --:.-o-u-o--........-ucoo- U
As to the first difficulty, here, too, the spiral currlculy -D%atlon..................--- gD
-affords the solution, but the two questions - incompletene - TR R - 51
bias - may be treated differently. For, once the erroned ent and evaluation..eeee o 21
that all historical evidence is written is abandoned, the B CAtion SKillSeeisunesnoneos

from which reconstruction has to be made can be of such id?
that 'bias' is hardly a relevant consideration. As an g
the Northern Irish project mentioned belouw involv?d th: kil
struction' of a ruined castle, requiring the drawing OF &
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-ouwner was shown to be a
D. EDUCATIONAL OUTCOMES OF STUDY B, inagine oneself a slave

i i istorically valid -
: ny level which is hist
il Insight : bUSlneiSigt Zm;athetic identlflcatloq based uiontzgi
2. KHOU%Bdéé.Q%.Q;i&é;...."..... ’ tha-lation of evidence (and especially contex
. B I I e 4 gssiml

.g. economic) far removed

3. Reasoned judgement............ ? which invoizz:cgagﬁzrioése%ence. i i amene

.'s expetent with the authors' general insist-
e %nconglsl timagining' must be based on sources.
R D&EESE%E%FB pupil requires to 'empathise! with a
i Uhl?lable to him, the proposed task seems an
pot avat s to an "imaginative leap made ulthogt
n to finta g; probability" - the very danger against
ecio! ; {ically warn (p.20). It might, perhaps, be
e °nne temphathising' is itself to be spiralled

f ;

B process O ink with the slave

E elementary linkage z

1#3 mgﬁgscg;STete empathy as the necessary evidence
a

i ing mind. If so, this spiral pssds
b;e4§0 h;idmituagsgnot been; and many more suit- i
blCleé;ly practicein empathy could sure%y be Foun'
‘gg;n than one so remote from thiér exierégnieéheThls

om experience - wou contradic I

-ngtESZZZSEEDn cht local Histo;y may be espec;ally
Younger children - mainly on motivational g;ozp s
A ain a general recommendation 1acks.prescrtg 1¥e
it fails to link up with the speglflc prac ica'th b
- which turns out indeed, to be 1nconsl§ten u; 'ou;
he particular manifestation of the deglred be av1l
glf a slave owner) fails to connect u;th Fhe leve
particularly the contextual frame - which it E?i;
| task prescribed is thus beyond the younger chi i
rious mis-match between the particular manifestation
d behaviour chosen (empathy) and the evidence and
skills necessary to produce it - the complexity
" being seriously under-estimated. In a word, the
al specification fails to 'translate' into approp-
plans.

Nowhere in the ensuing expansion of this programme is spir
specifically recommended, but the reiterated insistence th
listed behaviours and objectives must occur at Bvery stage
development points to a spirated learning structure. Thus
example, the authors insist that all three behaviours gray e
"Attitudes towards the study of History" must "appear at a
and stages for effective learning of History to take place

ure of the disciplines") are not a developmental sequence.
three aspects constituting the discipline will be on-going
v (in 14 and thel et categories of Section C "do not i
each other in a developmental sequence". (p.22)

Unfortunately, however, the insistence is left largely on a |
level, and only the fact that its content is a framewark
taining many specific components, to many of which it is a
makes it appear more practically helpful than the remarks
other authors discussed. The weakness of this generality
be appreciated by an example juxtaposing the behaviours wh
(rightly) identified as manifesting 'empathy' with the serio
misleading treatment of the topic of slavery given as a pra
example of their progressive development. 3

Instances of the behaviours to be trained are listed as foll

"Describes historical incident with sign of personal i
ment;

Constructs a story about a period in which characters a

portrayed in the round; ess is found in the treatment of analysis. Analysis

may be valuable, but the permanent danger is that

gh partial, connections may be overlooked and frac-
0f more obvious, but not more importantt d%fferences -
that objectives may fail to be prescriptive bgcause
al language in which they are stated, and of 1Tc§p-
ap among them. A good example of such 'overlap' in
euork is that between "Imagining” (in Section A)
ion" (in Section C). The account given of extra-
88 every form of imagining which is historically
SN0Ts distinguish between genuine historical recon-
Fapolation) and an "imaginative leap made without
Sibility or probability" ... "mere fantasy" ...
Ericity which can best be described as wishful
N9 which did not fall into the first category
fally valid, and extrapolation thus includes
1S example shows, more time may (fruitlessly) be
£o decide uwhich objective one is covering than in
10N in uhich the coverage consists.

Peoples an historic building with characters who are trul
action and thought to the particular period; .

Represents in dramatic form feelings and actions accorv
human experience and historical evidence; B

Identifies with a character under study so as to be 3ﬂ
declare the view-point of this character on the problef
contemporary to him/her". (p.8) :

Undoubtedly these are behaviours which constitute a large P
historical study - for they are a large part of what consti
reconstruction. Equally valid is the general statemaﬁt of
‘are to be trained - by the use of evidence and the 551113‘;
use involves. But this formulation seems seriously 1”adag“
the prescription of a specific course, for it recommendsbeN
er children "enter imaginatively into the situation of E
slave and being a slave owner". (p.9) 4 - !

A hokﬁ BLEy in this respect are the overall classifications
The example coincidentally echoes the discussion of Nit
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suit many other schools. Qe )
of assessmeﬂérzzztgrk from those objectives uhich fitted

ided by Sections B and C. ("The Nature of the DigE !
provide y Se iseq ted the ed appropriate to the needs of our

"Skills and Abilities") For, if the argument of the pres

is correct these are inseparable, and the authors themse] andrsizgchers follow the same process, tpgz
clearly uneasily aware of the artificiality of theip divy: When Otberity to quite different ObJBCtheS.G 2%
Section B, reference on to C is frequently made, and much give pTio little documentary work at Brays Gro i
particularly B2 ("Organising Procedures") - is a mere sk we do Very History show clearly that more a

. i ‘pages °f Teachlnd T2 to this approach. For them
only one overall objective cﬁgrs i hlgsogil?E;;Y"Nature _sppra Di?CiPline")’
0B of the 53223—13511 be most helpful. This is why the

> have not us t’ It provides a comprehensive list of
i importanc. f learner behaviour, against which

"In this section the agreed ways of handling the infor
History ... are set out without the addition of detaile

: i ms O ;
reason given for this postponement is "that only as he masf : ;lned el zig examining boards can evaluate (andtmﬁdlfy
relevant skills will the learner come to know what histo gachers heir courses and methods of assessment.
method is (learning by doing)". (p.12 2 gessary) thel

1972, pp.349-50)

] hould pick and choose reaches
o t:i;r;eaggirissnegleczed and the nature of
i dOCUTe ignored - and yet the course can'stl%l beF
#Dtal é 3eans of the Framework. The criterion of
e )yuhatever objectives teachers happed uh1m31-
e whatever 'needs' their pupils are believed
D?he ultimately unsatisfacto;y na@u?e of ;Ezr

shoun by its compatibility uithtan iagifigtiz ggt

i ely in content - wou ¢
;hcgizgiEaTOtIEBZhoit, it lacks prescylptlvetpoyer,
is ultimately due tofitz Ea§¥u£§r§2a%l;ﬁoiigd;: 5
é nalysis of wha is y 15
giszriiil'gehazioural obgectives' from this so that

ndatory, not optional.(8

But if this is so (and the argument of the present work
PP.24-26 above - would strongly suggest that it is (th
possible to see on what ground Sections B and C are sepa
Certainly the authors' reason is not convincing. To arg
pupil cannot be expected to practice a skill "purposefu
repeat the procedure on different material ... (unless .
awvare beforehand of the nature of the skill which he is
master" (p.12) is objectionable on several grounds. It el
indicates that the list is for pupil use, but it is only
context of an actual enquiry that the skills listed bec
than abstractions. Of course source material must be ev:
terms of "authenticity, relevance, coherence, credibility™
and so on; but the test of what is authentic or the se
counts as relevant or coherent or credible are dependent
context. The concept cannot be acquired by prior prescrip
only built up by extended relevant experience. If more |
listing of appropriate activities is involved for the puj
implied by the requirement (p.12) that he should receive
@ description of the activity") then description must ta
form of deciding what procedures are most appropriate to
enquiries in which the pupil is actually engaging, any
will almost certainly involve only some of the (listed)
In this event, the list is redundant and apt to confuse.
the insightful practice and transfer of skills which tﬁ
rightly seek will be achieved not by their prior spacifi
by growing grasp of what (for example) 'relevance’ is in
No such list as the authors' is useful for the student i
of learning; to compile a check list such as the author
the pupil should be able to do when (and only when) he h
the skills listed. Section B2, as it stands, is redundal

d, no grounds are shoun by the Framguork Fgr accipt-
ehaviours specified are the ones gh;ch it 1strrqc:s'S
bring about. It is this which vitiates Col gm

d use for the Framework. It might, she says, De

@ a check list which could evaluate some existing
ieme. In this case it "would help to answer the p

8 this syllabus or scheme serve the gttalnmentggl a
ives? Are there any important DmlS%an§?. ("1 A
dRere have the listed objectives been qust%F+ed as the
3 aim at? Nothing could provide such JUStlFlcaFlDEI
818 of the discipline; here must be found ?he justi-
1l as the mere enumeration, of the behaviours spect-
is no such analysis offered, but the brief accounF
f the discipline (Section B) is much the weakest o
s,

£ibility of the various accounts discussed with a
8M on the one hand, and their relative lack of

Sf on the other, highlights what is lacking, and

£ theory is. It is to make the spiral explicit
.@nalysis of each key feature of a discipline, and
fl a spiral, and this is now to be attempted, first
fl Of one key feature of History as an example, and
dMples of spiralling concept, narrative and pro-
LY .and then by outlining two proposed courses for
%€ is hoped) exemplify the principles defended.

Certainly it may be helpful for the teacher to have a Ch
(say) the organising procedures to be identified and pra
unless these are shown to follow from a proper analysls.g
itself - i.e. to be intrinsic and not optional - the dan;
the authors' framework becomes like an 3 la carte menu f”
almost any idiosyncratic selection may be made on groU?Lj
have little to do with intriniscally historical criteria:

Roberts, for example, describes his use of the 'Framewor!
follouws:

"We would not begin to suggest that our objectives 4
i
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CHAPTER IV ce is of far more importance and complexity.

i i i - "that
eviden : idence into two kinds !
OgiVides genuégehigtorian‘s) attention, and that
for (& e". (pp.100-101) The historian must
‘ te;ial he is studying ?elz;gs&efoio
i1 Evidence jch cC material is, or at leagt %s e {eari
. 3 jrpose B g ificance. The historian's task c y
ning and 5;22;5 an attempt to influence and persuade
he

SPIRALLING

0
pme 1ass the ma

The example chosen of a key feature to be spiralled is avk

: e etimes
itself. The choice is not fortuitous. Heavy stress has g ;St to influence men long dead - or som
upon the importance of procedures in History, and the cho ‘ atge"p(p.lgl)
evidence as the feature to be investigated enables the gy nobody " i is relatively easy to use;
how those procedures may be made accessible to Pupils to be p as Elton points (U T

. E important and common"
This is a crucial question not only because of the stress ,422%6 is "far and'auaggzzzegoﬁsg;mihis ool
. i ssion t C
esegttdé:g:use it offers the direct lead %gtooier
. ical (historical) component of enguiry
i?teggéo%ogic. Elton makes this point well.
£ of m
. i i t, the
i i i geem that a financial account,
e o Zéghtoi of a house, cannot b;lng trou:#e to
; Courzscloné as he can read or recognise @hezha ey
iané were never meant todeceive tell him ey
v thgy oint is, on the one hand, that to iﬁe el
4 sari?y to understand them, aqd on the o T:e :
@il have been intended to decilye sicign:e;araéing
' ding of a given document invo
Esgigm cgmmon form and grasptng t:e proggz: 2gt
into existence ... The student ... :
ggel;eaning until he has thorough%{ azg:a;gﬁggse
nisation that produced it,
A EZE Sigguced and the difference between common

€he exceptional."(10)

The use of evidence may best be approached through an aut
statement of what is involved, and the relevant portions
Elton's admirable Practice of History (1969) may be sum
for this purpose.

1. '"Historical research does not consist, as beginners i
often suppose, in the pursuit of some particular evi
which will answer a particular question ... (p.BB).

The historian must make one dipaik iy gl choice, of main
study ... Bu: after that ... he will, or should, a
specific questions" (of his evidence) "until he has
what it says ... (His) mind will indeed soon react
questions, but these are the questions suggested by
dence" (p.83) and not by some pragmatic or propagan
POose ‘extrinsic to it ... "after this initial stage
tions arising will be ursued specifically ... nouw : - stions"
ian specificglly seekspevidencepto ansueryhis guest on's treatment of "asking the right gue

Y be considered.

As to the choice of evidence itself, Elton's admirably cle ; atures.

is to shou what is ideally required. ! i questions of a body of evidence has foug Eﬁ i

ons must be '"geared to what is coptalne e

juired from" (the connection is obvious betuween o

S insistence that evidence must itself suggest t?

it); second, the questions must exhaust the-p9tad
idence available; third, qgestigﬂs ?Eizigg i;ziers

This counsel of perfection is shown to be unattainable in Lnﬁ? Ea” ansuerF— but thési;giéﬁtgzle - i.e. showing

but it indicates the proper principle upon which (unavoidal W }il ha;i so far prove uestions hitherto put

selection should be based. It involves making a comprehe Mol after all, ansuer g

4 A 5 . i the
: : ; A y this third feature is obviously linked to
study of a first selection of sources which is believed ¥h§y, ihe ;skingaof new right questions - 1.e.b o
he evidence will answer, but which have never be

2. "Historical research +++ Consists of an exhaustive and e
hausting review of everything that may conceivably b
to a given investigation," (p.88)

lum seems admirably to fit this account, and its
U be discussed point by point, the first tuo

3. Elton then turns to the question of criticising evidl 8T, and the fourth being considered before the

"means two things; establishing its genuineness and asses
proper significance". (p.97) He shous that "the forger 18
serious enemy to the ... historian" since the technigques T8
posing forgery are adequate and not particulary diFFiCQlt!“
document does not lose, but merely changes, its significall
it is shoun to be spurious. (pp.9B8-100)

ion is that, in the first instance, the evidence
8d with questions extrinsic to it(%l)r or.
but allowed to suggest the questions which

Bi7
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al be projected downwards, the teacher, or

further evidence may be selected to answer. In other e ' this gt the child what Elton does for the under-
sources themselves suggest the criteria for their oun se doiﬁgffiﬁat this cannot be done is due solely to
} pelie

i A i criticised) that the content of
(algeadY.T?izééx_ Given thg exposure of this error
thigh po (defined at length above) there is no

i ough of course preliminary, source-
; 1 why genﬂég:;tzﬂengby schoolchildren. For, in the
nnqt 2e ion pre-selection of the original evidence
fi1s dlscusse t%an a necessary stage in teaching and learn-
e n° morscn whatever why a reputable selection of evi-
Rert reio ic cannot be presented to children; there
:ultabtﬁe Eannot digest it and uwhy their minds cannot
3 @hy inyresponse to which further selection may be
. ° hildren will need help in meeting the first and
qu_c Elton's point 4 - that the guestions asked must
. " (in the sense that the evidence is

ion
be

The second criterion - really prerequisite to the first ocedures
s on pr

the original body of evidence encountered must not j 3
ted. (Note 6, pp.59-61) e

With children it might seem the second condition is impg‘l
fulfil. In no realistic sense can children digest a bog'
dence which is anywhere near a comprehensive sampling of 2
torical problem. The evidence (if indeed they are capablt
it at all) must always be heavily pre-selected for them, n
ted by them, and therefore questions for Furthe?_gtudy ’u
m%nihthe selection of further evidence, do not arise f;om~.
s} eir own minds upon a representative body of genuine ' !
but have to be more or less surreptitiously zntroguggéngyn R thini&égzngg them) and that they must exhaust the
cher. Uften the result is indistinguishable from the cont: ( Eldlggat all guestione GBI A ol b o
of the first principle. In effect questions deriving fro Lise But is not the same true (at their admittedly
tgacher are used to approach 'evidence' pre-selected by h -% study and more abstrach’ shntel O e e
vide answers to them, and the result is a travesty of what y tge introduction to each section of o st et
antly or deceitfully pretends to represent - genuine histor. annot a properly prepared Mt by it sl
enquiry. b same purpose for the children?

ERoE

But this indictment is less damning than it appears. Elt Fourth criteria of point 4 - that question§ put to
must be those, and only those, which the evidence can

self makes it clear that to use all the evidence bearing a

blem 1s a counsel of perfection - a guide for proper ambi wer; and that new appropriate questions be put to the
a realisable goal. Moreover, 'real' History is not the s Snever possible - are admittedly harder to meet; but
'mature' History, and how is maturity ever to be reached ally true. At any level of study on any material it
preliminary but genuine steps towards it are to be allowed? . and difficult, to get pupils to see that the explana-
must involve teaching - Elton himself insists that "documen f all bodies of evidence is limited and there are ques-
thrown naked before the untrained mind turn from pearls to h it is fair, but fruitless, to pose because ansuers are
The task of teaching involves explanation and instructicn! : id. Similarly at any level it is difficult to get pupils
this quite explicit in another of his ouwn works. i despite earlier failures, a body of evidence can some-
to yield answers to intractable questions.(12) But

Te difficult than it is important, and to conclude in

| 6n quite arbitrary grounds that children cannot do it
Onable as it is impoverishing.

Each section of documents in his Tudor Constitution (1950)'
pyefaced by an introduction aimed to put them in context wi
aid of copious references; and, of course, his collection
eyltably highly selected - so that even undergraduates are.
with pre-selected materials. Moreover, his criteria of se!
are comprehensiveness and importance (pp.vi-vii). In a wor
Elton has attempted to provide undergraduates with a microg€
the evidence on the Tudor Constitution, and already the sh:
sp%ral may be discerned. At a more advanced level of stud)
'microcosm' would of course, be inadequate, and what would
(what in fact must have been used by Elton himself in prep:
book) would be something much nearer to the whole body of | 3
which exist. Even then nice problems of deciding whethez” € Tright questions" - see p.37 above); and if those are
icular document was relevant to strictly Constitutional ma : Stised it never will grow at all. Moreover, it is
would arise - problems, that is, of seluction:  EliCHENEE member that the material used by the child will
identifies certain topics as "a trifle marginal in a conss the Same as that used by the scholar. No neuw questions
of the Tudor Constitution", although he would have likedH this evidence because no questions whatever may

them. 1In short he had a problem of selection - and also Put to it before. The pupil has to learn some of

selection, for his book was intended to replace an garlie éh the historian has already mastered, and, in the
S0Y question he can put to the evidence is a neu one

tion of Tudor documents, and Elton had to start with his

sor's work. Since he also had to produce a shorter ?DOK '(13)
he had to select from it - that is, to make a selection
selection.

Urth criterion of point 4 - hitting upon hitherto
Uestions which the evidence in fact proves capable of
it is indeed unlikely that such an exercise will often
e for children. But only at very high levels of study
‘likely to occur at all, and to use its impracticality

a general exclusion of pupils from source work is self-
Or, almost certainly this ability grous through continual
8 other three (the first, second and third criteria
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The third main point into which Elton's analysis yas divy
been left till last because it is the most intractable e
sent purpose - showing how genuine, though not mature, h
study is feasible for children. It is the criticism and
of documents. Elton is quite right when he asserts that
that professional learning comes into its oun; only fyj:
knowledge of what occurs in the papers of a given period
lem will prevent misapprehensions". (1969, p.102) And th ation t ; ar going on, year after year,
ranging knowledge" of "the organisation that produced a . ction. Here is ad:ciS?On' he;e is a representative
the purpose for which it was produced, and the differene, ¢ 1ikelihood of ar cowardly tactics. But from the
common form and the exceptional" involves what the pres susing the other o nnot have been altogether in-
has called 'contextual evidence'. The historian has it & war those tactlcgtcihan e TN A S

has not. This is the fact (rather than the innocuous op, hero is more to 1 undifferentiated anger. Set-
selection) which really destroys any possibility of chadl attitude than mere nd, there is a hint of frust-
sources as a professional historian does. But it is dif against this baCk?routhét frustration seem to be
credit that any thoughtful person ever entertained that jEnd the reasons Drfur the Irish choice of tac-
feasible objective, and it does not follow that theTre ex fed uith the reasqnss that they be set in context.
other levels of activity at which valid, though incomplef of course, regquire nd attitude - to empathise with
visional, experience of source-based work can be had. uriter's FEEIl?giha war provide the necessary ex-
this fact - that the skills of mature historians have t pr the conduct )+ Eknoulgdge prerequisite to under-
indicates the self-defeating nature of the conclusion t become the ena hlnain its whole (or real) message,
should not use documents; for, on that argument, how a = c: for apprentl gf the writer's 'bias' at

ever to learn to do so? Qidering the question o il aopaisin

[ 2te to reveal its true nature and significance.

‘ ; n simple prejudice. The children
'intergstlngngZr scrutiny of' the exact nature of the
'j‘Oked-;gooconsideration of its possible causes.

sence 1

! i i ? The ansuer
1 he writer is so angry abqut. A

tly, that Et?ny of the details of his complaint,

scT %
(mes o context. The reader must engage in a

And such work may well be relevant even to the main diff
itself. What marks the historian off from the pupil (ape
course from his adulthood) ishis detailed contextual fr.
erence, and frame and sources stand in a reciprocal re

While sources are rightly to be used in the light of the:
the frame is gradually developed from and through the use
A brief description of an attempt to achieve this may
argument. Consider this extract from a letter (slightly
used with senior primary and younger secondary children
study of the Nine Years War.

a source and empathy have been shoun to
calaﬁzebgih are seen to depend on an essentigl under-
edge. How that essential knowledge uas acquired
affords an interesting example of the further use
the powerful employment of ikonic, and, to some small
g, representation.

oblem is to relate the geographical and technical
ase - to show how the nature of the terrainz the
s and military capabilities of the two sides
ct of the war so as to make the Englishman's let-

"For as Tyrone is the dishonestest rebel of the wor Eblc.,

he the most cowardly, never making good any fight bu
mishing in passes, bogs, woods, fords, and in all p
advantage. And the rebels hold it no dishonour to

for the best sconce and castle for their security 1S9
feet."

BMpted as follous. First, the nature of the terrain

A" scholarly article dealing with the history of the
OKen doun into a set of definite statements about
eas and the source of each noted. Each of th;se
separate sheet. A large scale map (3" to 1 mile)
epared and mounted and then cut up so that each
{8 one piece of information. Like the articles,

9N vas daone on a county by county basis, and the
formed a jigsaw of Ulster. County by county,
to reconstruct historic Ulster by matching sheets

The children were first asked simply to digest what the P

says(14), treating it as information. They were then ask
this told us - really told us. The first clue, of course
use of the name "Tyrone" rather than O'Neil. But in orl
this as a clue one must understand that Tyrone and 0'Ne

same person and that Tyrone was his English title - so th fitting together was allowed until the matching
author of the letter was probably English(15). At once%v ‘ 'Ihe reconstruction was thus carried out through the
this raises the question of the uwriter's objectivity. 8F uhich the pioces WorehanbikoricitranelatahansThe

'enabling knowledge' is not possessed, the question can
ed the other way round. The hostile tone of "dishones
can be used to cause the children to conjecture that th
English - the Irish would clearly never describe the ENg
"rebels" - a hypothesis which can then be checked by asce
the identity of Tyrone.) In either of these ways the PUP
initial commitment to 'face value' acceptance(l6) of thﬂm
cowards is broken doun by revealing the bias of the writ
what is 'bias'? For, of course, the letter confronts uUs:

Ately, the counties were then fitted together
onstruction of historical Ulster was the result.

FOr on the nature of the sources. There were

Of source. First, contemporary documents such
rl-t}un of Ulster, 1586; second, topographical
§1Y In the 18th centurys and third, the Ordnance
the mid-19tn century. Manifestly these are not
Lty, and the difference between an eye-uitness
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s had been studied in this way and

description and inference based on a later one was g
il 011 fouT SUb‘grouPd to the nature of the terrain the

children were constantly caused to argus, "If therg g g
a a
o £o one another was fully understood. And children

or ; :
fagorost of oaks, in this place in (say) 1703, e & 'bias'
1y L Py as
Orlglna;thyluia a reconstruction of the writer's
to emp =Ehi ve selection from amongst the

Sgiﬁzigfthat bog or forest were there in the 1590gn
century, :Eé ;250{§§3050u§rs C:rried out in UledSy in th AR
aks take to grow?) The diffep, ilt Fiozned from reputable sources critically appraised.
ase 9l¢€ derstanding. 'Simple prejudice' is seen

comes un
n adequate‘ex
d be a valid re
;econstructlon,
hold it no dishonour to run away; for
for their security is their feet."

planation of the letter than face-value

sources h I
was emphasised by di erent orms o lelt, and ow EXplal I
ey ust

colour of sheet, accordin
: C g to whether or not t
sg;sgy;asrinilly, 5600, 1nFenhstibn dise aVailagfeS?urcg' B
Voo Jas sﬁaﬁyblsn:tagdi if inference from a sourcgrbam V
A , dotte ines were used o o
In this way, a critical attitude to the SEUEZ:SCS::BZPO
nc

sponse to ite
the meaning of':

: the Irish)
E écon:e and castle

The large map of bo
1 : ,
g9y land covered with Fo?est, scrub, ‘ 5 1 Loy h
what does the last sentence mean, an oW wou an

a visual source ; ss it?
was next turned Eg EE; ;§£?S#eggegfsghfar rEl?Ed LR B sk was to draw up probable battle plans for the tuo
sub-divided into infantry and cavalr ° tuo sides.| ESEENN 'is, to draw out the implications of what had been
tq recreate, in a set of slides, th s anq tha atFempt wa " These were then checked agains@, and modified in
tions under which a typical meméer sfprec1se details of ¢ e historical record. But to describe that would go
each sub-group camp imits of the presentfe:ﬁmple,‘uhich ueli 11%U§Frite§ i
Bty in practice o e various aspects O istorica

and then to draw DLEEE Eh R 5 .
e implications of thisz given th Ssnecte, ;
;onsequently demonstrates conclusively the error o
em for which Mr. Honeybone was criticised earlier.

ended and exclusive use in early stages of documents
ustration cannot but imply to immature minds that the
" tillustrate' is 'proved' by their existence.(17) So
ring pupils for a (later) critical use of documents,
pproach seems likely to inhibit that possibility.
nger will be avoided if the true nature of historical
ysed and used as the model for teaching. All, or
activities described are likely to be present at

i;gS?:éQETogether terrain and logistics constitute th
Ak iy Uitheisssary to empathise with our soldier ik
. b € commanders as their plans and decis?gg;'

of

bUtsgﬁgeétggiytgne of the detailed enquiries will be give

bt ree sub-groups were similarly treat dg' ‘
g € was presented in the form of slides ) i

The investigati : N 3
g on of the English infantry began with a co E
; P enquiry, and if any is not, that is a contingent
1 Bfructural matter. It shoald become obvious how

Print of "A captain of pike"
sent ; : pike®, A copy drawin i '
piec:g ﬁ;tgrltems of armour named, followed gyogizgjie:agi

mour, front and side vieus. By discussion t

activities described, which,

ted are many of the
analysis and specification.

1y be separated for

Telationship of sources and contextual frame of

i Meets, adequately though provisionally, the objec-
Rildren's lack of the latter must preclude their

8T. 0On the contrary it is just that lack which

at use; for use of sources is a very powerful means

E0rrecting the lack.

hi :
TeiEZrt?io;h;ldéen added together. 4 further slide pre
n English commander complaining first of the

Carr a

reduged?ou$h: ﬁeet's supply of food their mobility was g
rations for a exk Feu slides presented information abo
armour and th Uie - The weight of this was added to that
Selnid st by e total found to be about that of a small ch
ground in uh? ﬁai driven home by slides of a chase over
weight on hepcb Ee adult pursuer carried a child of th
followed by a dac . The slide of her collapse was immedi
and finally, aor2uing of a contemporary soldier in the s
. Y, an extract from a further contemporary lett

8cedure and narrative
;EO Say something more specific about the spiral

o? g?k Uhat is to be spiralled?" the answer to
b %story which analysis has shoun to be distinc-
L I's terms, the basic ideas of History.

%haz :;itofy is not marked by networks of concepts

.tDricai of course, mean that the concepts met with

imposn‘b studies cannot be spiralled. But it does
Sible to do more than give examples. It is

"The road was broke
: : N causey beset on both sides with
the Irish might skip but the English coulslnot go."

h 3 o
which the children had to explain. (They had already, an

studied the lightly armed and unarmoured Irish.) ‘
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proposed to take one concept, illustrate how it might pe
in an actual teaching context, and try to drau out uhaﬁ%
process involved. 2
As far as the second feature of a form of knouledge is an
propositional knowledge - the attempt is made to spiral -

distinctive of History. These, it was suggested, arg Ff

planatory narrative which reconstructs some section of tp
by selection from amongst the bodies of evidence availap]
sources. Such reconstruction includes - indeed, 1argelyg
of - setting up the contextual frame of reference, This
links to and/or develops the pupil's general frame of pef
Secondly, propositional knowledge is, of Course, concerneg
sources themselves. Spiralling the latter, in particular
extensively involve ikonic representation. i
Finally the procedural aspect of History is concerned wi

riate ways of handling sources, and, as such, is hardly s
from the treatment of propositional knouledge. Discussig
tuo features is, therefore, often combined in what Follob
It is important that the context in which this discussion
be understood. This consists of two actual projects carr
(under the author's overall direction) by teachers uith'g
classes. It is not a theoretical abstraction. This sect
mences with detailed examples of 'spiralling'. These are
by a descritpion of the two projects. 3

The concept chosen is 'strategic importance'. This arosp?
course of the study of the Nine Years War (1593-1603), alr
referred to, carried out with Northern Irish childrentoEms
Without grasp of the concept the conduct of the War would
unintelligible. An account of the attempt to teach the ec
be given - with the proviso that the sequence described 18
course, the only possible one with these materials. Exac
it sounds mysterious, and also because it contains so man
tant elements of the question, one might begin with this |

Sir Calisthenes Brooke to the Privy Council, 20 May 1598

&
"Besides the Erne is so necessary to Connaught, as th
of it to the province excludes them from aid and th;
the convenientest place of garrison to hold the peopl
both sides to obedience; a strait between those coun
and at all times if the kingdom were in rebellion, it
victualled." :

It is a fair assumption that primary school children, ?t_

will not make much of this at first. The task of exDllC;
One starts with an individual castle and considers why it
it is, and the shape it is. (If this can include a visit
the better, obviously; but this is not essential.) 0One

actually visited, for example, was built on top of a steai
surrounded on two sides by a bog. On the other sides, A2&
enough, an outer defensive wall had to be built forming a.
betueen it and the castle building. Attention was Focu?ﬁ
on the general design but upon the exact location of eae
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yery other and to the siting of the flanking
o e

ed t 1ls. The strategic design of the
e CEEa ing how the gun holes, taken together,

how 4
ght OutFZ¥sfve fire covering the entire approach to

p of de children by a series of
p - Uastgzdiagiizrhzg Egebe "deFendeé" and "attacked"
‘:zl%gogers and Aston, 1977).
e and of its constituent parts thus
,ing 3 :h:tggigéic importance. It had nou to be
PFapttﬁat a strong defensive site was not the only
B of a castle. The castle would be built to
sltl?ge which was important. Drawing upon the knouw-
'?'Bulties regular soldiers had in moving by land
lcnd already learned) the children are led to pro-
e uay for the English to move around in Ulster -
tl;? course, leads directly back to Brooke's last
"sily be clinched by any of several source references.
ably provided by the account of the siege aqd cap-
llen castle in 1593. UWe have the account urltteq
English commander, Captain Douqall, and a drauwing
ihe letters can be checked (and vice versa) by an
John Thomas.(18) (They corroborate one another.
“ asked to consider how strong the 'corroboration'
ﬁaps, merely collusion? Most unlikely.' What would
and how likely is it that a common SOldlBF would be
mmander's official correspondence? In this way,
al approach is fostered.)

sages, tape-recorded as well as printed for the
gdall's letters read:

to Lord Deputy, January 26, 1593

L an intent to scoure the Logh donewarde, but uee

ted by their insconcement, which wee did surprise,

O0th to forgoe them. From our camp at Inishkillen
daie of January, 1593."

o Lord Deputy, February 2, 1593

ible my approved good Lo: the 9 daie of our siege
in, uee did assault the said Castle by boates, by
BY sapp, and by scaling, and gott the Barbican,
@d the Castle, which Castle is nouwe (our good God
BN her Majesties hand, with smale losse. Noue
to p'cede in ransacking of all their sconces they
T Loughes and Ilands wheresoever, and that I hope,
8 10 daies, they shall not saie they have anie one
”maﬁaghe, that they holde against her Majesties

;dall, We wished to secure control of the entire
as long as the Irish held the castle we couldn't
.nShUUS way); therefore we had to capture the castle
S S0 all is plain sailing. Within a week the
should be safely in our hands.
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s SO fa

Enniskillen, then, is a prime example of a place of Str'
gar to have been

portance, and the fact that it contro

again leads back to Brooke's report. lgyaaﬁ:§§g$ay5_ thelg

shannon castles are turned into further examples ’ ang e
ch;onologlcal liberty be permissible, the uhole’cﬁnq’ s e’ spireli
bgllt around Lough Erne a few years later may be taln a‘ '
a%d of a.gaod map - each on a site strong in itsel:aced
vital polnt'(to control a ford, for example), and .
gether forming a mutually reinforcing netuoré. Brgéis

F source

ing proced
last.

terms of Elton

r described may have caused some dis-

apg selected on very narrou

they to a particular purpose. For this reason

ures will be taken next, and that

; tive procedures may conveniently be con-
e 1s discussion outlined earlier.

.15) that the vieus of Elton and Carr
dda?ﬁvieizhing History to children. Indeed Elton's
g tions must also be modified by his further

argument i i . e
g is now considerably clearer. Understanding is%g o cues ! .
4 B that questions pu o sources must exhaust

by presenting slides of a series of th
t y ree maps showi '
g%ster Irish can easily get aid from neighbogringogégg -
ey control the Erne, but that such aid is impo ib N :
lish do so. The maps show green (Irish) or rez ?E; i? ﬁ: e
y I
ZﬁfEECtlvely and a tape Fecorder plays Brooke's remgrk:‘w‘ | aiealet e
ren watch. (All written sources were put on to tap themselves e e

they could be heard and read simultaneously or separate.
Nine Years Uar p

r (also recorded
awings of Uls
d work singly or in groups as
to answer question
 write doun two or three further questions

ted to them.
pectified if the work was repeated)

The next stage is to i i )
generalise still further. B

Q?aggeagf tEe Eann arg similarly analysed, and Mozn:ggiu

ackwater problem - and, hence, the absol :

portance of Charlemont - is em hasi : oy

: phasised. The way i ichy

ables the English to avoid the ide i il

i i al guerrilla terraj i

;ziggetliodﬁaTgtlcally highlighted by the way O'Naiiind?:‘

dreu.p 0 Dungannon (his 'capital'). He burned it al

This leads directly into Mountjoy's 'blockhouse! i 1
. - D L

E:e l;n:, so far a most useful scaffolding but e ﬁiﬁﬁlﬁ‘
digéane ugen a strategically important site and a waterua
e ce tﬁtueen forts now becomes crucial and the child
i g gsi at every fort has to reinforce every other. Co
Thé ?;gtuiﬁs showing the design of the forts are important
{patas at gach fort hgd a huge outer enclosure, far bi
Ry ¥hconce1vable garrison could require, provides a pT
Iy iée il e enclosures, the children learn, were to accommo
- gt nts of cavalry constantly on the move between diffe
orts, (Thl§ can be established from the sources. The

nam: the‘reglmgnts' commanders, and state, from time to tii
izct reglment.ls basgd. It is thus possible at least inte
.t'race thg Journeyings of individual regiments.) Yet

;;u;:gNremglns important, of course, and a good example to
SO orris. It is barely ten miles short of Armagh and

why it was built. There was, at the time, no grass for th
in Armagh, and the fort was built on a well-protected hill
istics affect strategic considerations.

ther than trivial details,
n Ulster was like could be undertaken.

our and patronage of the bards.

There are several higher 'tuists' to the spiral, up to anl
in% the strategic importance of Ireland itself in the coni
tg e-16th-century war and diplomacy. But, except in high
ised form (see below, pp.54-56), these are not broached |
young children because the enabling knowledge prequUiSiﬁ
éng the concept in the context of such complex content U@
gyond them. Enough has perhaps been said to illustrate
Iing.of a coqcept. The children have come a long way fr8
shape of an individual castle and placing of its fire

the esseqtlal idea of a rational structure built (or pl
ted) by intelligent men with an explicable military PUZP!
lays strategic imperatives upon them is invariant.
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La 3
nd asked to suggest others themselves

ou 3 x
znzzad?HQS, criticising each other's
0f the great importance attached
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/

Ssz?zigd pe limited to matters the sources can an-

e children cannot, for years to come, meet
A suggested procedure which (as pro-
questions and questions suggested

iﬁéxestﬁractised the closely related procedure of
: 9 e dovuments. They were given a list of sug-

and then,

i < :
BS, required to sort the documents and pictures

choices.

roject, a pack of extracts from the
on tape) and a series of slides of
ter life were presented to the child-

they wished, and were
s on a prepared work sheet and, sec-
which the

One undoubted shortcoming (which would
was the failure to
ogramme by causing the children to use a further
urces to answer the questions they formulated.

tions were designed (and it was hoped that the child
would follow suit) to draw out overall significance
so that a reconstruction
For example

, in reporting the death of a chief or of anyone of
to speak well, almost invariably mention his hos-
- Whether the indivi-
med vere in fact such paragons of generosity, valour,
d culture as they are said to have been is of limited
t is more uncorroborated 'face value' information.
riptions do reveal is the qualities thought admirable
at least in a chief) and that tells us something im-
Ulster society. Similarly, just who captured which
om, or to whom it was then given, is probably of lit-
in an initial enquiry. What matters is the light
'gazzroys upon the clan system, and the endemic war-
B Er}sed.Ulster; precisely how many cows were
] hroralds into what territories is not interesting;
'n Dgn on the nature of the Ulster economy by the
o thecous is - and so on.(19) What is being built
k. hsourceu is a reconstruction which, uwhen per-
uch of the contextual frame for further study.

The

This

.o discussion

NToy
0 9r032§:t the work. Critinism and the response to it
gra:dually ripening grasp of criteria and of



assumes when teachers simply set child-

children the model of History as a contested and open anan ing (tECitlyzthout more ado. Accordingﬁy izogsrﬁigga
i ‘ ite w o rds an exaplana =
ko urf‘irst enquiries toua be asked to build a model.

in tactfully shaping discussion in accordance with t . i ese irst step :
Since several sources were relevant to more than ong ; i : might, as :ngsrmore thén they can put %nto goid:h—t
cross-referencing, with relevance as the criterion, often and it is here that Bruner's poin a

or, to put it in the language of the present work, iritten uDrdge;t 1earned and extended in the context

sources caused the intrinsic links among the varioy B ‘technology f ikonic, and, perhaps, even more,
to be strikingly demonstrated. w18 Naluable. The steg A raq&isite language by the need
pesentation PTOUOCTC 1al knouledge of what is being

knows communicabtﬁ to

i to them. The role of e
.o Sxilézggéstive. It is to execute the
uthe child's utterance needed.to_make.th
ge prompt and protective gap-filling wi
he is at a verbal loss.

It is suggested that, taken together, the last tuyo paragr
together with PP.40-43, indicates houw Elton's first
fourth points may in some measure be attempted by childre ‘ :
obviously the various operations described can be attemp crUC}al’
graded levels of difficulty with more or less teacher he repairs O
less searching questions, and, especially, sources gf mop i to provi an
complex content. In short, they can all be spiralled, T yshrase whenev ;
mains Elton's third point concerning the need for L e X ildren engaged in a project on the history
knowledge of what occurs in the papers of a given periogd e primary ?hl housing conditions from census retgrns
this work describes as the contextual frame of reference StUdyln% ial, mainly visual. Instead of being
already stated, (p.40 above) of course such knowledge ca Ufary.ma.ez oF"my house in 1931' they built a
employeds but, it is submitted, the kind o activities b des“”’ﬁlz out in the classroom the actual floor
sketched above provide the means by which the immense task g c° m?r(e Scottish one-roomed tenement house).
quiring it may be begun. All in all, the procedural cha gle end ate to make a fairly detailed reconstruc-
History can, in some measure, be experienced by children. gi:uzdiggzres it could be shown how many ffgiie

. i in such a duelling. The appropr
h::zpiévsgr;nput into the modzl, ?nghgfeg?;igisz_

P i test was made o ;

spac$ée angézscﬁouzver was struck by the interest
“idren and the impression apparently ma@adugonverbal
operation should of course be e.xccompanlet %e o

at is to be done, and explanation of “:? q

18, in embryo, the first historical narrative.

There remains the propositional aspect. This last section.
smoothly into this For, it willy be recalled, propositianal
in History has tuwo aspects - the sources, and the narrativ
from them. As has been suggested, children can come to
sources; the question of narratives may now be consider
two intimately related aspects - construction of a narrati
oneself, and appraisal of narratives presented to one. A
narrative should consist of an account explanatory of the
it embodies and rests upon which clearly, if tacitly, sho
teria for their appropriate use; the narrative construct
be built up gradually and under gquidance from sources mad :
able, by practice of those criteria. The two aspects toget € accompanied by discussion leading to 1nferencz
shou what a History course should include. For the momen €S to the reconstruction and the final result coul
guestion of spiralling narrative construction is to be con; model. After a good deal of particular knouledgi
the existence of adequate completed narratives and their s ished, the children may be given a product to crit-

: ild be either model, picture or narrative. For

Sh children, having mastered details of the grg:s,
Ur of the two sides in the Nine Years War mig i

Eh a picture of a battle scene containing mista 9ih
Soldier wearing a morion or an English officer wi

ple, the reconstruction of a ruined cast;z m%g:t be
g contemporary source mater@al as the guide 0in
ite, for traces of foundations etc. The mapping

Grounds have already been shouwn (pp.9-11) and some experim€
evidence will presently be adduced (p.50) for believing na

very fact that a narrative is the ultimate product in Hist ; T a model of a Plantation castle containing ana- 3
Certainly its difficulty is normally greatly underrated'w' STes such as an over-complex structure, or garrtﬁqn
to be valid and significant it pPresupposes some degree Of ~E=0f-period yeapons might be presented. Again, %
in the related procedural operations outlined above. : @0tinuously verbalised and sysry, BITULE (MR

of the spiral for narrative construction are hard to Speff to use correct technical terms ('arquebus', not

Ctive and ikonic experience are used, as Bruner
BRtO carly symbolic treatment of the content, and
Valuable if a]] discussion and explanation can

Moving Specifically to narrative construction,
S€d as source material to supply answers to

material is the very first requirement. Even on simple
the translation of authenticated particulars into a coq,f
rative is not €asy - and certainly by no means automati€
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carefully graded gquestions

build into a simple narrati
struction is, at the lowest levels,
shaped so that the gaps are mere chi
ascertained from sources, and closely related to
them; as experience is gained so the gaps can be

Intermediate stages are marked by
in which the child is asked to ima
person (preferably a child) or int

of information thus gained togethe
ren to write on "A day in my life as a
child living in Clydebank during the de
"I got up and the sun was shining and I had m
out to play" type of response even when
handling sourc
The latter task (for instance) needs to b
pointers - what did the various members o
light of the sources? (Father perhaps uwe
(wuhy? uhere was it?) and then - what did he do?
evidence suggest? Mother went shopping (what did
were her choices and budgeting problems?
get credit anyuhere? Where?
she deal with the tack-man?)

considerable experience of

need, in the early stages,
answered in terms of items

frame of reference built ou

It is thus quite vain to lo

tive until much experience

for narrative construction.

which gradually become
The rol

'egocentric' reconstryc
9ine himself as some h

How much?

ok for a historically significam
of the sources has been obtain
before a considerable, though incomplete, body of contextua
has been built up(21); a narrative requires the selection
cation of particulars tao a specific theme in terms of contl
evidence, and a supporting scaffolding of leading guestion:
pointers is needed to activate /
experience is gained so the leading questions may gradual
fewer and more general, and this of course links with tha]
complexity, generality, and abstraction of the content stf
This is an additional reason for local studies with young!
ren; the far more concrete nature of the evidence, and O
questions arising, greatly eases the preliminary stages

this and to sustain enquiry
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more g
e of imagination
gap-filling in ap en
nks between particula
inferen

f a mass of papts ., transpor

y breakfast a
as is often not

e guided by speci
f the family do
nt to the Labour
What do
she buy
Did she (could she
Later in the day

All these and many similar
to be made specific.
of particular evidence and the c
t of this.

They are

CHAPTER V
TWO COURSES

d concerns an attempt at reconstruction
e

1 L : i bank during a
made bigg, 3 g to be O b children of %1fe in CIngs:ed ol el
replac Lorrprlggse of organisatlgntth?c:ugghousing’ Bialtn,

eference tg spiod. oT per of relate ap 5 form
itiges derivedid ided intotaaggmemploymant among others. These

i i titute the recon-
: ombined, will cons -
s uhl?h’thﬁ"iZ Faciliiated by cargfu%.c:oigetgf
ombina land explanation the colligatio P
hose context rly be chosen because they 9%
gents will cles but another criterion may

bt . ;
2 °°lllgatéogh;tiihe£ topics of the enquiry - 1.8.

a ncin
rts at this work should B o T "In this uay a netuork of cross-refere o
e preceded by much expe igations.

tions into a genuine,

i top-
i Under employment, for 1nstance,bghiaienp
Bbruction.  ary" (December 12, 1931) may takan
e e of its dramatic importance u e
ettt because of its dire consequences

i i t i to be
colligation bu hich causes it also :
£ i in the town, whic DR
cts 3f0%liﬁelgther colligations’ and, hence, facili
man

; : be fitted into
G " - . This key event may b St
ttlgitzh%%%%%%%ing in Clydebank from its origin 1n

) ) 4
ligation in its own right - which, since the yar

] : ; t links to the
ded the toun, will provide abundan g - the workers

3 colligations (housin ! 5 o
ﬁé%e%ve 2§2ﬁgport (the Yard E?Bdsuzzzir;3;;ly %Qﬁa
! ; nee
ble to get to it); i
t E?VSa:grb? :nd this provides a close further lin

of course).

serve to bind the colliga

y ; equally
8 links between the COlligathnshUlliogggsaé% 22coﬂstru0-
by this variation of strength the pth all colligations
@ spiralled. Throughout their lengths tudy of
| . example, the study
y or tacitly connected. For ision of new
" toun's uater supely - RASEGENSEISUUER EESLS AT
litering plant stc., - could not fail t0h902 alone
8 developments in industry and housing, W lCl AR
‘r'er supply developed at all. At this leye ek
and almost accidental connection the various construc-
Onstitute a 'sketch' of a reconstruction _bzemore
8st level of the spiral. This might thent en the
8d at those points of explicit linkage 2E u:toppage
Ovided by selected key events (such 28 e uld pro-
"Queen Mary" already referred to). This wo limited
Orous and thorough reconstruction over a VerYficallY
in that the key event would be explored 5?ec;t would
"FUll range of consequences and conﬂect%ons’(th lower-
» and the loose relation of colligations 9de
tion 'sketch') already undertaken would Pr9¥ld
this more detailed, though temporarily limited,

|

= "PROse that the first months of 1932 were chosen.
= €0uld be provided giving information, on say,
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the strictly local facts -

unemployment figures, what employment was still availap : est of : u
ment payments, supplementary grants (for example clothj R 4 uith the ilgglugrk, the effect on lvgome§, in
prices. This could be combined with information f ;nen throunboz to each level of the 'why'? spira

u

i ts!
corresponding 'effec.
S ?ﬁez in such an interlocking
3 ry large age and ability

the Census returns showing, amongst other things,
the population living in houses of various sizes,

esbisg'%hefe woul

Ya the course 53215 over ve S

14 Caterugoitpuould occupy mUChcithh?aﬁiirfethe

gression B0, ¢ ith homely, con fa)

rfe. startlgaiglbuilt in their oun yard - the chil
a

from them. For example, they might be asked to dray up s
i it Parents'd connected course constructed so that

lists in terms of a rudimentary cost of living and

4 L1y i d
calculated from sources, or, using the Census returns, ¢ gherent an in terms of an appropriate and
each work out in what size house they would have liveé g9 d be Cafrlsgcznm;:erial and would offer a possible

f soO

,age o

ber in the family - and so on. ad-
£ For indivi

dual pupils.
It seems

At the elementary level at which the primary school en u : : t criticising sources. T s
conducted it should be clear that its colligations areqvg;f g has been said abiurefereﬂce ~ inference - criticism/

pable that direc : difficulty for children,
‘be a Sequeqcelsftggzuiﬂg operations believed ?D o
c this ;?pure at all in an elemgntgry'enqiirz.
o ot tg accept the very 'seriation Fi ?a{

s “?“?d-bed above.) The need is to find materi
griticise ercise of enquiry, and the same o
gelementary eXx te materialsito

A f concre
o imply the use o gqually valid when

plete. The building of, and stoppage of work on,

(for example) is not fully to be explained in term
in Clydebank shipbuilding, or in terms of its cons
town, but in the context of the wider social and politic,
of which it was part. This incomplete treatment is delibe
for it represents a contribution appropriate to the eleme
level of the primary enquiry. The contribution of

fuere held t T
:uand indirect inference seem e

3 An example may be given.

quately contributes to Teconstruction. To attempt to carr olved. ted a
the shipbuilding colligation deeper as part of this enquir: nto housing in Clydebank one witness presente

unbalance the work (by making one of its aspects far more Vi : orporation houses being built, on
than the others), weaken the linkage (by grgatly increasine R agalﬂit Zgiiagy be a surplusof duellings fianin
number of points at which shipbuilding made no contact with tgerergved) many existing houses remained Unkﬁo&n
other colligations) and almost certainly involue the pupils 6% ﬁ;lnds (Census returns? 20,000 people are.n 1y an
tions too difficult for them, since they would be unable tg ' 1# three or more to a room, there.”as-se?mt : éting.
the requisite particular evidence and would lack the releva 4 Its esabypion  udnzaty

o idence here.
ceptual or contextual frames. }ISngFpiztaiely built and on offer at rents well

: ent and deep
onlevels (at a time of mass Unemploynere, it is argued,

The 'incompleteness' is thus really lack of comprehensivent -h it ivate builder.

i - ess was a private ) %
so what needs to be done at higher levels of the spiral is %h?sz;rgczl procedure is broached. Public utﬁisinc s
’ fthless as evidence until their context is ’

obe be-
simple example is offered of the need to pr

give of 1932 and that given by the primary children. Exa §E A a
8d in order to grasp their full significance.

this gap is to be bridged - or rather, in how many spirals
be covered - is not a question to which there is, 'a prig

one answer; it is to be determined (if at all) by practie
ing. But the general form spirals may appropriately take
Suppose the "Queen Mary" stoppage is taken as a starting p
Once the fact has been Firmly (and easily) established fre
icular evidence available, the Teasons for it would fall

cussed. Explanation might be given in terms of the generz
sion of the Clyde and indeed of the whole of British ship
Again, this calls for explanation in terms of national, a
world, economic problems, and, of course, a complet? ?

e iticisn and appraisal of evidence ls.tn?erzixégi
8Ly elementary nature. To assess it, i lsh'ch o
BU a feu facts about the speaker, all of iy
€ly or by inference, in the simple materlgth ol
dfCes - in this case a newspaper report wi N g

Here, it is suggested, is a very louw leve e
Bising evidence; a higher - probably a very gtion
ticism of sources would be offered by the eva%uz
Minutes of evidence of a Parliamentary COWTitnzi'
'S highly complex, for the general report wi b
Ble cvidence of witnesses. Report and ev1deg§
testimony to the reliability of a gltness B lzre
t8fests revealed by cross-examination may be m y
£ he says, just as the questions he is ask8d.Ci
about the interests involved, and thus_lead 1nh0“
uinvestigating Committee, its membership, and ho
up.

study of national rivalries in the preceding decades.
spiral which might be developed from the point of origl
It is not, of course, the only possible one.)

Side by side with the 'why' of the stoppage, its effect
icance would have to be examined. At the lowest Splraf
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iskillen and senqs a messenger to Spain
pesicqss ERDERTCAroRRoTic Majesty.
- stance

The far greater complexity of thig second example Compa
first may be indicated by taking a feature - self-intgp
will certainly be common to both, and considering what i
to establish and articulate it in the two cases, A vast

the royal armies, 0'Donnell, determining
of S

; i hastened to besiege
1 IEtrea's Lossas ULEHg d:iigé a few months earlier.

numerous assemblage of particulars, set against a far mope aguﬂﬂi the English hii r the Castle it was easily
background knowledge, will be required in the second cag : UEFESS cannon to ba il seeing this, and thinking
to the simple, direct deduction from surface infnrmation E° he English. 9'D°”29 Ireland from the tyranny of
in the Clydebank example. This discussion has, 1tee h = 3 be hard to liberate ign princes, sent James
theory to an actual practical programme by means of the | ul jthout help from Forabgssador to Philip II, Mon-
Ticulum, However, three aspects of the discuesion call f ’Cﬁbishﬁp of Tuam, :Smggt graciously received by the

ishop wa ¥ ' other
ain. The ?;?nea the feelings of O D9gaalioﬁggancy,
en he exp the Spaniards; their faith, hat no one
fs towards kill. Also he pointed out (uwha 2

d milliaﬁg zoubts) that, Ireland 22;8 Eg???gﬁit; o

isla . ; i e

Certainly modern History has advantages in that contexty gg;l;id and Holland might with 1i
is largely directly available because the assumptions of gand conquered by Spain.
under scrutiny will hg relatively close to the child? Tl tence. The children are caused
and the whole study will be about, and carried out by meg used on the last sen sn asuer is given by means
things which are familiar to him. The neglect of chronpj this might mean, and t eTﬁs Spanish Empire in Europe
order also has advantages in that it illustrates the rj ps with movable pleCBSB nel route demonstrated. Con-
dominance of structural considerations. Cause and effect 18 importance of the C anrtant to Spain. At first
explanation - in History is ultimately a chronological m e thus seen to bs 1m§g best case for her conquest;
course, but this does not imply, as is mistakenly, if tag erlands seems to oFFerth ereuolt in the Netherlands, and
sumed, that thechronological orgar is the natural pattern of f England supports 'le e makes Philip wonder if
ren's studies - stil] less that it must determine them, i "ollous, ,Ipsafas ui ategic importance of Ire-
should be a sequence of sense units starting with and de fBRanother way - and the S'; thgs brought out. The
from those aspects of the ground to bg covered which are BT geographical pD?ltlozﬁ lmirror image of that in
ectly accessible to the child, Finally, the choice of sogc er is SimpllFl?d l?tg Zntion and defeat at Kinsale
economic, rather than political, History does avoid the in QEnc the Spanish interv h action in the Low Countries.
able conceptual difficulties posed by 'high politics'. Eg B © ocronding, ba. RUAlEE
and social History are much more Susceptible to simplific
hence, much easier to spiral.

of a late introduction to 'high politics! has been Jjusti
arguing from a special case (social and economic Histor

[ course is greatly - perhaps grossly - s;gpééfi:?,
ifn its chain of cause and effect, and canzl SpiRErad

pfactory. Indeed, it seems open to'exac hY JacmE)
1 uas strenuously made to 'orthodox 'tei?Flngan 9
8s, and then has grossly to over-simp lly,be {aiTas
tent - namely, high politics. It can on.% W3qdp8cy
S of necessity - that it is the only way i

. reconstruction
the louer,,and genuine, lev?#igfreply is made ade-

On the other hand none of these considerations is conclus
spiral need not be grounded in modern History, could foll
nological Progression, and need not be based exclusively
and economic History in order to be viable, These points
be illustrated by further reference to the Nine Years War

alread G . i
Toiluenkianad duWith such young Chlld?ev'd count forms part of

It will be recalled that the concept of 'strategic import iﬂ’gﬁ tp:t i?ﬁCQVTE;S;ESéiC;z (?? not the precise con-

chosen as an example of a concept to be spiralled (pp.43 . onpto moge and more adequate treatment as ETgser

3 : ively
L fBconstruction involved here grou progressi h-
i Ehe same strategic principle will be met with throug

#8F Irish - or, indeed, European - History.

was done by means of g detailed reconstruction of the terr
military realities of the situation, and it was there statse
with such young children, this detailed reconstruction wa
to the immediate course of the war because of the excessi
ity of the 'enabling knouledge' prerequisite to higher leve
study. However, the question must surely arise of why the
occurred at all, ang to this question the work on terr?i”t
ment, tactics ang strategy so far undertaken by the child:

2 : i when
YClal importance of the splral‘currlculgm, X
TUner in effect insists) by eplstemgloglcalh?2ﬁ1YS15’
For History, at least, it is the means by wuw

cceptable by miti-
10ns of a course may be made accep Even at the

No answer. Nonetheless, Some explanation is required °r\; er) remedyin their consequences. :
is left as a mere conundrum. A drastic ang schematised s. Vel some ZF %He concepts (principally the StizteglC)

A8 o 18
80nd level (international 'high politics
N9 broached in a very concrete and element?r{ FD{Z;
18 separation is a matter of the necessary interp

cation is therforg used. The source materials will haveg
several references to Irish contacts yith Spain, and one S
Particular will be emphasised:

From: 0'Sullivan's Catholic History
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between particulars evidence and contextual frame e he impression perhaps created
(pp.12-13). As there argued, mastery of contextual :ﬁ ; should have °°£r§§§§gntHist°iY must be studied,
develops from the manipulation of particular evidenceg -‘k example - tha t be ignored, and that the post-

in time they are accessible to the child at that level o cal sequence Eﬁiil a late level of the spiral was

ity which corresponds to the level of particulap evideng h politics' ial case (content chosen from

he can cope. “by means of a s%gcthe contrary, as the Irish course

A istory). : bl so that
omic His be quite acceptable,
jcal squeC;etgage the | GansErh ch0§8n? on the other
does not lg ical approach and political content are h
a chronolog be postponed, and acceptable, thoug

Thus, in the present case, the particulars needed for
at the first 'level' - details of topography, diet, weap
are directly accessible to primary children, whereas by

knowledge of Philip's supply problems with America and y Bolitics' need to found provided a spiral
European bankers, the position (and threat) of Mazy, Gis - of doing this can HEOHHRAE
given Elizabeth's bastardy in Irish eyes, or the impli ~gployed'

the French Wars of Religion (which PTesuUpposes some wop|

f the practical trial of the Irish course in
¢}

of particulars prerequisite to reconstruction at the sec ers 1978.)
politics') level. Manifestly, they could not possibl
by young children; but the different levels of conte;
and particular evidence appropriate to the two levels o
dicate how the merger of the two reconstructions is tg
It will do so as the maturing pupils become more and mo
cope with more and more complex assemblages of evidence -
city hastened by, and firmly grounded in, that constant u
(simple) sources and broaching of (simple) conceptual is
example strategic importance) which has characterised t
studies - the more limited and concrete aspects of which
out as the study proceeds. By the time William of Orange
for example, the growing merger of the two levels shoul
the sort of particulars (veapons, armour, design and si
individual castles) which loom so large in the first sti
have largely given way to particularsrelated to a fulle
of the broader strategic and, to some extent, political
by the time the 1798 rising is reached this process shoul
further advanced, and the Act of Union (for example) shou
studied in something like its political context. And s0
the 1921 Treaty, or whatever terminal point is chosen. I
tial principle is that study must be based upon a spira
sources so that no matter what period is studied the le
this is done must be that for which the children can, a
sources appropriate to it. Slight deviations from this
perfection may occasionally be necessary as in the examp.
where if the war in Ulster were to be fully understood %v
hou to be located in its European context. With young ¢l
this could not be done in the manrer, or at the levelloﬂ
which a source-based treatment would require, and an 1
simplification was the result. It is hoped that the T
the exception indicate the criteria which can justify it
ly such justification can only be given by the need tqi
plicable a larger enquiry, itself carried on. intaNeosy
manner, to which the simplification is intrlnSlca}ly n
strictly subordinate. It follows that such simpl}f%cﬁ,
in any case be infrequent, and that they will diminish =
'scope and incidence as the pupils mature - genuine woT 3
ship and a widening of source-based work coming MOTE ?&
to cover the whole of whatever study is undertaken. -1
departure from this principle at the lowest level of
was discussed above.
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CONCLUSION NOTES

velops this point into a distinction bet-
£ the past and historical facts, and gives

carr de
ample. (Carr, EsHe: 1964, p.12

facts O

It may be helpful, in conclusion, to try to dray ¢
ag
1juminating eXx

threads of the argument Ch

t : ; apter I exami

;? :;story?" The argument has two paris?ne?iﬁgz Sl

knOUIEdnature of knowledge and, second, an exami oL

% three?gid Iﬁ uastsuggested that any form of knnglgni

: _Character - propositional To ik

2 c;uc1al distinction between 'knouw t%az' gsgufsl’ i

upg and heavy stress laid on children pursuin hpou b

U:;ggd?ggacesdof Barious kinds. Objections tg tﬁ?:uri}
ssed. oubt was cast on their validi oo

Engé E;D;;ded suit:ble materials and presgit:tzgnun

reason to i el
byl iy S Wy assume that children cannot work

uch more detailed discussion of this point see
in Dixon, K. (ed) (1972, pp.112-119)

a m
al importance, see this work, pp.47-48

chapter -
the education

pp. 48-49.

5 the other hand, see Carr, p.23: "The duty of the
etorian to respect his facts is not exhausted by the
gation to see that his facts are accurate. He
seek to bring into the picture all known or know-

R facts relevant, in one sense 0T another, to the

e on which he is engaged and to the interpretation

josed."

25

Epggtéia?? naEurallY into the question of ‘'teachin h
A TtFTeachlng" - briefly expounded the thgumet
o O?lf Ul that of Bruner. The chapter then r{

'Drthgdox 4 our main approaches to the teaching of :’t
ir I oo ronological', 'lines of development! 'ff;

ey stit: All these are found wanting in terés of g
i knolin developed in Chapter I concerning the n
b validuafggiéat? return is made to Brumer's theory
Eine ve, particularly the concept of the

For an attempt at a corresponding use
entation see Rogers, P.J. and Aston

pp.41-43.
les relating to translation

nactive repres
[1977). For specific examp

1g the modes see p.49.

e of children's tendency to face-value accept-

o conduct a valid, though elementary,
truction of context is given belou,
t suggested that all 'enquiries'

it this criticism; but in so far as they do not it

| exampl
of an attempt t

Chapter III ; k. uiry through recons
influential S;igi:;ggéﬁ b . L5 Kb s
insofar as they are likely t rﬁ eaching, seeking to shol : PR :
EUTed T edie WP Ly to bear fruit, they need to b because they meet the criteria indicated. It is the
A R le el il e spiral. In particular their Piagef ; teria which are important.
key question of e sharply modified. Chapter IV consider 5
quite Faasiblo children using evidence and concludes tF
actual pro € given a spiral approach. This is relatcl
demonstgatg;agge of work carried out with children whicl
e ] Cimpiprlag : pouwer and potential of visual (ikonic) -
fi peug ke; Cgﬁcseiond half of the chapter describea:
the same practical Ego Taorrategle dmpoR b 3-4
the 'epiralling! Orpprgzzzme. Finally thg chapter conel 15 ;F;DUEO shows (along with the safeguards against
of practical work with chi$zis and narrative,SCEEuNE_. gh li;iiddby i scho%arly commun%ty) i peal
en. i ted value of bias in that it often "enables
' ths orian) to look afresh at the facts of the past".
1unt§ra¥alue of bias is the way it ensures that all
- e he subjected to the most rigorous criticism.
Gy thegstigﬂeegz it will thus be unfair, it at least
P Bxposed? possible guarantee that weaknesses

. Hallam, R.N. (1970); da Silva, W.A. (1969);
arlton, K. (1953). See also Hallam, R.N. (1967);
Wiam, R.N. (1972); Peel, E.A. (1965); Jahoda, G.
3); Peel, E.A. (1967).

problem of bias is complex. See Elton, G.R. (1969)

g:zpﬁgrsgogfscglbes two courses actually planned and €
content is ﬁn and one in Northern Ireland. Actual ©
bl it e sloun to be incidental. The principles defen
valid d culated by the concept of 'spiral curriculum'

and valuable courses to be constructed from almosSt

ing point.
Col
tham's own observations on this point are not

e i 2
i ??i:ii”gf She identifies two uses for the frame-
Svllabu5y it may be used as "a bias for drawing
Ty or a scheme". In that case teachers
L“bjectiueS? ' le or half a dozen" (of the sugges-
s' . (Col witich they judge as suitable for their
oltham, J.B. 1971, p.278)
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P37

P39

pP.39

P. 40

(9)

(10)

(11)

(12)

(14)

(15)

(16)

(17)

(18)

Elton, G.R. (1969, p.93 Hi

government involvement 3ith ;Sbigguﬁl Taad

The records of government departmentealth -
for Fhe first 'unquestioning' study -
Darllamentary papers, newspapers %ém i

may be used in the search for anéuer i

suggested by the first study. ® o ke

Elton, G.R. (1967, p.102) Hi
. is g
fagl ag%zment are clear and conu?ﬁgfﬁgs 05
‘ on is, of course '
textual frame SF referencé'?oncernEd here Wit

This was discussed aboye ( :

p.l5 : B
that E.H. Carr's somewhat dirrgéeﬁ2e5§elt ues
with Elton's in the teaching of childre# e

That this is difficult seems to be nchSsari.
»‘

Almost'by definition the first attempts tg
. _En

to be in fact a cul de sac
t ar ioL
1S, presumably more diFFichlt.e tees PR

See pp.15 & 25 above where i :
_ e it was sho ‘
lgnorance may put him in a position ofuge:Sg
Ty

The source passa :
ges uere also re o
help the poorer readers., B tﬂ

Here, of course, is a gpij ]
: piral. At the lowest
thit 1s needed to comprehend the clue and use
zn ock the Present problem is just that the
lells us who is Speaking. But for more comp:
evels of understapdlng of the Irish crisis f
not \Just that the Irish ‘celfed i ing
J ed him one thing
English another, but the full political impli
of the two names respectively. 7
Ihgtghildren using these materials showed a
Nitial tendency to accept as true almost whi
sources superficially said, “

The further danger of a purel illustrative
sources is that it is liZble {o get the chil
habit of picking out favidsncdfiiiEs suppor
bEIIEF,he,alrEBdY holds; so far from being
of prejudice, 'evidence! thus becomes its ba

The capture of Enniskillen was represented a
Thgmas’ Map was drawn on a steel sheet and
things shown on it - boats, soldiers in armo
etc:, - Were made into movable pieces mounts
netlc.tape. The rules for moving were the
described in Dowdall's letters. The game

ikonic translation of the sources.
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s wort
y ape so
» instea
ficancz "

ood a
E 2 with the tape, t
o enmeshed in trivial detail;
4 to overall sigplflgance. : :
sot up so as to minimise their handicap.

is of course justified only in a testing s;tga-

.. i.e. after correct knouwledge has been assimilated.
uée it before this, i.e. in a teaching 51tuat10p,
ratuitously to introduce the child to error, with

g grave risk of confusing him.

ical evidence in support of this claim is provi-
by an experiment in Clydebank itself, ghere sgch
quiry was set up and children inexperlgncedhln

ructing a narrative - even those practlseq in

ling sources - proved quite incapable of linking
particulars they had worked out from the sources
' a high-order narrative.
ability pupils of 1l4+.

ry) - pp.52-53.

h remembering that all sources were recorded

that the children could listen as well as
Given the stress on overall

this went some way to equalise performance
Because they must

the latter simply could not

they must perforce

In this way the task

d of) reading.

d poor readers.

for example the suggested spiral of the Clydebank
(terminating in world economic and political
The lead questions by this

8 will have become very wide-ranging.
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This was true even of
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