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CN:
Charlotte Newton.
DB:
Daniel Burke.

KT:
Katherine Tunnadine.

SL:
Steve Loman.

BW:
Ben Wells.

RB:
Ruth Blower.

BT:
Ben Turner.

Int:
All of these people are PGCE students training to be history teachers.  Just for you to say your name.
CB:
Candice Brockwell.
Int:
Thank you, Candice.  We now have seven people present… eight people present.  Eight.  Okay.  I wanted to ask you all what type of secondary school you attended.
SL: 
Is that fired open?
Int:
Yeah, just tell me what type of secondary school you attended.

SL:
It was a boys’ grammar, and it was… there was an entrance exam to go there, so it was quite high-achieving.
Int:
Right.  Have we got any other people from grammar schools here?
DB: 
No.
RB:
Yeah, I went to a mixed grammar school in Lincolnshire.
DB:

No, I went to an independent private mixed.
KT:
Mixed school, too.
Int:

You went to a mixed school, too?
CB:
I went to a same-sex, though.
CB:
I went to an independent mixed Catholic school.
Int:

Anyone go to a comprehensive school?
CN:
Yeah, I went to a London, North London comprehensive school in (overspeaking).
BW:

Two comprehensive schools, because I’m from Leicestershire so they actually do 11-14, Years Seven to Nine, and then Ten to Thirteen.
Int:
The middle school system?
BW:
Yeah.
Int:
Yes, and Ben?
BT:
Independent.
Int:
Right, so we have a majority of people who were from the independent sector here.  So that’s an interesting reflection, isn’t it, on the people who are training to be history teachers? Or maybe on the Institute, I don’t know.  But can you remember anything about the way you were taught history? What would your general impression be?
KT:
I was taught history probably much better at A-level than I was at Key Stage Three or GCSE.  Maybe that was due to smaller class sizes… it’s Katherine… maybe it was due to kind of smaller class sizes.  At A-level, I was in a group of eight, whereas at GCSE I was in a group of 30, mixed ability.  But at A-level, you had to get a B to do history, so it’s kind of more similar ability, and it was much smaller.  And there were facilities that we could kind of stretch ourselves outside of the history classroom, more at A-level than there were at Key Stage Three and at GCSE.  So, for me, much better at A-level.
[0:02:26]

DB:
I had the same.  I had several teachers, but I had one constant teacher throughout Year Nine to Year 13 and certainly at A-level it sort of prepared me for university because it was a lot more sort of a lecture, as it were.  It’s a lot less active learning, a little bit more in Year Nine to Year 11, but it was a lot more teacher talk and independent learning.

Male:
Yeah.

Female:
That’s definitely what happened.
Int:
And that actually ties in more with university learning.
All:
Yes.

CB:
That’s right.  They’re really similar.  I mean, I can’t actually remember the specifics of my history lessons but I knew I liked them.  But I think it’s because it was all note-taking from the teacher, or from video, or from book or … you know.
CN:
It was just the lecture.

BW:
I remember having double lessons, and you would, you’d be flinging your hand like this after about half an hour, because the teacher would just be talking and you’d have pages and pages and you’d just be doing this [writing] for two hours.
Int:
That’s very traditional, isn’t it, teaching? I don’t know whether you know that.  
Male:
I’m older, so –

Int:
I was taught in exactly the same way.
CN:
All the books that we used… I did the Tudors at A-level –
Male:
Oh, I did.

CN:
And there were maybe four of us –

Male:
John Guy?

CN:
John Guy, yeah, and all the books that we were given, they were proper history books that I then sort of encountered at university as well.

Male:
Doorstop.

CN:
And it was very much the guy who had been teaching at the school for God knows how many years and he stood and lectured.  But it was brilliant because he had a wealth of knowledge beyond the subject as well, beyond the immediate topic.  So I learned so much more than simply what I needed for the exam.
Int:
But presumably, you’d already developed an interest in history before you chose it for A-level?

CN:
Yeah, definitely.

Int:
So I’m interested in what, further down the school, had engaged you about your history lessons?

BT:
I think for me that it was true, as Charlotte there, my course was dominated by very charismatic teachers, whether it be… mainly male sort of dominated department.  Very charismatic, very family-oriented, the school, so I had a brother who went to the sixth-form before me.  And the reputation of the department and those teachers precedes them, and in the lower years you want to go and be taught by them at GCSE.  Then at GCSE you get a taste of it, their more sort of informal style, so you want to take it at A-level to see that full personality come out in the classroom.
[0:04:44]

SL:
They seemed a lot more bothered about the subject than other subjects I was doing.  So the history teachers were proper historians who happened to take up teaching, perhaps because they couldn’t get a lecturer’s job, I don’t know.  They absolutely loved the subject and they were far more charismatic than the other teachers.  It’s just, at Key Stage Three it seemed like their pet project.  I was learning about the steam hammer or something completely irrelevant, something that you wouldn’t want to learn at Key Stage Three, but then as soon as you moved up to GCSE and A-level, they really were brilliant.
Int:
So they weren’t so good in Key Stage Three?

SL:
They were awful for Key Stage Three.

BW:
Yeah, so were mine.

Female: 
They just didn’t care that much.

CN:
I never really knew anything about Key Stage Three.

Male:
They didn’t care, yeah.  You’re just part of the timetable.

Int:
Ruth, is that your experience? You’ve been quite quiet so far.

RB:
I don’t know.  I don’t really have… there were some really good history teachers that were charismatic, but I only think, for me looking back now, Key Stage Three we didn’t have projectors, we didn’t have any of the technology so it was quite textbook-led.  We did get to go on quite a lot of outings, which was quite fun.  But I wouldn’t say, I didn’t ever get from my personal experience that teachers didn’t care at Key Stage Three.

Int:
You thought they did?

RB:
Yeah.

Int:
What sort of trips did you do? Can you remember?

RB:
We did quite a lot of local history, because we lived in … I went to school in Gainsborough.  So there’s the big old hall and Tudor stuff, so we did quite a lot on things regarding that.  And those are things I remember, because then we did all the … design a guidebook for the outing that you’d been on and all the little things that we can still apply now.  But we didn’t do it to the extent that we’ve been trained to teach in, with projectors and lots of ICT and all of that.  It was much more paper-led.
Int:
Was that in a comprehensive school?

RB:
No, it was a grammar school.

Int:
Grammar school, that was a grammar school.  It’s surprising, isn’t it, that they didn’t have even so recently, we’re talking in the last five, 10 years?

RB:
Yeah.

Int:
Yeah, less than 10 years that you were in school, and they didn’t have any technology.
CN:
We didn’t have technology, either.  We had blackboards. 

CB:
We had blackboards.  Actual chalkboards in most classrooms.

Female:
I had an overhead projector.

Int:
You had an overhead projector?
Female:
Yeah.

Female:
It was very, sort of… with slides.
SL:
But that’s quite typical, isn’t it, of independents? They don’t embrace technology as quickly as state schools, I don’t think.
Int:
But Ruth was at a grammar school which, as you know, is a state school.  So you would have expected the investment.

SL:
I mean an independent, then.

Int:
Yes, I agree with you about independents.

[0:07:15]

RB:
There was investment in the school, towards the end of when I was there, in terms of ICT.  But the history block was always the old block that never got… so we still had the boring blackboards.
Int:
Was that the same for you, Ben, as well, in Leicestershire?

BW:
I mean, my… don’t forget, I’m 37, so my Key Stage Three was in, like, 1988, 1989 and stuff.  So yes, rolling blackboards.  We did have an OHP.  There was a television in the school that used to get wheeled around on little castors, and I think I probably saw about a video a year.
SL:
Could they get it to work though?
BW:
Yeah, well, it was brilliant.  You’d have ten minutes of (makes static noise) where you got to do nothing and all that kind of thing.  I mean, my memories of Key Stage Three in particular are things like drawing a picture of James I, you know, belching and doing revolting things on his throne with my big four-colour pen and that kind of thing.  It was very much colouring and sticking in, colouring in pictures and things and sticking them in my book.  And less demanding, I think, than Key Stage Three is now, and less analytical than Key Stage Three now because, going back to the distinction between Key Stage Three and GCSE is that I found it to be practically completely different subjects, really.  My Key Stage Three history was taught by the same teacher that taught me RE and it was called social sciences in my second year, but it wasn’t a social science.  It was just history and geography rolled into one.  And it was just very much a kind of ‘children-ified’ version of history, if you like.  It was cutting out pictures of Roman villas and Roman baths and Romans went to the baths was a line that I wrote underneath the Roman bath, and that kind of thing, you know.  No questions.
CB:
Would that have been because there were two schools?
BW:
I don’t know.  You mean, maybe it was more ‘kiddie’ because it was a middle school?

Female:
A middle school.  I don’t know how it works, so…

Int:
Middle school, yes, yeah.

BW:
It could be, yeah.  Maybe.

CN:
For me, that was quite different.  I was going to say, actually, probably Key Stage Three, one of the reasons why I liked history was because it was one of the things that stretched me.  Because I was in a comprehensive and I don’t think probably until GCSE, not many of the subjects, only ones that I was set in, I felt really kind of challenged me.  Because I was taught completely mixed ability with a complete range of kids because I went to a comprehensive in North London, whereas actually for me, history I probably quite liked because it was something that, from an early age, challenged me a bit more, so…
[0:09:58]

RB:
I think, building on that, when I was thinking why I enjoyed it, I enjoyed history because we wrote all the time and I liked English.  Writing was always one of my strengths, so for me, if I got told that I had to rewrite something about Charles I, I could do that because it was just kind of rewriting and then you’d get, like, fine, so…
CN:
Yeah, exactly.  I think it’s maybe an ability thing as well, possibly.  I don’t know, but –

BW:
I think it’s in that, I think you just pick it up because you feel like you can do it.
RB:
You can do it, and then you might be quite good at it.

CB:
I don’t think school had that much to do with me liking history.
Male:
No, I don’t.

Int:
That’s an interesting point.

CN:
I don’t remember exactly what I did.  I remember doing the Romans in Year Seven and getting really, really angry because everybody else knew everything about the Romans because they must have done it at primary school or something, and I’d never done it before.  And I got really, really cross.  It was the first time I swore, and my mum was scandalised.  But it didn’t really have anything to do with what I was studying at school, because I don’t remember it.  I just know that whenever I was at school, I was considered good at history and I always really enjoyed it.  But I don’t have any memory of what I did at Key Stage Three and think, “Oh, that was what really inspired me in history.”  
RB:
I think I quite got into history at primary school because the primary school that we went to, we did projects in every year on different things.  Sometimes it was a project on a train, and then sometimes it was on the Romans and the Egyptians, and I’m slightly obsessive with doing pretty things, and I used to love researching and going through and learning everything, and then making it all nice and drawing pictures and writing it all back out.  And I used to spend hours doing it and I think from that, that’s where I wanted…
Int:
What about those who came up through independent schools? Did you do projects and research of your own?

DB:
I don’t really know.  I mean, the more I think about it, the more I didn’t really have a Key Stage Three per se, because I started secondary school at Year Nine in my mind, and so Year Seven and Eight technically are sort of an extension of primary school, realistically.  And I think it’s going back from the point that Ruth made, I think I was pretty much set to do history up until at least GCSE from primary school, because I was more interested in just the story of things.  I mean, unlike Ruth, I didn’t particularly like writing and that remained, really, up till GCSE.  I wasn’t a massive fan of essays.  My essays were really concise.  I was all there more about the story and the facts, as opposed to the essay-writing.  So for me, primary school was… I loved history, and then just carried that on.
[0:12:28]

CB:
I loved the teacher.  Always, the best teachers I had were history teachers all the way through school, and it was just having a really good relationship with first teacher who I ... Well, I’m still in touch with both my history teachers from the age of six upwards. So…
Int:
Ben, have you got anything to say on that? Do you think there’s anything that inspired you?

BT:
Well, it’s hard because I did all the A-levels to be an architect, so history was always a bit of an aside for me.  It was a bit of a nice thing to do on the side of doing a crap-load of physics and maths, so I sort of came to… in the end, I went to university to do history and I think at university is where I really cut my teeth as a historian.  I really got…So what had been a bit of an aside that I had enjoyed, I continued on doing that rather than doing all the other stuff.  So it was a mixture of personality, that A-level and a university degree.
Int:
Can I ask you about the topics you covered when you were at school, if you can remember GCSE or A-level? Some of you have mentioned some of them.  Were there any you would have liked to have covered and didn’t, or any you considered irrelevant?

SL:
Women’s history would have been fun at a boys’ school, but they were all quite…[laughter]
BW:
You wouldn’t get much resistance, would you?

SL:
Well, exactly.  I mean, that was the first thing I did when I went to uni because I hadn’t done it at a boys’ school.  I thought it would be hilarious to do, and then I learned about it and it’s not so funny.  But yeah, that would have been fun.

DB:
I think there’s an overdose –

CN:
Nazi Germany?

DB:
Of the Nazis, yeah.  I mean, the thing is that I loved everything I did at GCSE and A-level and I now really enjoy teaching the Nazis at GCSE.  But certainly, for the three years that I was at university, I had absolutely no desire to do anything that I had done before at GCSE level.
BW:
(Laughing) I did it at uni as well.

DB:
Nazis?

BW:
Yeah.

CN:
I did the Tudors for A-level, and I chose A-level history in spite of that because I didn’t know anything about them, and I thought, “Oh God, they’re going to be really boring, and it’s got to be A-level history because I want to go to university and do history,” which I kind of knew forever I wanted to.  And then I loved them and I did them at university as well, so that was brilliant that I did something that I ended up loving but I didn’t know anything about.  And actually, it made A-level more interesting because it was all quite a shock.  Not a shock, but it was surprising how much I loved it.  So that was really nice, that it wasn’t something familiar.  I think doing the same thing at GCSE and A-level, I can see the benefits, but I also think it’s quite impoverishing to a proper historical education.
[0:15:00]

RB:
Yeah, I really liked… at our school in GCSE we did the Edexcel course, which was the Modern World where we did USA civil rights and then Brits(?) in the 1960s, Jack the Ripper, so that was really… we covered Nazi Germany and the Soviet Union as well, which I really enjoyed, and then at A-level we did completely different and we went back and did British history in the 19th century and European history, which at the time, I absolutely hated and if you’d asked me then, was learning about the French Revolution and Napoleon relevant?  I probably would have said no, and I hated every minute of it.  But now, looking back, I don’t think there’s any topics that I’ve ever studied that I would think are irrelevant.  I think everything’s got a value to how it –
SL:
Well, it’s to you, isn’t it?
RB:
Yeah, but later on… that’s what I think is the good thing about history.  Everything, even if it’s not really, really interesting or you think, I don’t really know how to apply it, or I’m not interested, there’s still a relevance to it.
DB:
To this –

CN:
I did the European… oh well, should I say when I did the Tudors, the history of Europe as well because we did the same time period, so that kind of dovetailed.  And it did give you a much broader picture and a better understanding of when you’re learning about Henry VIII and everything he’s doing, to know that there’s also Italian wars going on and the French are fighting as well.  It just gives you a deeper understanding of things.

BW:
The Italian wars, yeah.

CN:
Yeah.  
BW:
It was awesome.

Int:
We have mentioned this link between A-level and university study.  Do you think that A-level should be left as it is, or do you think that it should be more like GCSE?
DB:
No.  Absolutely, the A-level was like what… it prepared me to be the historian I was at university.  One of the best moments, like of my A-level was when I got the synoptic paper and I was the first person to get the essay correct.  That was a crowning achievement for me.  And ultimately, the way that I was taught A-level is the way that I teach A-level now, because I don’t think there’s any way better because it prepares the students for later life.  Because it can be so discursive, you can talk about it. And the students have ultimately decided they want to be there, therefore they’ve got an interest and therefore they can talk about it, whereas at GCSE –
RB:
I think you have to be careful with that, though.
KT:
I think there’s some –
RB:
Because some schools… sorry.
KT:
No, go on.  Say what you’re saying.
[0:17:42]

RB:
There’s some schools that… I’m assuming it’s pretty much the same, the sixth-form I went to you had to get a B in the subject at GCSE to take it on to A-level, whereas one of the schools that I’ve done my teaching placement is, you don’t have to have had GCSE history to do A-level history.  
SL:
I think that’s better, yeah.
RB:
Which I don’t really agree with myself, but I’m saying, you might end up with a classroom where there are kids that haven’t had that thing and perhaps are there because they’ve been guided in that direction because there aren’t any slots in what they want to do, and be careful to always –
KT:
I think that it should kind of be the end game.
CB:
I was going just to say having taught at a school where, yeah, I had to spoon-feed my A-level group and that was quite frustrating, I really feel that if you’re going to treat your sixth-form… sorry, I wasn’t arguing with you.  But if you’re going to treat your sixth-form as if they’re adults, they should go about learning in a more adult way.  I know because it’s how I feel, most of them haven’t got GCSE history and they’ve rocked up in the sixth-form.  But they were very lazy.  They were lovely, but incredibly lazy.  And they weren’t willing to take responsibility for their learning and I feel that to prepare them for the adult world, whether it’s university or not, A-level should be about saying, “Right, well, if you’re interested and you want it, then work for it.”  And I know that’s mean.  I’m not saying everyone must get an A, but to the best of your ability, you do the best you can.  Don’t just sit back.  So I quite agree with Dan in that respect.
KT: 
(overspeaking) make the transition between GCSE and A-level isn’t suddenly over that summer holiday.  It is, but I think suddenly over –
CB: 
(overspeaking) When I was taught it, it was AS, there was a little bit more to do there and then when you got to A2 you really had to go for it.
[0:19:45]

KT:
Yeah, but I think suddenly over that summer holiday they’re not going to suddenly sprout this… because, I don’t know, at GCSE there is still quite a lot of teacher-led stuff, and I think you have to train them probably at A-level to learn how to learn for themselves, but I –
CN:
That’s what AS is for, isn’t it?

Female:
So I think there should be this in-between bit.
BW:
I think the difference now is that the expectation is that you’re going to go into the sixth-form and the majority of people are staying on.  And I think, certainly, when I did A-level anyway, the idea was that doing A-levels was an elitist thing to be doing, and now it is not.  Not really, anyway, not in the way that it was.  My PTM on my first placement called the sixth-form fifth-formers in Primark suits.  And I think what he meant is what you were really saying, Katherine, that the transition from the fifth-form to the sixth-form is now different.  I think there was an assumption when I was sixteen that if you didn’t leave school and get a job and face the hard life of what reality was at that point, then you were going to face a different kind of harsh reality, that you had to knuckle down and get some work done.  And if you turn up for a lesson and you haven’t done the preparation reading, then you go into the library or you’re kicked out.  You can do that now.
Int:
Can I ask you, when you were in sixth-form, I know Ben’s older but the rest of you are in your twenties, I presume, are you? When you were in the sixth-form, so this is less than 10 years ago, were there not lazy people in the class who wouldn’t do the reading?
BT:
Yeah, I was one of them.

Female:
Yeah.

RB:
What I was trying to get at is that I think A-levels in general across whatever subject, teachers should be instilling skills of ownership and independence, of course.  Well, my worry is that if you’re too focused on giving lectures and assuming that they’re going to take responsibility, you are going to lose everything that you’ve already picked up on as a group at the beginning, of the charismatic teacher, the passion, the engagement.  And I think that kind of going with what Katherine said, you’ve got to spend time to still be engaging kids, especially if they’re kids that haven’t got or perhaps haven’t opted for it in the same way that others in school –
SL:
I think it’s a product of where you are.  If there is a huge range of ability in the class, that becomes really important.  I think because we’ve been to independent schools that have probably had small classes of kids who’ve got As or Bs or A*s…
CB:
No.

SL:
Oh, I was with my –

CB:
There were four in mine and I think I got an A at GCSE and someone else got a C and maybe someone got a D, and we were like, because anyone could do anything and it was a Catholic school and there’s that ethos of you’re not held back by… they let people into the sixth-form who couldn’t even spell their own name at 17, just because they play first fifteen Rugby, it’s that kind of school.
[0:22:32]

SL:
So in that case, you would need to be taught differently to someone who’s –
CB:
Yeah, but they didn’t.  But there were only four of us and they taught us all the same, so then the teacher, he’d stand there and they’d lecture at us, and that was brilliant preparation for me going to university, to the university that I did, because we got taught the same way.  But I happen to know that the university I went to has now changed the way it teaches, and I think what A-level should do, in the same way that maybe at AS you should be managing the transition from GCSE to A-level, A2 should be managing the transition from A-level to university.  So if universities are changing to a more seminar-style of teaching rather than lecture and tutorials, then A-level should reflect that.  So A-level should prepare you for the independence of learning that you would at university, but also maybe reflect the teaching styles that are used there.
Int:
Can I just ask you just a side question about that, because at university now courses do have more skills in them, your sources, that sort of thing… is that true at university degree level?

All:
Yeah.

Int:
Should A-level be doing more source-work then, to prepare you for that side of it?

CN:
I did an entire paper on source-work.

BW:
There’s plenty.

KT:
I think about ten years ago –

CB:
I think that’s where… can I clarify what I was saying? Because I suddenly realised it sounded very aggressive, I didn’t mean it like that.  For me, I wasn’t taught in a lecture-style.  I was taught more seminar and lecture and we had that opportunity and it became… yeah, I was going to say your skills study… like development came in with that source paper.
Int:
I was surprised you didn’t talk about having lots of discussion when you were at sixth-form.

BT:
Yeah, we did.
Female:
We did, we had loads of discussion.

KT:
That’s what I mean.  I had  no lecture, nothing.  
RB: I didn’t have a lecture.  
KT:
It was all, “You do the reading on your own.  You come to class and you’re prepared for a seminar.”
RB:
That’s what I had.  We had to be –

KT:

And so there was no kind of lecturing, and that is what prepared me for uni, rather than listening to a lecture and making notes.  Actually, there was very little writing in an A-level class, but much more discussion, I think.  My first point was that I thought it was much better at A-level.  That’s probably why I thought so.
Male:
I agree with that.

CB:
We had more discussion at A2, but never about the subject we were supposed to be studying.

[0:24:32]

Int:
Since we’ve got onto this, I just wanted to pick you up on that because there is a contrast of styles between independent sector, isn’t there, in the lectures, and the state sector with the more discursive? And obviously, there’s a mix of the two in-between.  So how has that influenced your personal approach to teaching A-level? Do you do more lectures, Dan, to the A-level classes that you’ve had in your training?
DB:
I think it’s a bit of both.  I mean, the unfortunate situation that I was in was that I actually only had a revision class.  I wasn’t teaching them, we were going over the knowledge.  So it was a little bit more lecture and more just question-and-answer.  So I probably am not the best person to ask about full A-level teaching, because I haven’t really done a full A-level.
BT:
Is A-level different? Sorry, going back about the difference between A-level now and A-level when we did A-level.  Is that… sorry, I’ve been writing about this downstairs, that 48 percent of pupils now do A-levels compared to in the probably high 20s when we were at university.  There’s a lot more pressure on A-level to be a qualification now.  It’s remit is a lot bigger, so the pressure on teachers to get in the skills and conceptual thinking and learning, these archetypal skills that you have to give, and then what format you’re going to give that to them, it’s a lot more pressure.  And so the A-levels come so big that it’s very hard to get these under one umbrella.  So that’s why you’ve got 32 percent of kids now doing things other than A-levels.  So it’s hard to fit all these things in at once.  So the A-level that we’re teaching is a lot different to the A-level of…

CB:
What we started with.

BT:
What we started with, because in 2000 they made it modular.  That was supposed to make it easier, but then it put more constraints on how it’s assessed, so A-level’s become a very summative exercise rather than a formative experience which everyone’s talking about at university.  University is very much a formative experience.  Your essays are written, you don’t know what you’re going to write before you write your essays.  You go away, you do the research and then your essay is a product of that, where essays now in A-level are a summative experience where you’re getting down an archetypal answer that you’re going to reproduce at exam level.  And kids…  I taught at a very successful school, it was Ofsted outstanding, very good A-level results, very bright kids.  Even my brightest kid that I can think of now, there’s going to be a gap between her attainment at A-level and when she goes to do an undergraduate at history, which she’s going to go and do.  There’s going to be a gap there even though she’s high-attaining, she’s an A* pupil, there will be a gap with her skills like communication skills, independent research, independent thinking, critical evaluation, because we’re not teaching those.  Those skills are predicated below what the other skills like evaluatory and analytical skills that we’re teaching them at A-level.  And we’re not teaching them, they’re put on a higher place than those other skills.  So however well they do at A-level, there’s still that gap with certain skills like (overspeaking).
[0:27:53]

Female:
But they’re not –
CB:
I think I was taught really differently to you guys because… or certainly to what we’re doing now, but also because I don’t know if it was just me but definitely, when I got to the point I didn’t feel there was a gap between A-level and (overspeaking).
CN:
I didn’t.  I didn’t feel there a gap between them at all.
KT:
I was going to say, also, I think for me there was a semi-transitional period at uni as well.  I think university lecturers are very aware that we’ve come straight from all sorts of schools, and therefore my first module was an in-depth study of how you should be looking at a text.  So it was very… we were taught exactly what we should be doing with historical texts.  And, especially my first term, there was a real sense of this is how you write history, this is how you look at history.  Maybe I’m building this up from A-level, but it wasn’t like, oh my God, all of a sudden you’re at uni and you’re in lectures and you’re having to do everything on your own.  There is a kind of… where I was in Leeds, anyway, there was definitely a lot of help and reassurance and guidance as to making the gap.  It wasn’t like, oh no, really scary.
(Overspeaking)

RB:
I think a lot of first-year undergrad courses at uni reflect that now, whether it is… we did a gobbet paper, where you had to do a gobbet.

KT:
Yeah, we had to do the same as well.

RB:
And all those things, and I think it’s realistic to expect that in your first couple of terms at uni you don’t do as well as you expect.  You had in an essay that you’ve written, and you think, “Yes, I’m up there,” and you don’t do very well, but that’s the point of, that’s a learning year.
KT:
And the first year isn’t assessed.
Female:
Yeah, because of that.
Female:
Because they don’t expect you be at degree-level.

CB:
My first year was exactly the same as, almost, my second year of A-levels, and it was assessed at the end of the first year.  We had exams and they didn’t give you any guidebook.  
Female:
We had exams, but it didn’t count.

Female:
You had to do an essay in your first week.

Int:
Can I just stop you on that one and ask you about a criticism that I’ve heard from university staff, that too many undergraduates do not have an overarching chronological understanding? Is that something you experienced when you went to university?
SL:
Do you need it?  My –
[0:30:04]

KT:
That is.  At my uni, in my first year, the first term we had these… it was divided, it was modular, and the first term we had a skills-based module and then we had a medieval history module, so it was literally apart hundreds of years.  And then the second term we had a similar skills module and then the second bit of 20th century to –

SL:
Modern European.

KT:
Modern European.  So we had, in our first year, this kind of… they tried to instil this broad overarching chronology as well as the skills.
RB:
That’s what… ‘cause I went to Newcastle and we did British… one module in the first year was British history.
BW:
They always are, aren’t they?

RB:
Which was the whole of British history.

CB:
Did you get that… because I went as well, did you get those kinds of things where you wrote your essay and you had to pick three different examples from across a time period and across the globe, and none of them could interlink? 

RB:
Yeah.

CB:
I can’t remember what they were called, the themes.
BW:
That sounds horrible.

Female:
 Did you –

CB:
But that probably does reflect the criticism, the fact that they’ve planned that in is obviously reflecting the idea –
Female:
Definitely criticising it.

BW:
I taught at university, so it’s definitely true that kids that arrive at university without an over… I mean, if you’re talking about an overarching chronological understanding being an understanding of, okay, that was that period and then we had that period, then we had that period, it’s just not going to happen.  Because if you’re going to do A-level, for example, in the kind of depth that is required at a certain level, you are then going to focus on a particular subject.  And what I taught at AS was poverty and public health, Edexcel, poverty and public health in the 19th century and the Russian Revolution between 1917 and… sorry, 1905 and 1945.  And they’re two little islands of study, and then you finish your AS and you go on and then you’ll do a historiographical study, a depth study of something like the origins of the First World War and Fritz Fischer and all of that, and then something else.  So you do little pockets in depth to increase your abilities at a certain level, but you’re certainly not going to arrive out of that with a overarching chronological understanding.
[0:32:20]

SL:
We still don’t.  On our first day here, when Alison gave us this list of –
Male:
The subject knowledge, yeah.

SL:
Chronological events, and loads of us got that wrong.

CB:
I don’t think universities necessarily cure you of that.

Male:
If that’s what that means, then it’s just not –
Male:
Yeah, we haven’t got it.

Int:
Well, can I ask you, because the current government, Michael Gove feels very concerned about this issue and he’s talking about reintroducing overarching courses lower down in the school.  Do you think it’s necessary? 

BW:
Why do you need it? Why’s it important? In terms of what, learning the kings and queens in order and dates of this and Waterloo and Trafalgar and all that? Is that what history is?
(Overspeaking)

Int:
Just let’s calm it a minute. 
BW:
I just don’t think any of us really think that that’s what history is.

SL:
He hasn’t said that’s what’s happening, though.

Int:
Right, Candice?

CB:
I think the trouble is with something like that… history is massive.  Are you going to end up, as you said, thinking back to knowing all the dates but not being able to deal with it? Because if you did try and get an overarching overview of history, you could teach it from Key Stage… well, from Year Seven to Year 13 and you’d still not get on to the skills or anything else because you’d still be learning facts.  I think that’s a bit of a ridiculous thing to try and do.  I think you try and give them a breadth of things throughout Key Stage Three and that’s what the new curriculum’s given us the opportunity to do, things that are relevant or interesting to them, and give them a breadth of knowledge, a breadth of study.  And then at A-level, necessarily (overspeaking) focused stuff.
Female:
Yeah, but when they talk about chronology, then –

DB:
Sorry, going back to your point about saying that lecturers, with the students don’t have an understanding of chronology… the thing is, I don’t know if it’s just because I genuinely enjoyed history, but I consider myself as knowing chronology.  I knew Tudors, Stuarts, and I can understand why possibly students now might get confused.  But what seems strange to me is that, surely at undergraduate level, you are choosing history because you enjoy it, because history’s one of those subjects, you’re not doing it to get a future employment.  You’re not doing it, it’s not like law where 99 percent you’re going to go on to be either a solicitor or a barrister.  You do it because you’re interested, and given that, granted there are students who are going to come through clearing, and have done the subject to get a university place.  But it seems very strange to me that students have got no chronological understanding at the age of 19, 18 or –
[0:34:40]

BW:
Can I ask you, Dan, though, you know that understanding that you got? Did you do that at school, or did you do that at home because you were interested in it?
DB:
I think both, though.

BW:
Because that stuff, I’m like, “Oh, what’s this Hanover business? What’s the House of Hanover and what’s the Stuarts, and where did that change between and why did that change, and why have they got different surnames?” I didn’t do any of that at school, I just did it at home because I found it interesting.
KT:
I think you’ve got to be realistic about what a history teacher can do.  Key Stage Three, you’ve got one hour a week with your group.  Then at GCSE, you’ve got two hours a week with your group.  And maybe, at A-level, you’ve got three hours.  You cannot teach them the history of the world in six years in an hour or –

Int:

They do in other countries.  I’ll just say this.  What they do is a national study and a world study, in many other countries, they do it.  They do it superficially.  But it’s this contrast, as you were saying, between pockets that you can do in depth and the broad sweep, which, you know –

SL:
The Dutch guys told us about… we had this session with these Dutch teachers who were explaining to us how they do writing.  “First, you would do this, this, this, this and this, and we’ve covered 200 years of Dutch history in a month.”  And they were saying it’s abysmal, how they have to do that.  So I don’t think it’s great.
(Overspeaking)

CN:
When they’re talking about chronology, they’re not necessarily talking about, just for the sake of argument, understanding the exact order of events and kings and queens and houses of the Royal Family from 1066 to the present day.  When people get het up about chronology, it’s when children are confused as to which war came first, the First World War or the Second World War.  Obviously the name’s a bit of a giveaway, but, you know, that the Battle of the Somme was in the Second World War.  They’re concerned about big errors like that.  They’re not necessarily interested in the actual order of events.  They’re more interested in the story, and it’s telling you a story of the rise of parliament and the kings and queens.  They’re not particularly –
BW:
I think they’re probably appalled, for example, though, that a student, say, maybe doing the French Revolution, might not see a parallel thinking about the American War of Independence and the American Revolution –

Female:
Yeah, but that’s more of a skills –

BW:
And that’s kind of the same period, isn’t it? I think that’s the kind of thing that concerns people.
Int:
Ruth?

RB:
To me, I think, building on Charlotte’s point, you’ve got to define what you mean by chronology and what you’re wanting, and to me I think the good and interesting parts of the latest National Curriculum is the chance to play around and choose and do things.  My own personal opinion is that I would rather my kids study different events from across the world that are corresponding, like your example, happening at the same time, so they can pick up across the Key Stage: “Ah, when we learned about this, this is also happening here.”  So they leave with an understanding of events, not as being isolated but also being connected.  But to me, I don’t have any desire to teach my kids in a line, this is how it goes.  I would much rather them be able to see the correlations, the relationships, and understand that at that time, that was going at the same time, and this is where it sits in history.
[0:37:49]

KT:
But I think they’re concerned that we don’t have a chronology of British history, though, aren’t they, rather than world?
Female:
Yeah, definitely.

Male:
A national narrative rather than (overspeaking).
BW:
That’s just a Tory thing though, isn’t it?

KT:
So then when do you start?
Female:
That’s what I mean about the story.
(Overspeaking)

KT:
Yeah, it’s like, where do you start? When do you stop? Who do you include? Who do you exclude? And there’s real problems with that.  And if the only chance, really, that you do have to teach kids is chronology… because at GCSE you’re tied to teaching an exam which might be about America or whatever, and A-level, so you’ve really got Key Stage Three to teach this chronology.  And in my school, I have them one hour a week.  Where do you start with that, and where do you stop with it? And people are going to get excluded and –
Male:
Romans to Thatcher.

KT:
Yeah.  (Laughing) I think it’s just really problematic.  I think there’s only a limited time that you have with kids, and as a teacher you’ve got to pick out what you think is more important, really.

Int:
I want to move on to something different, about your own personal decisions to become history teachers.  What were the influences on your choice of career, and what made you choose to do the PGCE? Can I invite Ben? He’s looking very thoughtful.  
BT:
Well, why did I do it?
Int:
You were the architect who then changed course.
BT:
Well, yeah.  Why did I do a PGCE? Well, I talked about history at BA and I’ve always had a long career working with children.  It’s just something that I’ve been doing since I was 18, through sport and then onto other pursuits in the summer and stuff.  So I combined an ongoing subject love of the historical and then working with kids, and then combined the two.  So it happened, sort of a natural progression.
Int:
And is that a common thing for the rest of you?
Female:
Yeah, for me it was.

CN:
I didn’t want to be a history teacher.

Int:
You didn’t want to be?
CN:
No, because it really used to annoy me when I’d go to the hairdresser’s and have my hair done, and they’d say, “So what are you doing?” “I’m a student.” “What are you studying?” “History.” “Oh, are you going to be a history teacher?” I’m like, “No.  I’m doing so many other things with it.”  But I always really loved history, and eventually I gave up and just decided that I would get to talk about history all day, so I became a teacher.  And like Ben, I’d done lots of work with kids since I was 18, in a voluntary capacity, and really enjoyed that.  So I decided to combine the two.
[0:40:00]

DB:
I stumbled upon it, really.  I came out of uni and then was, actually for my first job, which I ended up working in a sixth-form college.  So I started to enjoy being in an educational establishment working there, but it was really admin.  And then I was going travelling over last summer and decided that I needed something to come back to.  And I thought, “Actually, I’ve enjoyed being in education.  I’ve got a history degree; I should try and be a teacher.”
KT:
Well, for me, my whole family are teachers.  So I was just like, “Right, I’m not going to be a teacher”, and I left university.  I wanted to get into politics.  I volunteered for an MP for a bit, but… and then I just decided I wanted to go travelling.  I went travelling, decided that I wanted to stay, because I ended up in Central America.  I was like, “Right, I want to stay in Mexico.  What can I do in Mexico? I’ll teach.”  So I came back, did a teaching course, went out to Mexico and taught there, and actually, I hated teaching.  I didn’t really enjoy living abroad.  I enjoyed parts of it, but I actually ended up really liking the job, came back and carried on in English teaching here for a bit and decided to apply for a PGCE, and then taught for a year while I waited to finish my course.  So I kind of fell into it by default.  But I really enjoyed the job, so therefore I decided that I wanted to be a teacher.
SL:
I just wanted to do the lifestyle, basically.  So I wanted to maintain my hobbies, and teaching is the best way of enabling you to carry on doing what… so I wanted to be able to do drama and comedy stuff, to play football, climb, go on holidays, travel, and teach history.  But history certainly isn’t the only reason I’m doing it.  It is a full life choice, you know. 
CN:
It is, though.  Teaching is a life choice.  I don’t think you can just say, “I like history and I’m going to go and teach history nine-to-five.” 

CB:
No, because you always end up saddled with so many other things.
CN:
Yeah, it just changes your entire life, because you’re confined to when you can go on holiday.  You can’t randomly take a Tuesday off if you’re feeling bad that week, and you can’t get through the week, which I used to do a lot.  Yeah, I think it’s got to be about more than just the teaching, really.
[0:42:23]

Int:
Ben, did you have a different career before –

BW:
I did a PhD, so I was really into history for years and years and years, and I thought, “Well, I’m going to be a lecturer.”  And then I realised that I actually have a huge problem with the way higher education is going.  There’s certain things going on.  It’s incredibly lonely being a lecturer, you’re really isolated.  You’ve got very limited interaction with the people that you’re teaching.  You are expected to produce a book every four or five years, which again is the most lonely experience in the world, if you’ve written one, it’s horrible.  It’s all very well doing it, but no one else in the world understands anything that you’re doing, and then trying to explain it to everybody and watching their faces drop after three words.  And then I did teaching just like you, really.  I really enjoyed doing TEFL teaching.  I did that for a few years after I finished, and I just really missed doing the history and I thought, “Well, hang on, I’m doing all this teaching and I’m not actually really doing the subject that I love to do.”
Int:
Thanks.

RB:
I always wanted to be a teacher, but I originally wanted to do primary.  I did a lot of work experience during school, at a primary school level, and I did education as part of my degree, focusing on primary and children with learning and physical disabilities.  But then, as I worked my way through uni, my own confidence and passion for history grew and pushed me more towards that than primary.  So once I finished uni, I was working for children’s services for a while, went back to a primary school and just thought, “I can’t stand these children.  They’re too young.”  So then I went and did some work experience at a secondary school and was like, “No, secondary,” building on my own development as a historian.  So that was it.
[0:44:24]

Int:
And finally, Steve?
SL:
Ben.

Int:
Oh, Ben.  Candice, sorry.
SL:
Ben did his.

Int:
Ben did first pick.  It’s Candice.

CB:
School was a place that I was, perhaps, happiest at for quite a long time.  I was a house captain and just loved organising what we were going to do as a house, getting people to volunteer, and then also prep duty and all that sort of thing, taking responsibility and mentoring.  And when the young girls at school came up to me and they talked to me about their problems or whatever, in a non-mentoring capacity, just because I was there in the dining room and they were having a rubbish day, or whatever.  That was when I thought, “This is really special.”  And then, obviously, history was a given.  But I thought –
Int:
It’s the relationships.

CB:
That relationship, and that feeling of interacting all the time and trying to help them through what they were going through, good things, bad things, that’s really special.
Int:
Well, thank you all for explaining that.  Tell me about your PGCE course.  Has it prepared you, do you think, for life in the classroom, teaching history?

SL:
I was discussing this with Alison yesterday.  Basically, we were saying how it’s so front-loaded, that you’re taught how to teach all at the beginning, pretty much.  We have our continual sessions as we go along, but the majority of her teaching to us is at the beginning, when it doesn’t make any sense because we’ve got little experience.  So we’re being taught all the theory, but we’ve got nothing… we can’t use it as we’re learning it, so you don’t internalise it.  And it’s all theory, as far as you’re concerned at the beginning.  You’re like, “Well, okay, whatever.  I’ll go and teach when I get there and see how it goes.”  You don’t really use what you learn here until you’re confident, I found.
RB:
I don’t agree.
CB:
I don’t.

Int:
Well, Ruth and then Candice.
RB:
Well, I always wanted to… I chose to do a PGCE because I wanted the half at university.  I didn’t want to be out on mine and thrown in.  And to me, although I understand where you’re coming from with it, I enjoy being taught it.  And then through the year, I’ve had a chance to reflect and I see my own progression, professionally, as being able to reflect on this year over the summer and implement that during my induction year and every year on, and think, “Oh, actually”, because we’ve just had to do these assignments on looking back, and it’s like, actually before Christmas I thought I really understood assessment for learning.  I don’t.  I haven’t implemented it that well at all, looking back on it now.  But although it’s annoying and you think, “If only I’d been told it a bit more, I could have put it in this year”, at least now I’ve taken ownership of it myself and think, “Actually, these are the bits I want to use, and I’m going to use those in the future.”
[0:47:24]

Int:
Candice, isn’t it? Candice.

CB:
I’m still finding it difficult to make the connection sometimes between theory and practice.  And my mentor in my first place told me how she was taught in her PGCE, and it was just something I thought was interesting, I’m not suggesting that they overhaul it.  But it was the idea that they were in uni two days a week, then they had three days in school, and they would focus on a particular style of teaching or a particular aspect or a particular method or whatever, and then they’d be able to go away and put it into practice.  I mean, I think that gives you a very distributed goal of experience of school, because you’re not in the full five days a week or whatever, but it was an interesting thought for a first placement.  Because I have struggled with that connecting thing, because I looked back at my notes on history the other day and I was like, “Oh, this is now making sense.”  But that’s my own thing, because I haven’t had that.
RB:
But during our first placement, we came back to uni one day a week, so…
CB:
Yeah, I know, but I’m just… it didn’t always –
SL:
But we’d learned so much before that, it would have been great to have it integrated.
Int:
So did you do a whole term here before you went into a school?

Female:
Yeah, close.

KT:
Well, no.  We had four weeks.  I think, I’m just going back to what people were saying, that I think it depends where you start on your PGCE as well.  For me, I’m the same as you lot.  I picked to do a PGCE rather than a GTP because I wanted to be confident as a history teacher and confident in my subject knowledge that I know what I’m teaching and why I’m teaching it and how to teach it.  But because I’d done two years of TEFL teaching before I started, and I was at a good school and I was trained really well, when I came here, lots of this clicked.  The stuff that had been in clicked into place.  And, I guess for me, I felt quite comfortable with lots of the teaching aspects, but the stuff that I was learning all about the history teaching was new.  And therefore, I think for me this course has been brilliant for my teaching because it’s helped me with the stuff that I didn’t start with, which is all the historical knowledge and how to teach history.  But, for me, I was starting at a different point to someone that never stepped into a classroom before.  So I don’t know.  I don’t know whether it’s a skewed view of how the course has benefitted me, because for me, I didn’t have to get over getting into a classroom and standing in front of a class of kids.  The first time I did that, that was terrifying.  But because I’d done that before, for me the course has been really useful.  But I’ve had a bit more teaching experience, so…
[0:49:58]

BT:
And that’s the point, I think Katherine’s right because there are so many variables that go on in the vocational course and there’s so many starting points that people come… people come from PhDs, people come from BAs or MAs or they’ve come out of work, and there are so many different starting points and there’s so many different personalities.  And because teaching’s a vocation where it’s very much about who you are, you need to be certain about who you are.  People who are on the clichéd journey, then it’s very hard for there to be a one-size-fits-all qualification.  And that’s why having overarching government control over these things is really, really difficult because having one way of doing things is never going to work for such a diverse population of professionals.  We’re all different here.  We all teach in different ways.  So there isn’t one way that Alison or Arthur or Katharine can teach us that’s going to be successful for everyone.  So where I may enjoy the theory side of things and then putting it into practice, Candice may not get the theory and be more of a practical learner, and everyone learns in different ways.  So it’s a really hard thing, but they do their best at trying to –
(Overspeaking)

Int:
I wanted to ask you about the support you’ve had from the… sorry, Dan, was there something you wanted to add?
DB:
I was just going to say I’ve had a massive problem adapting from a history degree to a social sciences.  I have had a massive problem with the theory and I think, as Ben said with his example of Candice, I’m a far more practical learner.  I do what I feel is natural and sensible in a classroom, as opposed to what I’ve learned here.  Because, in all honesty, a lot of the time I’m not entirely sure what they’re saying.  I’ve never really understood the theory.  And that’s been a problem for me, personally, with it.
Int:
That perhaps takes us on to talk about the other side of it, the support you’ve had in school from teachers in schools where you’ve been placed.  Dan, have you found that the history teachers you’ve worked with you’ve clicked with, you’ve worked well with them?
[0:51:58]

DB:
In my second placement, most definitely.  My first placement, my mentor was a man of few words, which was quite difficult because I’m quite chatty.  So there was a bit of a connection that wasn’t really there.  With my second placement, I’ve come on in leaps and bounds with the way that I’m teaching, the way that I’m interacting, and that I’m doing things that are based from theory, because I’ve had the support to do that.  But especially in my first placement, I found it quite difficult.
Int:
What about the rest of you? Have you found good relationships with the history teachers?
Female:
Yeah.

RB:
I think, as well, linking back to perhaps tensions that have been raised with the course, we get planning sheets from Alison for every week which touch on areas of theory that we perhaps have studied right at the beginning and it’s this week.  And from my personal experience, I have had two really, really excellent mentors, and especially my second mentor had been to the institute herself, so had more of an understanding of what they were trying to get at.  And so I was able, we used those to say, “Right, okay, let’s revisit these ideas of differentiation or the theory of how students learn, and let’s try and pick one thing and try it this week.”  So I always had the experience and the support there to revisit, implement, try again.
Int:
So should the mentors… are they paid, or are they volunteers from the school?

Female:
Volunteers.
CN:
The department gives them –
Female:
Well, they’re not paid for it.

CN:
The department gets money and sometimes it goes to the mentor and sometimes it goes into the department.  My mentor got paid.
(Overspeaking)
SL:
So they’re not volunteering?
Female:
No.

SL:
(Laughing) They are volunteered.

Int:
And that can be difficult, then, can it?
Male:
Yeah, a bit.
BW:
It’s being part of the department, isn’t it? Someone who might be AFL specialist for the department, or someone might have to do some other special role and one other department gets lumped with babysitting one of us for a term or whatever.  I think it’s expected, and it’s also part of a professional development thing, isn’t it? That’s why they do it.
Int:
So when you’ve been teaching out in the schools, the department you’re working with, have they given you advice about the way they teach, how they deliver history in their school and how you have to fit into it?

Yeah.

[0:54:17]

Int:
So what sort of things have they said to you?

KT:
I mean, it depends on your different… different schools are different and my two places are very different.  My mentor in my second school is amazing.  We have to teach a maximum of eleven contact hours with the students, but he said, “Have at least one of those where you observe someone in a different department or with a different focus.”  So one of the aspects of my learning would be, “I think you maybe need to work on your questioning.  Go and do an observation with this person.  Look at their questioning techniques.  Come back and we’ll discuss that for 10 minutes, have a meeting.”  So my mentor was really good at discussing my needs, but getting me to look for good practice around the school, not necessarily just in the history area but it could be in English, it could be in science.  I don’t know, it just depends who your mentors were and stuff.  But my mentor from the beginning said, “Here’s my mobile number, here’s my email.  If you need help, call me, ring me.  I’ll stay after school, we can plan this lesson.”  It was the first time he’d ever been a mentor, so he was really concerned about getting it right and stuff.  So he was totally brilliant, really good.
Int:
And have they given you materials?

Female:
Yeah.

RB:
I think my two placements were very different in terms of how the history department taught history.  My first placement was very much the traditional, “We do the Tudors and we do the Stuarts and we work”, and nothing really had changed in terms of their topics.  But it was quite a challenging school, and they used excellent strategies, in terms of teaching practice and different methods.  So it was really good at learning things that we learned here.  But the curriculum was nothing that I wanted to do.  But that worked really well because my second placement, they do it thematically in terms of the new curriculum, so I had the opportunity… because I had to do everything their way, so I had to teach according to a theme.  So I had to be thinking, “Okay, what kind of enquiry could I now put into a theme on conflict or where else could we develop it?” So I got the opportunity to develop things on the atomic bombs and we were doing Rwanda and topics that before I wouldn’t have a chance to experience.  So it was two very different history departments, but in both of them, they gave me free access to all materials, all resources and gave me an open opportunity.
[0:57:04]

Int:
Do you think that the children made as much sense of thematic history as they did of the traditional Tudors and Stuarts topics?
RB:
Yeah, from my experience the thematic approach worked really, really well because they did it chronologically across the year, so each topic was chronological but then they had different themes.  So Year Seven, they were looking at migration, why people came and left Britain.  Year Eight, they looked at power and ruling.  And then in Year Eight, they looked at conflict.  So across the whole of the Key Stage, they always were revisiting chronologically the same areas, but they got the opportunity to cover so many different themes.  And by the end of the year, especially in the summer term, they were like, “Oh, this links to what we were doing last year,” and they could make much more connections between them.
BW:
(Inaudible 00:58:03)
Int:
Can I ask the rest of you about the sort of materials and the style of teaching you were working with?

SL:
My first school, the materials were abysmal.  They didn’t even have Powerpoints.  They had Word documents that they’d just put on screen.  It had a page in a textbook and a list of questions, and that’s what the teachers used.  And it was really uninspiring to work in, because you go there, you’re observed… on your first placement, you’re observed for three weeks or something.  There was nothing to observe there.  I couldn’t say, “Oh, brilliant idea.  I’m going to nick that or use it.”  There was nothing to steal, which left me quite uninspired there.
Int:
Did you do any teaching there as well?

SL:
Yeah, this was my first placement, and so I –

Int:
Yes, so how did you feel about going and doing new things, then?
SL:
Well, the kids weren’t that receptive to it because they’re so used to getting down question-answer, whenever I tried to do a discussion or something, I was just met with (grunting), they just glazed over.  Second placement, completely different.  They were amazing.
Int:
Katherine.

KT:
I was just going to say, actually, I think I had a similar experience to you in my first placement.  I was teaching in a really challenging school in Tottenham where lots of the… my mentor was fantastic, but a lot of the teachers there were like, “These kids are naughty.  We’re going to sit them in front of a textbook and they’re going to work and they do it in quiet.”  There’s maybe some pair work, not a lot of group work, and it was very strict because you’ve got to have the class in order.  And actually, there weren’t that many materials, but for me, I was like, “Well, I’m going to do something totally different.”  And I would try out… for me, that was a really good place to try out the stuff we’d be getting at the institute, because I was just like, “This is totally… I might as well try it out, because actually, what they’re doing, a lot of them seem quite bored from the teaching.”  And they responded really well, because a lot of people had been like, “We’re just going to sit you in front of a textbook and you’re just going to do this.”  Whereas actually, these kids were full of energy and wanted to talk about lots of stuff, and they… it didn’t work for all classes, don’t get me wrong.  But especially for some of the classes where, because they were set, some of the higher classes as well, they responded really well to doing stuff that they had to walk around the classroom or they had to work in groups.
[1:00:20]

SL:
With all the kids, I found that was better.  But the younger ones, they just went, “What the hell is this guy on about?” It was a bit challenging.
KT:
I don’t know.  For me, it was quite good because I think they responded really well, because no one else was doing so much of that.
RB:
I think, as well, as a trainee teacher, you’ve got to be realistic and every class you’re going to get is challenging for the fact that we get told all these amazing techniques at the institute and, “Oh, go ahead.  It’s really good.”  And you go in a bit like, “Oh, I’m going to be amazing and this is gong to work really well and it’s going to be fantastic!” And you forget that these things take time and effort.  You’ve got to build relationships with classes, and realistically, in our placements you will never ever get a class, unless you… I never got to the point where I had a class in the place that it would work amazingly well.  
BW:
Last week, yeah.  (Laughing)
RB:
I had some classes where the teachers, perhaps if a teacher did use it, then yeah, they’d work well because they understand what is expected of them.  But in the same way, you can go in and try and enforce all your behaviour, but if you’ve got a class from a teacher who’s the most laidback teacher in the world ever, trying to enforce strategies on behaviour is never going to work to the extent… to what you would hope it would work.  And I think that’s where the difficulty lies.  But as long as you’re realistic and think… for me, one of the first lessons I ever did was a card sort, because we’d done it at the IoE, and after I did it, my mentor just went, “Well done for doing it, but it was never going to work.  I would have spent at least three lessons getting them to the point of being prepared to do the card sort, and you went in and went here we go, we’re going to do this, I know nothing about you, off you go.”
SL:
Just get paper all over the floor.
RB:
Yeah, it did.  The management of it was terrible.  But then you look back and you think, we want to do all this amazing stuff and we want it all to work, but you’ve realistically got to think, next year, the whole of the first term in our induction is going to be building the relationships, getting the classes where we want them to be, so then we can do all the amazing stuff.
[1:02:30]

KT:
I was just… I’ll be really quick, but both my mentors were very keen to being more like, “Try it.  It’s your placement here, you can try it now and it can go disastrously wrong, and it really doesn’t matter.  These are not your classes.  They are kind of your classes, but you’re not going to get that next year, because if you mess it up next year, you’re going to have to spend weeks and weeks going back over it, whereas… I think that’s why I was just going to try stuff, and that’s why it was really good, because they didn’t make me stick to what they were teaching.  They were like, “Just do it, and if it’s wrong, it doesn’t matter.  It’s good.”  And I think that’s how you learn.
Int:
Candice, do you want to go on?

CB:
To build on the being realistic thing, I think my problem was that I needed to be realistic for what I could achieve and I was still, until quite recently, taking a long time to plan lessons and make resources and like the card sort I used it quite a lot to begin with, and then I realised just how long it takes to cut out the cards, even if you’ve got the guillotine, and put them in the right order and you just get to the point where you think, “No, seriously.  I can’t do this three times a week.”  Well, obviously you wouldn’t do it for the same class, but, “I can’t do however many of these in the time that I’m here, so I’ve got to find other ways that are going to be manageable.”  A friend of mine who did PGT up in Newcastle said to me, “You know, they’ve got to earn a good lesson.  If they’re well-behaved, then you can do something whizzy and fun to reward them.”  But then they know, the kids know that it’s a give-and-take relationship.  Like you say, building that relationship… once you’ve got it, once they know what’s expected and they’re behaving well, you can reward them with doing something really fantastic and fun.
Int:
What did you think of the sort of materials that the departments were using where you were working?

DB:
In my first placement, there was a move towards… to get a standardised lesson, it appeared to me.  And at first, it was brilliant.  I was like, “Oh sweet, I won’t have to do the work.  They’ve all their lessons.”  But then, the more I thought about it, the more I was just like, “This isn’t really what I’d… this is not what I’d do.”  So therefore, my second placement was the complete and utter reverse, where all the teachers had their own lessons and my mentor was like, “You can have a look at one, fine.  You can use them if you want, but genuinely, it’s just down to you to do everything that you want.”  So I created 95 percent, I think, of my lessons.  But I still used the school’s history for worksheets and lesson ideas or lessons they put up.  I think the best lesson I’ve ever taught was one where I didn’t actually really do any teaching.  It was where basically, to a Year Nine class, you say… you superimpose for them the Nazis’ changes to the school curriculum.  You say, “This is going to happen to you,” and you gauge their reactions, and then you…
[1:05:31]

Female:
That’s amazing.

DB:
You don’t do any work.  You don’t do any work with them.  It’s just a discursive… you just discuss at the end, because they’re so outraged at what happened that it’s one of the best lessons you can ever do.  Because they’re so enthralled by it, because at the end of the day, you’ve lied to them for the best part of 25 minutes, and they get so angry and then they suddenly realise that people actually did this. And it was one of the best lessons I ever taught.
CB:
I was going to say, they’re outraged for about five or 10 minutes that you’ve lied to them for so long, and then they start to get why you’ve done it.  They’re like, “Oh…” and then they’re outraged again, which is great.
Int:
Do you pick up ideas from internet sites on history teaching as well? I use that quite a bit.
Female:
Oh yeah.
Did you use it?

BW:
If you get links.  I mean, the good thing about being somewhere so big is that there’s loads of people around you going, “Oh, here’s a good one.  Here’s a good one.  Here’s a good link”, la la la la la.  And we had that on Blackboard and stuff and that was quite good.  You quite often don’t really get time to trawl around, not necessarily if you’re under pressure and you’ve got four lessons to plan for tomorrow.  You can’t spend two hours surfing the net, trying to find a nice website that’s got something interesting and attractive about this, that, or the other.
Int:
But do –

BW:
But if someone’s got a link and he says, “This is brilliant, try this”, and you click on it and you’re like, “That’s it.  That’s exactly what I wanted”, and then you can go… there’s a brilliant one.  Someone said, “Here’s a really good hyperinflation thing”, and when I clicked on it, I’m like, “That’s awesome.”  And it was really good, hyperinflation in Germany, it was exactly how I want to do it.  And it’s worked really well three times for me.
CB:
Is that all up on Blackboard and you just looked on Blackboard?

BW:
Yeah, I just turned it on Blackboard.
CB:
Because the couple of times I’ve done it, I’ve not been able to find out as much.
BW:
Absolutely, yeah.

Int:
And what about textbooks? Do you use them?

All:
Yes.

SL:
Increasingly.  At first, you think, “Oh no, I’m a good teacher.  I’m going to make my stuff up.  It’s going to be great.”  Far better, far better to base it on the textbook.  No, you know what I mean, you build your lesson.
CB:
I get ideas from the textbook.  
CN:
Yeah, there’s lots of really good activities.

CB:
I look at activities from the textbook and take it and put it into my lesson.  I don’t tend to go, “Okay guys, here’s a photograph from the textbook, off you go.”

SL:
Yeah.  Work around it. 
CB:
I’ll nick it and use the activity within the starter with the other activities I’ve got
[1:07:37]

RB:
For me, using the textbook kind of gave me confidence to be able to look at it and think, “Actually, they covered the content really well in here instead of me having to write it all out.  They might as well just read the textbook because they’ve got it, and do activities –
BW:
Does anyone else always hate textbooks?

Female:
I do.

Female:
I made up a worksheet.

Int:
I just want to bother Ben, then.  Why do you hate textbooks?
BW:
Well, their one-size-fits-all might not necessarily be tailored to the actual enquiry that you want to teach, and I found that –

SL:
Change your enquiry.

BW:
Well, I went to one school where every single scheme of work was based on a textbook, and one lesson was this page, and I saw someone giving cover work… not giving cover work, there was a GTP teacher and she was taking over her classes for the work.  She got, “Okay, for the first lesson do that, then on Tuesday do that and then on the Wednesday do that.”  And I hate it, and the kids don’t… it’s an awful, awful experience.

Female:
I’ve never had that experience.

BW:
And I was reading the Holocaust then, and there’d be an entire scheme of work for the Holocaust.  And this last half-term at my school, everyone had their own lessons, like yours, Ben, but they were all based lightly on the textbooks.  And they had their own schemes of work, they had their own lessons, but they were all essentially the same lessons.  And they all had the same question titles and all the rest of it, and I found myself trying to use the textbooks as much as possible, but finding that I literally couldn’t do it, and thinking to myself, “If I go in and teach this, I’m going to hate myself.  So I just can’t do it.”
(Overspeaking)
Int:
Katherine, you were hinting.
KT:
I was just going to say, actually, I don’t know whether… I think it’d be quite useful for the institute, really, to do a session on use of your textbooks.  Because when I was doing my TEFL training, learning to teach abroad, we had professional development on how to maximise the use of a textbook.  Like what to take from it, how to use it, how to develop it into a real kind of… something useful.

Female:
Are you doing a session on that later, by any chance? That would be handy.
KT:
No, but it would be good, wouldn’t it? I was just thinking.
Female:
Yeah.
Int:
So that’s an area that obviously could be developed a bit more.

KT:
Just thinking about that.

BW:
I had the same experience, obviously, but having had that, then I didn’t (overspeaking).

KT:
Yeah, you know what to do with it.
[1:09:55]

CB:
Yes, I’d love to know that because every now and again when you’re really up against it, it’s nice to be able to open Aylett, or whatever they have.  But I feel so boring, going –
(Overspeaking)

CN:
Well, then there’s something wrong with your text and sometimes –

CB:
I just want to be able to use it in a good way.

CN:
Kids on a Thursday or Friday afternoon, they don’t necessarily want to be getting up.  They don’t want to work in groups.  They don’t want to be doing some kind of fun role play.  They need sometimes, they do just want to sit down and read a bit of history and write something.

CB:
But it doesn’t even (overspeaking).
BW:
I think you’re right.
CN:
You’ve got to do some variety.  If you do role plays and card sorts every lesson, they’re going to get bored with role plays and card sorts, just as if you use the textbook every lesson, they’re going to get bored with the textbook.
CB:
I’d like to be able to use it well, though.

KT:
But a textbook is written by professionals who are paid to do it.  Actually good, up-to-date textbooks are good.  I think it’s right, it’s like learning and how to use it and how to introduce it.
CN:
Introduce it.  Because otherwise they’ll just be like, “Oh, this.”

KT:
Yeah, rather than just whacking it in front of them, it would be knowing how to utilise it properly and make it into a fun lesson, because they are good resources.  But I think it is this stigma of like, “Oh my God, textbook lesson.”

DB:
I use them to stimulate myself, if I read it, because also, I have a –
(Laughing)

Int:
Just a minute.  Right.

DB:
Okay, to rephrase, I look at the textbook to find out how sometimes to phrase what I’m saying, because I find that I still talk as if I was a graduate, and I’m talking as a graduate historian to a bunch of 14-year-olds who are looking at me just blankly.  I also, sometimes they will have sources there, that they’re just there and they are fantastic resources as opposed to trawling around the internet.  And also, then they’ll have an activity that’s based around that source.  But for me, what I do is I very rarely give out the textbook.  I’ll either scan in the source, find the source itself as an image and do a worksheet from that, because I do think it’s quite intimidating just to hand out a load of books to students and just be like, “Get on with it”, whereas if you give them an A4 page, all the information is there for them and it’s quite clear what they have to do.  And I know that might be spoon-feeding them to an extent, but I still think it’s sometimes better for classroom cohesion if they’ve just got something straight in front of them and it’s like, you get on.
[1:12:19]

CB:

It’s less off-putting for lower ability kids, it’s really unfair to overface them by going, “Here, big chunky textbook.”

KT:
And it’s also like, photocopying is such a pain sometimes.  It’s expensive and it ends up on the floor, it ends up in a book or ends up in the bin.
CN:
Or as paper aeroplanes.

KT:
Yeah, exactly.  And I think for your organisational purposes, you haven’t got to go, “Oh God, what’s this kid in the photocopying room?” or, you know, it’s there.  I think, yeah, it’s –
RB:
I think I agree with that.  Well, the first placement that I had, they used textbooks quite frequently and they also used worksheets, which they had the system where every time worksheets got collected back in and you put them back in the filing cabinet in the slot where it needed to be, and then the next teacher could take those, so it was very much like separate.  And the kids understood.  If you put down the textbook, the kids were like, “Oh yes, it’s textbook”, because you use the textbook so they don’t have that sense.  To me, if there is a good pile of textbooks, I wouldn’t photocopy it, because you’re just photocopying the same page that you’re going to give them anyway, so you might as well just give them the book.
Int:
Can I ask you what topics you enjoy teaching on your placement?

SL:
Nazis.

Int:
Even though there’s too much of it?

SL:
Well, there’s so much of it, but that’s because kids are really passionate about it and it’s really easy to sell to them.  It pulls on heartstrings so quickly.
Female:
Yeah, because they’ll analyse it quite easily.

SL:
Yeah, and Hitler –
Int:
Why is it? Why are they so keen to learn about Nazis?

SL:
Firstly, because Hitler’s an icon.  So in the same way that maybe Martin Luther King might be someone… God, they’re different.  But in the same way that he is a draw, Hitler’s a draw, and he’s a celebrity.  It’s a disgusting way to describe him, but he is a celebrity.  Kids know his name, and they want to know more about him because they know he’s important.  So that’s already solved.  You don’t need to give them relevance or importance, they’ve already got it.

[1:14:20]

CN:
I know lots of people say it’s really boring, certainly teachers that I’ve worked with, but I really like the 1919 to 1939, the 20 years between the war.  I really like that bit.  I taught a bit of that in my first placement at GCSE and I think it’s really interesting.  And it’s got a really nice structure to how you can teach it and there’s lots of really interesting ways that I think you can teach it.
Int:
Is that Britain in the interwar period? Or Germany?

CN:
Germany… both.  Germany and Britain, the appeasement.

SL:
It’s so well-documented.

Male:
Those are the two countries that exist, aren’t they?

CN:
Yeah, with all the David Lowe cartoons and I just really like that.  I did that at GCSE.

Int:
Would you say, would you want to teach France in the interwar period?
SL:
Maybe not.  Who knows?

Female:
We don’t know anything about it.

Female:
Who knows?

SL:
That’s appalling.  Who cares? (Laughing)

Int:
What else have you enjoyed teaching?

RB:
Well, at Key Stage Three I really enjoyed teaching black people of the Americas, just because the kids again were really, really engaged.  I taught in –
BW:
And slavery as well? Do you mean that as well?

RB:
Yeah.

BW:
The trade triangle and everything like that?

RB:
Which… that was kind of my specialism at university, slavery.  So I have more of a passion for it anyway.

Int:
You said the children identified with it and enjoyed it.  Was that because they were from different ethnic backgrounds?

RB:
Yeah, the school that I taught it in, it was predominantly Bangladeshi children and they loved the point when we got onto civil rights and in particular Malcolm X, and any issues where it was looking at ethnic minorities and how… that, they really enjoyed.  And I think, again, with history and history teaching, any kind of topic that’s more recent and you’ve got, you can show them the video clips of Martin Luther King and you can show them all the different bits and pieces and the photos.  It makes it more vivid and alive really.
CB:
I also find that they get more passionate about it not just for an ethnic, they can identify with it perspective, but also because the questions set you up to really have a good analytical argument.  And with my sixth-form pupils to prepare for anything, getting them to prepare for a debate about it, because they were all quite talkative, was a good way to get them to actually do some preparation work.  And they get really excited, because you can argue either side and, as long as you do it convincingly, then you’re developing those skills that you need for uni.  So I love the civil rights movement, because it’s something that they can… you can argue it both ways so often.
[1:17:03]

KT:
I was going to say, my kids really… I think the same.  I’ve never failed to meet a class, I’ve taught it in both schools, that have enjoyed that topic.  They are engaged, and especially with Key Stage Three, you do it with them at quite a young age, they might be like 13, and they’re dealing with quite shocking stuff or these big issues.  But I think kids have got a real sense of fairness, and I think that’s one of the things that really hits home with them.  They’re developing their sense of what is fair and unfair.
BW:
They love talking about rights, don’t they?

KT:
Yeah, and their rights, and, “That’s not fair!” 
BW:
Respect.

KT:
And actually I think in another sense that really is what grabs them, I think, a little bit about it.  The messages of it as well.  So it is the history and the topics.
Int:
Because those messages tie in with contemporary concerns?

KT:
Yeah, I think so.

Int:
Dan?

DB:
I really enjoyed teaching the Nazis, but at Year Nine level, strangely enough, because I would have thought I’d have enjoyed teaching more at GCSE level because you get a bit more into the detail.  But without the pressure of having to teach to an exam, the Year Nine stuff… and I think it’s also because it’s Key Stage Three and you can do a little bit more active learning because you’re not working towards an exam, just have a lot more interesting lessons and I think I’ve built on the teaching, I’ve improved on the teaching that I would do for Year 10 now from the stuff that I’ve done with Year Nine.
BW:
I’m thinking exactly the same thing, Dan.  That’s really interesting.

DB:
With Arthur, when Arthur our tutor came to see me in the second placement, I did a lesson on why you’d vote for Hitler.  And that was an approach that I never considered to do with Year 10.  I basically said, “Right.  Well, Hitler came into power because people wanted him to.”  Whereas Year Nine, we’re still challenging the preconception that Hitler… I mean, as Steve said, Hitler was a celebrity and they know all the bad… well, I mean, there’s not a lot of good about him at all, but everyone just thinks that he led an army and took over Germany.  So challenging their preconceptions and thinking actually, Germany was in such a bad state that Hitler, from what we know he is now, was actually a viable alternative.  And challenging their preconceptions on that, I think, was really enjoyable.
[1:19:21]

CB:
There was a really… I did something similar in the first placement that I had, which was, there was an email that went round.  I’m sure other people had it, it was one of those forwards, and it had like, “Who would you vote for?” And it gave you three options, and one of them was somebody who drank how many martinis a day and how many mistresses and blah blah blah, and it went through that, and then there was the vegetarian who was –

DB:
Teetotal, non-smoker.

CB:
Teetotal, non-smoker, blah blah blah.
DB:
Animal rights, and he was… yeah.

CB:
And you’d scroll down, and the person that you’d been like, “Oh, that sounds like a good person, nice and sensible”, it was Hitler.  And then you’d got Winston Churchill, Abraham Lincoln and Hitler.  And most people would have chosen Hitler.  And that worked quite well with my Year 11s, because they were like, “What?”

Male:
He wasn’t actually a vegetarian.

Male:
No, common misconception.

(Overspeaking) 
Int:
So do you feel you know enough about history in the National Curriculum, and how much does the National Curriculum affect what you’ve taught?

CN:
It depends on your department, doesn’t it?  I think you don’t have yet… well, especially in placement schools, you kind of have to teach what they’re doing, because you’re not a member of their staff, really, yet.
Female:
Yeah, my (overspeaking).

Int:
Do you appreciate the National Curriculum? Do you think it’s a valuable thing for you as teachers?
Female:
Yeah.

Male:
Yes.

RB:
I think, from going back in terms of the course, we spent a lot of time at the beginning of the year looking at the National Curriculum and we’ve had to do an assignment on it.  So I think I understand the curriculum, and I understand the attainment level targets and the overall picture.  I think, me personally, what I didn’t realise at the beginning of the year was how much freedom and choice teachers do have over the curriculum.  And as Katherine said, obviously when we’re in schools we’ve been teaching the curriculum the way that department wants, but I’m thinking next year, I’m looking forward to thinking what I want to do with the curriculum.
BW:
And I think it’s a freedom that teachers should have, but as I was saying when the tape was off, I don’t think the GCSE syllabuses reflect the National Curriculum particularly.  And the idea that, does the National Curriculum actually affect what is taught in schools, I think the honest answer is, on the whole… I don’t know if this is anyone else’s experience, that I’m completely wrong, but no.

[1:21:40]

CN:
No, because you can just teach what you –

CB: 
One of my placements I’m still doing never had enquiries.
BW:
No.

CB:
I did one on change and continuity because I worked with my mentor and did (overspeaking) -
BW:
Were you forcing concepts onto… yes, have we all found ourselves doing that?
CB:
Yeah, because they just didn’t have a common conceptual enquiry.  They just didn’t.  You just went, Tudor history, Saxon history, (overspeaking) history.
Female:
Or everything was change and continuity.
Int: 
A descriptive approach?

CB:
Very descriptive, and I don’t know if that was because they thought we needed a lower ability, which I don’t think is an excuse, but one of my teaching placements had no… they bore no resemblance to the National Curriculum at all.
CN:
My second one was one that, they did a lot of enquiries at Key Stage Three and it was all about… they did have, what’s the word, concepts, that’s it.  They did have concepts.  So we did one on significance about Sylvia Pankhurst, which was weird, and doing something like interpretations of empire using the empire plates, and the good and bad of empires.  So that was really good, but I think that school was lucky in that the old head of department was responsible for implementing the new National Curriculum in the whole of the borough.  So she was responsible for telling other teachers how to do it, so obviously they were going to be really good at it.  It still tended to focus a lot on causation and changing continuity, which seemed to be the easiest ones to shoehorn onto existing…
BW:
And evidence, probably sources.  Yeah.

CN:
It was the easiest one to shoehorn onto existing schemes.

CB:
It’s a real shame, though, because I think interpretation and significance are really exciting topics to cover, because again, and this is going to obviously show where I’m leaning, but you get that opportunity to really debate it and argue it.  And for me, the thing I loved about history was being able to look at something and form my own opinion and then argue it, and the kids like it to.  They do like to be asked their opinion, and they do like to be able to go, “No, I think this” or “Yes, I think that.”  And I think it’s a real shame that significance and interpretation aren’t used a bit more.
[1:23:44]

BW:
I don’t think they think that’s really history.  I think kids arguing their own opinion, I think they almost think that’s like a little holiday from doing history.  And then they go, “But what’s the answer, then, sir?” As if you know what the significance of this, that or the other person or event was, and you can go, “Well, actually, yes, because of this, this person gets a rating of seven”, or something like that, and that’s an answer.  And I think because they don’t get to do it very much.
CB:
Yeah, they don’t get it very often.  But it is enjoyable.  They do like it, like you said, it is a little holiday.  They do enjoy it, and I think that that’s really key because when you get to A-level and uni, that’s what you’re doing.  You are forming… well, I certainly was forming my own opinions.

Int:
But the new National Curriculum’s moved away, really, from being about content to being more about concepts.

DB:
Then again, I still… it just seems to me the difference between my two placements was that in my second placement there was an integrated curriculum in Year Seven to help the Key Stage Two/Key Stage Three transition.  But even then, they were still doing medieval stuff in Year Seven, then they went on to do the Tudors and the Stuarts with the black peoples of America, including Native Americans, slaves and then building up to civil rights in Year Eight, and then Year Nine World War I, the Nazis and I can’t remember what they did then…
BW:
Holocaust?

DB:
That’s it, yeah.

CN:
I think it’s understandable, though, because it takes a lot of time and money to entirely change your resources and change your scheme and department, and I think it’s brilliant, those that really have embraced the thematic stuff, because I think that’s really interesting.  But when you think about the other pressures that are on teachers, especially if you haven’t got that many history subject specialists to actually write schemes of work, then it is quite a big ask.  “So, right, we’ve brought in this new thing, so you’re no longer going to teach what you’ve been teaching for the last few years, that you’re all geared up for, that you’ve got textbooks, that you’ve got resources, that you’ve got knowledge on, and suddenly, why don’t you go off and do something entirely different about… I don’t know, just one of the themes?” It seems difficult.
[1:25:48]

CB:
I do know what you mean, but… I don’t know if anyone else is, but I’m a textbook hoarder and I’ve got the new SHP Year Seven, Year Eight textbooks my mum gave me, and what I find quite interesting is that they’re all arranged thematically, but the content and a lot of the activities and the pictures and everything else are exactly the same as the previous textbooks, just rearranged so that you can use what you’ve already got, but slotted in to the thematic.  That’s quite helpful, but it still takes quite a lot of… it depends on you having SHP as well.
CN:
But if you were going to shift it completely…

Int:
Is there anything you’d like to see changed about the current National Curriculum for history?

SL:
More British history.  No, I’m just being silly.


(Laughing)

DB:
I don’t know.  I mean, the thing is, the only problem I have from my experience is I know some schools do something like they study China for a little bit in their history lessons and I think that’s fantastic.  I’ve really enjoyed studying China as one of my modules in the degree, but it then links back to the problem that university lecturers are finding that students don’t have that chronological understanding because I genuinely do think that they will end up getting confused.
SL:
But you need that at uni.
DB:
No, I don’t disagree with that, but I just think that Years Seven, Eight and Nine might sometimes benefit from the linear thing.
Female:
Yeah.

DB:
I mean, I know it does sound boring, this happened then this happened then this happened, and I think that’s down to the teacher themselves to maybe jazz it up.  But I still think that actually, the linear approach might actually serve them better -
SL:
They always say, “What happened next?” That’s what they want.
Female:
Not always, though.

KT:
But then I think, what’s your aim for Key Stage Three teaching? If your aim is to get them to enjoy it, then… obviously you want them to learn, but it depends on what your aim is.  Is your aim to give them knowledge or is it to give them enjoyment or…? Because my mentor in my second school has just been… his key aim, I mean obviously there’s others as well, is to get them, at Key Stage Three, to enjoy it and engage them in the subject so that they’ll want to do it for GCSE.
[1:28:01]

CN:
Can you not do both?

Male:
That’s what I (overspeaking).
KT:
You can, but I think if you do the linear stuff because the most important thing is getting them to understand it all, do you then risk not doing the themes and the stories and the interest? I don’t know.  That’s just food for thought, maybe.
RB:
I think that you’ve got… I agree with what you’re saying, and if you look at the aims of the National Curriculum, they are broad, they’re diverse and there’s tons of different things in it.  The aim isn’t just to teach them the content.  And that kind of links back to what we were discussing earlier, the tensions of where, which bits do you choose, which ones are you going to say, “This is where we need to be.”  And I think it is your department.  What is it your department wants to achieve?

Female:
Yeah. 

Int:
I’m going to jump to an important question that I really want your views on.  Do you think that, as a history teacher, you have a role in encouraging or developing certain values in your students, and developing their moral sense?
KT:
We’ve just had to do assignments all about this, and my assignment was testing whether can or should a history teacher create a sense of Britishness among their pupils, or should they be trying to develop the sense of national identity by teaching certain units of work or possibly by implementing Citizenship into a lesson.  And I did a scheme of work on the British Empire, and we looked at, initially, what for them Britishness meant.  What did it mean to them? And then at the end, we had a kind of has it changed and what have you gained from learning about this? In all honesty, I don’t think the students had really changed their sense of Britishness or national identity.  I don’t even think it was –

SL:
It’s such a big thing, isn’t it?

KT:
And it’s like, what does that even mean? And they’re 13, for God’s sake.

SL:
It’s supposed to change, isn’t it? It’s not just history.
Female:
I don’t think it’s (overspeaking).

BW:
That takes years and years, for a start.
KT:
And no doubt they’ve got loads out of it.  They could draw parallels between events in history, like migration and discrimination and racism and draw parallels with that in the past to that now.  But –

SL:
Pennies don’t just drop, do they?

KT:
No, and I’m not some preacher and I’m not giving a sermon in my history lesson.  It’s like, I want them to be critical thinking and to think about these issues of identity and stuff, but I don’t think it’s my role.  I haven’t gone into history teaching to… all this other stuff.
[1:30:33]

CN:
Someone said every teacher should do that, though.
Int:
Sorry, Charlotte, did you just…?

CN:
Someone said every teacher… it’s not so much about developing their sense of national identity, because we all teach in London, we all teach in diverse groups of children who may not necessarily see their first allegiance to a country as England, to that country.  But all teachers should be helping children to develop their sense of identity, because you’re not just teaching them your subject.  I don’t think that history should really have this extra obligation where it has to give them a sense of identity, because what is our national identity? It’s not the empire really, and it’s not… it changes, I don’t think there is any sense of national identity that we can really teach them.
RB:
But to me, that’s where history does have a strength and an opportunity, because although I don’t know how you define Britishness today, what is it to be British today, but you can explore through history what it meant to be British at different times, and I think that understanding of change and understanding of how people in Britain have viewed themselves and others is a useful skill.
Female:
Yeah.

RB:
And I’m not saying, obviously I know that I shouldn’t have any more pressure than any other teacher on creating identity, but I think history does have a lot of scope for giving an understanding and an awareness of change and the past.
CN:
Yeah, I agree with that, I just don’t think we should have to.

Int:
Ben?

BT:
I agree with all three of the girls and what they’re saying, and I think that that’s right, that history should inform that.  But I think that we say that history has got… that we assign history a purpose, like you said that a moral or a Citizenship or anything.  And it needs to be… like Creationism in the States in the role of science.  We’d all agree that if you bring elements of something else into the curriculum or something else into the science curriculum, it takes away from the very nature of doing history, and the fact that you’re doing history gives you certain innate skills in questioning things.  And if you try and push an agenda within that, then I think that takes away from what doing history’s about.  And I think that it does help along people’s thinking, but you shouldn’t necessarily embed it within.  It’s got to be a natural process.
[1:33:04]

Int:
Candice?

CB:
I know this is going to sound probably very extreme and silly, but I’m always a bit wary of trying to encourage specific values like Britishness, because I look at, like you say, your Nazi Germany lesson.  What happened in Nazi Germany in schools? They tried to enforce a certain ideology.  And I don’t think that you can, as you were saying, have this sort of trying to give them values that might not necessarily be theirs.  I think history should equip them with the thinking skills to form their own ideas and their own identity, but I don’t think that you should be trying to put certain values on them.  Maybe very loose ideas of sensitivity to others –
Male:
Equality.

Female:
Citizenship.

Female:
Tolerance and citizenship.

CB:
Yeah, tolerance maybe, but an actual sense of Britishness and a national identity, I think very (overspeaking) -
BT:
But those are outcomes.  Those are outcomes.  You’re not going out and saying, “Right, I’m going to go and teach tolerance.”  Tolerance is an outcome of the teaching.  You don’t go in and say, “Right, I’m going to teach tolerance.  I need tolerance in this lesson.  I need some equality.”  And teachers don’t think like that.  That should come as an outcome of your lessons rather than it be the government saying, “Right, we need some tolerance here.  There’s not enough tolerance in this classroom.  We need some tolerance and we need some equality.”  
Female:
It’s kind of a by-product.
Female:
Yeah.

BT:
And D and B+ need to be together in this equation and it’s going to equal the end, and your kids are going to get that.  It should be a holistic, natural outcome to the teaching of history.  It shouldn’t be something that we’re all prescriptively thinking of.
Int:
Ruth.

RB:
I was going to say, drawing away from… because obviously, your assignment was on Britishness.  I did my assignment, I chose a more obscure aim which was seeing whether history could develop the ability to participate in society and develop children’s questioning skills to allow them to participate.  And I think what I found was that at the end of it I was a bit like, the kids could automatically participate because we got them to petition in a national campaign that’s going on at the moment, and they found the engagement in the active parts of the lessons, they could do.  And it did develop that in them, but in developing that, you lost… when I look back on it, we lost the skills and understanding of evidence and enquiry that are essential to history.  And we had skipped over the history and the content, because we were wanting them to get to the participation bit.  And I think it, to me, threw up really interesting debates and ideas to look on, because I don’t want to say, “Well, no, there’s too much focus on Citizenship elements and therefore it’s taken away the value of history.”  I think you should, as a history teacher, look at the challenges that that poses, and I think there was a lot of scope and opportunity to redevelop the enquiry, to spend a lot more time doing the historical enquiry at the beginning, because the kids picked up on that as an area they wanted to know more about, and then develop it.  So I think history has that role and can really facilitate it, but as a teacher, you can’t just do it haphazardly and hope it’ll come out of it.  You’ve got to plan and make sure that you’re structuring it, and put in the effort so that the students are developing, and have the outcome of achieving whether it’s participation or confidence or being able to question, but question generally, not just historically.  I think that comes from a lot of careful planning.
[1:37:00]

KT:
I was just going to say, with regards to both of what you were saying, like you were saying you don’t plan.  This is the outcome, tolerance or whatever.  But I think you do… the assignment has made me think about what do I actually want my kids to get out of choosing this topic? I think the topics you select to teach them, you probably do it, whether it’s conscious or subconscious, for a specific reason, and you’re doing that possibly because you think this might make them more tolerant, or you might do it… why else would you teach the slave trade? You don’t teach a very good story.  

Female:

(Overspeaking) civil rights.

[1:37:37]

KT:
You teach it because there are messages in that, and you teach civil rights that.  And I think, going back to what I was saying, I don’t teach things to give them this view of, “This is how I see the world and this is how you should see it.”  But I think if we’re honest, you select topics to teach them because you think there are important messages and that’s because you personally think those are important messages that they should learn from it.  I don’t know whether you all agree with that, but…
BT:
Yeah, because it’s the input rather than the output.

Female:
Yeah.

BT:
You don’t start with… you look at it just vocation-wise rather than for an outcome.
BW:
I think the thing is that slavery actually doesn’t raise fantastic, amazing historical questions, and as much as other things from the past do.  It’s fairly simple.  But the outcome in the way that you were saying, Ben, is that children will question, “But hang on a minute, that’s wrong because…” or “I don’t agree with that because…” I think kids get their own identities out of it because of that, and that might be why we have to teach it.  For example, I think there are probably interesting historical questions raised by things that we don’t teach on a very technical level, An interesting bit of causation here, so that might lend itself really well to a certain concept on the National Curriculum but you don’t teach it because actually, why are you learning that? And it’s not just because… there are other things that go on.

Int:
Are you meaning to say that you’re seeking an emotional response to the topic of slavery?
BW:
I’m not, no.  But I think it’s generally accepted that we’re not just really teaching history.

Female:
But then, how –

BW:
I don’t really think that if the National Curriculum has decided that history are these concepts and processes, I don’t think it’s necessarily the priority that those concepts get taught.  I think that those kinds of things like developing the child’s sense of their identity and what they are and what they think about things in terms of rights and responsibilities in society, obviously I think it does happen.  But I don’t think it’s a conscious outcome, in exactly the same way that Ben was saying.

[1:39:47]

Int:
Ruth, and then Dan.
RB:
Going back to the idea of slavery, to me, the fact that it was chosen and was made part of the curriculum as a topic shows that there are lessons and issues that are applicable to today that need to be learnt from understanding the topic of slavery.  And part of me’s a bit cynical that a lot of schools play on the emotional areas and responses.  And the slavery that I’ve seen taught is very much… it gives a false impression that it happened in the past, it was really bad, the British were terrible and that was it, kind of thing.  And I think it does an injustice to African-Americans and people, the slaves themselves.  It gives an injustice to Britain as a whole as well in certain ways.  And I think, building on what I was trying to say with my enquiry, is that there is so much scope with slavery, a topic like that, to develop it, to allow and facilitate children to understand the lessons and the moral issues that we’ve covered, tolerance and injustice and all of that, to apply it to the world that they live in today.  And there’s so many different ways of looking at slavery and is it still happening in the world, how’s it going on, why do you think… and that’s, to me, my biggest issue with teaching kids things like that is that they look at it, and it’s the same in terms of Hitler, they go, “Well, people back then were different.  It wouldn’t happen now.”  And I think that’s where you need to look at how valuable history can be in informing kids about the world they’re living in, because it didn’t just happen there.  It’s happened again since.  Because I did the Holocaust, and then we followed it on by looking at Rwanda, because they spent the entire time going, “Well, the Holocaust only happened because people back then looked down on people that (inaudible 1:41:56)”.  And then I said, “Okay, well…”

CB: 
(Overspeaking) that’s what I got, as well.

[1:42:01]

RB:
So then we followed it on with Rwanda and they all had to admit –
SL:
It’s a pleasant term, isn’t it?

RB:
That actually, things still happen.  And I think, to me, I enjoy the history teacher teaching kids about things that they can understand around them today and take on that moral questioning and be critical about the world that they live in.

Int:
Dan?

DB:
I was just going to basically agree with everything that Ruth was saying.  And I want to say that with the slave trade, we do ply on its emotive capabilities.  It creates so much emotion that in my second placement that I taught that, 77 percent of my class was of African or British Black Caribbean background, so emotions could have run quite high.  But what struck me was their ability to be historical as well, though.  They really were focused because of the last lesson I did, which was a fortnight ago on the Thursday, they did a role-play debating abolition, and the whole class knew it was abolished but they didn’t muck about.  They didn’t take the fact that people… they didn’t muck about with the people who were defending the slave trade.  They took it seriously.  And the people defending the slave trade gave historically valid arguments that reflect on the time.  And I think, actually, if I had longer, I would spend a lot of time looking at Bristol and Liverpool, and looking at changing continuity and see… and ultimately, yes, the moral judgement has got to be that the slave trade is wrong.  Slavery still exists today and it should be stopped.  But I think, as a historian, I still think that there is scope, and I think even with the Year Eight class, there is scope to look at the benefits, possibly.
BW:
Of teaching slavery? Don’t get me wrong –

DB:
No, actually of slavery, the fact that they’ve got to realise that as horrendous as the slave trade was, they weren’t doing it just to be horrible, if you see what I mean.  Of course they were racist, of course they thought that people from Africa were a different class of human being.  But I think there’s a lot to be said for them to realise that they were doing it for a purpose, albeit a very, to our moral standards, wrong today.
Int:
An economic purpose.

DB:
Yeah.

[1:44:32]

Int:
Steve?

SL:
I was going to say, we’re talking about all these big things, the Holocaust, Rwanda, slavery.  I think the kids know these things are wrong because of their moral values that they’ve already picked up from life in general, so it’s not our job to teach them, really, these moral values.  They get that from everything in life.  It’s our job, maybe, to show them some circumstances where those morals weren’t implemented or whatever, but they have those morals so it’s not really our job to teach them.
KT:
They don’t have those morals.

RB:
I don’t think that’s being a bit… of the kind of families and culture that kids come from.  You’re assuming that they’re coming from backgrounds with parents who discuss, debate and challenge their kids, and not all kids come from –
SL:
Well, presumably they know that –

[Recording skips]

KT:
I’ve just taught the Holocaust to a Year Nine class in a suburban, white, middle-class area and I had, in the first lesson, three kids making anti-Semitic comments.

BW:
Yeah.

KT:
They had to be sent out of the classroom.  The week after, I had a kid shouting something horrendously racist and offensive to another member of the class.  They do not know these morals already.  Definitely not.
BW:
No.  I had a guy who said that gays deserved to go to concentration camps.
SL:
Oh, of course you’re going to have racism and you’re going to have issues, but I’m just saying history’s not –

BW:
It’s almost useful, really, because of the way that the other kids react to that, actually.  That actually might have some effect on their moral development and thinking, “I don’t agree with that.”
RB:
I think it’s important as well… when I taught at my first placement, which was predominantly Bangladeshi and Muslim, they obviously have quite a lot of anti-Semitic values instilled in them from their home background.  So being able to challenge –

SL:
Can you challenge that? Yeah, you can challenge it, but can you change that?

Female:
No.

RB:
You might not.  I’m not saying we’re there to change.  
Female:
You’re there to question.

RB:
That’s going against what we’ve all been saying, that we’re not there to instil all –
CN:
It’s exposing them to something new, to a different idea.  Like Alison, when she was talking about Northern Ireland, that in a Catholic school in a Catholic area of Northern Ireland, sometimes when they taught the Troubles in schools, that was the only time they would hear a counter-argument to the one that they were getting forced onto them at home.
[1:46:47]

SL:
It’s good to challenge things, I agree with that.  I’m just trying to say –
RB:
But that’s the point of history.  A fundamental historical skill is to be able to understand and critically question an argument, so not –
SL:
Of course, and I think that’s one thing we should be teaching.

CN:

Yeah.  I think that’s where history’s greatest benefit… when you were talking about its scope for doing all sorts of things, it’s the fact that it teaches you to challenge, think and question, and ask questions.  I think that’s its greatest benefit.
SL:
I agree with that, but… yeah, I completely agree.  We should be teaching that.  We should be teaching them to challenge things.  We shouldn’t have to always bring it onto these massive atrocities to teach them to do that.

Int:
Could we draw to a close by just asking you each just to say briefly, what’s the most valuable lesson you’ve learnt on your training? Can you put it in a few words?
DB:
Thinking on my feet, and having the confidence to trust, to see something through to the end, because I’ve had Powerpoints that have failed, I’ve had worksheets or tasks that have gone absolutely down the drain.  And either persevering with them and seeing them through the end, because ultimately there are maybe two kids out of the class of 25 that get it, or just the fact that thinking on your feet and trying to do something that will rectify it, and making sure that a lesson will be 35 minutes, 45 minutes or an hour.  It might have started off as a failure.  There might be failures in it.  But, ultimately, there is something to take away from the lesson.
Int:
Thanks.  Anyone else?
RB:
Mine’s similar.  I would say that my biggest lesson is understanding the need to be adaptable and flexible in terms of even if I’ve planned a lesson, of thinking, “Actually, from where we are now, these kids haven’t got it.  We need to move on or we need to revisit this, and do this.”  So drop things, be flexible, do it to the needs of the students, and personalise.

BW:
I think my thing… when I was a TEFL teacher, people used to say, “Oh, I hate speaking English, just speaking it, because I’m going to make mistakes.”  “Well, if you don’t make any mistakes, you’re not going to learn anything.  That’s why I’m here.”  And I think the thing that I’ve learnt is that, don’t bash yourself up about your mistakes.  Actually, it’s learning experience.  It’s what the mistakes are for.  Learn from them.
[1:49:03]

CB:
I’d concur with that, because it’s also… one of the biggest things was to stop beating up yourself, like when things weren’t perfect and realise it’s never going to be perfect, particularly not in a situation where you’re relying on 30 other individuals to help make it perfect.  (Laughing)
BW:
And behave in a consistent manner.

Female:
Like me.

KT:
Yeah. I think I was told as well, sometimes when it goes badly, it’s like don’t take it personally as well.  Sometimes a kid’s concerned with something else that’s happened, it’s not you.  And don’t always take it personally.  That’s some advice that I’ve had, definitely.  So that’s been quite useful.
CN:
I can’t think I know the exact precise way to say it, but I suppose it’s about self-confidence, remaining true to yourself, not getting worried about what other people are doing, and teaching lessons that suit you and that you’re engaged in and you enjoy and you can transmit that to the kids.  But if you’re just teaching someone else’s lesson and you don’t totally believe in it, then there’s no hope that the kids are going to be.
DB:
I think, just going on a different point from that, I’ve also learnt to accept that I’m not always right, as it were.  Because I always understood the criticism and I think building criticism to the extent that I have done -
BT:
For me, it’s pluralism.  There’s more than one answer.  There’s no wrong answer, and there’s more than one right answer.  And that’s what I try and instil in my kids all the time, that there’s no stupid ideas.  Anything that you want to bring into the classroom is valid and you can encourage a space where everyone’s input is valued.  And I think 99 percent of your trouble stops.

Female:
 I think –

Int:
Last word to Steve.

SL:
Send them out.  
(Laughing)

[End of recording]
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