HHCP: The Slave Trade Teacher’s Notes

Author’s commentary

This Scheme of Work supports the Hodder History Concepts and Processes volume: The Slave Trade.

It consists of a dozen ‘lesson plans’, each of which could fit into an hour’s teaching, though some of the units could comfortably be extended to a take a number of timetabled periods, depending on how you choose to teach them.

The whole unit, therefore, can offer a term’s work (on one period a week), or half a term (on two periods a week) – though it can be extended to take longer should you wish.

The book is aimed primarily at Year 8 pupils, although it could usefully be used with Year 9 pupils, or more able Year 7 pupils. (Note that differentiation levels are suggested in bold red text throughout these notes.)

One aspect of this book is a study of the interpretation of the TV series of Alex Haley’s book Roots, so you may wish to watch key episodes from the series for 5–10 minutes at the end of each lesson, not only as a preparation for the next lesson’s study, but also as a motivation/bribe to good behaviour!

Starter: Setting the question

Lesson S.1: First thoughts: Should we apologise?

Background

Many pupils will be unfamiliar with the debate about apology and reparations, and you will probably need to explain what ‘reparations’ are. With most classes, you will want to make clear at the beginning the difference between ‘slavery’ and ‘the slave trade’.

At this point only pupils’ initial feelings are sought – without ‘making up their minds’. It is in the nature of the lesson that it purely sets the scene, whereas pupils will form more considered opinions over the next few weeks.

Comments on the page 4 Activities

Q1.
This question should raise some interesting issues – not just that you may later decide that you were wrong, but that sometimes you may decide to apologise for kindness, or for personal gain, or simply to repair a relationship.

Q2.
Writing a caption for Source 3 (Biard’s Slave Traders) will help pupils verbalise in a sound bite how they feel at the start of the course about Britain’s part in the slave trade. It is important that you do NOT tell them what is going on in the picture, but let them make their own interpretation. At the end of the course (page 47) they are asked to do this again, and this will allow them to see to what degree this book has changed their attitudes – if at all.

Q3.
This will demonstrate individual pupils’ initial attitudes to their notions of the slave trade, and the idea of public apology.

Lesson plan S.1
	Historical skills
	Knowledge and understanding

Interpretations

(Development through time)

	Teaching objectives
	That pupils:

· understand that there is a debate about how Britain should respond to the memory of the slave trade

· record their initial ‘gut feelings’

· gain an overview of the chronology of the slave trade.

	Learning outcomes
	By the end of the lesson pupils will have:

· learned that people have very different opinions about the slave trade

· written down their ‘first thoughts’ at the start of the course

· (been told, and thought about, the main events of the slave trade years.

	Learning modes
	Visual
	
	Auditory
	
	Kinaesthetic
	

	Cross-curricular opportunities
	Literacy: Studying written sources at text level1.

Literacy: Extraction of surface information from a source, but also inference.

	Resources


	1.
Textbook pages 4–5.

2.
You could retrieve a copy of Biard’s picture from the web and project it on a PowerPoint for the whole class to see and discuss

3.
15 date cards. 

	Starter idea(s)
	1.
You may wish to start by establishing the pupils’ knowledge/ignorance, by asking them what, if anything, they know about the slave trade (before they even open the textbook).

2.   
You could set the scene in the pupils’ own experience by talking about Q! in their own lives/experience.

3.   
Talk to the pupils about things they have changed their minds/opinion about as they have grown up and why (Santa Claus is a good first idea).  This is an example of changing your mind during one lifetime.

4. 
You can then progress to telling the pupils about things that people thought quite reasonable to do in the past but that we reject nowadays (bleeding and other health cures, bear-baiting, sun-worship, dripping sandwiches, etc.), and then ask them what they think WE do nowadays that people will look back on in the future and think we were mad (they will soon come up with ideas such as ‘smoking’, ‘eating meat’, ‘killing whales’, etc.). It is possible to turn this into a poster with illustrations: ‘Did they REALLY do that?’ Point out that the slave trade falls into this category – something we regard as heinous today, whereas people 200 years ago couldn’t see anything wrong with it.

	Lesson content idea(s)
	1.
Work as a class to read and discuss pages 4–5. Make sure that the pupils understand the ideas of apology and reparations, and their implications. Consider as a group the contrast between the opinions cited in Sources 1 and 2 (with more able pupils you may be able to go on to think about the reliability of the different authors cited). 

 Then do the Activity questions.

1.
If you have already discussed this question as a starter, you may wish to return to it to see if the pupils’ answers for their own lives have any implications for the situation today – for instance, the British people might not believe that they ought to apologise, but might choose to do so for ulterior motives (e.g. to heal relations with different. countries and communities).

2.
Do NOT discuss the meaning of Source 3 – it is essential that the pupils work out a meaning for themselves, and it does not matter if they are mistaken.   

3.
This could be a major discussion item, if you have time.

(Optional)

4.
Use the date cards (some or all of them, appropriately, depending on the ability of your pupils), to do what Ian Dawson calls a ‘washing line’ exercise.

Hand out the cards.

Ask those pupils with cards to stand in a line in date order.
First, ask them to stand an appropriate distance in front of or behind the line, depending on how successful they assess the slave trade to have been (thus 1798 will stand a long way in front of the line, because the trade was clearly flourishing). Talk about the decisions of the pupils and the resultant ‘shape’ of the line to establish a development through time overview.

Second, ask them to stand an appropriate distance in front of or behind the line, depending on how morally repugnant they find the information on their card (thus 1798 will stand a long way behind the line because it is awful to think of so many people being transported). Talk about the decisions of the pupils and the resultant ‘shape’ of the line to establish a moral overview.

	Written element
	Q2.
Pupils write a caption to Source 3. With less able pupils, spend some time first talking with them about what they can SEE in Source 3 – and what they think is going on. 

Q3. 
All pupils can write up to 50 words on their ‘first thoughts’ of whether they ought to apologise/pay reparations for the slave trade.

	Plenary idea(s)
	1.
Ask the pupils to read out loud their ‘first thoughts’ and explore the thinking behind their words.

2.
One aspect of this book is a study of the interpretation of the TV series of Alex Haley’s book Roots, so you may wish to watch key episodes from the series for 5–10 minutes at the end of each lesson, not only as a preparation for the next lesson’s study, but also as a bribe for good behaviour!
If you are doing this, a very good episode to show would be of a scene from the Middle Passage.

	Further study
	


Chapter 1: The triangular trade

Lesson 1.1: Interpretations: The slave trade – TV-style 

Background

I used to show my pupils great chunks of Roots, telling them that video could teach them about the slave trade much more effectively than any lesson I might teach them.   

I was wrong.

It is essential that pupils understand that the story of Roots is not fact. It is not even the factual story of Kunta Kinte – it is improbable that Kunta Kinte was Haley’s ancestor, and ‘Toby’ certainly wasn’t.   Roots is a fictionalised, inaccurately researched, and to a degree plagiarised telling of Haley’s ancestry1, padded out with assumptions about the personalities of the people and ‘facts’ from the histories of the time. Given that the histories of the time were still almost wholly based on the Abolitionist propaganda and viewpoint, Roots is NOT an objective account of the slave trade; it is in fact highly emotive and biased propaganda in its own right.  

Nevertheless, Roots remains to this day perhaps the most thrilling and persuasive account of the slave trade ever produced. Our modern-day attitudes and beliefs about the slave trade have no doubt been influenced by the TV series Roots, so it is appropriate that the pupils should start off their studies by considering the film.   

Comments on the page 7 Activities

This lesson provides an excellent opportunity for drama, and Activities 1–3 take the pupils through the different stages in how to use drama for effective History teaching2.

 Lesson plan 1.1
	Notes
	This lesson is about the fictional story of Kunta Kinte only, and it is essential that pupils understand that it is fictional, and that it was written at the time that Black people in America were fighting to be given their civil rights (i.e. it had an ulterior motive). One of their tasks as they study the course will be to reflect on how ‘true to life’ the story of Roots actually is.

	Historical skills
	Knowledge and understanding

Historical narrative – development through time

	Teaching objectives
	That pupils:

· know the story of Roots 
· have reflected on the implications of the story of Roots for their own understanding of what the slave trade was like and what they think about it. 

	Learning outcomes
	By the end of the lesson pupils will have:

· learned about the story Kunta Kinte

· understood the difference between ‘true’ and ‘true to life’. 

	Learning modes
	Visual
	
	Auditory
	
	Kinaesthetic
	

	Cross-curricular opportunities
	Drama/ writing a play.

	Resources
	Textbook pages 6–7.

 

	Starter idea(s)
	1.
Discuss briefly what the pupils know about their family histories. Tell them one of the ‘myths’ of your own family histories, and how often these family myths turn out to be wishful thinking (e.g. for many years it was believed in my own family that we are descended from the ‘black sheep’ of a rich Irish family who sometime in the middle of the19th century was cast off without a penny and forced to emigrate to England – until my father researched our genealogy and discovered that we are, in fact, descended from an ordinary working-class 18th century Liverpool family).

2. 
Show a powerful clip from the TV series – perhaps of scenes from the Middle Passage or (if you showed this at the end of the last lesson, simply the opening credits from the first series – the artwork of which illustrates key scenes in the ensuing story).

	Lesson content idea(s)
	1.
Read appropriately1 pages 6–7, then ask the pupils to do Activity 1.

2.
Use Activities 2–3 and the ideas in Appendix 8 to do drama activities2 with the pupils. Note that they are doing the drama not as a literacy activity in its own right, but to help the pupils reflect upon the story of Kunta Kinte and its implications for the topic.


Unless you feel the drama activities are inappropriate for your class, you will not have time or need to do any written work this lesson.

	If you do decide to set a written task (e.g. for homework), remember that it would be inappropriate to set a task which has Kunta Kinte ‘writing home’ (or other) – he would not be able to write.  Appropriate writing tasks might include:

1.
Ask the pupils (individually or in groups) to take one of the scenes from pages 6–7 and write a drama script (i.e. as a play3) for the scene. If you divide out the scenes between groups of pupils, you could end up with a whole play, which you could type up, ‘read round’ and even enact as a class.

2.   
Ask the pupils to write the opening paragraphs of a novel4 about Kunta Kinte. (Note that they did not all have to start their novel at scene one, but might choose to begin their story half-way through, or even at the end, building in earlier events through dialogue or ‘flashback’.)
	

	Plenary idea(s)
	1.
It is essential that you do not allow the pupils to leave the lesson believing that the story they have studied is ‘factual’ or even ‘true’. It is essential, therefore, that you hold a plenary which will get the pupils to consider:

a.   
That Roots is an interpretation of the slave trade (and what an ‘interpretation’ is).

b.   
Which bits of the story do they think are ‘true’ (will have been established by Haley by research), and which bits do they suspect might be ‘padding’ and ‘colour’ added from Haley’s imagination and knowledge of other sources to ‘make a story’?


One way to do this would be to give the pupils a transcript of the text on pages 6–7, and get them to underline the bits they think are factually true1.   

This is a good exercise, because it brings home to pupils just how little of the story of Roots is provably ‘true’. Does this mean it is useless to historians who want to decide if Britain should apologise and pay reparations?

c. 
IF Haley’s interpretation is true, what implications does it have about how the pupils feel about the ‘big question’ – if it is true, should Britain apologise and pay reparations?
2.
You may wish to watch another episode from Roots at the end of the lesson.
If you are showing a clip in preparation for next lesson, you may wish to show scenes of Captain Davies and 3rd Mate Slater preparing the Lord Ligonier for the voyage.

	Further study
	If you did not do one of the written exercise suggestions above, you may wish to set it as homework for more able pupils.


Lesson 1.2: Knowledge: The triangular trade
Background

The basic concept of this lesson is very easy – particularly if you start it with the exchange game (below). The pages on the voyage of the Sandown, however, are text-heavy, and you may choose to ‘skate over’ these pages with your less academic and special needs pupils (using, for instance, only the map).   

In this lesson, the pupils begin to find out that the simplistic view of the slave trade offered by Roots is, in fact, not wholly true. The triangular trade was NOT ‘all profit’ (as Carrington asserted), and after 1788 the number of slaves per vessel was regulated. The organisation of the ‘factories’ in Africa sometimes comes as a surprise to the pupils: to find out that slavers did not run after slaves and capture them personally, and that local rulers sometimes connived in the trade.

Comments on the page 9 Activities

Q1.
If the pupils find 1c) difficult, with the terminology of ‘what they had to offer’ and ‘what they wanted’, tell them that another word for ‘wanted’ is ‘demand’, and get them to look at it as an economic equation.


Q2.
A simple search-the-text exercise. Declining profitability, however, appears to have been a major factor in the decision to abolish the slave trade, and this prepares the pupils for their study of Abolition in Chapter 3. 

Comments on the page 13 Activities

You will need to be ready to answer all kinds of questions about what things are (notably ‘impressed’ and ‘Mboys’ and ‘Wgirls’ = teenagers).

Q1.
Royal Navy steals his crew (19/2 and 23/2/93), danger from French (7/4/93), danger of pirates (27/4/93), poor crew (2/5/93), slowed down by convoy ((9/5/93), biles (4/6/93), wrong navigation charts (11/6/93), conditions in Africa (2/7/93), yellow fever (18/7/93 onwards), sailors dying (7/8/93 onwards), crew lazy (1/9/93), medicine runs out (18/12/93), slave mutiny (28/12/93), slaves sick and dying (3/4/94 onwards), desertion (29/4/94), running out of money (3/5/94), lack of crew (3/5/94), slow market (12/5/94 et al.), ill himself (22/8/93 and 21/5/94).


Q2.
The stock-take of 20/4/94 records that there were 226 slaves.   


Then 15 died: 21/4/94, 24/4/94, 25/4/94 (2), 26/4/94 (2), 30/4/94 (2), 1/5/94 (2), 6/5/94, 7/5/94 (2), 14/5/94, 19/5/94.   


Finally 4 remained unsold (15/94) = 207 slaves sold. 


So:

Q2a)
£35 x 207 = total income of £7,245.

Q2b)
250 slaves delivered (8/3/94) – 211 = 39 dead of 250 = 15.6%.


Q3.
The fluctuating numbers of Gamble’s crew make this difficult to say, but he records 6 named crew dying out of a ship’s company of 21 (1/8/93) = 28.6%, i.e. considerably higher than the death rate of the slaves.


Q4.
£7,245 


minus cost of cargo @ £5,721

minus 16 months (23 Jan 93 to 27 May 1794) @ £125 per month = £2,000

minus other costs @ £231

= a LOSS of £707 (you can see why the owners (22/594) were so anxious to end the voyage).

Lesson plan 1.2
	Notes
	You may wish to explain that the last lesson gave the simple, popular picture of the slave trade, and that now their lessons will require them to understand that the truth was more complex.

	Historical skills
	Knowledge and understanding



	Teaching objectives
	That pupils:

· learn how the triangular trade worked

· learn about the economic complexities facing the slave traders

· reflect upon the veracity of the interpretation of the slave trade offered by Roots.

	Learning outcomes
	By the end of the lesson pupils will have:

· be able to explain how the triangular trade worked, who took part in it and what they gained from it

· know some of the problems facing the slave traders 
· realise that Roots was a simplistic view of the slave trade and not wholly true.

	Learning modes
	Visual
	
	Auditory
	
	Kinaesthetic
	

	Cross-curricular opportunities
	

	Resources
	1.
Textbook pages 8–13.

2.
A blank map of the Triangular Trade.

3.
A question-sheet on The Voyage of the Sandown.


b.  
Set a different problem: Tracey has a pen, and wants a pair of earrings.   Sharon has a pair of earrings, but does not want a pen; she would rather have a diary. Philip has a diary, but needs a pen for school. What can they do? Put the items in front of the pupils and let them sort it out.

	The concept of the triangular trade will come very quickly.

2.  
You may wish to show the clip from Roots showing Carrington boarding the Lord Ligonier and talking about the triangular trade (as quoted on page 8).
	


2.
Ask the pupils to think about Activities 1 and 2. Working as a whole class, using a blank map outline, giving differentiated support as appropriate to the class, mark on it: the ‘three corners’ of the slave trade triangle, the route, ‘what each place had to offer’, and ‘what each place wanted’.

With the least able pupils, the easiest way to establish comprehension is to make ‘We’ve got’ and ‘We need’ cards and get the pupils to pass them round physically.

Compare the completed map to that of the Sandown on page 9.


3.   
All pupils read the text below the map on page 9.  

More able pupils can then be directed to pages 10–13 and asked to do the questions on page 13.

	With average ability pupils, or more able pupils if you are pressed for time, you could give them the worksheet on The Voyage of the Sandown, which directs them to the necessary information.


With less able pupils (as long as they will be able to read the log of the Sandown on pages 10–13), or average ability pupils if you are pressed for time, you may wish to give them a list of dates and ask them to assemble a list of ‘problems that a slaver might face’ – how many dates will depend on your class, but a basic list of twelve might include: 11/6/93 (wrong navigation charts), 2/7/93 (conditions in Africa), 18/7/93 (yellow fever), 1/9/93 (crew lazy), 15/9/93 (diarrhoea), 28/12/93 (mutiny), 28/3/94 (slaves sick), 15/4/94 (water casks leaking), 30/4/94 (crew run away), 3/5/94 (run out of money), 8/5/94 (gripes and looseness), 15/6/94 (slow sale of slaves). 
With the least able pupils, you may wish to read page 9 and leave it at that.
	

	Written element
	1.   
ALL pupils draw a map.

2.   
For the more able pupils, there is an opportunity to write a formal explanation of the slave trade.

3.   
A more enjoyable activity for the more able pupils and average ability  pupils might be to turn the events of the voyage into a ‘snakes and ladders’ (or similar) board game (Q3).

4.   
Pupils who find writing harder might simply make bullet point notes under the headings:
      From Britain to Africa
      From Africa to the West Indies

      From the West Indies to Britain,



mentioning under each ‘what was carried’ and ‘problems faced’.

5.   
Least able pupils can label the blank map, using the map done on the board during the whole-class exercise. 

	Plenary idea(s)
	1.
Most pupils should by the end of this lesson be able to understand that the simplistic view of Roots was maybe not wholly true (see above).   Refer them to the interpretation of the slave trade and what they learned about last lesson when they studied Roots, and ask them if anything they have learned today has undermined/ caused them to question that interpretation

2.
Failing this, simply ask: ‘Was the slave trade easy money’, and see what the pupils come up with.

3.
The slave trade was NOT ‘easy money’ – does that make it any less evil?   Is that a reason for Britain not to say sorry?

4.
You may wish to watch another episode from Roots at the end of the lesson.   


If you are showing a clip in preparation for next lesson, you may wish to show scenes from the beginning of Roots showing Haley’s idyllic interpretation of life in Africa before the slave traders came.


Chapter 2: The slaves’ story

Lesson 2.1: Using evidence: At home in Africa

Background

This lesson asks pupils to study the living conditions in Africa and reflect upon their implications for the ‘big question’. You could propose a case that if the evidence shows that British slave traders were taking people from appalling living conditions in Africa to slavery in America, then such an action was less morally repugnant than if, for instance, they were stealing them from an idyllic life of peace and happiness; but is this case justifiable? 

The contrasting views of living conditions in Africa are put by two Africans, Olaudah Equiano, writing in 1789, and Boubacar Barry, writing in 1984. It will be interesting for pupils to consider the reasons why these two Africans, writing 200 years apart, paint such different pictures, for reasons of their own.

Olaudah Equiano, in his slave narrative, gives us a utopian description of life in Africa. But how reliable is his account?

The current view is that he was born not in Africa but in America, and that – even if he was African – his description of Africa is based, not on personal experience, but on second-hand descriptions gleaned from visitors and sailors. Reading it in this light, it is clear that this account of Africa is a researched work of fiction, as was Alex Haley’s Roots, and his reason for making his narrative rather rosier than reality was because he resented being robbed of that heritage. He therefore paints a romantic view of a bygone age – as does Chinua Achebe, in Things Fall Apart. 

Equally, pupils need to appreciate that Boubacar Barry’s description of Africa is ALSO an interpretation of history. He is a modern African historian, who again has a particular standpoint: that he blames the turbulence in Africa’s past on the intervention of the slave traders, but argues that if Africa is now left in peace it can build Pan-African unity.

But whether we believe the rosy or the turbulent interpretation, the real point for the ‘big question’ is that the slave traders had no right to decide that an enslaved life in America could ever be preferable to growing up in one’s own community and culture, whatever the physical conditions.

Comments on the page 14 Activities 

Q1.
Simple extraction.

Q2.
This question (which is also linked to Question 3) is designed to reveal the Equiano passage as fiction rather than fact. Equiano is trying to portray Africa as a beautiful place, and the Africans as cultured, clean-living, comfortable and diligent. One reason could be that he was consciously trying to counteract the bias and prejudices that the British had then against Africans. You will be able to demonstrate this more powerfully if you ask the pupils to think about what Equiano was saying the Africans were NOT … that they were not savages, dirty, greedy, and lazy:

	We are a nation of dancers …
	= NOT savages

	… our lifestyle is simple, our luxuries are few …
	= NOT profligate

	Before … we always wash our hands
	= NOT dirty

	We have no strong alcoholic drink …
	= NOT drunkards

	Our houses … neatly plastered …
	= NOT living in squalid huts

	The whole neighbourhood help …
	= NOT uncharitable

	Our wants are few …
	= NOT greedy

	Our land is uncommonly rich …
	= NOT impoverished

	… the general health of the people …
	= NOT diseased

	Our women were … uncommonly graceful, alert and modest …
	= NOT ugly

	They are remarkably cheerful …
	= NOT surly


Q3.
Pupils might point out the general exaggerated          perfectness, but also his giving himself a chief as a father.

Q4.
This question will develop the pupils’ observational skills of visual sources, but will also teach them to look at content as    well as provenance when evaluating the utility of a source as a ‘version of Africa’. 

Comments on the page 17 Activities 

Q1.
Simple extraction.

Q2&3.  Less able pupils find these ‘questions to confirm         understanding’ difficult – omit.

Q4.
Encourage the pupils to look both at the AUTHOR, and the CONTENT as they make their choice. 

Lesson plan 2.1
	Notes
	Pupils MUST produce some written work addressing source evaluation to gain a L5. Equiano was not accurate when he said that the Africans had no alcoholic drinks. Palm wine is alcoholic, and European observers noted widespread drunkenness. When doing Source 1, you will need to tell the pupils that Benin = modern-day Nigeria. 
Show less able pupils the map on page 9 of the textbook.

	Historical skills
	Knowledge and understanding

Evidence – Reliability of a source

Interpretations

	Teaching objectives
	That pupils:

· extract key information form a source – at both surface level and inference1
· evaluate the reliability of specific sources

· understand descriptions of history as interpretations

· evaluate the reliability and utility of different visual interpretations.

	Learning outcomes
	By the end of the lesson pupils will be able to explain:

· how Equiano’s description of Africa was a fictional narrative

· why various sources on Africa might be more or less useful to an historian

· why Barry’s description of Africa is probably more factually reliable than Equiano’s.

	Learning modes
	Visual
	
	Auditory
	
	Kinaesthetic
	

	Cross-curricular opportunities
	Literacy: Inference at word/sentence level2.

	Resources
	Textbook pages 14–17.

	Starter idea(s)
	1.
Your mum is worried that you have taken up with a ‘bad influence’, and asks you to describe your friend; what do you tell her about him/her (= all the good, parent-friendly things)? Why?
Now how might you describe someone with whom your parents want you to be friends, against your wishes (= a lot of things which would alarm your parents).

2.
Which is going to be more reliable a description of a person – their description of themselves in their election manifesto, or an entry about them in an encyclopaedia long after they have died. Why?

3. 
Violet Winspear, who wrote dozens of cheap romantic novels for Mills and Boon in the 1960s, always refused to visit the exotic locations in which she set her stories. Why?

4.
It would be appropriate to watch a few scenes from the beginning of Roots showing Haley’s idyllic interpretation of life in Africa before the slave traders came.


2.
If time is not an issue, then Q4 on page 14 will help the pupils learn how to extract information from visual sources, and will teach how to establish utility by looking at content and provenance.

However, if time is pressing, you could simply look briefly at the sources on page 15 to dismiss them all as unreliable in some way – nothing on pages 14–15 really tells us what Africa was like in the 18th century.   


3.
The text and Q2–3 on pages 16–17 are really only for the more able pupils to study.

	To study these pages with average ability and less able pupils, split the class into small groups studying:

· the biography of Lat Sukkabe Faal 

· the biography of Samba Gelaajo Jeegi

· the Villeneuve picture of Muslim slavers

· the first paragraph on page 17.

(With the least able pupils, just read to them the second paragraph on page 16) after which ask the pupils to consider ‘what Africa was really like?’ This should allow you to address Q1 and Q4 on page 17.

More able pupils should discuss why Barry’s interpretation may be more reliable.

	Written element
	1.
More able pupils might write a very straightforward essay following the frame:

· According to Equiano, in 1745 Africa was …

· According to the modern historian Boubacar Barry, 18th-century Africa was …

· The reason for their different interpretations is …

2.
Average ability and less able pupils might imagine that they are Equiano’s children, revisiting Africa on the strength of their father’s descriptions (page 14), and pictures they have seen in travel books (page 16). Suppose they actually find it more like Barry’s version from pages 17–18; they now write to Equiano saying how their native country actually was. (Remind pupils how often grandparents paint a rosy view of life as they remember it from their childhood!)


If you don’t want to ask your pupils to write, this would work just as well as a drama, with some pupils pretending to be Equiano, and others pretending to be his returning children. With especially weak classes, or if you want to be controversial, you could yourself pretend to be Equiano, and the pupils can be your returning (and complaining) children; the work can consist of you making claims about Africa, and they ‘shooting you down’ with the facts.



Begin by outlining the proposal – that if Africa was lovely, then British slave traders were evil to drag Africans off into slavery, but that if Africa was dangerous and unstable, perhaps slavery in America was not so bad an alternative?    

With more able pupils, you can just ask them whether the slave traders had the right to move populations in either case.
	With less able pupils, you will need to draw the ideas out more carefully, explaining why Africans have different versions of what life was like in their own country. You could also suggest how difficult it is to say definitively ‘what is a particular country like’ today, if several of you visit even on the same occasion; there are always different parts of the country, different kinds of people, and different points of view. 
2.
You may wish to watch another episode from Roots at the end of the lesson. If you are showing a clip in preparation for next lesson, you may wish to show the scene from Roots showing the capture of Kunta Kinte.

	Further study
	


Lesson 2.2: Using evidence: Captured!

Background

This lesson should not come as a surprise after Lesson 1.2, but new lessons are hard-learned, and you may find that your pupils still have a Roots-inspired belief that British slave traders chased after slaves and captured them themselves (lesser pillage).

The significant issue about this lesson is not just that there was already a system of slave labour and ‘slave warehouses’ providing slaves, but that the slaves were supplied by local Africans – that Africans sold Africans (grand pillage).

Pages 18–21 unpack the idea of ‘Africans selling Africans’. The critical notion is the move from lesser pillage (whites immorally seizing Africans) to grand pillage, which made British slaver and African king mutual partners in a business transaction. Key in this is Q2 on page 21, comparing Morland’s ‘take’ on the slave trade (whites immorally seizing Africans) to Pocock’s, which sees British slaver and African king as mutual partners in a business transaction.

This may have an effect on pupils’ deliberations about the ‘big question’, and Britain’s duty to apologise and pay reparations, because does this escalation in pillage to some degree reduce the British culpability? You will need to help pupils address the whole question of responsibility for the economies we are part of, and how we justify procuring the cheap goods we think we need. You will need to address tactfully the implications of what the pupils will learn; the danger is that the lesson will draw forth some ill-considered, even racist, statements.   

Comments on the page 19 Activities

Q1.
Both describe slavers grabbing individual slaves, both break up a happy family.

Q2.
Identify the Arabs participating in the pillage, the vulnerable straw huts, the massacred men and the captured women

Q3.
Note the examples of more fictional style: ‘my dear sister’/ ‘the   only comfort we had was bathing each other with our tears’/ ‘But alas!’/ ‘I was left in a state of distraction’.

Comments on the page 20 Activities

Q1.
Detailed observation; note especially:


a)  tied, whipped, yoked, examining teeth.


b)  white, clothing, ship in background.


c)  observe the African with hat on left.


d)  the African ruler is carrying a gun.


e) discussion between ruler and sailor.


f)  guns, feathered hats, casks (of spirits), sword.

Q2.
For reflection/ class discussion. Clearly the price of a slave was quite high, which was why Africans got drawn into dealing in labour.

Comments on the page 21 Activities

Q1a)
The African with the hat is clearly some local ruler (note the servant holding an umbrella over him).

Q1b)
He and the white trader clearly see each other as trading equals – note the hand on the shoulder, an act of familiarity.

Q2a)
Morland portrays the capture as a cheat of trust; whereas Pocock sees British slaver and African king as mutual partners in a business transaction. 

Q2b)
The reason for the difference is that Pocock was a sea captain illustrating his involvement in the trade, whereas Morland was using his painting to plead a cause.

Q3.
This question should provoke discussion about complicity in making money out of slave labour, and how we should all consider the ethics of any way in which we venture to make money, or buy and sell goods. Again, it is important not to provide any opportunity for racist statements.

Lesson plan 2.2
	Note
	Make sure that the pupils make a note of all the violations of human rights and dignity that the slaves suffered – they will need it when they come to assess a putative figure for compensation (page 45).

	Historical skills
	Knowledge and understanding

Evidence – extraction from and evaluation of sources

	Teaching objectives
	That pupils:

· extract information from various sources

· evaluate sources 

· use the evidence derived from various sources to make historical judgements.

	Learning outcomes
	By the end of the lesson pupils will have:

· learned the different ways in which slaves were capture

· evaluated the reliability of Equiano’s description of how he was captured

· extracted information from contemporary sources about the role of Africans in the slave trade.

	Learning modes
	Visual
	
	Auditory
	
	Kinaesthetic
	

	Cross-curricular opportunities
	Literacy: Evaluation at text level1

	Resources
	Textbook pages 18–21.

	Starter idea(s)
	1.
It would be appropriate to watch the scene from Roots showing the capture of Kunta Kinte.   

	Lesson content idea(s)
	1.
Read appropriately2 Source 1 on page 18, and study the picture in Source 2. Working as a whole class, discuss how the two descriptions of the capture of a slave – Sources 1 and 2 – are similar to the capture of Kunta Kinte in Roots.

2.
Briefly, look at Sources 3 and 4, and answer Q1&2 on page 19.   Stress to pupils that the way in which slaves were procured changed over time.

3.
Study Q3 on page 19. Remind the pupils that Equiano was probably born in America. Does it matter that Source 1 is probably a fictional account? Point out to more able pupils that Morland and Equiano were Abolitionists, using the stories of capture as evidence for their cause. Haley was writing during the Civil Rights movement, using his story to make a case for the heritage and value of American Black people. Why did they all concentrate on the earlier capture of individuals rather than the later more organised way in which most slaves were procured? (Answer: it emphasised the personal brutality rather than the sanitised degradation.)

4.
Give the pupils a few minutes to look over the information on pages 20–21, particularly asking them to think about the Activities on page 20. 

5.
Studying Source 2 carefully, discuss the questions on page 21.   Concentrate on 2b): why were the depictions different?

	Written element
	1.
ALL pupils must make a list somewhere of the ‘Wrongs the Slaves Suffered during Capture’.

2.
More able pupils might be asked to write a couple of paragraphs saying what contrasting evidence they pick up from the two paintings, Morland’s Execrable Human Traffic, or Pocock’s Southwell Frigate, and why they both chose paintings as the way to argue their cases.
3.
Less able pupils could create an Abolitionist poster showing a slave, with around him all the goods required to buy him, with a suitable anti-slave-trade slogan such as ‘not at any price!’ or ‘no trade in labour’ or such-like.


1.
The evidence that Africans sold Africans to British slavers as trading equals should have an impact on pupils, and it should necessarily affect their ‘take’ on the ‘big question’ about whether Britain should apologise and pay reparations.


2.
With more able pupils, discuss James Pope-Hennessey’s statement in Sins of the Fathers (1967) that: ‘If there were no buyers there would be no sellers.’

	The full passage reads:

The phrase ‘Blacks selling Blacks’ has neither relevance nor meaning, for in those days the concept of African solidarity did not exist. ‘If there were no buyers there would be no sellers’ – that is the crux of the matter, and the final word that can be said on African ‘guilt’. It was the European traders who taught Africans to sell other Africans.

James Pope-Hennessy, Sins of the Fathers (1967)

3.
The list of goods on page 20 for which a slave was exchanged raises issue about the value of a human life, which you may wish to explore with the pupils. What situations today make it necessary to out a price on a human life (e.g. ransoms, air-sea rescue, funding air-ambulances, closing fire stations, NHS hospitals questioning the availability of certain expensive medicines – it costs $1bn to develop a new drug).

4.
You may wish to watch another episode from Roots at the end of the lesson.

If you are showing a clip in preparation for next lesson, you may wish to show scenes from Roots showing the Middle Passage.

	Further study
	A good homework would be to ask the pupils to Google the modern-day costs of the items in the Angola bartering list on page 20, to find out their value today. Think of other examples of transporting slave labour today, e.g. from China.


Lesson 2.3: Enquiry: The Middle Passage

Background

Much of the Abolitionists’ case consisted of presenting to the public what they characterised as the ‘facts’ of the Middle Passage. This lesson starts by taking those facts at their face value, although at the end it casts an eye at the reliability of the sources. The alternative case – the ‘other side of the coin’ – is addressed in Lesson 2.4.

Comments on the page 26 Activities

Q1.
A graphic kinaesthetic portrayal of overcrowding on board.

Q2.
A dramatisation to bring home to the pupils the Abolitionists’ argument.

Q3.
This question gets to the heart of this Enquiry.

Q4.
Reliability exercise; the value of this exercise will lie in your discussion with the pupils of their opinions, not in simply assigning a number to a source.

Q5.
The scandal was due to its rarity.

Lesson plan 2.3
	Note
	Make sure that the pupils make a note of all the violations of human rights and dignity that the slaves suffered – they will need it when they come to assess a putative figure for compensation (page 45).

	Historical skills
	Knowledge and understanding

Evidence – extraction from various sources

	Teaching objectives
	That pupils:

· extract information from various sources 

· evaluate sources.

	Learning outcomes
	By the end of the lesson pupils will have:

· learned about some ‘horrors of the Middle Passage’

· evaluated the reliability of the sources which informed them of those horrors.

	Learning modes
	Visual
	
	Auditory
	
	Kinaesthetic
	

	Cross-curricular opportunities
	Literacy: Evaluation at text level1.

	Resources
	Textbook pages 22–26.



	Starter idea(s)
	1.
Ask the pupils if they have ever been on board a ship, and what it was like. Concentrate on the negatives – I usually end up by describing one particularly horrific Channel crossing on a very rough sea, belted into our rows of seats going on what was like a terrifying big dipper for 45 minutes longer than the scheduled voyage, desperately trying to hold onto the contents of my stomach – something which most of the other passengers failed to achieve. The sounds, smells and motion were dreadful. Two hours into the journey a young child gave way to its feelings and began to wail loudly and inconsolably; nobody complained – we all felt exactly the same way.

2.
If you have not already done so, it would be appropriate to watch the scene from Roots showing the Middle Passage.

	Lesson content idea(s)
	1.
Read appropriately2 through the Sources on pages 22–26, taking them at their face value.

2.
Use tables to set up ‘decks’ and ledges’ (if possible, of similar proportions to those of the Brookes) and get willing pupils to lie down in their space of 5 ft x 1 ft 2in each (approximately two to each desk, on top and beneath). Ask the pupils how they felt – how would they feel if they had to stay like this for six weeks.

3.    
Ask all pupils to use the sources to build an ‘evidence grid’ in this format:

Horror
Evidence (a short quote or fact)

in Source

1

2

Etc.


       
Share results as a whole class and record them on the whiteboard.

4.   
With more able pupils, if you have the time, there is the opportunity to do a detailed source study of Source 1 on page 22, evaluating content and provenance to gauge reliability and utility. 

	Written element
	1.
ALL pupils must make a list somewhere of the ‘Wrongs the Slaves Suffered during the Middle Passage’.

2.
All pupils can do Q2 on page 26 in some form or another, though not necessarily in written form; this lesson invites some form of dramatic reconstruction – even the least able non-writers can ‘give evidence to a commission’ or ‘tell a friend’ about their experiences.

3.   
The most able pupils can write dramatic, exciting ‘short stories’ in the first person about their ‘experiences’.


1.
Write the following words on the board: Ignorance, Scorn, Hatred, Fear, Beastliness, Thoughtlessness, Religion, Greed, Racism. Make sure that less able pupils know what they all mean.   

	Ask the pupils which of these might have caused the sailors to treat the slaves so badly. Can the pupils see any evidence of any of these in the Sources? Which do the pupils think was chiefly responsible for the poor treatment of the slaves?

2.
The question needs to be asked: In the light of all this horrific evidence, which was laid before the British people in 1791, why did it take another 16 years before the British abolished the slave trade? Invite the pupils to offer possible reasons – take everything, from ‘they were repugnant beasts’ to ‘the so-called horrors weren’t true’.

3.    
Do and discuss Q4 on page 26.

4.    
Discuss Q3. Depending on how much of Roots you have shown the pupils, you may wish to discuss the reliability of Roots in the light of the evidence – at this point, it would seem that all the evidence supports it.
	

	Further study
	


Lesson 2.4: Interpretations: The Middle Passage revisited

Background

Much of the Abolitionists’ case consisted of presenting to the public what they characterised as the ‘facts’ of the Middle Passage. This lesson presents the alternative case – the ‘other side of the coin’.

In 1971, the historian Oliver Ransford wrote:

To continue writing about the horrors of the Middle Passage is both tedious and gruesome, and it comes as something of a relief to realise that perhaps too much has been made of them.   For the accounts that have come down to us are those which were collected and then broadcast to a wide public by the abolitionists, and as usual with propaganda they show only one side of the coin.

It must be remembered too that all long sea voyages during the days of sail were attended by gross discomfort and danger … When abolitionists sent 400 freed slaves from England to take up new lives in Sierra Leone, no less than 84 of them died during the voyage …

Perhaps too little attention has been paid to the elaborate precautions which were taken to safeguard the ship’s health…   the well-known slaver Captain Crow, for instance, treated his ‘passengers’ so well that whenever his ship berthed at Kingston, Jamaica, a crowd of Black Africans would come on board to greet their old friend.

It makes no logical sense for the Abolitionists’ stories of wilful, malicious cruelty and murder to be true. Even if they regarded their slaves as sub-human cargo, it made sense for the slavers to treat them humanely, if only to get a good price at auction in the Americas – a dead slave was an absolute loss.

Comments on the page 29 Activities

Q1.
Penny had the experience to know what he was talking about, but he was unlikely to admit to cruelty or racism – it was in his interests to make out that everything was ‘above board’. He may, however, simply have been telling the truth, and his answers certainly seem common sense. 

The questions asked of him must have been something along these lines:

a. How do you stop the slaves getting too hot below decks?

b. How do you stop the slaves’ quarters becoming unpleasant?

c. How do you keep the slaves fit, and stop their muscles wasting?

d. How do you stop the slaves getting scurvy?

e. What food is given them?

f. Are they provided with any pleasures?

g. How are the women slaves kept entertained during the long hours on board?

h. How do you make sure that care is taken for the health of the slaves?

i. Why should the crew take care of the slaves?

j. What financial reasons are there for the Captain to take care of the slaves?

k. Should a law be passed laying down rules about how the slaves should be treated?

Q2.
Source 4 records the regret of a captain who lost 70 slaves dead, and proves Penny’s claim that ‘the reputation of the captain’ depended on the number of slaves brought safely to market.

Source 5 is an instruction from a British company to one of its captains to keep the slaves healthy and not to abuse them ‘under any excuse whatsoever’.

Q3.
Source 3 shows that, %age-wise, fewer slaves died than crew on every voyage save one – the crew took better care of the slaves than they did of themselves (you might ask the pupils to compare this to the case of the Sandown, which had 28.6% mortality of crew, but only 15.6% mortality of slaves).

Source 7 echoes Ransford’s point that ALL sea voyages were unpleasant and could end in death and disaster.

Q4.
This should allow the pupils to rehearse the evidence against the horrors of the Middle Passage without committing themselves to one side or the other.   

Perceptive students looking at Source 6 may decide that it is a poor advertisement for the ‘better’ side of the Middle Passage.   Apart from the fact that their human right to freedom has been abrogated, the slaves are clearly subject to gross overcrowding, and men and women have been separated. Two women on the female side seem to be being sexually importuned, and one of the men is in leg-irons and being beaten. One of the sailors is carrying a gun, clearly hinting that the ultimate violence would be used if necessary.

Lesson plan 2.4
	Historical skills
	Knowledge and understanding

Interpretations

	Teaching objectives
	That pupils:

· understand that the Middle Passage can be interpreted in different ways

· evaluate interpretations.

	Learning outcomes
	By the end of the lesson pupils will have:

· learned that some people denied the ‘horrors of the Middle Passage’

· evaluated the reliability of the conflicting interpretations of the Middle Passage.

	Learning modes
	Visual
	
	Auditory
	
	Kinaesthetic
	

	Cross-curricular opportunities
	Literacy: Evaluation at text level1.

	Resources
	Textbook pages 27–29.



	Starter idea(s)
	1.
You might simply read out the Ransford quote above and ask the pupils what they think of it. Explain that, although there is lots of evidence of bad conditions, this was usually presented by the Abolitionists; although there is not as much, there is evidence, however, that slave traders tried to keep conditions for the slaves as good as possible.

2.
Ask the pupils to look at Source 1 on page 27 and read the first paragraph of the text as they look at the picture.
Ask them to say in one word what they think about Kimber, or the event (you will come up with a selection of words such as ‘atrocious’, ‘murderer’, etc.).
Read the rest of the text (or summarise in your own words). Kimber was found not guilty. What do the pupils think of the picture now (you may get words such as ‘exaggerated’, ‘libel’, etc).
The most able pupils can discuss the matter more deeply – does the court’s decision prove that Kimber was not guilty? What did people like Dowling hope to get out of the Middle Passage? Does the case reflect at all on the Abolitionists cause?)

	Lesson content idea(s)
	1.
Read appropriately2 through Sources 1–5 on pages 28–29, and consider as a whole class Q1 and Q2 on page 29.

2.
Read Source 7 and discuss Q3.

3.    
Ask all pupils to use the sources to build an ‘evidence grid’ in this format:

Good treatment
Evidence (a short quote or fact)

in Source

1

2

Etc.


 
Share results as a whole class and record them on the whiteboard.

4.   
Look at the provenance for Sources 1–4 – Penny, Merrick, Bird. How reliable are they, do the pupils think? 

	Written element
	1.
More able pupils can do Q4 on page 29; this should allow them to rehearse the evidence against the horrors of the Middle Passage without committing themselves to one side or the other. Alternatively, they could be asked to script an argument between those who believe that the Middle Passage was a living nightmare, and those who believe that conditions were the best possible.

2.
Less able pupils might be asked to play a game of Jeopardy, using the evidence of James Penny (Source 1). In the US gameshow Jeopardy, contestants are given the answer, and they have to guess the question. The minutes of the Parliamentary Committee contain only Penny’s answers; can the pupils work out the questions he was asked (see answers above)?

	Plenary idea(s)
	1.
Discuss with the pupils which side you believe – the Abolitionists (pages 22–26) or the apologists (pages 27–29). Take any comments, but insist that pupils explain their points, and try to persuade them to back up their ideas with evidence.

2.
IF the slave traders did try to make the journey as comfortable as possible (and more comfortable than for the crew or emigrants), what implications does this have for the ‘big question’ about whether Britain ought to have to apologise and pay reparations?

3.    
You may wish to watch another episode from Roots at the end of the lesson.
If you are a showing a clip in preparation for the next lesson, you may wish to show the scene from Roots showing the auction.

	Further study
	


Lesson 2.5: Using evidence: Sold!

Background

This lesson brings to a close the ‘Slave’s Story’ element of the study, but you must be careful not to allow an attitude of ‘we have finished’ among the pupils.

The sale of the slaves is arguably the most disgraceful thing that happened to them. Their capture was kidnap, and bad enough, but selling them deprived them permanently of their freedom, and is arguably the greater crime against humanity. You must make this explicit to the pupils.

Comments on the page 31 Activities

Q1.
Important for p.45.

Q2.
Compare surface content, but also inferred feelings – note with the pupils that Cresswell was not an active Abolitionist.

Q3.
‘Cargo’ – makes them sound like goods; ‘Prime’, ‘Healthy’ – makes them sound like animals. Note also the racist drawings.   ‘Prime’ and ‘Just arrived’ introduce a sense of urgency to buy.

Q4.
Accept any ideas, but ‘scared’, or ‘preferred death to slavery’ are obvious possibilities.

Q5.
Simply visual empathy.

Lesson plan 2.5

You MUST make it clear from the start of the lesson that whereas up to now the slaves had been kidnapped, now their sale was the permanent theft of their freedom and individuality, and as such is an (arguably greater) crime against humanity. As historians we often get caught up in the analysis and interpretation, but the pupils need to understand from the start that the individuals on the left of Source 1 were criminals committing a crime against humanity.

	Again, make sure that the pupils make a note somewhere of all the violations of human rights and dignity that the slaves suffered – they will need it when they come to assess a putative figure for compensation (page 45).
	

	Historical skills
	Knowledge and understanding

Empathy

Interpretations

	Teaching objectives
	That pupils:

· learn about how slaves were sold

· understand the experiences and attitudes of men, women and children in the past

· evaluate interpretations.

	Learning outcomes
	By the end of the lesson pupils will have:

· learned what happened at a ‘Scramble’

· tried to understand the differing feelings of the people at a ‘Scramble’

· evaluated the reliability of Roots as an interpretation of the slave trade. 

	Learning modes
	Visual
	
	Auditory
	
	Kinaesthetic
	

	Cross-curricular opportunities
	Literacy: Evaluation at text level1.

	Resources
	Textbook pages 30–31.




1.
Explain to the pupils how, when you were sent to prison years ago, you were made to stand naked for long periods – it was a conscious dehumanising policy.

Alternatively, show the pupils a picture of naked Jews waiting to be killed by the Nazis. Talk to the pupils about why persecutors make their victims stand naked.

	Ask the pupils if there have been times in their own lives when they have been treated in a way which made them feel embarrassed, devalued and less than human – be prepared for many of the examples to come from school.

2.
If you have not already done so, it would be appropriate to watch the scene from Roots showing the auction – why does Haley make it so amusing?
	


2.
Ask the pupils to look at Source 1, noticing all the details.   

After a while, give them exactly a timed minute to look solely at the expressions on the different persons’ faces, writing down what they think each individual is thinking.   

At the end of the minute, give them exactly another timed minute to look solely at the body language of the different persons, writing down what they think each individual is thinking.   

	It will help the pupils if you number the individuals from left to right, and throw up an enlarged picture onto the OWB.


Spend a long time talking about and noting down the evident feelings each person in turn as an individual – do not yet allow the pupils to make generalisations about ‘the slaves’ or ‘the slave traders and buyers’. For each, discuss why they felt like that.


Ask the pupils to look at where the artist has placed the vertical wooden post in the picture; why has he put the post there (as a visual division between sellers from sold/ buyers from slaves). Realise with the class that there will have been differences and incomprehension between the two groups.
	


As he looks down at me, and I look up at him

And I see his white skin,

No differences between me an him,

so he speaks a foreign tongue, we are all unique

but all built the same way.




As he looks up at me, and I look down at him

I look in his eyes and around the face, so I whip his black skin

back until he’s unconscious.

Knowing the work I’m doing is righteous.


	How is the poet using irony to excuse the whipping of black slaves, when   the slaves forgive their white brothers?

A NOTE ABOUT Q5 ON P31


The confrontation portrayed in this engraving is bound to suggest comments on racial and sexual difference. If you are worried about handling this, abandon the exercise.
Otherwise tell the pupils to remain dispassionate and to look at this record both historically and objectively; we are using all the sources as a means to learning from what people thought then, to assess our progress in compassionate thinking since those times.
Warn pupils that these days the author of any deliberately racist statement has to be reported to the Local Authority as ‘a racist incident’. 
	

	Plenary idea(s)
	1.
Read good examples of poems to the class.

2.
The pupils are now in a position to chat about how valid Roots is as an interpretation of ‘A Slave’s Story’ (as in Q1 page 30). Issues the pupils may wish to consider include:

· Is it factually true?

· Did it portray life in Africa appropriately?

· Did it portray the capture of a slave appropriately?

· Did it portray the Middle Passage appropriately?

· Did it portray the Scramble appropriately?

· Even though it may be factually incorrect, does it get the overall feel of what it was like to become a slave?

· How reliable is Alex Haley as a source – qualifications as an historian/ motives/ bias, etc.)?

       
Finish by getting the pupils to give Roots a mark out of ten, insisting that each pupil justifies their score with an argument.


3.    
They could alternatively/also do some further IT-based research on Roots   by typing:

	

"Alex Haley" Roots fraud

into Google search.
	


Chapter 3: Abolishing the slave trade

Lesson 3.1: Knowledge: The sequence of Abolition

Background

Within the ‘big question’ about whether Britain should apologise and pay reparations for the slave trade, it is often raised that the British were the first to abolish the slave trade. Since pupils’ attitudes towards and analysis of the Abolition movement will clearly affect their attitudes to the ‘big question’, it is time for pupils to study Abolition.    

Comments on the page 33 Activities

Q1–2. Knowledge and Understanding.

Q3.
French Revolution and L’Ouverture rebellion. Causation, but   
also progress and regression.

Q4.
Development through time.

Comments on the page 35 Activities

Q1.
Causation/ explanation.

Q2.
Will allow the pupils to explore the idea of motivation – what motivated the Georgians to abolish the slave trade?

Lesson plan 3.1
	Historical skills
	Interpretations

	Teaching objectives
	To teach:

· knowledge and understanding about the Abolition movement

· causation – why the Abolition movement succeeded.

	Learning outcomes
	By the end of the lesson pupils will:

· have  learned the key dates in the development of the Abolition movement

· understand WHY and HOW the Abolitionists won their cause.

	Learning modes
	Visual
	
	Auditory
	
	Kinaesthetic
	

	Cross-curricular opportunities
	Literacy: 

More able pupils: essay writing – PEE-ing (Point, Evidence, Explanation)
See this link – http://www.johndclare.net/how_to_PEE.htm – for rationale.

Less able pupils: descriptive writing/ turning simple into complex1 sentences.

	Resources
	Textbook pages 32–35.

Date cards.

	Starter idea(s)
	1.
Talk with the pupils about ‘Loyalty Cards’. How do they work? Can they name any examples? Explain to the pupils the concept of the next couple of lessons; does abolishing the slave trade give the British a ‘discount’ on the reparations bill – does it earn them ‘Brownie points’ against their liability?

2.
Prepare a number (10–15 depending on the ability of the class) of date cards. With more able pupils, you will wish them to read pages 32–33 and choose their own key events/date cards. For less able pupils, you might wish to avoid pages 32–33 altogether, select a dozen-or-so dates yourself, and hand them out as cards.
Use the date cards to do what Ian Dawson calls a ‘washing line’ exercise.
Hand out the cards to appropriate pupils and ask them to make a line in date order.
Ask them to stand an appropriate distance in front of or behind the line; depending on how successful they assess the Abolition movement to have been (thus 1807 will stand the furthest way in front of the line, because it shows the ultimate success of the movement). Talk about the decisions of the pupils and the resultant ‘shape’ of the line to establish a development through time overview.
Now ask them to stand an appropriate distance in front or behind the line, depending on how active they assess the Abolition movement to have been (thus 1789 or 1791 will stand furthest in front of the line, because these were the years of most activity). Talk about the decisions of the pupils and the resultant ‘shape’ of the line to establish a development through time overview.

	Lesson content idea(s)
	1.
There is plenty of opportunity, should you wish, to turn the timeline work on pages 32–33 into a full hour’s work, answering/discussing Q1–4, drawing timelines, etc.

2.
Read appropriately2 the captions on pages 34–35. Explain that these are among the main reasons why the Abolition movement was successful.
With all pupils, discuss HOW each strategy might have worked to bring about Abolition – by changing peoples’ opinions/by influencing Parliament, etc. As you discuss each in turn, jot the class’s ideas onto the board.
When you have discussed all 12 causes, discuss with the class which were the most important and why.


2.
You will need to give the least able pupils more support. Remind them how to convert simple into complex1 sentences, and give them the following simple sentences to convert.


3.
If your pupils are beginning to understand how to explain causation, you may wish to set a more ambitious exercise.

	Remind average ability pupils how to convert simple into complex sentences
. Give them the following sentence starters, and ask them to turn as many of them as they can into complex sentences by adding appropriate connectives (‘which’, ‘because’, ‘by’, ‘as’, ‘through’, etc.), adjectives (‘colourful’, ‘powerful’, ‘upsetting’, ‘shocking’, etc.) and adverbs (‘greatly’, ‘significantly’, etc.):

· The sugar boycott undermined the slave trade.

· The Abolitionists used plays, paintings and cartoons.

· Newspapers helped Abolition.

· A Committee for the Abolition of the Slave Trade helped the campaign

· Hannah More’s poems helped the movement.

· A petition with thousands of signatures was presented to Parliament.

· The Abolitionists were supported by lawyers like Granville Sharp.

· Wilberforce eventually got Abolition through Parliament.
· A Parliamentary Committee discovered many facts about the slave trade.

· Clarkson showed slaves’ chains to people.

· The Abolitionists’ seal became a fashion accessory.

· Christianity helped Abolition.

As they work, you will need to keep reminding the pupils frequently that their sentences have to explain why the Abolitionists succeeded (otherwise they end up explaining the causes not the consequences).
	

	Plenary idea(s)
	1.   
Should Britain get any ‘Brownie points’ against their liability for the slave trade because they were the first to abolish it? Point out to the pupils that not only did the British abolish the slave trade, but they then devoted a sixth of their navy for the rest of the 19th century to try to stamp it out all over the world. Surely there has to be some national credit for this … or should there?

2.   
Take the pupils back to look at page 8. What was the profit margin on a slave in 1700 (£17)? What was the profit margin in 1800 (£10)? Explain that some historians think that it was this declining profitability, rather than the actions of the Abolitionists, which led the slave traders to acquiesce in the abolition of the trade (look with the pupils at pages 32–33 and remind them – is there any evidence that it was not the actions of the Abolitionists which secured the abolition of the trade; one answer is that 1807 was 15+ years after the peak activity of the movement).
(Point out that declining profitability could also explain why the slave traders were taking such good care of their slaves by the end of the 19th century.)


If this is true – if the British did not abolish the slave trade for philanthropic reasons – should we get any ‘credit’ for abolishing it?

	Further study
	In preparation for the ‘Abolitionist Hero’ debate next lesson, send the pupils home to research as much as possible about ONE of the following (see pages 38–39):

· Clark

· Clarkson

· Equiano

· L’Ouverture

· More

· Stephen

· Wilberforce

· Wedgwood.


Lesson 3.2: Interpretations: Heroes of Abolition

Background

Many people have pointed out that the success of the Abolition of the slave trade is often attributed to white, upper-class males – and sometimes as a Wilberfest; the 2007 bi-centenary and the film Amazing Grace being typical examples. To what extent is this true?   More modern studies of the movement place more emphasis upon the role played by grass-roots supporters, by women, by Black Britons, and by Clarkson.

In a perverse sort of way, this works against Britain in the ‘big question’. If Abolition was NOT won by the British establishment, then perhaps Britain deserves less ‘discount’ against her responsibilities for carrying out the slave trade.

Comments on the page 37 Activities

Q1.
They are all white, middle-aged, ruling-elite males.

Q2.
Two Black Britons and a woman have been included, i.e. only half are white males.

Q3.
Reflects the sensibilities of our more equal opportunities, multi-cultural society.

Comment on the page 39 Activity

Essentially, this is a significance exercise.

Lesson plan 3.2
	Notes
	Note that this lesson is essentially a significance exercise – a ‘practice run’ before the final decision in the last lesson of the course.

	Historical skills
	Knowledge and understanding

Explanation and use of evidence

Significance

	Teaching objectives
	That pupils:

· learn factual information about the Abolitionists

· consider the significance of the work of various Abolitionists.

	Learning outcomes
	By the end of the lesson pupils will have:

· learned the main facts about leading Abolitionists

· made a decision as to whom they believe to be the most important Abolitionist, based upon consistent criteria. 

	Learning modes
	Visual
	
	Auditory
	
	Kinaesthetic
	

	Cross-curricular opportunities
	RE: the importance of religion in moral action.

	Resources
	Textbook pages 36–39.

	Starter idea(s)
	1.
Remind the pupils of Top Gear. Top Gear often chooses between two cars – how does it do so (it sets a series of tasks – sometimes sensible, sometimes silly: fastest in a straight line, fastest round the track, which can carry the most cheese in the boot, which gives the smoothest ride along a bumpy track with a bowl of water on your knee, etc.). Point out to the pupils that, when we want to decide between two alternatives, we rarely do so ‘on a hunch’, but we devise a set of criteria of comparison, and then judge between them. Can the pupils think of any other areas where a decision is made on ‘criteria of comparison’ (e.g. appointment of a new teacher, buying a new settee, buying a computer, choosing a hotel, etc.).
2.
It would be appropriate to watch one of the more sickening scenes from Amazing Grace showing Wilberforce in action – which ever bit you show, you will be fairly safe in telling the pupils that the scene they have watched bears no resemblance whatsoever to what happened in real life.

3.   You might choose to start by looking back at the timelines on pages 32–33, and rehearsing a list of the PEOPLE involved in winning Abolition.

	Lesson content idea(s)
	1.
Read appropriately1 – or for less able pupils, summarise – page 36.

2.
Ask the class to think of ‘criteria of comparison’ they might use to decide who was the most important. Take any suggestions the class make, but these might include:

· one of the founders

· what help they gave

· how much work they put in

· influence with Parliament

· influence with the public

· influence with Christians

· any negative effects

· any other ways they helped the movement.

3.
Divide the class into eight (you may have already done this for the homework set the previous lesson). Give each team a time to build up a case for their ‘hero’.

4.   
How you decide is up to you and will depend on your class – possible methods include:

· A balloon debate.
· A vote (single exhaustive vote is best, but discussing different models could have a citizenship link).

· A ‘knockout tournament’ – like the FA cup, starting with Clark v. Clarkson, Equiano v L’Ouverture, More v Stephen, Wilberforce v. Wedgwood, then taking the winners into the semi-finals, then on into the final.

Whichever method you choose, make sure that each team has to make a   
presentation to the rest of the class as to why their hero ought to win.

	Written element
	(n.a. – in the presentations)

	Plenary idea(s)
	1. 
A factual research lesson like this could well – especially with less able pupils – be rounded off with a quiz2.

2.
Especially with more able pupils, you will want to consider the implications of the class’s decision for the ‘big question’ whether Britain should apologise and pay reparations.

	Further study
	


Chapter 4: Four kinds of slavery

Background

The concept behind this chapter of historical comparisons is very simple. If Transatlantic slavery was the worst slavery of all time, and if Britain is found guilty, then Britain would be due to pay whopping reparations. If Transatlantic slavery is NOT as bad as other historical forms of slavery, then why consider reparations for this one incident in history when there are far worse cases to account for.

Comments on the page 43 Activities

Q1–4. Simply require the pupils to compare the four forms of slavery against eight ‘criteria of comparison’.

Lesson plan 3.2
	Historical skills
	Knowledge and understanding

	Teaching objectives
	That pupils:

· gain knowledge and understanding of four different kinds of historical slavery

· make a judgement based on historical evidence and criteria of comparison.

	Learning outcomes
	By the end of the lesson pupils will:

· know facts about four different kinds of slavery

· have decided which was worst.

	Learning modes
	Visual
	
	Auditory
	
	Kinaesthetic
	

	Cross-curricular opportunities
	Literacy: Creative writing/letters to a newspaper1.

	Resources
	Textbook pages 40–43.

Top Trump cards – these will work better if you reduce/photocopy them to A6 (i.e. get all four cards on one A4 sheet).

	Starter idea(s)
	1.
Ask the pupils the meaning of the phrase: ‘The grass is always greener’. I remember one pupil who hated school and gave the teachers a very hard time, and who left triumphantly at the end of Year 11. Sixth months later she visited the school; she described the nasty, dead-end jobs she had had since leaving school, and the unpleasant, even violent employers she had worked for. Could she, she asked, come back to school? When I told her that we were an 11–16 school and that she couldn’t, she cried. When she had known only one school, she thought it was TERRIBLE; when she became aware of some of the alternatives, she didn’t think school was so bad a place after all.
Is it possible that the same is true of Transatlantic slavery – that it seems TERRIBLE, but compared to some other forms of historical slavery it was not so bad? That is what the pupils are going to find out during this lesson.

Explain how this might affect the amount of reparations they want Britain to pay.

	Lesson content idea(s)
	1.   
With more able pupils, show them the criteria of comparison (Q1 on page 43) and get them to make a 4x8 grid of notes on the four kinds of slavery. Ask them – as per Q3 on page 43 – to award a ‘nastiness mark’ out of five to each category. Then ask them to go round the class comparing their findings with other pupils.


With less able pupils, divide the class into four and set each group to making notes about one of the four kinds of slavery. Ask them – as per Q3 on page 43 – to award a ‘nastiness mark’ out of five to each category.   When they have finished, allocate a time for the pupils to go round comparing their findings with those of other pupils against the eight criteria of comparison.

With the least able pupils, do not refer them to the textbook, but hand out the four Top Trumps cards. Ask them – as per Q3 on page 43 – to award a ‘nastiness mark’ out of five to each category. Explain that you realise that you cannot play Top Trumps with only four cards, but explain that you want them to try, because then they will begin to learn. 

	Written element
	For all but the least able pupils, explain that there were no modern newspapers during ANY of the four periods of slavery they have studied, but if there HAD been …

· Tell everybody in the class they are a slave in one of the four periods.
· Pupils write ‘letters to the Editor’ of the ‘Roman/Arab/African/Transatlantic Times’, expressing their ‘personality’s’ opinions about – and for or against – the conditions in which slaves are kept.

· Read out examples and discuss them as a class.
· Peer-mark the letters. Note that the letters should be marked on two criteria – how well they deal with the historical content, and how well they are written in the style of a letter to a newspaper (literacy)1 .

	Plenary idea(s)
	Discuss whether Britain needs to be ashamed of Transatlantic slavery or whether other people have done even worse during history. Insist that the pupils use facts and arguments to support their assertions.

	Further study
	


Chapter 5: The reckoning

Background

This lesson addresses the central issues of the course, as pupils use the content they have learned to inform their opinions about the slave trade. 

Comments on the pages 45–48 Activities – Debate, Summing it all up, How significant was the slave trade?

There are no right or wrong answers, just better- or worse-founded opinions.

Lesson plan 5.1
	Notes
	1.
You could split this lesson into two if your pupils are very able and opinionated!

2.
This lesson pulls together all the strands from the course, and invites the pupils to make conclusions.   

3.
The lesson is largely discussion-based.

	Historical skills
	Interpretations

Enquiry –  reflection

	Teaching objectives
	That pupils:

· consider the results of the slave trade, for Africa and Britain

· calculate a potential reparations sum

· debate on whether or not the British ought to pay reparations

· reflect on their learning during the course

· consider the significance of the slave trade.

	Learning outcomes
	By the end of the lesson pupils will have:

· learned seven results of the slave trade for Africa, and nine results for Britain

· calculated what Britain might be expected to pay in reparations for the slave trade

· debated whether or not the British ought to pay reparations

· considered the importance/significance of the slave trade.

	Learning modes
	Visual
	
	Auditory
	
	Kinaesthetic
	

	Cross-curricular opportunities
	Literacy: Speaking and listening

	Resources
	Textbook pages 44–48.



	Starter idea(s)
	1.
Remind pupils how the course started, with the ‘big question’. Get the pupils to leaf through the book, as you talk them through the course they have studied:

· 
They started (pages 6–7) with a fairly horrific ‘traditional’ view of the slave trade, but as they studied they found out that …
· 
The Triangular Trade (pages 8–13) was neither as easy nor as profitable as they maybe thought; and then, as they studied the experiences of a slave caught in the slave trade, they found that …
· 
Africa (pages 14–17) was not necessarily a wholly idyllic place to live, that …
· 
The Middle Passage was horrific (pages 22–26), but, then again, no more horrific than other voyages; and that there is some evidence (pages 27–29) that the slaves were relatively well-treated.

· 
Ultimately, however, the slaves were sold (pages 30–31), and this was a definite crime against humanity.

· 
They learned (pages 32–39) that Britain then abolished the slave trade, and finally that – although it was a crime against humanity – there have been other times (pages 40–43) when there was slavery in the world, and that in some ways the Transatlantic trade was not as bad as at other times.
2.
Now it is time for them to pull all this learning together and come to an overall conclusion.


Study pages 44–45 with the pupils and discuss their content and implications. 

You will need to give less able pupils a strong lead for the work on page 45.

	Lesson content idea(s)
	1.
Read appropriately1 pages 46–47 and follow the Activities to hold a debate about whether the British should pay reparations. This will be more or less lively, depending on your pupils, and may inevitably reflect the backgrounds of the speakers. But it should aim to be objective about whether or not the British should be held liable for the damages of the slave trade, both at the time and subsequently.

2.
Do the page 47 Activities – Summing it all up, so that pupils can reflect on whether their opinions have changed. Pupils share as a class whether their knowledge and attitudes about a point in history can affect their knowledge and attitudes about issues now.

3.    
Finally, consider with the pupils the significance of what they have been learning, using page 48.

If your pupils are more able, divide them into five groups and allocate each one a ‘significance area’ (choose your groups carefully, matching the more difficult ideas to the groups with higher ability). The pupils work together to research and discuss the five ‘significance’ ideas: revealing – results – remarkable – remembered – relevant. They report back in a colloquium, and then discuss as a whole class the page 48 Activity – ‘How significant was the slave trade?’ 
If your pupils are less able, talk about the significance of the slave trade as a whole class, using the five ideas as a frame, then do the page 48 Activity – ‘How significant was the slave trade?’ as a whole class. 

	Written element
	This is meant to be a discussion lesson, but if your class includes pupils who will not be able to discuss for the full lesson, get them to choose and write out in their own words their ‘top three’ arguments FOR the British paying reparations, and their ‘top three’ AGAINST.

	Plenary idea(s)
	All pupils should offer ‘the most important/ most interesting/ most shocking fact I have learned studying this topic’.

	Further study
	


Appendices

Appendix 1

Reading round appropriately

The lesson plans often tell you to ‘read round appropriately’.

You can do this in many ways, and how you do so will depend on the reading skills of your class.   

•  
More literate pupils can just be told to read it for themselves.   

•  
‘Reading round’ is secure, but time-consuming.   

•  
Mixed ability groups can be put in contrasting pairs and told to read it to each other, with the teacher calling ‘swap over’ every now and again so they take equal shares of time.   

•  
With groups of less able pupils, the best way is often to read the passage to them, while they follow the text. To confirm appropriation, teachers of less able pupils should familiarise themselves with the concept of reading ‘every-which-way-but’ at http://www.johndclare.net/Teaching/SNReading.htm 
WHATEVER you do, always finish reading with two questions: 

a) What is the passage about?

b) What are the main points of what you have read?

Appendix 2

How to have a quiz

Most classes love a quiz, even if all you do is divide the class into ‘Girls’ and ‘Boys’ and ask each team questions in turn. A quiz can help pupils learn facts, and familiarise them with information and ideas. But why not try to vary the kind of quiz? 

Why not try:

a)      Different teams – tie into school rivalries by dividing them into girls v. boys, or tutor groups. 

b)      Different names – give the teams fun names such as ‘Gloria’s Gladiators’ and ‘Terry’s Twits’, but remember to act professionally and sensitively; better to ask THEM to make up their own name for their team.

c)      Different rounds – you can:

•     introduce University Challenge-type ‘starter for ten’ rounds.

•     introduce ‘spotlight’ rounds, where one individual, chosen at random, has to answer a number of questions.

•     let one team ask another team a question; award points not only for the answer, but for the quality of the question.

•     let teams identify which group – even which individual – they want to answer the/their question.

•     give a series of clues, of decreasing difficulty, awarding 3 points if the team gets the answer at the first clue, but only 2 or 1 points if they have to ask for a second or third clue.

•     use the textbook to introduce ‘picture questions’ or ‘see and remember’ rounds.

•     introduce a ‘jeopardy’ round, where you give the answer, and the team has to tell you the question.

•     introduce special ‘forfeit’ rounds, where, if the pupil gets the answer wrong, s/he has to do a forfeit (for instance, reciting ‘Humpty Dumpty’ in front of the class, or going out to the playground and shouting ‘I love History’ as loudly as possible). BE CAREFUL, in this round, to select your pupils and your forfeits wisely and professionally.

All the above require no preparation, just a quick mind in the lesson. With a little preparation, however, you could introduce:

d)
Video clips – to have ‘see and remember’ or ‘what comes next’ rounds.

e)
Flashcards – to be used with special needs pupils. Ask pupils to read the word, or show it to the class, then hide it and ask them to spell it.

f)
‘They Think It’s All Over’ – a round where one member of the team works through a series of cards, on which are written names/ facts/ dates, etc. Without mentioning the word itself, the pupil gives clues to the team, who try to guess the word on the card.

g)
Card Sort Games can be very exciting. Devise an assorted series of (say, 20) cards related to a certain topic – for example, Carole Brown produced an excellent set of cards on Medicine in her Medicine Through Time Activity File. Then you can ask the pupils to select/ arrange them into different sets in different ways – by date, all those relating to Public Health, an example of progression, etc. The first team to finish, or the team with the best selection, wins the points. 

h)
Teachers should watch television quizzes, to steal ideas to use in class (there are innumerable game shows on satellite TV). 

 

Other game/quiz ideas include:

i)
‘I went to market’ – if the pupils have learned a LIST of facts during the lesson (e.g. all the crops that were grown), an adapted game of ‘I went to market’ can be an effective way of reinforcing the facts. The first pupil says: ‘I went to market and I bought [some yams]’; the second has to say: ‘I went to market and I bought [some yams and some rice],’ and so on, until the last pupil has some 30 things to remember.

j)
‘Cinemas’ – adapt the popular children’s party game, by offering four alternative answers. Pupils choose the answer they think is correct by going to an appropriate corner of the room. When they find out which ‘corner’ was the correct answer, those pupils who chose wrongly sit down. The game continues until only one pupil remains standing – the winner. Award a prize; and watch out for cheats sneaking back into the game!

k)
‘Letters’ – devise a quiz where all the answers are single words that use a common stock of (say 15) letters. Split the class into two teams and give each member of each team one of the letters written on a small piece of card. When you ask the question, not only must the team find the answer, but they have to re-arrange themselves in a line to ‘spell’ (and hold up) the word, using the letters on the cards.

l)
A ‘Ladder’ – push the desks together to make a single line/ ‘snake’ of pupils. Ask each pupil a question in turn, from the first to the last. If a pupil answers incorrectly, ask the question of the next pupil in the line, and so on, until a pupil gets it right. That pupil then jumps up the ladder to the place of the pupil who first answered the question wrongly; all those who got it wrong then move one place down the ladder. At the end of every round, all the pupils politely applaud the first in the ladder, and taunt the last: ‘[Name] YOU ARE THE WEAKEST RUNG’.

m)
Class Chants – where the content of the lesson was a list/table of facts (e.g. of dates and events), write them on the board. The pupils read the list out loud a few times. Rub out one piece of information. The class reads out loud the list, remembering the missing item. Rub out another item, and so on. Sometimes the whole class rehearses the list, sometimes individuals. Continue until the entire list is rubbed off the board, but the pupils are still able to remember it.

Appendix 3

Using usernames to monitor web-based homework

In Lesson 1, a homework task could ask pupils to post a comment on the intranet using ‘an appropriate user name’.

Pupils should NEVER reveal ANY personal information on the web. One way to protect their identity is if you suggest user names which conflate the first three letters of their first name with the last three letters of their surname – thus John Bull becomes Johull, and Sandra Smith becomes Sanith, etc.

This will allow you to check that all the pupils have done the homework, and also to monitor who is saying what.

Appendix 4

Novel openers

Four classic novel openers are:

1. 
With a description of a thing in the first scene: ‘The Nellie, a cruising yawl, swung to her anchor without a flutter of the sails and was at rest …’ (Heart of Darkness by Joseph Conrad)

2. 
With a description of a person in the first scene: ‘Emma Woodhouse, handsome, clever, and rich, with a comfortable home and happy disposition, seemed to unite some of the best blessings of existence; and had lived nearly twenty-one years in the world with very little to distress or vex her.’ (Emma by Jane Austen)

3. 
With a description of the weather: ‘It was a dark and stormy night; the rain fell in torrents – except at occasional intervals, when it was checked by a violent gust of wind which swept up the streets …’ (Paul Clifford by Edward Bulwer-Lytton)

4. 
Straight into a dialogue: ‘“We’re going through!” The Commander’s voice was like thin ice breaking. “We can't make it, sir. It’s spoiling for a hurricane, if you ask me.”  “I’m not asking you, Lieutenant Berg,” said the Commander. “Throw on the power lights! Rev her up to 8,500! We’re going through!”.’ (The Secret Life of Walter Mitty by James Thurber)

Appendix 5

Complex sentences

A complex sentence is one with more than one verb.

To turn a simple sentence into a complex sentence, you have roughly three choices:

1.  Add a clause on the end, linked by a connective.

e.g. ‘The general fought the battle, which helped him win the war.’

2.  Add a clause at the beginning, often starting with a connective.

e.g. ‘Although it was raining, the general fought the battle.’

3.  Add a clause in the middle, usually separated by ‘commas of apposition’.

e.g. ‘The general, whose forces were bigger than the enemy’s, fought the battle.’

These examples should help your pupils write more varied sentences in their history answers.

Appendix 6

Text level, sentence level and word level

English teachers use these terms in a very precise way, which you need to know about.

http://www.teachernet.gov.uk/ defines the terms as follows:

Text level

Text level work … deals with … features of texts and the various forms of writing (argue, persuade, inform, entertain, etc.).   

Sentence level

Sentence level work deals with issues such as the teaching of sentence construction and punctuation and how paragraphs are crafted in terms of grammar and style. 

Word Level

Word level work means the study of words, as they exist on their own, separate from their function as part of sentences. The purpose of Word level objectives is to secure proper attention to the skills of spelling and vocabulary. 

These terms are highly relevant to History reading and writing:

Text level – this is about looking at different genres of text, e.g. newspaper articles, narrative accounts, and the origins of source material, so that you can assess their overall point of view, their reliability, or their likely bias.

Sentence level – this is about how you choose to phrase your meaning, e.g. the difference between active and passive verbs, so that sentences convey the precise meaning you intend.

Word level – this is about specific vocabulary, so that pupils can use words like ‘occupation’ or ‘invasion’ and know the difference between them.  

Appendix 7

Writing in different styles

As well as understanding the importance of text level, as described in Appendix 6, when history teachers set a literacy task (such as write a letter to the newspaper), they should also give style-tips about how to do the work. So even if a pupil’s historical knowledge may be excellent, if they are asked to write a story, write an essay, write a letter, write a newspaper – then pupils must vary their style according to the genre.

Depending on ability, share the following stylistic features with pupils before they start writing, and then mark for style as well as for historical content.

Letters to a newspaper

Have the following stylistic features:

1. Address the letter to 'The Editor'. 

2. Include your name, address and phone number; anonymous letters do not get published.

3. Start the letter 'Dear Sir or Madam'. 

4. Choose a short, catchy title.

5. Keep under 150 words – 100 is better. 

6. Letters to the editor communicate personal opinions. 

7. Keep to one subject. Make a specific point and stick to it. After you've written your letter, go back and remove anything that wanders from that main point. 

8. Be concise and direct. Keep your sentences short and to the point. Check your grammar too: ungrammatical letters do not get published. 

9. Don't be angry. Rage won't get published. Use clear, rational arguments.

10. Be polite.

11. Try to include something that will make the letter stand out – be original, add a personal detail, dare to be surprising.

12. Humour usually does not work well.

13. Use ‘Yours faithfully’ as the ending. 

14. When you have finished, read the letter out loud to make sure it ‘flows’ properly. 

15. Spell-check your letter, and read it through half a dozen times to make sure the spelling and punctuation are correct. 

Newspaper articles

Have the following stylistic features:

1. Write in the third person (he, she, it, they). 

2. Restrict yourself to facts – never state your own opinion. But be detailed, and be accurate.

3. Include interview quotes – this is how you can get in different opinions.

4. Be fair and ‘balanced’. Don’t let your personal bias affect your report – there are two sides to every story; let the readers make up their own minds.

5. Use active verbs – they make the text come alive.

6. Most news articles are between 200 and 500 words. However, newspaper editors talk in terms of inches, so ask your how many inches are required, and ‘write to length’.

7. Start with an attention-grabbing headline, which:
· needn’t be a proper sentence

· shouldn’t be a summary of the article

· can be catchy and clever (and alliterative!) to grab the reader’s attention.
8. First paragraph 

· the article should start with a ‘lead paragraph’, which is the summary of the story. It will include ALL the 5 Ws – who is involved; what happened; when did it happen; where and why?

· attention-grabbing opening sentence, short and dramatic – could be provocative, funny, clever, or a surprising statement. Make your reader curious.

9.  Middle section
· Repeat the information in the first paragraph, including illuminating details for amplification and explanation. 

· Put details in order from most important/interesting to least; don’t feel the need to include everything you know.

· Don’t bore your reader.

· Don’t make it too complicated to understand.

· Avoid clichés.

10.  Last paragraph
· Finish with a thought-provoking ending.

· Don't use ...’In conclusion’ or ‘To finish’. (Yawn!)

· Add a by-line (by <name>).

· Proof-read/spell and grammar check.

Encyclopaedia entries

Have the following stylistic features:

1. Write in the third person (he, she, it, they). 

2. Restrict yourself to facts only.

3. Be objective – never state your own opinion.

4. Don’t include quotes/opinions.   

5. Be detailed and accurate.

6. The entry should start with a ‘lead paragraph’, which is a brief summary of the information.  It will include ALL the 5 W’s – who is involved; what happened; when did it happen; where and why?

7. The rest of the entry will repeat the information in the first paragraph, including details for amplification and explanation. 

8. Split into sections, each with a subheading, which makes it clear what the section is about.

Appendix 8

How to use Drama for effective History teaching

I learned this sequence from the excellent Jonathan Neelands many years ago on a CPD course for teaching drama in English lessons. It has mutated slightly as I have used it over the years (any faults you find are all my own), but it works wonderfully for almost any historical narrative (‘story’) you want to do with the pupils, and it works without fail, every time, with pupils of any ability.

Imagining a story (such as that of Kunta Kinte):

1.
Either tell the story, or read round appropriately, or (if the story is already known to the pupils) rehearse the sequence of facts by Q&A.

2.
The whole class sit in a huge circle.

Explain that you are going to re-tell the story ‘a bit at a time’, each person in the class telling the next ‘bit’.

Establish the ‘rules’.   

· Each pupil tells their ‘bit’, then ‘passes the story on’ by tapping the shoulder of the next pupil.

· Nobody is to tell too much – that would leave the people at the end with nothing to say.

· If a person really can say nothing at all, they simple say ‘and’ and tap the next person’s shoulder.

· The class have to promise not all to say nothing – that would leave the last people with all the work.

· If somebody misses something out, it is no big deal – the next person simply begins: ‘before that…’ and so the story carries on.


You begin with: ‘Once upon a time’ and pass on immediately – challenge the class as a whole to so tell the story round the class that the last person finishes the story and all you have to say is: ‘And the all lived (un)happily ever after’.

3.
Put the class into groups of three or four (depending on the 
number of main characters in the story).

Tell them to re-do the same exercise, only going round and 
round in their group of four.

This time they have to tell the story until you shout ‘next’. Keep shouting out ‘next’ to keep the story turning.

End the exercise as soon as the first group finishes.

4.
Pupils stay in their groups of three or four.

Explain that so far they have been telling the story from the vantage point of an outsider – the ‘narrator’. Explain that now you want them to see the story from the vantage-point of someone inside the story.

Talk with the pupils about how not every character in the story would know ‘the whole story’ – they would have to conjecture some parts, and might make mistakes; they would see things from their own point of view.   

Allocate a ‘character’ to each person in the group. Give them a few moments to think about what ‘their character’ would know, think and feel. With less able pupils, it is worthwhile letting them at this point get together with pupils from the other small groups who have the same ‘character’ as theirs, then asking them to go back to their group.

Now Character 1 (Kunta Kinte) tells the story from the point-of-view of that character. After a while, shout the name of the second character (Captain Davies) and that character ‘takes over the story’, from his own point-of-view. ‘Go round’ the characters in the same way as last time, so that everyone gets two or three goes. Less able pupils sometimes find it too hard to secure a meaningful continuous narrative whilst ‘jumping from character to character’ in this way – all I do in those situations is to ask each ‘character’, returning from their ‘same-character’ groups, in turn, to tell the other characters in their mixed group the whole story from their own point of view.

5.
Optional extra – works best with more able pupils, but can go well with all pupils who have successfully interacted with the story.

Call the whole class together.   Posit a confrontational situation which ‘follows on’ from the basic story – an alarming ‘next step, in which you challenge the class (in their roles) and they have to (in role) contradict/prevent you.

For example, a successful ‘next step’ after the story of Red Riding Hood is that the Prince (play by yourself) turns up to arrest her mother – and the class, as villagers, have to say whether they agree and argue with you whether you ought put Red Riding Hood into care.

One possible ‘next step’ in the story of Kunta Kinte would be to turn up as the ‘Commissioner in Charge of Slaves’. Explain that you have the power to release him from slavery and send him home, but that you’re uncertain whether he deserves it.

Call on the following people (simply call them out from the class – the pupils will be able to adapt to role easily, though you may wish to start with the more outgoing, able pupils):

· Kunta’s parents

· his friends from his home village

· the people who captured him to be a slave

· Captain Davies

· 3rd Mate Slater

· slaves who were with him on the voyage

· Mr Carrington

· Mr Reynolds

· people who were slaves with ‘Toby’ on the plantation

· Mr Ames

· the men who captured ‘Toby’ when he ran away

· Kunta Kinte himself.

Ask each person:


· How they knew Kunta Kinte?
· What happened between him and them?
· What they thought of him?
· To express an opinion about whether he ought to be freed.
· But encourage the rest of the class to ‘butt in’ with comments/opinions as long as they are in role.

Of the above: 

· 1 establishes the story 
· 2 is an exercise reinforcing the sequencing of the events,

· 3 reinforces the events of the story at individual level,

· 4 requires empathy, but forces the pupils to understand the nuances of the story from different standpoints,

5 requires them to use their deep understanding to make points in a hypothetical situation.

Appendix 9

How true is the story of Kunta Kinte?

With more able pupils, you might wish first to read the ‘Is Roots Wrong?’ blog on http://johndclare.blogspot.com/2008/03/is-roots-wrong.html
The bits in bold pink are the bits which we can say with certainty are, or must have been, true – Haley’s ancestor ‘Toby’ was undoubtedly transported to Africa under the slave trade. Everything else is conjecture.

Kunta Kinte lives in Africa with his loving family. At 15, he becomes a man; to do this he has to learn how to wrestle and catch a bird, and he is circumcised. The scenes are amusing and his life is idyllic. He meets a pretty girl called Fanta, from another tribe.

One day, when he is looking in the forest for some wood for a drum, Kunta is sold by slave traders. He is marched to the coast, and imprisoned in a wooden cage. With horror, he finds that Fanta and Wrestler (the great warrior who taught him to wrestle) have been captured too.

Kunta is put on a slave ship and transported to America. The captain – Captain Davies – hates the slave trade, but is powerless to help the slaves, and he ends up accepting a female slave as a ‘belly-warmer’ in his bed.   

Slater, the third mate, is a brutal and callous racist, who whips and tortures the slaves, keeps them below decks in terrible conditions, and delights in giving the men ‘their ease’ with the female slaves – including Fanta. Kunta himself almost goes mad, but then realises that he can stay free in his mind.

The slaves are brought on board and forced to exercise (by dancing to music). Some slaves jump overboard and drown, rather than face the voyage. Wrestler and Kunta lead a mutiny, but it is put down by gunfire, and Wrestler is killed.

When the ship docks in America, the company agent (Carrington) praises the ‘golden triangle by which British ships take slaves to America. But the ship smells so bad that he has to old a handkerchief over his nose.   

The slaves are prepared for sale. Their sores are daubed with tar, and their bodies oiled to make them look healthy. Kunta is examined like a beast, and auctioned to a planter called Mr Reynolds.   

Kunta is given a new name: ‘Toby’. At first, Mr Reynolds asks another slave to break ‘Toby’ in as a field hand, but – when he tries to escape – later hands him over to Mr Ames, the plantation overseer, who whips him into submission.   

Toby keeps trying to run away, but – when he eventually finds Fanta – she doesn’t want to know him. She is Maggie now, she tells him, and she has forgotten ‘that African talk’.   Toby is captured, and his foot is chopped off to stop him doing it again.

Pupils might be given an unmarked passage (with the ‘bold pink bits’ removed) and asked to underline the bits that are undeniably true. This is a good exercise, because it brings home to the pupils just how little of the story of Roots is provably ‘true’.

The pupils might be asked to write out the resulting facts:

An unknown ancestor of Alex Haley lived in Africa. He was sold by slave traders, marched to the coast, put on a slave ship and transported to America. When the ship docked in America, he was prepared for sale, auctioned and given a new name.
The key question is whether the ‘bits that remain’ (‘the pink bits’) are enough to argue that Britain should apologise and pay reparations – given that so many other parties were involved in the iniquitous trade as well. 

Key Dates in the History of the Slave Trade

(You will be able to turn these dates into date cards by pasting them into a landscape Word document, putting a page break between each date, and increasing font size to about 50.)

1441
Portuguese explorers brought the first ten African slaves back to Portugal.

1562
Sir John Hawkins, the English sea-captain, made three slaving trips and became the richest man in Plymouth.

1625
The British captured the West Indian island of Barbados (and Jamaica in 1655). Large numbers of slaves were needed to work the sugar plantations.

1667
The ‘Black Codes’ were passed allowing plantation owners to flog their slaves to death.

1672
The Royal Africa Company was formed to trade in African slaves: 9,500 slaves in Jamaica.

1713
Spain gave Britain the right to sell 144,000 slaves a year to Spanish South America.

1725
74,000 slaves in Jamaica.

1752
88 slave ships left Liverpool. There were hundreds more slave traders in Bristol, London and Glasgow.

1772
The Somerset Case: the courts ruled that there cannot be slaves in England.

1787
The Committee for the Abolition of the Slave Trade was set up to campaign for the slave trade to be abolished. 

1788
Wilberforce led the campaign in Parliament to abolish the slave trade. Every year until 1807 he presented a Bill to get the slave trade abolished. Every year it failed.

1798
150 slave ships left Liverpool; 1796–1805: English ships took ¾ million slaves to the Americas. 

1807
Parliament passed an Act abolishing the slave trade in England.

1815
Congress of Vienna: the other European countries agreed to abolish the slave trade.

1833
Slavery was abolished in the British Empire; 311,000 slaves in Jamaica.

The Voyage of the Sandown
Use the dates to answer the questions:
1.
23/1/93, 28/1/93, 29/1/93


Make a list of everything and everyone that Gamble brought on board ship.


For each, suggest what they would have been used for.
2.
7/4/93, 27/4/93, 19/3/94, 2/5/94, 3/5/94


List the dangers Gamble faced but managed to avoid on his voyage.
3.
19/2/93, 23/2/93, 2/5/93, 9/5/93, 4/6/93, 11/6/93, 2/7/93, 
18/7/93, 6/8/93, 12/9/93, 15/9/93, 18/12/93, 28/1/94, 
3/5/94, 12/5/94, 26/5/94


Make a list of problems that Gamble faced on the voyage.
4.
28/12/93


What happened when Gamble left to go to Sierra Leone?
5.
12/6/93, 18/7/93, 12/12/93, 8/3/93, 19/3/94


Who acted as Gamble’s factor in Africa?


How much did Gamble pay for the slaves?


When did the first slaves start coming on board?


How many slaves did he provide?


How else did he help Gamble?
6.
28/3/94, 3/4/94, 6/4/94, 7/4/94, 15/4/94, 25/4/94, 8/5/94, 
17/5/94


What problems did looking after the slaves give Gamble?


How good (or bad) does Gamble’s looking after the 
slaves seem to you to have been?
7.
20/4/94


How many living slaves did Gamble have on board on 24/4/94?


21/4/94, 24/4/94, 25/4/94, 26/4/94, 30/4/94, 1/5/94, 
6/5/94, 7/5/94, 14/5/94, 19/5/94


Work out how many slaves died on the rest of the voyage, and therefore how many Gamble brought to sale in Jamaica.
8.
1/8/93


How many crew were needed to sail the ship?


7/8/93, 20/9/93, 11/12/93, 20/1/93, 28/12/93, 22/9/94


How many crew died during the voyage?
9.
2/7/93


Did Gamble think the slave trade was worth it?
10.
23/1/93, 27/5/94


How many months did the voyage last?
Key dates in the history of Abolition

(You will be able to turn the selected dates into date cards by pasting them into a landscape Word document, putting a page break between each date, and increasing font size to about 70.)

1772
The Courts said that a slave who escaped in England could be free.
1783
The Zong trial (see page 26) caused public outrage.

1787
The Society for the Abolition of the Slave Trade was founded. 

1787
Pitt (the Prime Minister) asked Wilberforce to lead the campaign in Parliament.

1787
Josiah Wedgwood designed the seal: ‘Am I not a man and a brother?’

1787
Clarkson toured Britain, giving anti-slavery lectures and collecting information.

1787
The ‘Sons of Africa’ organised a letter-writing campaign.

1788
The Dolben Act limited the number of slaves a ship could carry. 

1788
Hannah More wrote Slavery – A Poem.

1788
Parliament set up a Committee to look into the facts of the Slave Trade.

1789
Olaudah Equiano’s wrote An Interesting Narrative, which became a best-seller

1789
George Morland painted Execrable Human Traffic.

1789
Wilberforce made a thee-hour speech for Abolition in Parliament, but was defeated.
1789
The French Revolution reduced support for the movement.
1791
The Parliamentary Committee investigation became a best-seller.

1791
The Haitian Revolution, reduced support for the movement.

1791
Sugar boycott: 300 000 people joined the boycott.

1792
519 petitions were made to Parliament against the slave trade, signed by 390 000 people.

1792                    
An Abolition Bill passed in the Commons, but was defeated in the Lords.

1793                    
War with France. The campaign faded away for a while.
1800                   
The slave trade was no longer profitable.

1806                    
James Stephens’s Bill stopped two-thirds of the slave trade.

1806                    
James Stephens’s Bill stopped two-thirds of the slave trade.
1807                    
(25 March) The British Parliament banned the Atlantic slave trade.

1808                    
The British West Africa Squadron was established to stop illegal slave trading by British ships.

Top Trump Cards

1 – Roman

	Duration
	985 years

	Numbers
	10 million at any one time – 40%

	Prices
	£2,000–£40,000

	Jobs
	Manual workers, but also doctors, dancers and musicians.

	Treatment
	A new tunic and shoes every second year.

	Cruelty
	Thrown out when too old to work.   

	Legal rights
	A master was allowed to beat his slave to death. If a slave killed his master, every slave in the household killed.

	Chances
	Could save spending money and buy freedom. Children born slaves.


Top Trump Cards

2 – Arab

	Duration
	1,300 years

	Numbers
	14 million

	Prices
	£3,800 to £38,000

	Jobs
	House servants, labourers and soldiers.

	Treatment
	Household slaves were well-treated, but slaves of big farms or mines died quickly.

	Cruelty
	Boys were castrated so they could work as eunuchs – 15% death rate.

	Legal rights
	Believed to be sub-human; valued at half a human being. But did have rights – e.g. no cruelty and medicine.

	Chances
	A male slave could buy his freedom; a female slave could marry her master. Children born slaves.


Top Trump Cards

3 – African

	Duration
	5,000+ years

	Numbers
	8 million – at times up to 2/3rds of population

	Prices
	£1,200

	Jobs
	Farming, housework and army.

	Treatment
	Often treated well – could go where they wanted.

	Cruelty
	15% death rate.

	Legal rights
	NOT possessions – slaves made a ‘protection’ agreement with their master for a limited period of time.   Protected by the laws.

	Chances
	Could buy freedom – some rose to be kings. A female slave who married her master stayed a slave.  Children born free.


Top Trump Cards

4 – Transatlantic

	Duration
	300 years

	Numbers
	12 million

	Prices
	£5,000

	Jobs
	Field labourers or house servants.

	Treatment
	Two sets of clothes – for winter and summer.

	Cruelty
	Killed or mutilated if they tried to run away. Death rate fell from 25% to 5% during the 18th century.

	Legal rights
	Listed as a possession; considered 3/5ths of a human being. The Law allowed a master to beat his slave to death.

	Chances
	Few given freedom; never married their masters. Children born slaves.
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