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Author’s commentary

This Scheme of Work supports the Hodder History Concepts and Processes volume: The Scramble for Africa.

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 9 pupils, although it could usefully be used with average ability and more able Year 8 pupils, and even more able Year 7 pupils. (Note that differentiation levels are suggested in bold red text throughout these notes.)

The climax of this book is a study of the interpretation of Cy Endfield’s film Zulu, so you may wish to watch the film for 5–10 minutes at the end of each lesson, not only as a preparation for the study, but also as a motivation/bribe to good behaviour!

Starter: Setting the scene

Lesson S.1: Pride or shame?
Background

At its height, the British Empire contained a quarter of the land mass, and a quarter of the people in the world. But is this a thing to be proud of, or to be ashamed of? Pages 4–5 unpack the question.

Back in the 1950s, the celebration of ‘Empire’ was everywhere. But nowadays pupils may not even have heard of the British Empire, or else have a negative reaction to the imperialist associations.

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 5 Activity – What do you think?

Q1.
Obviously not – to quote James: ‘An empire that lasted 300 years [should not be] judged solely on the misconduct or errors of a handful of its servants. The crimes of one vicious intelligence officer in Kenya [must not] obliterate all the patient and benevolent labour of hundreds of district commissioners throughout Africa.’ However, the facts are shocking and ought to provoke lively debate. Although more able pupils may wish to compare Steve Grasse’s provenance derogatively to that of Lawrence James, Caroline Elkins has impeccable academic credentials (although you may wish to point out that the Americans were once part of the British Empire, and what do they feel about that now?).

Q2.
If anything, this is the ‘crunch’ question. Words, as they say – and public apologies – are cheap. Actually, Steve Grasse’s book and website are definitely very much ‘tongue-in-cheek’, but it won’t do any harm to posit a situation where the pupils might find that the legacy of the British Empire has damaging financial effect upon their own pocket. How genuinely would they feel about paying over to Africa one-third of everything they earn for the rest of their lives (which is what reparations of £32 trillion would involve)? The idea is to concentrate their mind! And if it happened, should everyone who lives in Britain be made to pay (my great-grandfather was Irish – so should I be one of those deserving a pay-out)?

Q3.
Writing a caption for Source 3 (Punch’s 10 December 1892 cartoon of Rhodes bestriding Cairo to Cape Town as a colossus) will help pupils verbalise in a sound bite how they feel at the start of the course about Britain’s conquest of Africa. It is important that you do NOT tell them the intended meaning of the cartoon, 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.

Q4.
Again, Q4 records the pupils’ initial thoughts on the overarching question, which they can reflect upon when they return to it at the end of the book (page 46).

	Lesson plan

	Historical skills
	Knowledge and understanding

Interpretations

Communication

	Teaching objectives
	That pupils:

· learn initial information about the British Empire

· understand that there are differences of interpretation/ good and bad things to say about it

· record their initial ‘gut feelings’.

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

· learned some facts about the ‘Scramble for Africa’

· learned that people have very different opinions about the British Empire

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

	Learning modes
	Visual
	
	Auditory
	
	Kinaesthetic
	

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

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

	Resources


	1.
Textbook pages 4–5.

2.
There is currently a YouTube movie on The British Empire (to a Last Night of the Proms recording of Rule Britannia) at http://www.youtube.com/watch?v=8y2MSDbxCsY

– but be warned, the information comes up very quickly.
3.
Steve Grasse’s Evil Empire video is currently on YouTube at http://www.britishreparations.org/commercial.php 

	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 British Empire.

2.   The relevant YouTube movies (depending on ability) provide an introduction to the subject, especially mirroring the approach of the text on pages 4–5 to show both sides without making a judgement.   


One fun way to do this would be to show the movie and then have a quiz
.   


You may wish to show more able pupils Steve Grasse’s Evil Empire video; what is the pupils’ immediate reaction to it?

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).  Explain how they will probably change their mind about the British Empire during this course of lessons!

	Lesson content idea(s)
	
Work as a class through pages 4–5, thinking as a group about the Activity questions. 

1.
Less able pupils will need considerable guidance with Q1; conversely, with more able pupils you may be able to go on to think about the reliability of the different authors cited.

2.
Make sure that the pupils understand the idea of Grasse’s petition and its implications, and discuss Q2.

3.
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.   

4.
Do NOT discuss Q4 before you ask pupils to write it down.

      More able pupils might further be asked if they can see any parallels between pages 4–5 and the YouTube movie.

	Written element
	1.    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 – establish that the man is British (do not mention Cecil Rhodes) and that the shape he is standing on is a map of Africa.   

2.    For Q4, all pupils can write up to 50 words on their ‘first thoughts’ of whether they are ashamed or proud of the British Empire.

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

2.
The climax of this book is a study of the interpretation of Cy Endfield’s film Zulu, so you may wish to watch the film for 5–10 minutes at the end of each lesson, not only as a preparation for the study, but also as a motivation/bribe to good behaviour!

	Further study
	1. An IT homework could be to ask pupils to access the British Empire movie on YouTube and to add a comment, using an appropriate username
. Alternatively, there is a discussion thread on the Schoolhistory Student forum, which the pupils can be asked to contribute to, at http://www.schoolhistory.co.uk/studentforum/index.php?showtopic=3687
2. (Note that all postings to the History Help forum have to be moderated, so the pupils’ posts will not appear online immediately.)

3. Suitable research homework would be to ask pupils to research an ‘encyclopaedia entry’ style of paragraph on Cecil Rhodes
. 
They could alternatively/also do some further IT-based research on the cartoon by typing ‘Cecil Rhodes’ Colossus into Google Image search.


Chapter 1: The Scramble for Africa
Lesson 1.1: How the British built an Empire in Africa 
Background

Pages 8–11 are certainly text-heavy, and may well be regarded by your pupils as the ‘uninteresting’ bit. But it is impossible to study the Scramble for Africa without studying the sequence of events by which the British came to occupy their empire, and pupils have to be given the key facts if they are going to analyse them (see page 12). The essential point, therefore, is to find a way your pupils can absorb the necessary factual content as interestingly as possible.

On page 6, make sure that pupils realise that although the Euro-centric map shows most of Africa as uncolonised in 1870, this area was not empty (as Joseph Conrad characterised it in Heart of Darkness: ‘a blank space of delightful mystery – a white patch for a boy to dream gloriously over’) – it comprised 10,000 thriving independent African kingdoms, which the Europeans proceeded to annihilate. 

Please note that the activities are left to the end of the unit (page 11). If you decide to work through each page separately, you could ask the pupils to choose two key events, two key people and two key dates for each page.

The key aspect of this lesson is for the pupils to understand the factual sequence of the Scramble for Africa.

Comments on the page 11 Activity – The Scramble for Africa

Q1.
The date references in the text are exactly as follows:

· In 1869, the French built the Suez Canal.

· In 1875, the British government bought Ismail’s shares in the Suez Canal company.

· In 1882, the Egyptians rebelled.

· In 1885, General Gordon was defeated and killed by the Mahdists. 

· In 1898, at the battle of Omdurman, the British, led by General Kitchener, defeated the Mahdi.   

· In the years after 1879 a man called George Goldie built up a huge business in Nigeria.

· One of the first missionaries was Henry Townsend, who arrived in Nigeria in 1842. 

· In 1857, Townsend published Iwe Irohin, the first newspaper in the Yoruba language.  

· In 1884, at the Berlin Conference, the powers of Europe agreed to split West Africa between France and Britain.   

· In 1892, the British conquered the Yoruba in Nigeria.

· In 1896, a British army defeated the Ashante in the Gold Coast.

· The slave trade was outlawed in 1807.

· For twenty years from 1853 the missionary David Livingstone explored central and east Africa.   

· In 1873, the British made a treaty with Zanzibar to stop the slave trade. 

· In the years after 1872 the Scottish businessman William Mackinnon built up a large trade with Zanzibar.  

· In 1884, at the Berlin Conference, the powers of Europe agreed to split East Africa between them.
· In 1867, diamonds were discovered in South Africa.   

· In 1871, the British conquered Griqualand.

· In 1879, British troops attacked and defeated the Zulus.

· In 1885, the British took over Bechuanaland.

· In 1886, gold was discovered in South Africa.

· In 1888, Cecil Rhodes made an agreement with Lobengula.

· In 1893, at the battle of Shangani, the British defeated the Matabele.   

· In 1895, Rhodes sent his friend L.S. Jameson on a raid to try to conquer the Dutch settlers. 

· Britain was drawn into fighting the Boer War (1899–1902).

Note that the text is written in such a way that the dates will make sense even if the pupils merely copy out references (as above).

Q2.
This is a simple choice activity, based on the pupils’ researches. 

Q3.
The word ‘evil’ moves the discussion from facts/dates to opinions on Empire. The pupils have the right to make a personal judgement on history, but you need to make sure they realise that this will be an opinion, not a fact, and that it will be affected by their personal background and beliefs. Make sure that pupils who express an opinion explain why they have that opinion, and use the question to establish that the validity of an opinion lies wholly in the arguments and facts that underpin it.


Draw pupils’ attention also to the phrasing ‘… in history’, and establish that this means also considering other meetings. Pupils cannot be expected to know about many such meetings, so how does this affect their ability to make a decision? You might want to tell the pupils about Munich 1938, and Wansee 1942.

Q4.
This question focuses pupils on the historical concept of change and continuity.

	Lesson plan

	Notes
	1.
This lesson is about the events and their dates/sequence only, EXCEPT … If you intend to give lesson 1.2 below a miss with your special needs pupils, you may wish to slot in some basic discussion of WHY the British did all this.

2.
The text on pages 8–11 has been written so that – when they are listing the dates – pupils will just be able to copy out phrases direct from the text.

	Historical skills
	Knowledge and understanding

Chronological change

	Teaching objectives
	That pupils:

· learn the process and the key events by which the British came to occupy much of Africa.

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

· learned how the British took over much of Africa in the years 1870–1914

· chosen what they think were the most important events.

	Learning modes
	Visual
	
	Auditory
	
	Kinaesthetic
	

	Cross-curricular opportunities
	Literacy: Reading for learning

IT: There is opportunity to link with the IT department over the timeline, and there are web-based information sheets on how to make a timeline using Excel (at http://www.microsoft.com/Education/CreateTimeline.mspx).

	Resources
	1.
Textbook pages 6–11.

2.
A timeline generator (from teach-nology.com – only online).

	Starter idea(s)
	
Look at and discuss the maps on pages 6–7; what do they show? In what ways was it ‘the biggest game of Monopoly in history’? Point out the irony of Parliament’s statement in 1865. Note that in the 1860s, Britain DID NOT WANT an empire!

	Lesson content idea(s)
	1.
Work through the factual information in pages 8–11 in a way appropriate to your class. Suggestions:

· Reading round or reading to will take too long for most classes’ concentration span, so best avoid it.

-
Set the pupils to read the pages with a task which will force them to apply themselves (e.g. change-of-form such as change from text to timeline; to make a ‘newspaper’
; do Q2 on page 11, etc.).

-
Divide pupils into groups, allocate them a ‘region’ of Africa (North, West, East, South) and get them to read, digest, prepare and present a presentation (e.g. PowerPoint) to give to the rest of the class.

-
The special growth of the British Empire in Africa would lend itself to a kinaesthetic exercise, with pupils moving onto ‘countries’ written on pieces of paper stuck to the floor (more able pupils could be asked to develop this for themselves).

-
For less able pupils, it would be possible to study South Africa only, and still be able to follow the subsequent Causation lesson.

2.
Get pupils to do Q2 on page 11 – perhaps using the timeline generator at http://teachers.teach-nology.com/web_tools/materials/timeline/ (Note that this allows, however, 6 dates only. I have deliberately left undefined the number of dates the pupils are required to choose in Q2, so that you are able to tailor the number of dates you demand to the abilities of your particular class. Six, however, is a good limited number, capable of discussion, particularly if you are going to follow it up with a ‘balloon debate’ of dates.)

	Written element
	It is so important that pupils are familiar with the events that they will benefit from an amount of time spent rehearsing the facts – by means of games, quizzes
, competitions, the dates matching game, etc.

	Plenary idea(s)
	1.
Discuss Q2, 3 and 4 on page 11, insisting that the pupils back up their statements with facts from pages 8–11.

2.
Have a balloon debate of dates, to see which of the dates you selected in Q2 is the most important of all … and why.

3.
If you intend to give lesson 1.2 below a miss with your special needs pupils, you may wish to slot in some basic discussion with them of WHY the British did all this.

4.
A vital question for the most able pupils – preparation for the work they will be doing next lesson – will be to try and decide what date the ‘Scramble for Africa’ started. 

5.
You may wish to watch the next section of Zulu at the end of the lesson.

	Further study
	Allocate one of the 25 dates (Q1 on page 11) to each pupil, and ask them to research the event in greater detail for homework.


Lesson 1.2: Causation: The Scramble for Africa
Background

This lesson is quite ‘academic’ in its nature.

It invites pupils to take the factual data they learned in the previous lesson, and to analyse it. The lesson ideas give you different approaches to this, which should allow you to meet the needs of your less academic pupils, as well as the academic pupils. You need to ask yourself if it would be better to give this lesson a miss with your special needs pupils.   

Comments on the page 12 Activity – Why was there a Scramble for Africa?

Q1.
The idea of the lesson is based around 20 ‘cause statements’ from pages 8–11, which can be analysed into four general ‘reasons’. Note that certain ‘cause statements’ can be used to support more than one theory.


Possible answers:


Reasons:

  Cause statement:

1. Trade and money: 
British trade in Egypt was growing

2. Men on the spot: 
Samuel Baker went to help Ismail abolish the slave trade in Egypt

3. Trade and money/ Forced to act:
Ismail’s government was going bankrupt

4. Trade and Money 
The British government bought Ismail’s shares in the Suez Canal company

5. Forced to act: 
The Egyptians rebelled

6. Forced to act: 
The Sudan rebelled

7. Forced to act: 
General Gordon was defeated and killed by the Mahdists

8. Trade and money 
The British began trading palm oil

9. Trade and money/ Men on the spot: George Goldie built up a huge business in Nigeria

10. Trade and money
Britain sold £¾m of goods to West Africa

11. Forced to act: 
The West African tribes resisted

12. Trade and money
Britain’s trade with East Africa was growing

13. Trade and money/ Men on the spot: William Mackinnon built up a large trade with Zanzibar

14. Stopping others: 
The Germans started taking over areas of East Africa

15. Trade and money: 
Diamonds were discovered in South Africa

16. Stopping others: 
The Germans took South-West Africa

17. Trade and money/ Men on the spot: Rhodes was backed by millions of pounds of British money

18. Trade and money: 
Gold was discovered in South Africa

19. Men on the spot:
Rhodes made an agreement with Lobengula

20. Forced to act:
Rhodes sent his friend L.S. Jameson on a raid

Q2.
Pupils are also asked to identify other potential causes of the Scramble, including the campaign to stop the slave trade and Christianity. These are NOT identified specifically in the text, but statements they could use would include:

Campaign to stop the slave trade:

North Africa
Samuel Baker went to Egypt to help Ismail abolish the slave trade in Egypt
West Africa
–

East Africa
David Livingstone + the British made a treaty with Zanzibar – the biggest slave market in the world – to stop the slave trade 

Christianity:

North Africa
A Muslim religious leader called ‘the Mahdi’

West Africa
Missionaries went to live and work in West Africa

East Africa
David Livingstone

South Africa
–

Some pupils might point out the massive British superiority in weapons, which gave them the ability to conquer Africa.

Military might:

North Africa
Battle of Omdurman

West Africa
Yoruba and Ashante wars

East Africa
–

South Africa
Zulu War/ Battle of Shangani/ Boer War

Pupils are also asked to find examples of Africans being involved in the Scramble. A better example is given on page 13, but examples they could find include:

Cooperation:

North Africa
Ismail working with Baker

West Africa
Africans trading with Goldie

East Africa
1873 treaty with Zanzibar/ growing trade with East Africa/ (African historians point out that Livingstone and Stanley could not have explored Africa without the help and expertise of their African bearers)

South Africa
Lobengula

Resistance:

North Africa
Rebellions of Arabi Pasha and the Mahdi

West Africa
Yoruba and Ashante wars

East Africa
–

South Africa
Zulus/ Boers

 
In the plenary, more able pupils are asked to sort the causes by date, and may well come up with the following list:

	1842:
	First missionary to West Africa 
	Christianity

	1867:
	Diamonds were discovered in South Africa
	Trade and money

	1869:
	Trade in Egypt was growing 
	Trade and money

	1870:
	Rhodes was backed by British money 
	Trade and money/ Men on the spot

	1870:
	When the British explorer Samuel Baker went to Egypt 
	Men on the spot/ Anti-slave trade

	1872:
	William Mackinnon built up trade with Zanzibar 
	Men on the spot/ Trade and money

	1873:
	David Livingstone 
	Christianity/ Anti-slave trade

	1873:
	Slavery treaty with Zanzibar 
	Anti-slave trade

	1879:
	George Goldie built up a huge palm oil business in Nigeria 
	Trade and money/ Men on the spot

	1879:
	The Zulus were a threat 
	Forced to act

	1880s:
	The Germans and Italians started taking over areas of East Africa 
	Stopping others

	1882:
	There were two rebellions in Egypt 
	Forced to act

	1884:
	The Germans took South-West Africa 
	Stopping others

	1885:
	The Mahdi defeated the British and killed Gordon 
	Christianity/ Forced to act

	1886:
	Gold was discovered in South Africa 
	Trade and money

	1892–5:
	When the local African tribes resisted, the British used force 
	Forced to act

	1895:
	The ‘Jameson Raid’ failed, and in 1899–1900 Britain had to fight the Boer War 
	Forced to act


	Lesson plan

	Notes
	1.
If you chose to study South Africa ONLY last lesson, you will not be able to talk with your pupils about the influence of Christianity or Britain’s mission to stop the slave trade; everything else, however, will still apply.

2.
The text on pages 8–11 has been written so that – when they are listing the ‘cause statements’ – pupils can just copy out phrases direct from the text.

	Historical skills
	Knowledge and understanding

Causation

	Teaching objectives
	That pupils:

· learn the different theories of why the British took over an Empire in Africa

· relate the theories to the facts and reflect on which theory is the most likely.

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

· learned the FOUR main theories about why the British took over an Empire in Africa

· found out 19 facts that help explain why the British took over an Empire in Africa

· used the facts to choose which theory they think is most likely correct

· thought about how Britain’s war against the slave trade, Christianity and Africans themselves were further reasons why the British took over an Empire in Africa.

	Learning modes
	Visual
	
	Auditory
	
	Kinaesthetic
	

	Cross-curricular opportunities
	Literacy: Writing a formal essay (more able pupils)

Drama: Acting out motivation

	Resources
	Textbook pages 8–11.



	Starter idea(s)
	1.
Use an example to establish the principle of multiple causation – e.g. by getting pupils to suggest all the connecting reasons why an imaginary pupil failed an exam.

2.
Remind pupils that in the 1860s the British government had said that it DIDN’T want an empire in Africa … so what changed that? Did pupils, while they were studying the Scramble for Africa last lesson, come across anything that suggested reasons why the British changed their mind and started to want an empire in Africa?

	Lesson content idea(s)
	1.
More able pupils:

Read page 12 and discuss/establish the concepts.


Send pupils to the textbook to find the 20 cause statements for themselves, seeing which ‘theory’ they might support. Colloquium to report back. Write the pupils’ feedback on the board as you discuss it.


Next, discuss Q2 (considering other causes such as the campaign against the slave trade, Christianity and the role of Africans). Colloquium to report back. Write the pupils’ feedback on the board as you discuss it.


Remember, even with more able pupils, to discuss in turn HOW each cause (in their ‘cause statements’) stimulated the British to do something more to establish their empire.

2.
Averagely academic pupils:


Duplicate and give the pupils the list of ‘cause statements’. Locate and complete each in turn from the textbook, and discuss HOW each cause stimulated the British to do a bit more to establish their empire.


Read – or explain orally – the four different causes on page 12 of the textbook. 


Discuss which cause goes with which cause statement.


Discuss Q2 (considering other causes such as the campaign against the slave trade, Christianity and the role of Africans).   

3.
There is an opportunity for Drama here. Invite the pupils to select ONE cause statement and to ‘unpack’ it in a drama, particularly exploring the motivation of the people involved – for instance, a drama about Lobengula could see Rhodes and his agent talking about how they have got their hands on the gold either way – if he agrees, they will fool him with the agreement/ if he denies, they can invade and take control. 

	Written element
	1.
For the more able pupils, there is an opportunity to write a formal essay: ‘Why did the British conquer large areas of Africa in the period 1870–1914?’ with at least four paragraphs/points, each followed by evidence and explanation.

2.
Pupils who find writing harder might practise writing ‘explanations’ as to how certain reasons caused the Scramble for Africa.

3.
Less able pupils can state the causes and give examples of when they happened.

	Plenary idea(s)
	1.
If you have not already done so during the pupils’ feedback above, list the following ‘causes’ on the board:



Trade and money



Forced to act



Stopping other countries



Men on the spot



Campaign to stop the slave trade



Christianity



Africans wanting empire.


Discuss with the class the AMOUNT of evidence for each one, and which they therefore might feel was the most important.

2.
When they have done this, the more able pupils could be asked to list the cause statements in chronological order (see above). Referring back to the last lesson and what date they considered the Scramble to have started, does this help clarify which cause they think the most important?

3.
You may wish to watch the next section of Zulu at the end of the lesson.

	Further study
	


Lesson 1.3: Using evidence: Giving up the Cameroons
Background

This lesson takes up the idea from the last lesson that some Africans played a part in the European takeover of Africa, using a specific but not wholly unrepresentative example from the Cameroons. Many African tribal leaders welcomed the Europeans and formed alliances with them – often to get their support against other African tribes.   

You may decide to give this lesson a miss with your special needs pupils, but it is essential that you address it with any pupil who may be going on to GCSE, or for whom you want a Level 5 teacher-assessed National Curriculum grade.

It is also essential if the pupils are going to have a proper perspective when they consider the final question as to whether the British should be ashamed of their empire – the fact that many African rulers invited British intervention has implications in the debate.

Comments on the page 13 Activity – Giving up the Cameroons

Q1.
a) They said:

· they were tired of governing the country themselves

· they could not stop wars

· lives were being lost

· being part of the British Empire would bring peace, civilisation and Christianity.


Note that these might not have been the REAL reasons.


b) They tried to persuade Gladstone by:

· praising the British – saying that being part of the British Empire would bring peace, civilisation and Christianity

· appealing to Britain’s ‘civilising’ mission

· appealing to Britain’s ‘Christianising’ mission

· promising to abolish heathen customs

· saying that God would bless him.

Note with the pupils that there is a lot of ‘buttering up’ going on here.

Q2.
This question is designed to get the pupils to think about a frequent question in discussions about Empire – did the material gains (post offices, police, railroads, etc.) justify the negatives (loss of self-determination/ destruction of traditional culture etc.).

Q3.
This is just a conundrum. They appear to be taking their own destiny in their own hands by inviting the Europeans to take over, but the reasons they give, and the fact that they could no longer govern themselves, is proof of their powerlessness. Try to get pupils to realise that years of the slave trade had destabilised the region – otherwise, they may not have needed to call in the Europeans.

Q4.
Call for personal opinions, but make sure that pupils justify their answers. There is considerable evidence that the kings were making a very astute deal. Note that if some Africans DID want European empire-building and positively encouraged it for reasons of their own, then this affects the overarching question as to whether Britain needs to be proud or ashamed of its empire.

	Lesson plan

	Historical skills
	Knowledge and understanding

Evidence – Reliability of a source

	Teaching objectives
	That pupils:

· extract key information from a source – at both surface level and inference

· evaluate the reliability of a specific source.

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

· learned why two African kings – who asked the British to take over their country – SAID they wanted the British to take over

· considered whether they had any ulterior motives.

	Learning modes
	Visual
	
	Auditory
	
	Kinaesthetic
	

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

	Resources
	Textbook page 13.



	Starter idea(s)
	1.
Ask pupils to suggest circumstances at school and home where they say one thing and mean another!

2.
Remind pupils that in the 1860s the British government had said that it DIDN’T want an empire in Africa … and that we are studying this event within the framework of a study of what changed that.

	Lesson content idea(s)
	1.
Read and/or explain the situation and issues raised by the introductory text at the top of page 13.

2.
Study Source 11 on page 13 of the pupil book.

· Read appropriately Source 11
. Take an ‘instant opinion’ about whether the pupils are prepared to take it at its face value.

· Ascertain, by Q&A, why the chiefs SAID they wanted to be governed by Britain, unpacking the concepts of ‘being tired’, ‘peace’ and ‘civilisation’.

· Suggest that Britain was getting nothing out of this so far, so what did they offer Gladstone? Discuss the attractions of Christianity and its associations.

· Discuss the contextual information – were the kings hoodwinked, or did they cut a very good deal?

· Knowing all this, how reliable do the pupils think it is?

	Written element
	
The pupils must produce some written work addressing source evaluation to gain a L5.

1.
It is a less-than-exciting idea (and very GCSE-ish) simply to ask the pupils to write an essay about ‘How reliable is Source 11 for an historian who wishes to find out why the Cameroons became part of the German Empire?’ However, you may wish your most able pupils (or future GCSE candidates) to do this.

2.
To be more exciting, but still require a piece of written work, get the pupils to imagine that they are the Foreign Office adviser to the Prime Minister, writing a report on whether the Prime Minister can trust this letter or not.

	Plenary idea(s)
	1.
Discuss Q2, 3 and 4. 

2.
You may wish to watch the next section of Zulu at the end of the lesson.

	Further study
	


Lesson 1.4: Interpretations: The Matabele War of 1896
Background

This is a lovely lesson, which even pupils of limited academic ability can understand.

You will find the challenge here is to get the more able pupils to see any more deeply than an appreciation of the surface differences. This lesson is an appropriate ‘trailer’ for the main interpretations exercise in Chapter 3.

A key element of this lesson is to appreciate the intelligence and abilities of the Matabele. This was no repeat of Shangani – the Matabele fought a successful terrorist war, which compensated for their technological inferiority. Only their need to plant their crops forced them to the negotiating table. Written in the 1930s, when the British Empire still existed, the Newnes Pictorial Encyclopaedia perverts its account to make the Matabele look like impressionable children; the factual account on page 15 makes it clear that they most certainly were not.

Comments on the page 14–15 Activities – The Matabele War of 1896

Points you might like to draw from the sources:

	
	Newnes Pictorial Encyclopaedia, 1930
	Modern factual account

	a)
	The Matabele went to war because they were ‘troublesome’ – notice how this trivialises the reason, and denies them any justification.
	Because they realised that the Jameson Raid (1895) had weakened Rhodes.

They had long-standing actual grievances over the way Rhodes had tricked them in 1886.

	b)
	Rhodes decides to end it himself, he takes the initiative, he is personally brave, he is a natural leader, he is firm – he does not listen to their ‘excuses’, and the Matabele are ‘lost in admiration’ of his authority – ‘you are our father’, ‘courage, hard work and fearlessness’.
	He was weakened in position and – although he went to war – he was worried. He jumped at the chance of negotiation, he agreed to all the Matabele terms and he gave gifts of land and money.

In the end he asked (no ultimatum): ‘is it to be peace?’

	c)
	They are like children, they try to make excuses, they are ‘lost in admiration’ for Rhodes, they accept Rhodes as their ‘father’.
	They realised that the Jameson Raid (1895) had weakened Rhodes – i.e. they had political acumen.

They fought a successful guerrilla war – i.e. they had military acumen.

They proposed negotiations, and they decided on peace – i.e. they took charge of their own destiny.

Sikombo comes across as a man of real stature.

	d)
	Because he resolved to end it himself, because he did not want the expense of a war.
	The Matabele sent an old woman to propose negotiations and Rhodes ‘jumped at the chance’.

	e)
	He told them off for killing women and children, he would not listen to their excuses, and then he gave them an ultimatum.
	He agreed to all the Matabele terms and he gave gifts of land and money.

	f)
	Because they were lost in admiration for the wonderful Rhodes.
	They needed to plant next year’s crops – i.e. they were forced by their technology.


Q1. 
Weigh the pupils’ suggestions, but points you my wish to draw out are that the Newnes Pictorial Encyclopaedia was:

· Date and context: written in the 1930s, when the British Empire still existed

· Beliefs and sensitivities of the author: by a white British writer (perhaps Enid Blyton, as her husband worked for Newnes)

· Audience: simplified for children of the time

· Purpose:

· to make the Matabele look as though they were in the wrong, 

· to glorify Rhodes, the British ‘hero’,

· to make the Matabele look like children who needed ruling – and deep-down wanted to be ruled – by the British,

· to make it look as though Rhodes was in control throughout.

Q2.
The plenary session for more able pupils asks them to see page 15 as an ‘interpretation’ also, rather than merely a yardstick against which to measure the Newnes Encyclopaedia. Evidence of this – and that page 15, also, has its preferences and biases – can be seen in the following value-judgement words and phrases which accord the Matabele self-determination, ability and justification:

· Rhodes had tricked the Matabele.

· They realised that 1895 had weakened Rhodes.

· They rebelled.
· They retreated, and fought a guerrilla war cleverly.

· Rhodes was worried.

· The Matabele negotiated because they needed to plant their crops.

· Rhodes jumped at the chance.

· Rhodes accepted (i.e. passive) all their complaints, promised also amnesty, and also made gifts.

· The last word is left to Sikombo.

	Lesson plan

	Historical skills
	Knowledge and understanding

Evidence – reliability of an interpretation

Interpretations

	Teaching objectives
	That pupils:

· extract information from an interpretation and consider how and why if differs from a modern historian’s interpretation. 

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

· learned how a book written in the 1930s presented an incident between Rhodes and the Matabele

· learned what modern historians think happened, and compared the two

· thought of some reasons why the two accounts are different.

	Learning modes
	Visual
	
	Auditory
	
	Kinaesthetic
	

	Cross-curricular opportunities
	Literacy: Evaluation at text level


	Resources
	Textbook pages 14–15.

	Starter idea(s)
	Pose a situation to the pupils where a new pupil comes with her parents to look over the school. The pupils are asked to tell the new pupil about what there is at school and what the school is like; the headteacher speaks to the pupils’ parents.

How will the two descriptions/evaluations differ? Get them to explore the reasons why.

	Lesson content idea(s)
	This lesson goes very smoothly with pupils of all abilities (differentiation very successfully by outcome):

1.
Read appropriately
 page 14. Tell the pupils to take the story at face value. Working as a whole class, share ideas about activities 1a)–f). For less able pupils, you make notes on the board; more able pupils can jot down their own notes.

2.
Read appropriately
 page 15. Assure the pupils that these are the facts absolutely as faithfully as it is possible to ascertain.


Working as a whole class, share ideas about activities 1a)–f). For less able pupils, you make notes on the board; more able pupils can jot down their own notes.

3.
Taking each paired answer at a time, establish HOW the two interpretations differ.


Even less able pupils will be able to find glaring differences of approach; more able pupils should be noticing differences in intent and interpretation.

4.
Discuss with more able pupils WHY the 1930 Encyclopaedia presents such a different interpretation to that of the textbook.   


Issues you will want to address will include:

· date and context

· beliefs and sensitivities of the author

· audience 

· purpose.


Encourage them to cite facts from the comparison work they have done to support their ideas.

	Written element
	1.
Pupils write up their findings about HOW the two interpretations differ.  Help the less able pupils with a writing frame, which goes:



‘About …, the 1930s children’s encyclopaedia said..., but the 
textbooks said …’


And even the least able pupils should be able to write a six-paragraph answer with ease.

2.
More able pupils will wish to explain why the two accounts are different, as they explain how they are different.

3.
There is a wonderful opportunity for comparative drama here, with one group re-enacting the scene as it is recounted by Newnes Encyclopaedia, and the other as it is described on page 15 … and perhaps a third group of more able pupils charged to develop a drama of the story as the Matabele might have recounted it.

	Plenary idea(s)
	1.
What is ‘an interpretation’? 

2.
With more able pupils, you may wish to tell them that, although you assured them at the beginning of the lesson that the ‘facts’ on page 15 are ‘as faithful as it is possible to ascertain’, the account on page 15 is in fact no less an ‘interpretation’.

3.
With less able pupils, you may wish to tell them some ideas WHY the two accounts are different, and ask them to cite examples from the two accounts where that seems to be the case.

4.
You may wish to watch the next section of Zulu at the end of the lesson.

	Further study
	


Chapter 2: What was Africa really like?

Lesson 2.1: Three writers, three points of view
Background

Pages 16–17 are designed to help you address with pupils the Europeans’ prejudices about Africa before the European occupation (and possibly pupils’ own prejudices about pre-colonial Africa too). This section does this by asking the reader to consider extracts from Henry Morton Stanley’s In Darkest Africa and Joseph Conrad’s Heart of Darkness, with quotes from the books for the more literate, and compare them with Chinua Achebe’s Things Fall Apart.

Stanley clearly loved Africa, but he did not understand what his eyes were seeing. Conrad clearly hated it. For Europeans such as Stanley and Conrad, Africa was simply ‘pygmies and cannibals’, and this attitude translated unfortunately amongst their readers into superiority and fear.   

Achebe wrote a famous essay against Conrad’s racist attitudes in 1977, and you can find it in full at http://social.chass.ncsu.edu/wyrick/debclass/achcon.htm. There is also a brilliant interview about the essay, between the black playwright Caryl Phillips and Chinua Achebe, at http://books.guardian.co.uk/review/story/0,12084,900102,00.html.

Both these sources will help you as a teacher understand the passionate feelings behind how Africa has been represented in literature. 

There are differences between racism, fear and ignorance, and you must help pupils distinguish between them as they make their judgements in public – to see how the pictures and texts created (and fuelled) prejudices, and to consider the impact and implications of the term ‘dark continent’. We may all be afraid of the dark, but you need to unpack the implications of the word in other contexts, to show how Stanley imbued his readers with a negative image of Africa.

Draw attention to the illustrations that were published with the texts, and explain that the illustrations were drawn from the imagination, after the event, by artists who had never been to Africa. The picture in Source 2 actually bears no relation to Stanley’s narrative (the attackers are not creeping and hidden, but attacking openly). 

Stanley may have helped to undermine pre-colonial Africa’s image, but he could write well. For explorers like Stanley, Africa was a Boys’ Own adventure story come alive, and his account reads as dramatically as Rider Haggard’s novels – which in their turn contained a significant amount of self-experienced travelogue. In the mind of the nineteenth-century British readers, there was probably little difference between the two. Joseph Conrad’s Heart of Darkness is the ultimate in this respect – ‘Heart of Darkness is experience, but it is experience pushed a little (and only a very little) beyond the actual facts of the case’.    

Comments on the page 17 Activity – Points of view

Q1.
Any acceptable student answer is valid, of course, but may include ideas such as ‘dark arts’, ‘dark motives’, ‘darkest night’, ‘kept in the dark’, ‘The Dark Lord’ in Lord of the Rings.

Q2.
Using these phrases made Africa appear not only unknown and impenetrable, but also dangerous and frightening, and thus enhanced the image of the brave explorers who survived there.

Q3.
No – there were 10,000 viable native African states, some of them powerful and wealthy (see the key if the pupils get stuck on this one).

Q4.
This question may lead pupils to empathise with the standpoint of this 
eminent African author.

	Lesson plan

	Historical skills
	Interpretations

	Teaching objectives
	That pupils:

· consider nineteenth-century negative descriptions of Africa.

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

· learned how two nineteenth-century writers presented a frightening image of Africa

· learned how a modern African writer views the British occupation of Africa in a very different way.

	Learning modes
	Visual
	
	Auditory
	
	Kinaesthetic
	

	Cross-curricular opportunities
	Literacy: More able pupils: personal writing – the first sentence/ less able pupils: descriptive writing/ turning simple into complex
 sentences.

	Resources
	Textbook pages 16–17.



	Starter idea(s)
	1.
You will get enthusiastic responses from the pupils if you talk about times they have been scared of the dark. Why is the dark so frightening?

2.
Talk about other meanings of the word ‘dark’ – get the pupils to think of other contexts in which we use the word ‘dark’ (e.g. ‘dark arts’, ‘dark motives’, ‘through a glass darkly’, ‘lighten our darkness O Lord’, ‘darkest night’, ‘kept in the dark’, etc.), and what the word ‘dark’ means in those contexts. Establish that many of these are frightening things.   


With less able pupils, you may wish to air just three contexts of the word ‘dark’:

•
‘The Dark Lord’ in Lord of the Rings (evil/ powerful/ seeking to harm)

•
‘kept in the dark’(ignorant, blind, outcast)

•
‘religious darkness’ (heathen, unchristian, evil, going to hell)

And explore with them the ‘negative meaning’ of the word ‘dark’ in these contexts.


Establish that applying the adjective to a whole continent would give an unfair impression of that continent, and suggests how scared the Europeans were of such a different culture from their own.

	Lesson content idea(s)
	1.
Tell the pupils that they are going to see contemporary texts and pictures of how nineteenth-century Europeans first described Africa.   

2.
Read appropriately
 the opening comments on page 16.

3.
With less able pupils, take the pictures on page 16 (or the PowerPoint), and:

•
ask a pupil to describe them in detail in words

•
ask what impression the illustrators gave of Africa (‘that it was a place of…’)

•
explain for each picture how the illustrator would have arrived at this image of Africa (because they did not travel with the author).


With average and more able pupils – working in pairs – ask them to study the pictures and quotes in Sources 1 or 2, thinking about Q1: What images do they conjure up of ‘the dark continent’? Each pair then reports back its ideas.


Discuss as a whole class which is the ‘more inflammatory’ of the two images and why. Also, what is the effect of the headings to the Sources?

4.
Read appropriately14 Source 3, and think as a whole class about Q3 (if necessary, refer the pupils to the key to find the answer).

	Written element
	1.
With average ability pupils, discuss with the class the ‘four ways to start a novel’
. Get them:

•
EITHER to select one of the In Darkest Africa pictures and write the first sentence for a story in each of the ‘four ways to start a novel’. 

•
OR to select one of the ‘four ways to start a novel’ and write the first sentence for a story based on both the In Darkest Africa pictures.

Pupils work in rough and share what they consider their best efforts in a colloquium (for which allow time).   

2.
With more able pupils, get them to select ONE of In Darkest Africa pictures and ONE of the ‘four ways to start a novel’15.   


They then write the first paragraph for each of the following stories based on their selected In Darkest Africa picture:

•
as it would be written by a nineteenth-century imperialist explorer like Stanley, who thinks of Africa as a ‘dark’ continent

•
as it would be written by a twenty-first century Black African who thinks of Africa as a wonderful place he loves.


Pupils work in rough and share what they consider their best efforts in a colloquium (for which allow time). Check round first to ensure that no inappropriate answers (e.g. racist) are read out.

3.
For less able pupils:


EITHER provide a set of sentence-starters based on the class discussion of the illustrations:


‘Nineteenth-century writers wrote about Africa as a ‘dark continent’.   They described Africa as a place of:


•
jungles where…


•
Africans who…


And ask the pupils to write as much as they can about each point.


OR provide them with three simple sentences and get them to convert them into complex sentences
.
•
The explorers climbed through the forest.

•
The Africans attacked the explorers.


In both cases, allow time at the end for the pupils to read out their ‘best efforts’.

	Plenary idea(s)
	1.
With less able pupils, go round the class getting each pupil in turn to tell you one thing people in the nineteenth century imagined when they thought of Africa as a ‘dark continent’. Why do they think people were so ignorant and frightened then? Have attitudes changed since we all travel more? What difference have photos made, compared with the evidence that came from writers and artists in the nineteenth century?  

2.
Read appropriately
 the comments by Achebe on page 17. Discuss how he portrays the issues differently to Stanley and Conrad. Discuss how the differences in titles illuminate the differences in approach.

3.
Discuss as a whole class Q4, whether portraying Africa as ‘dark’ is racist.

4.
With more able pupils, think about Achebe’s verdict that Africa was made to look like ‘one long night of savagery from which the first Europeans acting on God's behalf saved them’. Have pupils learned anything from their written work about the different attitudes of those times?

5.
You may wish to watch the next section of Zulu at the end of the lesson.

	Further study
	


Lesson 2.2: Life among the Zulus
Background

Pages 18–31 are simply descriptive, yet this is the area of study that pupils may enjoy and remember best. Teachers have, of course, the option to teach the various elements as a series of textbook-based lessons, but it makes sense to run the content as a research project over a number of lessons or – if you are pushed for time – as a ‘game’ in one lesson.   

Note: when you come to the Zulu day (pages 28–9), remember that the arc of the sun would actually go right to left, because the Zulus lived under the southern sky, but I have kept conventional left-to-right – judging that the alternative would be too confusing/obscure for British children. If the pupils are interested, there is a ‘back-to-front’ (i.e. correct) version on PowerPoint.

This apparently simple descriptive exercise is essential for our overall question about whether the British need to be ashamed of the Empire. The coming of the British essentially wiped out the Zulu lifestyle described on these pages – the content of pages 18–31 will allow pupils to decide how much of a crime this was, and this will impact directly upon their evaluation of the Empire as a whole at the end of the book. In this respect, the contrast of views between the British official and Bryant on page 18 is crucial.

Comments on the page 18 Activity – The quality of life

Q1.
Any answer will do, but focus on those which bear relevance to the different aspects of Zulu life – loving family, close community, somewhere to live, enough to eat, freedom from fear, personal freedom of speech and action, etc. It is against these that the pupils can judge the quality of the Zulus’ lifestyle.

Q2.
Again, any acceptable answer is valid here, and allow the pupils to interpret the evidence in different ways.

Q4.
This, of course, has direct relevance to present-day imperialist foreign policies – whatever we think of other peoples’ way of life, do we have the right to invade and change it?

Comments on the page 19 Activity – Zulu child

This picture has been included as a deduction exercise. Some pupils will think that he looks magnificent. Some others may need more explanation of context to understand his costume. You will be able to tell the reaction of your pupils immediately from their replies to Q1.

Q1.
This question is designed to make the pupils really LOOK at the detail of the picture.

Q2.
Any acceptable answer is, of course, valid. Some pupils may observe that he looks prosperous and well-fed, he is superbly fit and athletic, and he is self-aware and confident. He is clearly part of an established and proud tradition/culture.

	Lesson plan

	Notes
	Note that this lesson is about simple description, although it will feed eventually into a personal opinion. 



	Historical skills
	Evidence – inference from a pictorial source

Diversity

Knowledge and understanding

	Teaching objectives
	That pupils:

· learn factual information about the Zulus

· consider the quality of life of the Zulus.

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

· learned about the Zulu way of life

· thought about whether it was a ‘good’ life.

	Learning modes
	Visual
	
	Auditory
	
	Kinaesthetic
	

	Cross-curricular opportunities
	RE: Appreciation of other cultures.

	Resources
	Textbook pages 18–31.



	Starter idea(s)
	Since this lesson will almost certainly take longer than a singe timetable period, you will be able to do the following:

1.
Consider the information on page 18. Note Bryant’s qualifications – and limitations – as an observer and judge.   

2.
Consider Q4 on page 18.

3.
Do the inference exercise on page 19. Encourage pupils to float ideas – they will find out how near to or wide of the mark they were when they study pages 20–31.

	Lesson content idea(s)
	1.
If you have a number of lessons available, the best way to address this work is to split the pupils into seven groups, give each one a topic to research and prepare a presentation (e.g. on PowerPoint) to present to the rest of the class.


As per Q2 on page 18, their presentations should describe both the ‘positive’ aspects of Zulu life, and the ‘negative’ aspects.


Groups should concentrate on commenting on the quality of life, as well as the factual content.


After the groups have reported back, do Q3 on page 18; was the Zulu lifestyle such that anyone could justify the British taking them over?

2.
A fun way (which takes up less lesson time) is to put the pupils into groups and give them a set of questions to find the answers to; first group finished wins (a kind of academic treasure hunt).   


Four of these fact-hunts, of varying levels of difficulty, are provided in the lesson materials.

· Simplest (arranged by unit, with letter-spaces to fill in).

· Simple (arranged by unit, with number of letters indicated).

· Harder (arranged by unit, no clues).

· Hardest (50 cryptic clues, muddled up).


You will be able to match the difficulty to the group. 

3.
There is a good opportunity for group drama. Organise the pupils into groups so that in each group there is someone who knows something about every area of Zulu life (this will depend on how you organised the research phase of the lesson). Ask them to share information with each other in the group, and to devise a group drama: ‘A Typical Zulu Day’.


As the groups present the drama to the rest of the class, tell them that you are giving marks, not just for the quality of the acting, but one mark for each fact from pages 18–31 that they ‘get in’ to their drama.

	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 quiz
.

2.
Pupils give individual judgements, based on what they have learned in the lesson(s) – of whether the life of a Zulu was ‘difficult’ or ‘close to nature’ – demand statements based on factual evidence. 

3.
You may wish to watch the next section of Zulu at the end of the lesson.

	Further study
	


Chapter 3: The Zulu War

The events of 1879 secured the Zulu legend. Not only did they inflict the greatest defeat of the nineteenth century on a British army (at Isandlwana), but in June they ambushed and killed Louis, French Prince Imperial (his British escort fled). In Parliament, the British Prime Minister, Benjamin Disraeli, asked: ‘Who are these Zulus, who are these remarkable people who defeat our generals, and who on this day have put an end to a great dynasty?’

The legend has been reinforced in modern times by films such as Zulu, Zulu Dawn and Shaka Zulu. You may wish to be careful that you do not allow yourself to get drawn into the myth.

Lesson 3.1: Why did Britain declare war in 1879?
Background

Saul David, the historian of the Zulu War of 1879, presents the war as blatantly – and quite unfairly – engineered by British officials in South Africa, notably Shepstone, Frere and Chelmsford. Durnford and the Colensos are seen as the ‘good guys’.

It would be very easy, even from my account on pages 32–3, to present the Zulu War as an unjustified aggression – and, within the question underlying the course, as a significant contribution to ‘Britain’s shame’. You may wish to take time with the pupils to look at the Zulus’ contribution to the war:

· On behalf of the Transvaal, Britain was involved in a border dispute with the Zulus, and a meeting in 1877 had gone very badly.

· There were ongoing border disputes and violent clashes between the Zulus and the Boers – for whom, after 1877, the British were responsible. In October 1878, a war party of Zulus attacked some Swazis near the Boer settlement of Luneberg.

· There were ongoing border incidents with British Natal. In July 1878, a large Zulu war party had invaded Natal to grab two adulterous Zulu women and drag them back for execution; Cetshwayo gave £50 compensation, but did nothing else. In September 1878, a Zulu war party waylaid and interrogated a British surveyor who was working in the Thukela River. David sees ‘the Zulu side’ of both these incidents, but they cranked up the tension at a critical time.

· The Zulus made no effort to respond to the British ultimatum of December 1878, and instead Cetshwayo openly mobilised his army.

· Cetshwayo was not the naïve innocent he portrayed himself to be (remember the battle of the Thukela River).

· Cetshwayo’s British adviser John Dunn reported that by the end of December Cetshwayo had decided that he wanted war, and that he could ‘eat up’ the British army if it invaded.

Comments on the page 32 Activity – Motives for war

Q1.
Shepstone says that the Zulu warrior is taught since childhood/sole object is fighting/forces daily growing/30,000 warriors/source of endless danger.

Q2.
Reference to pages 26–7 makes it clear that the amaButho were no longer any danger; they were a social and economic taskforce, not a standing army in the modern sense.

Q3.
‘workers working for wages’ – the British wanted the Zulus to leave their fields and go and work in the diamond mines.


‘and its neighbours … the secret hope of every little chief for a hundred miles’ – the British feared that Zulu resistance might encourage other tribes to resist them.


‘that his colour should prevail’ – the hint that this was a racial conflict.

Comments on the page 33 Activity – Causes of war

Q1.
The Zulu army was the king’s labour force;


The British official would have constituted a rival authority;


Cattle were Zulu ‘money’ – 100 cattle was a huge fine.

Q2.
See above for evidence that Cetshwayo was lying.

Q3.
Any acceptable answer.

Q4.
The Boers hated the Zulus/the British wanted to herd the Africans into 
reserves.

Q5.
Any acceptable answer.

	Lesson plan

	Notes
	
Note that this lesson is difficult, studying causation, but integrating source evaluation. You may wish to omit the lesson with your less able pupils.

	Historical Skills
	Causation

Evidence – evaluation of sources

	Teaching objectives
	That pupils:

· extract and evaluate surface and inferred information from a Shepstone letter

· extract and evaluate surface and inferred information from a Cetshwayo letter

· understand and evaluate different explanations of what caused the Zulu War.

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

· analysed why Theophilus Shepstone said there was a war

· considered whether they believe a statement by Cetshwayo

· learned FOUR different ideas about why the British went to war with the Zulus.

	Learning modes
	Visual
	
	Auditory
	
	Kinaesthetic
	

	Cross-curricular opportunities
	Literacy: Text- and word-level analysis of a source
.

Literacy: Creative writing/ letters to a newspaper
.

	Resources
	Textbook pages 32–3.



	Starter idea(s)
	1.
Talk with the pupils about ‘bullying’. Most schools nowadays distinguish between ‘bullying’ and ‘relationship problems’, and are familiar with the situation where two (groups of) pupils are waging war against each other ... yet both sides are accusing the other of ‘bullying’ them. Talk about why this is so – the difficulty of ‘seeing the other person’s side of things’, and the tendency to see only the wrongs done to you, and to regard the wrongs you are doing as simply justified responses to aggression. Of course, it is the teacher’s job to try to sort out who is ‘more in the right’ than the other – sometimes it is bullying, but at other times it is ‘six-of-one-and-half-a-dozen-of-the-other’.


Explain to the pupils that that is what they are going to be doing in this lesson. The British officials who went to war did NOT see themselves as evil men bullying a small nation. But it is the pupils’ task this lesson to decide whether it was bullying.

2.
There are some things you may just want to TELL the pupils. Place this lesson in its context within the ‘big picture’ of whether Britain should be ashamed of its empire. Explain that many historians believe that the war was an utterly unjustified aggression on Britain’s part and that – if this is true – it is something of which the British need to be ashamed.

3.
Also, with more able pupils, you may wish to refer back to lesson 1.2. The Zulu War is an example par excellence of Britain getting dragged into a war of conquest because of the actions of ‘men on the spot’.

	Lesson content idea(s)
	1.
Read appropriately
 page 32.

2.
Study Shepstone’s letter at text and word/sentence level
 using Q1 and 2 on page 32.

3.
Read appropriately
 page 33.

4.
Looking at the four historians’ opinions, discuss how each led the British to want a war. With more able pupils, discuss the difference between motives (page 32) and causes (page 33).

5.
Discuss Q1–5 on page 33.

	Written element
	There were no Zulu newspapers in 1879, but if there HAD been…

· Give everybody in the class an ‘1879 identity’ (using, for instance the ‘Zulu War Personalities’ sheet).   

· IMPORTANT: you may choose to omit the racist characters Frere and Burgers – or at least choose the pupils who will ‘be’ them wisely.

· Pupils move round the room, talking to other ‘personalities’ about whether or not there should be a war.

· Pupils write ‘letters to the Editor’ of the Zulu Times, expressing their ‘personality’s’ opinions about – and for or against – the Zulu War.

· Read out examples and discuss them as a class. Especially, identify language and ideas we would not accept nowadays.

· 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)
 .

	Plenary idea(s)
	1.
Discuss whether Britain needs to be ashamed of the Zulu War or not. Insist that the pupils use facts and arguments to support their assertions. 

2.
You may wish to watch the next section of Zulu at the end of the lesson.

	Further study
	


Lesson 3.2: The Zulu War of 1879
Background

This lesson is in some ways the culmination of much of the work that the pupils have been doing in the course.

Some of the worst, topical examples of Hollywood assassinating history include:

300:
Portrays the Persians as bestial forces descending on the civilised world, with King Xerxes as a homosexual complete with face-piercings; in reality, the Persians were the ‘civilisation’ of the time and the Spartans were a slave-holding military tyranny. At the end of the movie, Leonidas anachronistically wounds Xerxes’s face.

 Braveheart: Mel Gibson has an affair with Isabelle, who was nine years old at the time and did not marry Edward II until 1307. And the Battle of Stirling Bridge is not on a bridge.

U571:
In this movie, the Americans capture the code book which cracked the Nazi U-boats’ Enigma code during the Battle of the Atlantic. In fact, it was captured by the British.

Charge of the Light Brigade:
Errol Flynn charges the Russian guns to get his revenge on the Indian rebel who ordered the massacre at Cawnpore during the Indian mutiny, when he finds out that the rebel is behind the Russian guns. One of many historical inaccuracies is that the Crimean War actually came before the Indian Mutiny.

And note this posting on a History Channel thread on ‘The most historically inaccurate movie of all time’:

Zulu has to be a contender for the title of Most Inaccurate War Movie. The script is wrong on the vast majority of the salient facts regarding the Battle of Rorke's Drift.

Please also be aware that African historians do not like:

· ethnic stereotyping which patronises the Zulu warriors as ‘brave’

· the description of the Zulus as Britain’s ‘enemies’, since, they say, they were resistance fighters defending an invaded nation

· accounts of the war that equate Cetshwayo with Chelmsford, instead of portraying him as a ruler with (as Queen Victoria had) generals to fight his battles for him

· anglocentric accounts of the war which focus on the actions of the British, and represent the Zulus as merely a kind of ‘elemental force’ which either swept in and massacred people, or was fodder for the British guns. (Actually, it is quite hard to avoid this approach in any account of Rorke’s Drift.)

Comments on the page 35 Activity – Zulu War

Salient facts might be:

1.
De Witt helped track the Zulu advance, and then left quietly. He could not ever have been at Cetshwayo’s kraal (which was 60 miles away). He was not an alcoholic, and he did not encourage anyone to desert. His daughter was a baby, and he had sent her safely away with his wife in Natal some days earlier.

2.
Cetshwayo did not order the Zulu attack. Dabulamanzi disobeyed orders and led the attack with the iNdluyengwe regiment of old men, angry because they had not been allowed to fight at the battle of Isandlwana.

3.
John Chard was ‘fit-for-nothing and stupid-looking’. Gonville Bromhead was lazy and ‘hopeless’. They did not argue about who was in command; Chard had been left formally in charge.

4.
The British had 104 men fit and 35 in the hospital, plus 100 African soldiers from the Natal Native Contingent, and a unit of 80 cavalry soldiers were not overwhelmingly Welsh. They were deserted by the Natal Native Contingent and the cavalry, but Captain Stephenson was responsible, and fled with them.

5.
Chard and Bromhead wanted to flee also – it was Dalton who persuaded them that they should not abandon the wounded, and who organised the defences, including the wall of boxes and flour bags.

6.
Captain Stephenson did not arrive from the battle. He and his men were camped next to the depot. They did, however, desert when the Zulus arrived.

7.
The Zulus had no tactics, just massed charges, which were easily repulsed.

8.
Dabulamanzi did not dictate the battle from the nearby mountains; frightened of British gunfire, he led the battle from behind a tree, and never looked at the battle-site. He did not sacrifice his men to see how many guns the British had.

9.
Sergeant Bourne was not an experienced, older man; he was 23 years old and had not been a sergeant for long. He was, however, a great soldier, well-respected by the men.

10.
Private Hook was a teetotaller and a model soldier, known by his fellow soldiers as being a bit boring and a ‘goody-goody’.

11.
The Zulus’ first attack was 4.30p.m., most attacks were made during the night, and they were gone before dawn. This was not portrayed in the film, because most of the action would have been impossible to see.

12.
The British lost only 15 dead.

	Lesson plan

	Notes
	1.
You need to have finished watching the film Zulu or at least to have shown the pupils the relevant sections.

2. 
The intention of the lesson is to compare the factual content of the film with reality, but also to evaluate the film’s interpretation, taking into account its origin, context and motive.

3. 
This unit compares the historians’ account of Rorke’s Drift with the interpretation of the film Zulu. Whether you start by studying the film and then look at the historians’ account, or start by studying the historians’ account and then move to the film, is entirely a matter of personal preference and depends on your pupils’ proclivities.

4.
Note that ‘Bromhead’ is pronounced ‘Brumhead’. 

5.
Please note that picture 9 shows Bromhead (Michael Caine), not Private Hook, attacking a Zulu warrior.

	Historical skills
	Knowledge and Understanding

Interpretations

	Teaching objectives
	That pupils:

· learn about the events of the Zulu War, particularly the battle of Rorke’s Drift

· discuss the accuracy of the film Zulu
· consider the validity of Zulu’s interpretation of the battle of Rorke’s Drift.

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

· learned what happened at the battle of Rorke’s Drift

· decided how accurate the film Zulu is as an account of the battle of Rorke’s Drift

· considered the film’s interpretation of the battle, and whether they agree with it.

	Learning modes
	Visual
	
	Auditory
	
	Kinaesthetic
	

	Cross-curricular opportunities
	

	Resources
	Textbook pages 33–7.



	Starter idea(s)
	
Talk with pupils about ‘blockbusters’ and the ‘Hollywood’ version of films; they will be aware that Hollywood ‘glams up’ history. You may want to tell them about some of the more outrageous examples (see above).

	Lesson content idea(s)
	1.
With more able pupils, approach the issue by starting with the facts of the Zulu War.


First, read pages 34–5. Pupils make their own notes on the Zulu War using the Activity questions on page 35.


After this point in the lesson, a good reinforcement activity would be a short quiz.


Next, invite the pupils, in groups, to compare what they have found out about the battle with what they know of the film either from watching it or from reading pages 36–7. You may wish to give them the worksheet ‘21 Zulu Questions’ as an aide-mémoire, but they do not need to do it.


Discuss in a colloquium the validity of the film as an historical source.


Revisit page 36. Read the introduction. Discuss with the pupils the effect of origin, context and motive on the film, particularly:

· its perspective (‘white only’)

· its ‘common man’ approach

· its attack on social class

· its appeal to men.


Invite the pupils to criticise its interpretation.

2.
With less able pupils and average ability pupils, start by rehearsing the storyline of the film either from memory (if you have been watching the film) or by reading appropriately
 pages 36–7. Using the information, the pupils answer – either individually, in groups, or working as a whole class – the ‘21 Zulu Questions’. Get the pupils to write clearly: ‘The Film’ on top of the questions.


Next, read appropriately
 pages 34–5. Seeking the information on these pages, the pupils answer – either individually, or working as a whole class – the ‘21 Zulu Questions’ again. Get the pupils to write clearly: ‘The Facts’ on top of the questions.


Another way to approach this with less able pupils (who have watched the film) would be to read out the relevant section of the passage, inviting them to shout ‘Stop!’ every time you read something that disagreed with what they had seen in the film.


By comparing ‘the film’ with ‘the facts’, get the pupils to assess the factual accuracy of the film.   


After they have identified the errors, ask them to identify the truths.

	Written element
	All pupils write a movie review or devise a presentation for Zulu in four paragraphs, following the sequence of points on page 37, viz.:

· Describe the story of the film.

· Say whether you found the film exciting or boring and why.

· Comment on how historically accurate the film is (compare the real story on pages 34–5 with the film’s story).

· Talk about the film’s interpretation of the battle, and how true the film is to the real event.

	Plenary idea(s)
	Invite the pupils to suggest alternative approaches to how THEY would have interpreted/portrayed the battle.

How would they portray it if they were prepared to play as fast and loose with the facts as Endfield was?

	Further study
	
An interesting homework would be to send the pupils away to discover other inaccuracies in the film.


There are good links at http://en.wikipedia.org/wiki/Zulu_(film)#Historical_inaccuracies and http://www.imdb.com/title/tt0058777/goofs, but the pupils can find more by entering ‘Zulu goofs’ or ‘Zulu mistakes’ into Google.


Chapter 4: The end of the era of Empire
Be aware of the danger that, after they have assessed the film, pupils will regard the topic as ‘over’.

The topics that follow are ESSENTIAL if they are to come to a proper conclusion about whether the British should be ashamed of their empire.

Nevertheless, I would suggest that you move through the remaining material fairly briskly, and bring the topic to an exciting conclusion.

Lesson 4.1: The Boer War
Background

If ever there was a low point of British imperialism, surely the Boer War would be a contender. Note that this lesson, as well as looking at the events of the war, looks at its results and significance; it is in this respect a preparation lesson for lesson P.1: Lasting good or lasting damage?

If you have time, the page 40 Activity – How did the British feel about the Boer War? would stand as a lesson in its own right with more able pupils.

Comments on the page 40 Activity – How did the British feel about the Boer War?

Q1.
Simple extraction – huge crowds, people dancing on the street, waving flags, ‘chairing’ sailors, shouting, cheering, singing ‘Rule Britannia’ and the National Anthem, playing instruments, etc.

Q2.
As for WHAT happened, it seems very reliable. As for CONTENT, it is backed up by the other sources, and is consistent with other information from the time. As for PROVENANCE, The Times was a highly regarded newspaper, though it might have been tempted to exaggerate the ‘news’. As for WHY it happened, however, hindsight has allowed us to see that there was a great deal of relief (that Britain had not been defeated) in the celebrations, and also of jingoism (which The Times passed over). Nowadays we would not suggest that the cause of the celebrations was the ‘moral triumph’.

Q3.
Any acceptable opinions on this will be valid, but try to direct the pupils to think about the CONTENT (how much each source tell us), and the implications of the PROVENANCE.

Comments on the page 41 Activity – How significant was the Boer War?

Q1.
Any acceptable statement is correct, but encourage pupils to back up their points with facts and argument.

Q2.
Any order is acceptable, but encourage pupils to back up their points with facts and argument.

Q3.
Use the following headings to discuss the significance of the Boer War:

· Revealing – it shows us how weak the British Empire was, how brutal it could be.

· Results – extensive and important (see page 41).

· Remarkable – see page 40.

· Remembered – apart from the fact that they are studying it today.

· Relevant – are any of the ‘lessons’ of the Boer War still relevant today (e.g. in Iraq)?   

	Lesson plan

	Notes
	
This is essentially a thinking/discussing lesson, and it is suggested that you move through the material quickly.

	Historical skills
	Knowledge and Understanding

Evaluating sources

Significance

	Teaching objectives
	That pupils:

· learn about the events of the Boer War

· analyse three sources about Mafeking night to understand the impact of the war on the British

· consider the results of the Boer War

· BEGIN to think about the historical significance of the Boer War.

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

· learned what happened in the Boer War

· considered three sources about Mafeking night and used them to understand more about how the British felt about the Boer War

· thought about the results and the importance/SIGNIFICANCE of the Boer War.

	Learning Modes
	Visual
	
	Auditory
	
	Kinaesthetic
	

	Cross-curricular opportunities
	

	Resources
	Textbook pages 38–41.

	Starter idea(s)
	In 1998 David Beckham was sent off during a World Cup game that England subsequently lost. For a while he was a figure of hate … but recovered to become a much-loved public figure.   

From some failures and disasters you can recover; can the pupils think of other examples, e.g. Paris Hilton, Hugh Grant, George Michael?

But some crimes are unforgivable. Hitler introduced the VW Beetle to the world, but the gas chambers preclude any chance of him developing a ‘good cred’ at any time in the future. Similarly, the Leon Uris novel QB VII is about a brilliant doctor, who has given his life to saving lives in the Third World, but who is permanently disgraced when it comes to light that he conducted medical experiments in Germany's death camps.

Explain that the Boer War was a dire time for the British Empire – perhaps the worst moment in the history of its African Empire. Pupils must decide whether this is an ‘unfortunate lapse’ or an unforgivable atrocity.

	Lesson content idea(s)
	1.
Read appropriately
 the storyline on pages 38–9, and the peace agreement on page 41. Is there anything for the British to be ashamed or proud of (Q1 on page 41)?

2.
Briefly study page 40. Do a simple extraction exercise on the sources to note how proud the British were of their victory at the time. Source 3 declared the relief of Mafeking a ‘moral victory’. Do the pupils agree?


(With more able pupils, you may wish to take a separate lesson to do Q2 and 3 on the utility and validity of the sources.)

3.
Working as a whole class, read appropriately27 the results of the Boer War on page 41. Discuss whether there is anything for which the British need to be further ashamed about the Boer War. Is there anything to be proud of?

4.
All pupils do Q2. With more able pupils use Q3 to discuss the significance of the Boer War (you may wish at this time, as preparation for lesson P.1, to introduce the idea of evaluating significance using the structure: revealing – results – remarkable – remembered – relevant). Most pupils will not possess enough general knowledge, or have spent long enough studying the Boer War, to do this successfully, so spend the time thinking about the issues and preparing for lesson P.1, rather than trying to do a detailed study of the significance of the Boer War.

	Written element
	
More able pupils can be asked to write an article on the Boer War for The Times (under the title: Britain’s Boer Shame) debating whether Britain should be permanently ashamed of the war.


Tell the less able pupils that the date is 19 May 1900. They have been asked to organise a protest march as a counter-demonstration against the Mafeking celebrations. Tell them to design and draw two placards that they could carry on that march. The placards must be bold, colourful and carry either a ‘damning fact’ or a cunning slogan. Share some ideas before they start, then after the pupils have worked on their placards for a while show some of the better examples to the class.

	Plenary idea(s)
	
Ask the pupils to make a statement about the question: Is the Boer War 
unforgivable? Insist on facts and arguments.

	Further study
	More able pupils can be given research homework on Baden-Powell and the siege of Mafeking, perhaps contrasting http://www.scouting.org.za/seeds/bphero.html with this Amazon review – http://www.amazon.com/Boy-Baden-Powell-Siege-Mafeking/dp/1868722627 – of the Hopkins/Dugmore revisionist account The Boy (2000).

See also http://pinetreeweb.com/bp-pictures4.htm for a gallery of pictures.


Lesson 4.2: African and proud
Background

This spread is intended to be an Afro-centrist celebration of the Black contribution to Africa’s development 1860–2000. It is disappointing that there are not more African heroes to celebrate, but pupils could discuss the reasons for that.

Teachers are encouraged to make sure that the whole lesson is unremittingly Afro-centrist, so that pupils realise, from the African point of view, how difficult it was to rise above the prevailing oppression.

Comments on the page 43 Activity – African and proud

Q1.
That, by ‘letting go’ of their empire in Africa, the British were releasing the energy and creativity of Black Africans to achieve great things.

Q2.
To get pupils to pass on a simple message about the achievements of the eight men.

Q3.
To get pupils to consider the substantial achievements of Black Africans.

	Lesson plan

	Notes
	1. Make sure that the whole lesson is totally Afro-centrist, so that pupils think of the whole era from the African point of view.

2. Pupils may be interested to hear that it was exceptionally difficult to get images of the various African 'heroes' on this spread, and impossible in some cases. It is an indication of how African sources have not previously been valued and collected as much as European sources have been.

	Historical skills
	Knowledge and understanding

Diversity

	Teaching objectives
	That pupils:

· Learn about the African contribution to African independence,
1860–1994.

· Consider whether this textbook has covered both points of view sufficiently.

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


· learned about the Africans who struggled for independence, and what they did

· thought about whether this textbook has covered sufficiently the African point of view.

	Learning modes
	Visual
	
	Auditory
	
	Kinaesthetic
	

	Cross-curricular opportunities
	Literacy: Active and passive/ subject and object of a sentence.

	Resources
	Textbook pages 42–3.



	Starter idea(s)
	1.
Talk with pupils about how the people in power, or the people who tell a story, can easily deprive others of their voice:

· Wheelchair users often notice that people talk to the person pushing the wheelchair rather than to them – even to the point of saying: ‘Does he take sugar?’

· Care workers often talk to old people in a patronising way, even though the person may have been very successful and important.


Ask pupils to think of examples of how they feel when they don’t have power, e.g. having to ask their parents for money to buy things.


Explain how in the same way historians have often deprived whole sectors, like women or Africans, of a place in their own history, by only talking about what those with political power allowed the rest of the population to do.


The recent film Wilberforce recounted the abolition of the slave trade, yet had just one line spoken by the only black person who appeared in the whole of the film.


Ask pupils whether this lesson can do the opposite – be an entirely Afro-centrist account of the end of the British Empire in Africa.

2.
Share with the pupils the famous Trevor-Roper gaffe (1963) about African history:


‘Perhaps in the future there will be some African history to teach. But at present there is none, or very little: there is only the history of Europe in Africa.’

Discuss how and why his knowledge and point of view could be so limited. 

	Lesson content idea(s)
	1.
Read appropriately
 the storyline on pages 42–3, and answer – in groups, individually or as a whole class – the Activities on page 43. There is a lot of reading on the two pages, so with less able pupils you may wish to do the work in two halves, taking pages 42 and 43 separately.

2.
Talk about ‘active’ and ‘passive’ voice of verbs. Explain that a writer can ‘deprive people of their presence’ simply by always making them the object of the sentence, rather than the subject, and how this can be changed simply by ‘turning the sentence round’.

3.
With more able pupils, you may wish to explore other ways in which a text might be Anglo-centric (e.g. by its tone/ by its selection of content/ by its attitude).

	Written element
	
All pupils can do the active-passive worksheet: An Afro-centrist view of the Scramble for Africa.

	Plenary idea(s)
	1.
Less able and average ability pupils can be encouraged to debate who is their ‘African hero’, and what is the ‘greatest African achievement’ they have learned about this lesson.

2.
More able pupils can be asked to look back through the textbook and judge – from its sentence voice, tone, selection of content and attitude – whether it is too Anglo-centrist, too Afro-centrist … or whether it achieves a fair balance.

	Further study
	


Plenary: Lasting good or lasting damage?

Background

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

Comments on the page 45 Activity – Still ‘darkest Africa’?

Q1.
Military takeovers, political corruption, natural catastrophes, high death rate, malnourishment, lack of education, disease, lack of lighting/electricity, lack of news attention.

Q2.
Not if we use ‘dark’ to mean disadvantaged rather than frightening, and we identify the problems in order to help remedy them.

Comments on the pages 46–8 Activities – Debate, Summing it all up, How significant was the ‘Scramble for Africa’?


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

Lesson P.1: Lasting good or lasting damage?
	Lesson plan

	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 Africa’s contribution to the world

· learn about the disadvantages facing Africa today

· debate whether or not the British ought to be ashamed of the Empire

· reflect on their learning during the course

· consider the significance of the Scramble for Africa.

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

· learned what Africa has given to the world

· learned about the disadvantages facing Africa today

· debated whether or not the British ought to be ashamed of the Empire

· reflected on what they have learned during the course

· considered the importance/ significance of the Scramble for Africa.

	Learning modes
	Visual
	
	Auditory
	
	Kinaesthetic
	

	Cross-curricular opportunities
	Literacy: Speaking and listening

	Resources
	Textbook pages 44–8.

	Starter idea(s)
	
Remind pupils how the course started, with the opposite viewpoints of pride and shame.


Study pages 44–5 with the pupils and discuss their content and implications.

	Lesson content idea(s)
	1.
Read appropriately
 pages 46–7 and follow the Activities to hold a debate about whether the British should be ashamed of their Empire. 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 Empire was good at that point in the nineteenth century, and whether the same points could be argued at the present time.

2.
Do the page 47 Activity – 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 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 ‘Scramble for Africa’? 


If your pupils are less able, talk about the significance of the Scramble for Africa as a whole class, using the five ideas as a frame, then do the page 48 Activity – How significant was the ‘Scramble for Africa?’ 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 Empire, and their ‘top three’ AGAINST.

	Plenary idea(s)
	
Many of the arguments for the debate on pages 46–7 apply to the British Empire as a whole, but not necessarily to Africa. Get the pupils to think of African examples for each of the points; if they can’t think of any, disallow the point.


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.
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