HCCP: Braveheart


Author’s commentary

This Scheme of Work supports the Hodder History Concepts and Processes volume: Braveheart.

It consists of eleven ‘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 7 pupils, although it could usefully be used with older pupils. (Note that differentiation levels are suggested in bold red text throughout these notes.)

One focus of the book is a study of the interpretation of Mel Gibson’s film Braveheart, so you may wish to watch the film for some time at the end of each lesson, not only as a preparation for the next lesson’s study, but also as a motivation/bribe to good behaviour!

Starter: Setting the scene

Lesson S.1: First thoughts: A history of hatred?

Background

It is said of England and Scotland that they are ‘two nations divided by a common history’. Feelings towards each other vary from the ambivalent to the hostile, and range from sporting rivalry to outright racism. Also, Scots feelings towards the English are different to English feelings about the Scots. The story of ‘Braveheart’ is at once an exemplar and a cause of this mild conflict.

It might be wroth telling the pupils that Wallace was never called ‘Braveheart’ in his day. According to some sources, Robert the Bruce should properly be called brave heart because they put his (brave) heart into a casket, as on his death bed he had asked that his heart be carried in battle ‘against the enemies of Christ’. There is a stone carving at Rosslyn Chapel of an angel holding Bruce’s heart.

Source 3, showing William Wallace in woad, is almost certainly anachronistic by a thousand years – although some supporters of the film argue fiercely and with some justification that no one can prove that Wallace did not paint his face blue.

	Lesson plan

	Notes
	This lesson gives the pupils an opportunity to explore their own feelings, and perhaps to consider the feelings of others.

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.

	Historical skills
	Knowledge and understanding

Interpretations

Communication

	Teaching objectives
	That pupils:

· learn initial information about Braveheart, and to understand that there is very little information about him

· understand that there have been and are antagonisms between the Scots and the English

· record their initial ‘gut feelings’.

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

· learned some facts about Braveheart

· learned that the Scots and English have very different opinions about each other

· 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.
At the time of writing, pupils can listen on YouTube to Flower of Scotland at http://uk.youtube.com/watch?v=4-rplOisb8g, 


and to the National Anthem at http://uk.youtube.com/watch?v=gUH0_H21FvM&feature=related 

	Starter idea(s)
	1.
You may wish to start by establishing the pupils’ knowledge/ignorance, by asking them what, if anything, they know about William Wallace/ Braveheart. Do the pupils know why he is called Braveheart (reference to the film)?

2.   The easiest way to start the lesson will just be to ask the pupils what they think about the English/Scots and let the prejudices roll!

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 William Wallace during this course of lessons!

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

1.
Less able pupils will need help with the text on page 4.

2.
More able pupils will be able to discuss the implications and inferences of Sources 1 and 2. You may also be able with them to explore the dichotomy between how little we know about Wallace and how significant he is for the Scots. How can a man so obscure be so important?  Is he so important because he is so obscure – can the pupils think of any similar historical characters (cf Arthur/ Robin Hood)?

2.
Do NOT discuss Source 3 until the pupils have written down a caption – it is essential that the pupils do this for themselves before they have considered the topic, and it does not matter if they are mistaken.   

3.
However, then, ALL pupils will be able to discuss Source 3. Start with a simple ‘what can you see’ exercise, and then move to consider with the class what Gibson is inferring about Wallace.


You can discuss whether the use of woad is anachronistic.

4.
Do NOT discuss Q3 before you ask pupils to write it down.

	Written element
	1.    Pupils write a caption to Source 3.   

2.    For Q3, all pupils can write up to 50 words on their ‘first thoughts’ on what they think of William Wallace.

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

2.
The focus of this book is a study of the interpretation of Mel Gibson’s film Braveheart, 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!

Alternatively, you may wish to delay watching the film until it is more appropriate to the narrative content (see Lesson…).

	Further study
	1.
An IT homework could be to ask pupils to contribute to the discussion thread on the Schoolhistory Student forum at http://www.schoolhistory.co.uk/studentforum/index.php?s=&showtopic=5233 


(Note that all postings to the History Help forum have to be moderated, so the pupils’ posts will not appear online immediately.)

2.    A suitable research homework for more able pupils would be to ask pupils to research an ‘encyclopaedia entry’ style of paragraph on William Wallace1.   

3.    Less able pupils could alternatively/also do some further IT-based research by typing “Braveheart” into Google Image search and collecting their favourite picture(s) from the film.


Chapter 1: Braveheart

Lesson 1.1: William Wallace – accuracy 
Background

This lesson underpins all the work the pupils will be 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.

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 that Braveheart makes it onto the Yahoo!Movies’ ‘Ten most historically inaccurate movies’ list at http://movies.yahoo.com/feature/10mosthistoricallyinaccurate.html.

Comments on the page 11 Activities

Q2. Accept any answer provided that they back it up with a reasonable argument. However it could be argued:

· Source 1 is making a claim to be true – all the others accept it has flaws.

· Source 2 is saying that the feel of the film is correct, even though the facts are wrong.

· Source 3 is the only one denying its validity on the grounds of anachronism.

· Source 4 is the only one which accepts its flaws, but then claims it doesn’t matter, because all history is ‘myth’.

	Lesson plan

	Notes
	1.
Unlike other books in this series, you will not have yet watched the whole film, but it will be enough for this lesson to show the trailer, which is available on YouTube: http://uk.youtube.com/watch?v=vBXBtORI7pE.

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.

	Historical skills
	Knowledge and Understanding

Interpretations

	Teaching objectives
	That pupils:

· learn about the story of William Wallace as portrayed in the film Braveheart
· discuss the accuracy of the film Braveheart
· consider the validity of Braveheart’s interpretation of the life of William Wallace.

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

· learned the story of William Wallace as portrayed in the film Braveheart
· decided how accurate the film Braveheart is as an account of the life of William Wallace

· realised that the film represents an interpretation of Wallace, and decided whether it matters or not whether it is not historically accurate.

	Learning modes
	Visual
	
	Auditory
	
	Kinaesthetic
	

	Cross-curricular opportunities
	Media Studies

	Resources
	1.
Textbook pages 6–11.

2.
YouTube trailer: http://uk.youtube.com/watch?v=vBXBtORI7pE.

3.
Worksheets: ‘Twelve Braveheart Questions’.

	Starter idea(s)
	1.
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).

2.
Ask the pupils if any of them have ever seen Braveheart (many will).  Ask them what happens in the film – what they thought about it.

3.
Tell the pupils what an ‘anachronism’ is.

	Lesson content idea(s)
	1.
With all pupils, start by watching the trailer to the film (http://uk.youtube.com/watch?v=vBXBtORI7pE) 

2.
Explain that the trailer muddles up the chronology/narrative events of the film. Establish the narrative by reading appropriately1 pages 6–7. 

3.
This exercise presents an excellent opportunity for limited drama, as per Activities 2 and 3 on page 7.

4.
Using the information, pupils can answer – either individually, in groups, or working as a whole class – the ‘Twelve Braveheart Questions’.  Establish clearly with all pupils that this is what ‘The Film’ says by getting the pupils to write ‘The Film’ on top of the first page of questions; in addition, tell the less able pupils that these answers are not true, and that they are noting them only to later establish what the true answer is.

5.
Next, read appropriately1 pages 8–9.   


Seeking the information on these pages, more able pupils can answer – either individually, or working as a whole class – the ‘Twelve Braveheart Questions’ again. Get the pupils to write clearly: ‘The Facts’ on top of the questions.


Another way to approach this with less able pupils would be to read out relevant section of pages 8–9, inviting them to shout ‘Stop!’ every time you read something that disagreed with what they had seen in the film.

6.
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.

7.
The most able pupils could be asked to study the information and activities on pages 10–11 – either briefly at the end of a lesson, or taking another full hour’s lesson to discuss the issues in depth.

	Written element
	1.
The Activity on page 9 provides a writing activity that your able and average-ability pupils will be able to do.

2.
The most able pupils could be asked to add a final paragraph talking about the film’s interpretation of William Wallace, and whether it matters that the film is nothing like the real Wallace.

3.
Less able pupils might be asked to do the cloze exercise on the ‘Twelve Braveheart Questions’.

	Plenary idea(s)
	1.
Read the Sharon Krossa quote on page 10; does it matter that Braveheart is full of inaccuracies and anachronisms?

2.
How would THEY have interpreted Wallace if they had been prepared to take as many liberties with the facts as Mel Gibson did? Perhaps show them the YouTube video: How Braveheart should have ended: http://uk.youtube.com/watch?v=tcoVxbutl8g .  Is this fantasy any less valid that Mel Gibson’s equally fanciful fantasy?

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

	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/Braveheart#Historical_inaccuracies and http://www.imdb.com/title/tt0112573/goofs , but the pupils can find more by entering  Braveheart goofs  or  Braveheart mistakes  into Google.


Chapter 2: Scotland in the thirteenth century

Lesson 2.1: Invaders of Scotland 
Background

Comments on the page 15 Activities

Q5.
The Highlands and Galloway were the places that had not been invaded/conquered by other invaders, and had retained the Gaelic language.

	Lesson plan

	Notes
	This lesson addresses the underlying assumption that sees the Scots as a different race to the English; it has therefore a citizenship element.



	Historical skills
	Knowledge and understanding

Chronological change

	Teaching objectives
	That pupils:

· learn about the racial foundations of Scotland and England

· consider the impact of the different ‘invasions’.

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

· learned the different peoples who have invaded England and Scotland in the past 12,000 years

· decided which ‘invader’ had the most (if any) impact on Scotland.

	Learning modes
	Visual
	
	Auditory
	
	Kinaesthetic
	

	Cross-curricular opportunities
	Literacy: Reading for learning/ the development of ‘Scottish English’

Citizenship: racial foundations of England and Scotland, and Scottish and English ‘identity’.

	Resources
	1.
Textbook pages 12–15.

2.
A powerpoint slideshow: ‘Invaders of Scotland’.

	Starter idea(s)
	Write the following on the board:


First and foremost, I am a ………….

Then write the following alternatives:

· A pupil of [your] school

· An inhabitant of [your home town]

· A [your county] man/woman

· A [Scottish/ English/ Welsh/ Irish etc.] person

· A citizen of the United Kingdom

· A British man/woman

· A member of the European community

· A human being

Ask the pupils to choose the top three and put them in order.

Discuss why they chose as they did.

More able pupils may value knowing about Linda Colley’s idea of ‘layered identity’, and you may wish to take this forward to discuss the concept of ‘Britishness’.

	Lesson content idea(s)
	1.
Work through the factual information on pages 11–15 in a way appropriate to your class. More able pupils can read it for themselves. With pupils of average reading ability you may wish them to work in pairs or groups, and perhaps only on a particular section, sharing understanding afterwards in a colloquium.


In addition, or alternatively with lower ability pupils, you may wish to talk the pupils through the powerpoint, ‘Invaders of Scotland’, telling them the pertinent information (and having a bit of fun trying to read fifteenth- century Scottish).


Which invader made most difference to Scotland, do they think?

2.
An opportunity exists for kinaesthetic learning: take the pupils into a large area and split them into five groups to represent the original inhabitants, the Romans, the Saxons, the Vikings and the Normans.


Identify an area on the floor which will represent ‘Scotland’, and spread ‘the original inhabitants’ standing around within it.


With more able pupils, you might be able to let the pupils try for themselves to develop a drama which represents the various ‘waves’ of invaders. Do they (incorrectly) portray the invaders as driving out the inhabitants?


With all pupils, control a drama to represent the way the invasions happened. Starting with the ‘original inhabitants’ standing around:

a.
The Romans advance about a third of the way through them, order those they have ‘conquered’ to sit down and serve them, and place some kind of barrier to ‘keep out’ the rest. Then the Romans leave the floor area.

b.
The Saxons advance about two-thirds of the way, but are defeated and driven back to the one-third point. They order the existing population to sit down and serve them.

c.
The Vikings attack from the other end of the floor area.  They run around for a while terrifying the other pupils, then clear a bit of floor at the far end of the floor area and sit down themselves on it.

d.
The Normans move through about two-thirds of the floor area, ordering everybody in that area to sit down and serve them.


Now ask the question again: which invader made most difference to Scotland, do they think?

3.
Discuss Questions 2 and 3 on page 15.

	Written element
	1.
Pupils with average or better ability to write can do  Question 1 on page 15.

2.
Alternatively, especially for less able pupils and pupils who find writing difficult, discuss: ‘What do you think of when you think of ‘Scotland’?’  You may wish to watch one young person’s take on this on YouTube: http://uk.youtube.com/watch?v=OE5q1O7tIjk (especially the latter half). Depending on the ability of your pupils, spend more or less time thinking about this as a class, and then get them to design their own poster: ‘This is Scotland’.


Point out that you will give higher marks for pupils who include ideas they have learned in this lesson.

	Plenary idea(s)
	1.
What makes ‘a Scot’ a ‘Scot’? If they are genetically very little different to the English, what makes Scottish people ‘Scottish’? In what ways are the Scots different to the English? In what ways are they the same?

2.
If it was the Normans who had most effect upon Scotland, does this help the pupils understand why Edward was so resented by the Scots?

3.
Look at Question 5 on page 15. Edward I invaded Scotland in 1296. Which areas was he most likely to find resistance? Which areas would he be most likely to find support?  Why – what in the history of the different areas of Scotland determined their reaction to an attempted English takeover?

4.
Have fun doing Question 4 on page 15.

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

	Further study
	If you haven’t used it in the lesson, you could take the idea from the written element and ask each pupil to plan out what she/he would include in a video: ‘This is Scotland’.


Chapter 3: Crisis in Scotland

Lesson 3.1: A disputed succession 
Background

This lesson ties in closely with National Curriculum lessons (Unit 2 section 2) you may have done about the Norman Feudal System.

Purists need to know that the date of the death of Margaret Maid of Norway is disputed; 7 October 1290 is from Chambers’ Book of Days.

Comments on the page 17 Activities

Q2. Because otherwise it would imply that Scotland ‘belonged’ to England.

Q3. Accept any explained, feasible answer, but the obvious one is that Edward was likely to reject their claim if they did not do so.

Q4. Great-great-great grandson of David I down the oldest male line with issue.

	Lesson plan

	Notes
	This lesson is difficult and academic. With less able pupils you might wish to skip the content as a lesson in itself (perhaps reading the running text only), and to thus incorporate this lesson in the next lesson 3.2.

	Historical skills
	Knowledge and understanding

Evaluating sources

Motivation and causation

	Teaching objectives
	That pupils:

· consider the disputed succession, 1290–1292

· consider how Edward used it for his own benefit

· consider the actions of the claimants.

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

· decided who had the best claim to the throne in 1290

· decided why the claimants promised to offer Edward homage

· thought of reasons why Edward acted as he did.

	Learning modes
	Visual
	
	Auditory
	
	Kinaesthetic
	

	Cross-curricular opportunities
	Citizenship – rights/inheritance.

	Resources
	1.
Textbook pages 16–17.

2.
A powerpoint slide: ‘Claimants to the throne’, which explains the rules of male primogeniture.

	Starter idea(s)
	1.
‘Rights’: posit a situation where you have come by two tickets to [something every pupil will want to do], and you are going to give them to a pupil in the class. How should you decide who to give them to? If they were allowed to propose a person in the class, whom would they propose and why?  If they were allowed to propose themselves, what would they argue?

2.

Little Jack Horner sat in the corner, 



Eating his Christmas pie, 



He put in his thumb and pulled out a plum, 



And said "What a good boy am I!" 


It is sometimes suggested that ‘Jack Horner’ was the steward of the abbot of Glastonbury who, being sent with a present of the deeds of lots of lands to bribe the king, took advantage and pinched one of them.  Alternatively, my father-in-law used to speak of his horror, once, after a charity collection, at finding that the officials counting the money thought it acceptable to pocket some of the cash.  Can the pupils think of other situations where people – acceptably or unacceptably – take advantage of a situation to make a personal gain?

3.
All pupils, even the more able, will need reminding/ teaching about feudal homage and what a liege lord is.  To help, you can use the fact-box on page 16, and Activities 1 and 2 on page 17.

	Lesson content idea(s)
	1.
Read appropriately1 pages 16-17.

2.
You are advised to run – however quickly – over the rules of male primogeniture, using the powerpoint, ‘Claimants to the throne’. Do the pupils think this is fair? Can they think of any other fairer ways of passing down your inheritance?


Explain that the principle of ‘male primogeniture’ was by no means accepted by everyone in every country in 1290 – in fact, in Scotland, there had been in the past a tradition of passing inheritance down the FEMALE line.

3.
How would they have decided who had the greatest claim to the throne (they will probably come up with some scheme of primogeniture)?  Hot-seating with the more able pupils: put them in groups and, using the family tree on page 17 and the powerpoint, ‘Claimants to the throne’, get them to argue the cause of the different claimants – one way would be to allocate each group a claimant, and get them to argue their case. There is an opportunity for a bit of a balloon debate here, though the pupils will not have learned enough to make a sustained argument.


With average ability pupils, simply use the powerpoint, ‘Claimants to the throne’, to establish understanding and argue who should have got the throne as a whole class.

4.
Discuss Questions 4 and 5 on page 17.


As soon as the process had started, Count Florence claimed that Earl David of Huntingdon had given his claim to the throne to him in return for some land in Aberdeen (although he did not have any proof with him).  Why do you think he claimed this?  


(The pupils will realise that otherwise his claim was very weak. After they have finished, tell them that some historians think he was put up to it by Edward, who realised it would delay proceedings while he was given time to go away to look for the proof.)

5.
Edward demanded that HE should rule Scotland during the process. How long did Edward actually rule Scotland? (June 1290 to November 1292 – 18 months.) Why do the pupils think he demanded this (so no one else could gain an advantage while the process was going on?/ to get his claws into Scotland?)?

6.
Look at Source 2 and Question 3 on page 17. The original document survives, with the seals of all the claimants attached. Discuss how useful this document is to historians. Discuss how reliable it is.

	Written element
	1.
Pupils with average or better ability to write can write an answer to Activity 4 on page 17.

2.
Pupils with lower ability in writing can devise imaginary newspaper headlines and the first ‘attention-grabber’ paragraph for the following dates:


19 March 1286 (death of Alexander III)


7 October 1290 (death of the Maid of Norway)


5 June 1291 (Declaration of Norham)


6 November 1292 (Edward ruled in favour of Balliol).

	Plenary idea(s)
	1.
Looking forward, based solely on what you have learned this lesson, would you say that Scotland had a bright or a bleak future in 1292.  Explain both views.

2.
Was Edward fair?

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

	Further study
	


Lesson 3.2: Was Balliol a good king? 
Historiography
Balliol has generally been held to be a useless king, but recent historians have attempted somewhat to restore his reputation. In particular, historians such as Fiona Watson are no longer prepared to accept the interpretation that the Guardians imposed on Balliol the decision to break the Edward in 1295. The decision to appoint Guardians does not necessarily imply a reduction in/denial of royal power or prestige; it could just as easily represent Balliol gathering support.

	Lesson plan

	Notes
	This is a wonderful opportunity for good pupils to do REAL history; examining the evidence and forming their own interpretation.

	Historical skills
	Knowledge and understanding

Interpretation: evaluation of a character

	Teaching objectives
	That pupils:

· consider the reign of Balliol

· make a judgement of how effective Balliol was as a ruler.

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

· learned facts about the reign of John Balliol

· come to their own decision about whether he was a good or a bad king.

	Learning modes
	Visual
	
	Auditory
	
	Kinaesthetic
	

	Cross-curricular opportunities
	

	Resources
	1.
Textbook pages 18–21.

2.
Source-Cards: Was Balliol a bad king?
3.
You will need some blu-tac.

	Starter idea(s)
	1.
You may simply wish to tell the pupils that Balliol is one of the most despised kings of Scottish history, and that in this lesson you are going to see if this is fair.

2.
The England (or Scotland) football team is comprised of the very best players in the country – yet, when they lose a game, the crowd boo and criticise them as they leave the field. Why? (No one praises a loser.)

	Lesson content idea(s)
	1.
Read appropriately1 the running text on pages 18–19. The illustrations and activities on these pages give you the opportunity to go much deeper into the subject if you wish, but – as the more interesting part of the lesson follows – you may wish to leave it there and go on to pages 20–21. 

2.
Split the class up into six groups.  Give each one a quote (Was Balliol a bad King?; Sources 1–6), and get them to discuss it.


Divide your whiteboard into four, thus:

FOR BALLIOL
AGAINST BALLIOL
RELIABLE
UNRELIABLE

(A representative from) each group brings out their card and sticks it in the appropriate box, based on their evaluation of the content and the provenance. You read out the quote, and approve (or change) their choice.


Which ‘box’ on the board does Balliol want most to get into?  Which does he wish to avoid? 

3.
Read the facts about Balliol on page 21.


Which suggest that he was good king/ a bad king?


What is the judgement of historians on Balliol?

4.
At this point, there is the opportunity to have a ‘trial’.  


For instance, divide the class into two groups – who want to prove Balliol a ‘good’ or ‘bad’ king – and either be Balliol yourself, or bring an informed adult/6th former in to play the part of Balliol. The pupils can then quiz Balliol and try to catch him out.


Or let two small groups of motivated pupils prepare and interrogate Balliol in front of the rest of the class – the other pupils can then vote as a jury on who they think proved their case.

	Written element
	1.
Pupils with average or better ability to write can write answers to the questions, Activities 1–5 on page 21.

2.
Two obituaries: pupils with average and upwards ability to write can write two obituaries – the first supposedly written by a friend of Balliol who thought he was great, the second written by an enemy of Balliol who thought he was useless.

3.
Less able pupils can fill in the ‘Talking Heads’ worksheet, writing four bad things about Balliol and four good things about Balliol into the relevant boxes.

4.
All pupils can (e.g. as a task-if-they-have-finished) design a poster for the ‘Campaign to rehabilitate Balliol’s reputation’.

	Plenary idea(s)
	1.
So, does Balliol deserve his nickname?

2.
Did Balliol have a chance?

3.
You may wish to watch the next section of Braveheart at the end of the lesson. It will be useful for the next lesson (though not essential) if you have watched up to and perhaps – if you are going to try to cover lesson 4.1 in an hour) – including the Battle of Stirling Bridge.

	Further study
	


Chapter 4: William Wallace

Lesson 4.1: Wallace’s Deeds 
Background

According to the film, Braveheart, Wallace was a brilliant general.  Inspired by the trees in the forest, he discovered a way to bring down Edward’s cavalry, and this was what defeated the English at the ‘Battle of Stirling’. EVERYTHING in that interpretation is anachronistic, and it makes no mention of the part played by Moray, or the bridge.

Similarly, when he is defeated at Falkirk, his tactics were brilliant, and it was only betrayal by the lords (notably Bruce) that led to his defeat. Again, everything about the staging of the battle in the film is incorrect, and the withdrawal of the cavalry was not a factor in the defeat; it probably preserved Scottish military capability and saved the revolution.

The emphasis in Braveheart, therefore, is to exonerate Wallace in order to preserve/enhance his reputation. There is an argument that it was Moray not Wallace who won at Stirling Bridge (or maybe the English who lost), and that – on his own – Wallace lost the battle of Falkirk when Edward’s army was near to starvation … i.e. that Wallace was a lousy general.

To be fair, you would not expect Wallace a mere knight, to be a brilliant strategist.   

All revolutions tend to throw up ‘local heroes’ like Wallace; very few of them amount to much in the long term. The pupils need to face the possibility that Wallace, like so many X-Factor and Big Brother stars, was prominent for a while, used by the lords while he was successful, and then dumped appropriately when he ceased to be profitable.

Comments on the page 25 Activities

Q1a.
It is claimed that this source demonstrates that Wallace understood the importance of trade.

Q1b.
It is suggested that this source shows that Wallace understood the war to be over and won. 

	Lesson plan

	Notes
	You will find it impossible to do both battles consecutively in the hour; with less able pupils, therefore, it would be better to do this lesson over two hours.

	Historical skills
	Knowledge and understanding

(Utility of a source)

Evaluation of a character

Continued evaluation of the film, Braveheart.

	Teaching objectives
	That pupils:

· discover what we know about Wallace

· evaluate his ability as a general

· consider whether Braveheart depicts him correctly.

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

· learned key events in the story of Wallace

· decided whether Wallace was a good or a bad general

· learned of ways that Braveheart misrepresented Wallace as a general.

	Learning modes
	Visual
	
	Auditory
	
	Kinaesthetic
	

	Cross-curricular opportunities
	

	Resources
	1.
Textbook pages 24–27. 

2. 
There is a YouTube version of Stirling Bridge here – http://uk.youtube.com/watch?v=30XsH-tZtBY – and of Falkirk here – http://uk.youtube.com/watch?v=0xcqWJHG_5Q – although you won’t have time to use both.

	Starter idea(s)
	1.
Can the pupils think of any Big Brother stars?  What has become of them now? Consider people who have been only temporarily successful (such as, e.g., Jade Goody who ‘blew it’ by being racist on a second Big Brother appearance).


What is a B-list celebrity?  Point out how the media moguls move in to take advantage of a person’s temporary fame, make money out of it – and then dump them, and they disappear from the public view; what kind of things happen to them then?


Can the pupils think of any other programmes which throw up ‘stars’ who are made famous, used by the companies, and then dropped as soon as they become a liability or less successful?


What does someone need to have LASTING fame? Do the pupils have any examples?

2.
Have a rant about ‘pub politics’. There are three subjects about which everybody and his dog think they know best – education, religion and politics – and people sit down the pub pontificating about how easy it would be to solve this problem or that problem: ‘All they need to do, I tell you, is…’  The people IN the jobs – the teachers, the clergy, the politicians – are not only dismissed as incompetent, but they’re often also pilloried as being in it only for money, or power.


But be honest – given the choice between Gordon Brown, BA, PM, VIP, and Agnes Smith, CSE, BO, PMT – who would YOU want to run the nation?

3.
You could start by showing the battle of Stirling Bridge on Braveheart or YouTube: http://uk.youtube.com/watch?v=30XsH-tZtBY.

3.
If you are trying to cover all this lesson in one hour, then keep the introduction very short, explaining that the pupils are going to decide whether Wallace was a hero or a fraud.

	Lesson content idea(s)
	1.
Read appropriately1 the running text on page 24.

2.
With more able pupils you may wish to study Source 1 on page 24 (which actually does exist) and think about its implications using Activity 1 on page 25. You may also wish to study Source 2 (which is a nineteenth-century imagination) and Source 3 (which clearly is an invention), and think about their utility using Activity 2 on page 25.

3.
With all pupils, go through the dates in Activity 3 on page 25, making sure that all the pupils know what key event happened (from page 24) on each date.

	Written element (optional)
	1.
If you are not trying to cover all this content in one lesson, all pupils can at this point devise imaginary newspaper headlines and a first ‘attention-grabber’ paragraph for the dates in Activity 3.

	Lesson content idea(s)

continued
	1.
With more able pupils, divide the class into two, with half the pupils working on Stirling Bridge, the other half on Falkirk. Then they can do Activity 1 on page 27.

2.
With less able pupils, either take two hours to cover the battles one after the other, or study only one battle. Given the more leisurely timescale, you will be able to watch the battles on Braveheart or YouTube, and work through the Activities on page 27 together as a whole class.

	Written element
	1.
All pupils should be able to do the written exercises, Activities 2 and 3 on page 27.

	Plenary idea(s)
	1.
The American news channel CNN puts Braveheart’s sequence on the Battle of Stirling in the top ten best film battles of all time. Does it deserve it?

2.
Was Wallace a great general?

3.
You may wish to watch the next section of Braveheart at the end of the lesson. If you are doing Stirling Bridge and Falkirk consecutively, you should be able to time this so that you are just ready to watch the battle of Falkirk next lesson.

	Further study
	1.
If you failed to get onto the Battle of Falkirk with more able pupils or pupils of average ability, you could set them Falkirk as a homework using this worksheet – The Battle of Falkirk.


Lesson 4.2: Images of Wallace 
	Lesson plan

	Notes
	This is a very simple lesson, which the pupils will enjoy.

The key to ALL this lesson is that no one knows what Wallace looked like, so people have had to INVENT a representation.

	Historical skills
	Interpretations/ representations

	Teaching objectives
	That pupils:

· discover and evaluate the different ways Wallace has been represented.

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

· learned ten ways Wallace has been described visually

· worked out for each what they were saying about Wallace and why they were giving that impression.

	Learning modes
	Visual
	
	Auditory
	
	Kinaesthetic
	

	Cross-curricular opportunities
	

	Resources
	1.
Textbook pages 28–31. 

	Starter idea(s)
	1.
Explain that no one knows what Wallace looked like, so everybody who has ever drawn him has had to INVENT a representation.

2.
Talk about how people create God in their own image  – build up an image of what God is like which makes HIM fit in with the kind of things they want God to be like – so God in the American South is pro-gun and anti-gay; God for a gay clergyman is accepting and tolerant; God for Al-Qaeda Muslims demands Jihad and suicide; God for Mother Teresa demanded that she give up everything and help the poor etc. Explain that, in the same way, when people have drawn Wallace, they have drawn him to fit their interpretation of him.

3.
Show the pupils a few key non-realistic pictures from an image-search on the internet, such as The Scream by Edvard Munch, Guernica by Picasso, or Dies Irae by Rosenberg.  For each, ask whether the person/scene actually looked like that … so why did the artist draw it like that? Get the idea that you draw to create an effect/ an image/ an interpretation, and refer to Wallace.

	Lesson content idea(s)
	1.
Either go through Sources 2–10 sequentially as a whole class, or divide up the class into nine groups and allocate a source to each group (who will then come back to share their findings in a colloquium).


(If you have many less able pupils in the class, you might wish first to work through Sources 2 and 3 together as a class, and then divide the class into groups.

2.
For each image, all pupils make notes under the following heads:

a.
Describe it in words – list all the things you see.

b.
What impression of Wallace do you think the artist/designer was trying to create?

c.
Looking at the provenance, WHY do you think the artist/designer was trying to create this impression?

3.
As a whole class, answer Activity 1b (page 31); pupils offering possibilities must explain their answer.

	Written element
	All pupils can have fun re-reading page 28 and drawing an appropriate representation of one or all of the following – William Wallace as he would be drawn by:

a.
Themselves

b.
The writer of Source 1

c.
Hannibal Lector

d.
A Scottish nationalist

e.
A feminist.

f.
A horse enthusiast

g.
A beautician

h.
A teacher


Any others???

	Plenary idea(s)
	1.
Discuss the questions in Activities 2 and 3 on page 31.

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

	Further study
	


Lesson 4.3: Should Wallace have Won? 

Background

Generally, the impression is of William Wallace the freedom fighter fighting against impossible odds – and no wonder he was defeated.

But was he fighting against such impossible odds? This lesson addresses the possibility that Edward was beatable – which will in turn affect our evaluation of Wallace’s generalship.

Comments on the page 33 Activities

Q2. Factors which would help an army win: better general, more modern technology, better equipment, larger numbers, more money, better tactics, better position, better morale, better intelligence, better training, support from the people, better supply train, secure strong-points, good transport and roads.

Comments on the page 35 Activities

Q1. Scottish ‘hit-and-run’ ambushes/ no hobelars/ no siege engines/ soldiers didn’t turn up/ lacked support from the people/ short of money/ short of food.

Q2. He lacked modern technology, equipment, numbers, money, morale(?), support from the people, better supply train, secure strong-points, good transport and roads.

Q3. All green until 1303/ fewer castles in his control/ Peebles and Rutherglen are in the Lowlands.

	Lesson plan

	Notes
	

	Historical skills
	Knowledge and understanding

Causation

Interpretations

	Teaching objectives
	That pupils:

· learn factual knowledge about Edward’s invasion

· appreciate Edward’s difficulties and achievement

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

· learned three factors which helped Edward

· understood the factors which – although some historians have said that Edward’s victory was easy – made things very difficult for Edward, and judge how close Edward came to losing.

	Learning modes
	Visual
	
	Auditory
	
	Kinaesthetic
	

	Cross-curricular opportunities
	

	Resources
	1.
Textbook pages 32–35. 

	Starter idea(s)
	1.
Find a picture on the web of Michael Phelps looking superhuman (there are many); show it to the pupils and remind them that this was the man who won eight gold medals at the Beijing Olympics.


Then, in the same way, find an appropriate photo of swimmer Natalie du Toit, and tell the pupils that she came 16th in the 10km open race in the Beijing Olympics.


Then ask them: whose was the greater achievement?

2.
Ask the pupils to think why schools give a ‘Progress’ prize as well as an ‘Achievement’ award. Use this to establish that achievement is harder for some than for others.

	Lesson content idea(s)
	1.
Go through Sources 1–5 and discuss the activities on page 33. Talk about how all the sources make it look – quite unfairly – as though it was an easy effortless task for Edward to beat the Scots. Point out that in the second half of the lesson they are going to learn information that will cause them to question this interpretation.

2.
Read appropriately1 pages 34-35, and discuss Questions   1–3 in the activities on page 35 as a whole class.

	Written element 
	1.
More able pupils can write an extended piece of writing: Why did Edward find it so hard to conquer Scotland, 1298–1304?  (This would make a suitable AfL assignment.)

2.
Less able pupils can state the causes and give examples of when they happened.

Alternatively, you might to spend this part of the lesson rehearsing the facts – by means of games, quizzes
, competitions, a dates-matching game etc.

	Plenary idea(s)
	1.
Discuss Question 4 in the activities on page 35.

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

	Further study
	


Lesson 4.4: Was Edward a ‘cruel pagan’? 

Background

This lesson is about different perceptions. The plant which the English named ‘Sweet William’ after William of Orange is called ‘Stinking Billy’ in Scotland.

Similarly, Scottish and English perceptions of Edward I – the ‘Hammer of the Scots’ – differ. To the English, he is the founder of Parliament, the strong king who established control over Wales and Scotland; to the Scots he is the invader, the molester.

Comments on the page 23 Activities

Q1. Angry at the taunts of the defenders?  Because the rules of war gave him the right?  In revenge for the killing of his cousin, Richard of Cornwall?  Because he was a psychopath?

	Lesson plan

	Notes
	

	Historical skills
	Knowledge and understanding

Interpretations

Evaluation of a character

	Teaching objectives
	That pupils:

· learn factual knowledge about Edward I

· appreciate that there are different interpretations of    Edward I

· make a personal evaluation of Edward I.

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

· learned 20 facts about Edward I

· evaluated five different interpretations of Edward I

· decided what they think about Edward.

	Learning modes
	Visual
	
	Auditory
	
	Kinaesthetic
	

	Cross-curricular opportunities
	

	Resources
	1.
Textbook pages 36-37. 

2. 
A sheet ‘Interpretations of Edward’ – duplicate this for group-work, preferably on A3 paper.

3.
A fact sheet: ‘Facts about Edward’, which you can duplicate and cut up.

	Starter idea(s)
	1.
Talk about the pupils’ heroes. What makes them such?  Establish that different pupils admire different characteristics, and that therefore their heroes can go from Niko Bellic to Gandhi.  

2.
Ask the pupils to look at the picture of Edward on page 37; what kind of impression was the artist trying to create – authority, calm, power, majesty, godliness (monks and bishops), fairness etc.  Compare it to the picture of Edward and Balliol on page 18 – how does it differ?

	Lesson content idea(s)
	1.
Read all 20 facts to the pupils, expounding where necessary. Then go through Interpretations a–e on page 36.


Divide the pupils into groups. 


Using – if you wish – the A3 sheet ‘Interpretations of Edward’ and the sets of 20 facts, ask the pupils to match at least one fact to every interpretation.

2.
Share results in a colloquium.  With less able pupils, in particular, you must record their results in a way which will allow them to do the writing exercise below. 

	Written element
	1.
More able pupils can prepare a eulogy. Edward has been awarded an Oscar for ‘king-of-the-century’ at the Royal Awards Ceremony. They have been asked to give the nomination speech. Give them a time to prepare/write the speech, then have a bit of fun listening to certain pupils giving the speech.

2.
Less able pupils can use the matching work they have done to write a series of statements according to the writing frame:


I know that Edward [interpretation], because [fact].


If you feel they will be unable to do this, there is a worksheet to help them: ‘Edward the king’.

	Plenary idea(s)
	1.
Point out to the pupils – if they haven’t already pointed it out to you – that the written exercise ignored the negative comment by Burnett.


Are there any facts on pages 36–37 which support Burnett’s interpretation?


Is it important that Allan Burnett (who is a journalist and public speaker as well as an historian) was born in the western isles of Scotland and writes amusing and outrageous children’s history books?  If so, why?

2.
Turn back with the pupils and study the materials about the Sack of Berwick on pages 22–23. Does this change the pupils’ interpretation of Edward? 

3.
You may wish to watch the next section of Braveheart at the end of the lesson. It would be good if you have timed the film so that you are ready to watch the execution of Wallace next lesson.

	Further study
	


Lesson 4.5: The death of Wallace 

	Lesson plan

	Notes
	The key here is for the pupils to realise that Braveheart is a representation of Wallace’s ‘martyrdom’ just as much as Sources 1–4.

	Historical skills
	Knowledge and understanding

	Teaching objectives
	That pupils:

· learn factual knowledge about the death of Wallace

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

· learned 12 charges brought against Wallace

· learned how he died

· learned how Wallace’s death has been presented since.

	Learning modes
	Visual
	
	Auditory
	
	Kinaesthetic
	

	Cross-curricular opportunities
	

	Resources
	1.
Textbook pages 38–39. 

2.
There is advice on how to write poems in the History classroom at http://www.johndclare.net/Teaching/Poetry.htm 

	Starter idea(s)
	1.
What is a martyrdom?  You might want to start by watching the first 30 seconds or so of the YouTube video of the trial of Christ – http://uk.youtube.com/watch?v=8db1sPIpozQ – and the first 3 minutes of the crucifixion– http://uk.youtube.com/watch?v=V6HwwZ3bLLQ – to establish the religious imagery.

2.
If you feel it appropriate, you could watch the death of Wallace in Braveheart, or YouTube (on http://uk.youtube.com/watch?v=37zxQTmVhXQ).  


Talk with the pupils about the similarities between the Braveheart video and the clips of the death of Christ.

	Lesson content idea(s)
	1.
Read appropriately1 the running text on page 38.  Explain the second paragraph, explaining that Wallace’s trial was not like a modern trial.

2.
Read the 12 charges to the class. Are there any that are true? Are there any that are not true? Discuss Activity 1.

3.
Study Source 4. What allusions to the trial of Christ can the pupils see (judges, dressed plainly in white, headgear which looks like a crown of thorns, and any others the pupils notice)?

3.
Read Sources 1, 2 and 3. Can the pupils see any other references that the death was a religious martyrdom like that of Christ (‘righteous’, betrayed, hatred, ‘martyry’).   


Which is the only source that does not carry this motif of martyrdom (Source 3) – which is strange because it is the only source written by a monk! Why is it different (written by an Englishman)?

	Written element 
	1.
All pupils can write a four-line poem about the death of Wallace.


The highly charged emotional atmosphere created by this lesson should make it very possible to encourage the stream-of-consciousness creative poetry described at http://www.johndclare.net/Teaching/Poetry.htm .

	Plenary idea(s)
	1.
Declaim some of the poems, taking joy at the words and the ideas.  If you have asked the pupils to write a serious poem, you must have done so too, and you must read out your own poem too.

	Further study
	If you intend to use the ‘Yes but, no but’ interpretations exercise on pages 44–45 next lesson, you should send more able pupils home with a research homework to find out about one of the Scottish ‘heroes’ (other than Wallace) on those pages – Burns, Watt, Bruce, Bonnie Prince Charlie, Livingstone, Fleming, Slessor, Spence or Carnegie.


Plenary: After Braveheart?

Lesson P.1: Wallace keeps on running
	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 Wallace’s contribution to history

· debate whether or not Wallace ought to be Scotland’s hero

· reflect on their learning during the course

· consider the significance of the life of William Wallace.

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

· learned at least TEN achievements of Wallace

· debated whether or not Wallace ought to be Scotland’s hero

· reflected on FIVE things they have learned during the course

· decided how significant William Wallace’s life was.

	Learning modes
	Visual
	
	Auditory
	
	Kinaesthetic
	

	Cross-curricular opportunities
	Literacy: Speaking and listening

	Resources
	Textbook pages 40–48.

	Starter idea(s)
	1.
Remind pupils how the course started, with their caption to the picture on page 5, and their initial thoughts about William Wallace.

2.
Ask more able pupils simply to read pages 40–43; if they finish, they can reflect on the Activities on page 42.


How much you discuss these issues with the pupils will depend on how able they are, and how long you are devoting to this unit. It would, however, at least be worthwhile considering that Braveheart is just one in a long series of interpretations where people have romanticised Wallace to suit their particular needs.

	Lesson content idea(s)
	1.
Read appropriately1 pages 46–47 and follow the Activities on page 46 to hold a debate about whether Wallace deserves to be Scotland’s hero or not. 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.

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 1–5.   They report back in a colloquium, and then discuss as a whole class the page 48 Activity – ‘How significant was William Wallace?’


If your pupils are less able, talk about William Wallace as a whole class, using the five ideas as a frame, then do the page 48 Activity – ‘How significant was William Wallace?’ 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)
	1.
On pages 44–45, use the information on the skittles – and, for the more able pupils, the facts they learned in the homework – to debate who was Scotland’s greatest hero.   Depending on time, there are many ways you can do this – asking individuals to ‘speak for’ a particular ‘hero’/ as a ‘knockout tournament’/ as an election. Does Wallace win?

2.
All pupils should offer ‘the most important/ most interesting/ most shocking fact I have learned studying this topic’.


Appendices

Appendix 1

Reading round appropriately

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

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

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

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

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

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

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

Appendix 2

How to have a quiz

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

Why not try:

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

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

c)      Different rounds – you can:

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

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

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

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

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

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

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

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

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

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

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

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

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

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

 

Other game/quiz ideas include:

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

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

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

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

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

Appendix 3

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

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

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

Appendix 4

Novel openers

Four classic novel openers are:

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

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

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

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

Appendix 5

Complex sentences

A complex sentence is one with more than one verb.

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

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

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

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

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

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

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

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

 Appendix 6

Text level, sentence level and word level

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

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

Text level

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

Sentence level

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

Word level

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

These terms are highly relevant to History reading and writing:

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

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

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

 Appendix 7

Writing in different styles

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

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

Letters to a newspaper

Have the following stylistic features:

1. Address the letter to 'The Editor'. 

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

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

4. Choose a short, catchy title.

5. Keep under 150 words – 100 is better. 

6. Letters to the editor communicate personal opinions. 

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

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

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

10. Be polite.

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

12. Humour usually does not work well.

13. Use ‘Yours faithfully’ as the ending. 

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

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

Newspaper articles

Have the following stylistic features:

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

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

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

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

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

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

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

· shouldn’t be a summary of the article

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

8. First paragraph 

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

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

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

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

· Don’t bore your reader.

· Don’t make it too complicated to understand.

· Avoid clichés.

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

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

· Add a by-line (by <name>).

· Proof-read/spell and grammar check.

Encyclopaedia entries

Have the following stylistic features:

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

2. Restrict yourself to facts only.

3. Be objective – never state your own opinion.

4. Don’t include quotes/opinions.   

5. Be detailed and accurate.

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

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

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

Appendix 8

How to use Drama for effective History teaching

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

Imagining a story (such as that of William Wallace):

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

2.
The whole class sit in a huge circle.


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


Establish the ‘rules’.   

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

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

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

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

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


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

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


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


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


End the exercise as soon as the first group finishes.

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


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


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


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


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

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


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


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


One possible ‘next step’ in the story of William Wallace would be to turn up as the ‘Grand Executioner’. Explain that you have the power to pardon him from execution and send him home, but that you’re uncertain whether he deserves it.


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

· Murron (back from the dead)

· His friends from his home village

· Stephen the Irishman

· Hamish Campbell (the large, red-haired Scottish warrior)

· Robert the Bruce

· Princess Isabelle

· Edward I

· Families of the English soldiers he killed

· Argyle Wallace (his uncle)

· One of the Scottish lords

· One of the London crowd who saw him executed

· William Wallace himself.


Ask each person:


· How they knew William Wallace

· What happened between him and them

· What they thought of him

· To express an opinion about whether he ought to be freed

· But encourage the rest of the class to ‘butt in’ with comments/opinions as long as they are in role.

Of the above: 

1 establishes the story, 

2 is an exercise reinforcing the sequencing of the events,

3 reinforces the events of the story at individual level

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

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