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Abstract

This thesis explores the views of History Post Graduate Students on the relationship between
the study of history, with an emphasis at key stage three (KS3; Appendix A), and its possible
role in developing perceptions of “British National Identity’ (BNI), ‘Patriotism’ and
‘Fundamental British Values’ (FBV). Their views are influenced by the political, media and
academic discourse planes. The relationship between the students and other discourse planes
are analysed using the framework of Critical Discourse Analysis (CDA) and the approaches it

offers; namely Discourse Historical Analysis (DHA) and Social Actor Approach (SAA).

Debates over the “Britishness question’ (Bradley, 2006, p.12) can be traced back to the 1970s.
In more recent times politicians such as Gordon Brown in his ‘Future of Britishness’ speech
(2006b; Appendix B) have advocated a progressive and inclusive approach towards BN,
patriotism and FBV. Brown’s speech is used in order to identify and explore Discourse
Strands (DS) central to analysing the various discourse planes; in particular that of the

students.

In general trainees were in agreement with Brown that a shared British history should be
developed. However, unlike Brown, who tended to focus on the more positive aspect of
British history, trainees favoured a more balanced approach which enabled pupils to explore
both the positive and more shamed aspects of British history. Unlike Brown who, as a
politician, wanted to use history as a tool in order to develop social cohesion in a post 7th
July 2005 Britain; one prominent theme derived from trainee’ responses was their advocacy
of history as a discipline equipping pupils with the skills necessary for them to independently
make up their own minds with regards to BNI, patriotism and FBV. Their view was that any
development of these concepts should only occur as a bi-product of the study of history and
should never be the overt aim of the teacher. Despite this finding, trainees were not as
adverse to FBV being included in the Teachers’ Standards 2012 (TS2012; DfE, 2012;
Appendix C) as | had predicted using Social Actor Approach. However, one key difference
between the FBV as stated in the TS2012 and those espoused by the majority of trainees is
their identification of the central role of multiculturalism as a key driving force promoting

progressive modern Britishness.

Factors such as self-identified ethnicity, gender and religion of trainees is reflected upon to

explain common themes unearthed in the trainee discourse plane.
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Chapter 1. Introduction

1.1 Initial stimulus

In the first lesson of the first day of my history teaching career | made the mistake of saying
to the class ‘so you’re all Brummies are you?’ There was a hush which was broken by a pupil
announcing, ‘No, we am Black Country’. The City of Birmingham was only a few miles
away from the school but, as someone who had only recently arrived in the West Midlands, |
had no idea of how strongly most children in this school felt about their local identity. This
incident initially caused me to reflect upon how the study of history could develop and
constrain both local and national identities.

1.2 Growing professional and academic interest

In September 2004 | was appointed Lecturer in History Education at The School of
Education, University of Birmingham. With this role came the responsibility of educating
secondary trainees, which involved visiting secondary schools in the City of Birmingham and
the wider West Midlands. These schools catered for pupils from a wide range of ethnic,
religious, cultural and economic backgrounds; some schools contained a variety of pupils
from a wide range of backgrounds, others were narrower in their range. As a white male
southerner, with limited experience of working in a multicultural environment, the chance to
work with teachers and observe history teaching in one of England’s most diverse cities
enabled me to reflect further upon the role of history as a discipline in the formation of

national identity. This study is the result of those reflections.

1.3 Fundamental British Values: Department for Education expectations of trainees and
teachers

Eight out of the of the 2013-14 trainee cohort of twenty were born outside the West
Midlands, some specifically moving to the region in order to attend the course. During the
course, lasting from September to June, they were often placed in inner-city schools with a
pupil population very different from their own background. Not only did they have to grapple
with the practicalities of how to teach in state secondary comprehensive schools, they were
also expected to understand this new role in relation to national requirements such as the
Teachers’ Standards (TS2012), which were introduced in order to regulate the expectations of
teachers working in state funded schools. Under the requirements set out by the TS2012,

teachers had a key role to play in defending, or at least not undermining, what were described
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as fundamental British values. Unlike previous statutory requirements it was the first time
Fundamental British Values (FBV) became part of the Teachers’ Standards; a response to the

perceived dangers arising from radicalisation’, the document explained:

‘Fundamental British values’ is taken from the definition of extremism as
articulated in the new Prevent Strategy, which was launched in June 2011.
It includes ‘democracy, the rule of law, individual liberty and mutual
respect and tolerance of different faiths and beliefs’ (2012).

Similarly, the 2014 National Curriculum for history places a renewed emphasis on pupils
learning British history in the apparent belief that historical education is an effective
mechanism for teaching what it means to be British. This emphasis on British history reflects
the consistent views of centre-right politicians such as Michael Gove, the Secretary of State
for Education 2010-14, for whom national and nationalist history teaching is a mechanism for
developing shared social values, solidarities and identities (Cannadine, 2011). Even though
British history has been a major and consistent element in all of the versions of the national
curriculum produced since 1988 (Phillips, 1998; Cannadine, 2011), their claim is that both
the history curriculum, and the manner in which it is taught by teachers, has resulted in a
dilution of British values, an uncertainty about their origins and meaning and a decline in the
benign patriotism (Bragg, 2006) that is arguably a healthy element of all modern national

identities. This claim warrants interrogation.

1.4 Teachers and National Identity; historiography and present day pressures

This historic demand on teachers is not purely an English phenomenon as other European
nation states have routinely made just this kind of demand of schools for more than a century.
Indeed, since the invention of mass compulsory schooling at the end of the 19" century
schools, and therefore teachers, have been allocated responsibility for promoting common
identities. Curriculum history has long been thought of as particularly important in this
respect. State sponsored history produced master narratives, or a single national past, that
identified the time, space, actors and enemies of national history (Fahrmeir, 2009). Yet,
although curriculum history has long been tasked with promoting national identity, the last

thirty years or so have seen this project become increasingly contested and problematic.

1.5 The “Britishness question’ or “crisis’ and the teaching of history in English schools
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The *Britishness question’ has been a concern for successive UK Governments. The speech
by Brown (2006b), the then Chancellor of the Exchequer, attempted to define British values
as ‘liberty for all, responsibility by all and fairness to all” (2006b, p. 33) and was a
contribution to this long running concern. In part, these debates reflect the UK’s identity
crisis; arguably, one of the most influential publications fuelling the present day debate over
what is British National Identity (BNI) is Nairn’s book The Break Up of Britain (1977) (cited
in Ward, 2004, p.2 and p.33) which discussed the demise of the United Kingdom as it was
constituted at the time of his writing. This was also discussed in Howe’s documentary series
‘White Tribe’ (1999).

Ward (2004, p.1) highlights:

‘Since the 1970s there has been a crisis about what it has meant to be
British. But not only British, far from being constants, as had been
presumed to be, national identities have been recognised as constructed and
reconstructed. This is not to say that national identities are ‘false’ or
‘artificial’, but this idea of the ‘making of national identities’ has opened
them up to academic study, not least by historians, who are keen to locate
continuities and changes in their historical context.’

This “crisis’ can be seen in the UK’s often ambivalent relationship with the European Union,
evidenced in the recent rise in support for the United Kingdom Independence Party “Ukip
(United Kingdom Independence Party) wins European elections with ease to set off political
earthquake’” (Wintour and Nicholas, 2014). Add to that, concern about the consequences of
devolution, based on the Midlothian Question i.e. Scottish MPs voting on English issues and
subsequently the possibility of Scottish independence (Colley, 2009, p.23) and the terrorist
attacks of 7th July 2005, perpetrated by British-born citizens (Husbands & Kitson, 2010,
p.152-3; Colley, 2009, p.23; Pilkington, 2008, p.7.1) have had a varying effect on views of
multiculturalism in the UK (Modood, 2005).

Bradley alludes to this “crisis’ by stating: ‘A whole new school of history has arisen in the
last thirty years to examine the “British question” and the formation of the United Kingdom
out of its long-existent component parts’ (2006, p.12). During the 1970s, the beginning of the
aforementioned ‘thirty years’, the UK was experiencing a number of economic and political
crises which added to the British perception of themselves as a nation in decline. People’s
reflection on Britain’s place in the world after Empire included grappling with strikes, the oil

crisis, troubles in Northern Ireland, reactions to immigration (e.g. the politicisation, and the
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racialization, of post-war immigration and the emergence of political movements dedicated to
promoting and persevering versions of national identity based on race or ethnic
characteristics (Grosvenor, 1997)); a reaction typified by Enoch Powell’s 1968 ‘Rivers of
Blood’ speech delivered here in The City of Birmingham.

1.6 The “Britishness question’ or “crisis’; exploring the impact on the emerging pedagogy of
trainees

The evolution of national curriculum history in England can only be understood in relation to
the “Britishness question’ or “crisis’ and the commentary upon which is found in the political,
media and academic discourse planes as all, to varying degrees, have impacted on its
development (Phillips, 1998). Discourse planes are areas or fields of commentary on a
particular topic, e.g. media (newspapers, magazines, TV and radio programmes), political
(speeches and debates) and academic (journals and PHDSs). This research highlights the
interaction between the trainee discourse plane, consisting of twenty trainees over a nine
month period, and the wider political, media and academic discourse planes. It is likely that
the political, media and academic discourse planes would have had greater impact on their
emerging pedagogy, in relation to the research focus, than history pedagogic specific
literature due to the trainees being at the beginning of their teaching careers. However, lack
of history pedagogic specific literature cannot be fully assumed due to the external factors of
personal interest prior to starting the course. This is due to their exposure to these wider
discourse planes before embarking on their Initial Teacher Education (ITE) course and the
multiple demands made upon their time during it; therefore their ability to significantly

engage with such pedagogic specific literature was limited.

1.7 The views of trainees: initial; data collection and analysis
In order to initially assess trainee” views of their chosen subject’s possible contribution to
developing perceptions of BNI, patriotism and FBV a questionnaire (Appendix D) was

completed by all trainees at the beginning of their ITE course in September 2013.

From the early analysis of data collected from questionnaire responses and the initial
literature review when searching for work about FBV, BNI and patriotism | found a
substantial amount from politicians, journalists and academics. The spread of origins and
specialisms led to a cross-discipline approach. Critical Discourse Analysis is especially
suitable as it allows the researcher to access and analyse material from across the various

discourse planes using the same criteria. In order to explore in greater depth to the original
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data gathered from questionnaire responses and literature review findings, semi-structured

interviews (Appendix E) took place the end of the ITE course in June 2014,

It was decided KS3 History should be focused on in semi-structured interviews as the
majority of pupils in state secondary schools follow national curriculum history, normally
from Year 7 to the end of Year 8 or 9, but many choose to drop this subject at GCSE level;
therefore all the trainees experience teaching at this level. The exploration and analysis of
these questions is divided into six separate chapters. Chapter one elucidates the research
aims and methodology. It includes a rationale for the Critical Discourse Analysis framework
adopted for the study and a discussion of ethics. Chapter two presents a review of the
available literature and locates this study in the attempt to think more critically on the
relationship between schools, history and identities. Chapter three presents the questionnaire
and semi-structured interview data collected through the research process. Chapter four

analyses the data. Chapter five offers conclusions.
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Chapter 2: Research Aims and Methodology

2.1 Research Aims

There are three main aims to the research conducted for this thesis:

1. To explore the feelings and opinions of trainees on the use of national curriculum

history for the defence (and promotion) of particular identities and values.

2. To identify or ascertain the views of trainees in regards to what they consider to be

FBV, in order to add to the educational discourse plane in this field.

3. To assess, in light of trainees attitudes towards FBV and the role of history teachers in
their defence and promotion, the prospects for teaching values in schools. The
findings from the research will be used to inform the PGDipEd programme and
enhance future trainee’ understanding of what is means to teach in a multicultural,
multi-ethnic, multi-faith city. It will be disseminated to mentors (teachers in
partnership schools who oversee the school based sections of the PGDipEd

programme) and academics via the History Teacher Education Network.

2.2 Methodology

It is important at this juncture to point out the nature of this research. This study is form of
case study, which is based on Critical Discourse Analysis (CDA). The research cannot claim
to indicate universality across the History Initial Teacher Education sector but does indicate
some professional implications and recommendations. Since the original data | have collected
in is almost certainly entirely subjective, being that it is the views of individual trainees, the
ontological approach of the analysis is purely practical interpretation (Habermas, 1996). The
intention of the study was to reveal trainees understanding of, and views about, FBV, BNI
and patriotism. This meant that the language used by trainees was central to the research and
therefore required a language based methodology and research tools, thus Critical Discourse
Analysis and Social Actor Approach was used throughout. The purposes of this research
means that epistemologically the use of my results and conclusions will ultimately also be
interpretative and should not be seen as ‘the new truth’, but a new collection of knowledge
(Pring, 2000, p.71). As Wallace & Poulson (2003, p.24) have described it, the type of
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research | have conducted has the predominant purpose of ‘knowledge-for-understanding’
and is not initially specifically meant to drive policy and practice, although it may progress
into the ‘knowledge-for-action’ type of investigation should I have the opportunity to expand
the scope of the research.

2.3 Critical Discourse Analysis and social constructivism

There are a number of different approaches to Critical Discourse Analysis outside of those |
have intentionally used in my analyses. Indeed, and according to Phillips & Jorgensen
‘Discourse analysis is just one of several social constructivist approaches but is one of the
most widely used approaches within social constructionism’ (2002, p.4); this view is also
supported by Wodak & Meyer (2001). Some of the practical applications of Critical
Discourse Analysis include exploring the concepts of comparison, substitution and
exaggeration of detail (Phillips & Jorgensen, 2002, p149-151; van Leeuwen cited in Wodak
& Meyer, 2001, p.146-8). It has been suggested that when compiling the analysis of a single
text or corpus of texts, the researcher often has to test a wide range of hypotheses before
arriving at a final interpretation of the material (Mautner cited in Wodak & Meyer, 2001,
p.123). This analysis can begin with one of Critical Discourse Analysis approach, but the
analyst can switch back and forth from one to another and it is not necessary to use all the
various approaches (Phillips & Jorgensen, 2002, p.51; Wodak & Meyer, 2001, p.23): as
Usher notes, “in both the natural and social sciences there is no set of logical rules which are
universally applied’ (1996, p.17).

Phillips & Jorgensen contend there are certain premises shared by all social constructionist
approaches including: ‘A critical approach to taken-for-granted knowledge. That our
knowledge of the world should not be treated as objective truth’ (2002, p.4). However, by
gathering ‘original data’ from questionnaires and listening to trainee’ opinions during the
semi-structured interviews a variety of views are taken into account and although conclusions
drawn will not be unassailable, they are arrived at through using the investigative paradigms
of the social and educative sciences.

The literature review explores how the views expressed in the political, media and academic
discourse planes are made more explicable when put into historical context: “Historical and
cultural specificity. We are fundamentally historical and cultural beings and our views of, and
knowledge about, the world are the “products of historically situated interchanges among

people’ (Gergen, 1985, p.267 cited in Phillips and Jorgensen, 2002, p.4). This is one of the
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main underpinning concepts of the Discourse-Historical Approach to Critical Discourse
Analysis (Reisigl & Wodak, 2001). For example, the inclusion of FBV in the TS2012 cannot
be understood without knowledge of recent events such as those which occurred on 11"
September 2001 and 7th July 2005 2005 as well as the change of government in 2010.

The analysis of questionnaire and semi-structured responses enabled comment on any
‘common truths’ discovered in the trainee discourse plane: ‘Links between knowledge and
social action. Within a particular worldview, some forms of action become natural, others
unthinkable. Different social understandings of the world lead to different social actions, and
therefore the social construction of knowledge and truth has social consequences’ (Burr,
1995, p.5 and Gergen, 1985, p.268-269, both cited in Phillips and Jorgensen, 2002, p.4). This
relates to the concepts of intertextuality and the idea that social processes are reliant on
semiotic features as expressed by Fairclough (Wodak & Meyer, 2001, p.27; Fairclough,
2003, p.16-17).

Phillips & Jorgensen consider how all discourse inevitably draws upon, invokes or challenges
earlier discourses, leading to what they coin ‘multivocality’ (2002, p.12). This relates to both
Fairclough’s intertextuality and Resigl & Wodak’s emphasis on the history of each particular
discourse strand. Theo van Leeuwen defines discourses as: ‘socially constructed ways of
knowing some aspect of reality which can be drawn upon when that aspect of reality has to
be represented’ (2001, p.144). Resiegl & Wodak regard ‘macro-topic-relatedness’, “pluri-
perspectivity’ and ‘argumentivity” as constitutive aspects of discourse (2001, p.89). Since
these are the main Critical Discourse Analysis | have used, an adapted definition for the
purposes of this thesis should be understood as: the total pluri-perspective discussions of a
topic, both written and spoken, which represent some aspect of reality involving multiple
social actors. For the majority of the analyses made in this thesis, both in the literature review
and with the original data, | have drawn on the framework of Critical Discourse Analysis.
There is no single approach to Critical Discourse Analysis, and authorities in the field are
regularly appraising their independent and shared methodologies. The main approach | have
utilised in analysing my research is the Discourse Historical Analysis, supplemented by

aspects of the Social Actor Approach.

The Discourse Historical Analysis discussed thoroughly by Resigl & Wodak (2001) takes a
more historically based approach, effectively producing a historiography of any particular

discourse. One of the main strengths of the Discourse Historical Analysis is its ability to
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create a sound diachronic or longitudinal analysis of the discourse being explored. In the
context of this thesis Discourse Historical Analysis is used to demonstrate the progression of
BNI and FBV through the political, media and educational discourse planes. Discourse
Historical Analysis is especially useful to the researcher in creating a reflective critical
distance from the research because it ‘adheres to the socio-philosophical orientation of
critical theory” (Reseigl & Wodak, 2001, p.88). This socio-philosophical orientation depends
upon three main concepts: discourse-immanent critique, which focuses on the discovery of
internal inconsistencies and dilemmas within a discourse fragment; socio-diagnostic critique,
which aims to clarify and explain the character of discursive practices (especially in
conversation); and perspective-critique, which is integral to the research aims as this concept
seeks to contribute to the development and improvement of communication (Reseigl &
Wodak, 2001; Habermas, 1996; Horkheimer & Adorno, 1991).

One of the key aims of Discourse Historical Analysis according to Resiegl & Wodak (2001,
p.88) is to ‘demystify’ the hegemony of specific discourses by deciphering the ideologies that
establish, perpetrate or fight dominance’. Thompson’s definition of ideologies, referred to as
‘social forms and processes’, is integral to the research analysis of this thesis. The Discourse
Strand ‘Fundamental British Values’ is centred about the ideologies of values and so using
Discourse Historical Analysis helps to ‘demystify’ the “mental representations, convictions,
opinions, attitudes and evaluations... shared by members of a specific social group’ (Resiegl
& Wodak, 2001, p.88), such as the trainees from whom data is collected.

The Social Actor Approach as defined by van Leeuwen (2001) is the main approach used
when analysing the central discourse fragment of the literature review and some of the
original data. The main reason for using the Social Actor Approach in these contexts is
because the focal points of this methodology are associated with self-portrayal and so apply
well to the structure of personal questionnaire responses and the semi-structured interviews.
Further to this an adaptation was made of Social Actor Approach as preponed by Leech &
Short (2007) (cited in van Leeuwen, 2010, p.2 and p.12) to analyse the spoken aspects of the
research, including speeches from political commentators and the verbal exchanges of the
semi-structured interviews. Following the examples of Wodak & Maier (2001), Leech &
Short (2007) (cited in van Leeuwen, 2010, p.12), and van Leeuwen Jager (cited in Wodak &
Meyer, 2001), an adapted linguistic check list to analyse the language, syntax and grammar

of the main discourse fragment in the literature review.
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The main reason to supplement Discourse Historical Analysis with the Social Actor
Approach was due to the research focus; in the Discourse Historical Analysis the convictions
and intentions of social actors are important to linguistic analysis and the relationships
between social actors is paramount in developing the context of discourse. Context is highly
important to this research because of the highly visible (political and media discourse planes)
nature of debates concerning FBV and the role education should play in the development of
this; therefore, we can only understand the trainees’ opinions in the context of these wider
factors alongside their experiences in schools. This makes Discourse Historical Analysis is
more suitable than other Critical Discourse Analysis approaches. Investigating the self-
portrayal of the main social actors is a key reason to apply aspects of the Social Actor
Approach; specifically the check-list constructed by Leech & Short (2007) (cited in van
Leeuwen, 2010, p.12).

The basic structural format of the Discourse Historical Analysis is:

1. “Activation and consultation of preceding theoretical knowledge’: for example, a
literature review.

2. ‘Systematic collection of data and context information’: selection of the three main
discourses (FBV, BNI and patriotism); discursive events, such as Brown’s Britishness
speech (2006b), the TS2012, the 2014 National Curriculum and the 2014 “Trojan
Horse’ inspections, selection of which discourse planes should be focused upon
(political, educational and media); identification of the main social actors (politicians,
journalists/ social commentators, academics, and trainee teachers); observation of
main genres in discourse (orations, academic papers and media commentary, as well
as the original data collected from trainees).

3. ‘Selection and preparation of data for specific analysis’: summation of common
themes in relation to Discourse Strands and sub-topics.

4. ‘*Specification of the research question and formulation of assumptions’: formulation
of question for initial questionnaire, based on literature review and predictions of
responses.

5. ‘Qualitative pilot analysis’: cursory analysis of questionnaire responses to inform the
formation of the interview questions to follow.

6. ‘Detailed case studies’: semi-structured interviews based on initial questionnaire aims

and responses.
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7. ‘Formation of critique’: analysis of original data using the three core concepts of the
socio-philosophical orientation of critical theory.

8. ‘Application of the detailed analytical results’: publication of original findings in
academic journals; expansion of research into wider data sample; inform Initial
Teacher Education at The University of Birmingham (adapted from Wodak and
Meyer, 2001, p.96).

In application of the Social Actor Approach it is important to identify the main social actors
in advance; the key individuals looked at are Brown (2006b) and each trainee of the 2013-14

cohort. The key social groups explored are: politicians, journalists, academics and trainees.

The following table (Table 1) shows predictions on BNI and patriotism. These were made
before analysis of the initial trainee data collected by means of questionnaire responses.
Predictions concerning FBV were made due to two reasons a) debates concerning FBV and
education became topical due to the so called “Trojan Horse’ Ofsted inspections b) my
growing realization that as part of the TS2012 an understanding of trainees perceptions of
FBV may further develop understanding of their views concerning BNI and patriotism. As an
initial history teacher educator it is my responsibility to design a nine month course
appropriate to their needs; one which will inevitably reflect my opinions and attitudes. Due to
this influential position it is important assumptions | make concerning trainees’ attitudes are
challenged in order to develop my own professional practice and avoid complacency. The
PGDipEd course stresses the importance of reflection and research in order challenging
assumptions and preconceptions; therefore as the course tutor it is important for me to

demonstrate the same professional and academic practices.
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Table 1: (Adapted from concept in Resigel & Wodak, 2001, p.115-116)

BNI

Centre-right politicians

There should be a strong definable BNI based on British
history, particularly narrative history observing dates and key

individuals.

Centre-right journalists

Same views as right-wing politicians, but phrased more
vehemently and more critically of diversity, multiculturalism

and equal opportunities.

Centre-right academics

Should focus on the “great’ achievements of Britain,
specifically powerful individuals, particularly with the

promotion of enterprise and business across a global context.

Centre-left politicians

There may be broad agreement as to aspects which can be
included in any definition of BNI, however, these are open to

interpretation and debate.

Centre-left journalists

As per centre-left politicians, with a greater willingness to
examine aspects of the British past, such as the British

Empire, in a more critical way.

Centre-left academics

To a certain degree there would be some form of consensus
as to what BNI is, but a strong aversion to a top-down
imposition of the concept. BNI is not rigid and is open to
debate.

Trainees

Patriotism

Centre-right politicians

In regards to BNI, this is something they would feel
uncomfortable with openly promoting, and they would see
BNI as of a personal nature, which may develop as a by-
product of offering pupils an unbiased, as far as possible,
critical analysis of the KS3 curriculum. Focusing on BNI
would be seen as exclusive rather than inclusive, considering

especially the multicultural nature of British society.

To instil a sense of patriotism. Patriotism should be based on
an understanding of a solidly defined BNI; patriotism should
take the form of loyalty to British institutions, e.g. monarchy,
parliament and adherence to concepts such as the rule of the

law.
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Centre-right journalists

See centre-right politicians, with the caveat that it be done in
a more overt way, particularly in regards to relations with the

European Union.

Centre-right academics

Patriotism should be an expectation, in particular linked with

‘traditional’ British values.

Centre-left politicians

Patriotism should not be a top-down process that a
collectivist view is demonstrated, it is personal, it should be
internationalist and inclusive and not xenophobic, i.e. it

should be a ‘mild” form of patriotism.

Centre-left journalists

As per centre-left politicians but with a greater recognition of
the likelihood of patriotism to cause internal and external

divisions.

Centre-left academics

Patriotism is not necessarily viewed in negative terms but

should not necessarily be an expectation of a British citizen.

Trainees

FBV

Centre-right politicians

An adverse reaction to any suggestion that patriotism should
be promoted through any aspect of history, due the fact they

would see this as indoctrination rather education.

Definable and adhered to; to a certain degree these are

inflexible.

Centre-right journalists

See centre-right politicians, but the language used in order to
endorse FBV tends to veer towards the pejorative in
comparison to centre-right politicians, especially in relation

to multiculturalism.

Centre-right academics

Centre-right academics would view FBV as being based on

based on long term historical trends.

Centre-left politicians

Social cohesion should be promoted through the recognition
of FBV but these are open to interpretation and debate.

Centre-left politicians

Social cohesion should be promoted through the recognition

of FBV but these are open to interpretation and debate.

Centre-left journalists

To a certain extent the same premise as centre-left, however,
with a willingness to be more critical as to whether or not

FBYV are broadly accepted across British society.
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Centre-left academics

That FBV are far more open to interpretation and discussion
across society and showing a negative view of FBV being
imposed from above. Promotion of a more organic

discussion than rigid definition.

Trainees

A high level of cynicism regarding the existence of FBV,
whether or not they can be differentiated from general
western values and a strong opposition to a top-down official
governmental definition of what FBV are.
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Table 2: Adapted from checklist of linguistic and stylistic categories (Leech & Short, 2007, cited in van
Leeuwen, 2010, p.12)

Categories

A: Lexical categories

GENERAL

Descriptive or evaluative

General or specific?

How far does the writer/speaker make use of the emotive and other associations of words, as

opposed to their referential meaning?

Is there any use of rare or specialized vocabulary?

To what semantic fields do words belong?

NOUNS.

How do they explain abstract nouns?

What kinds of abstract nouns occur (e.g. nouns referring to events, perceptions, processes,

moral qualities, social qualities)?

What use is made of proper names?

Collective nouns

ADJECTIVES.

Avre the adjectives frequent?

To what kinds of attribute do adjectives refer? Physical?

Psychological? Visual? Auditory? Colour? Referential? Emotive? Evaluative? etc.

VERBS

Do the verbs carry an important part of the meaning?

Do they ‘refer’ to movements, physical acts, speech acts, psychological states or activities,

perceptions, etc.?

Avre they factive or non-factive?

ADVERBS.

Are adverbs frequent?

Is there any significant use of sentence adverbs (conjuncts such as so, therefore, however;
disjuncts such as certainly, obviously, frankly)?

B: Grammatical categories

SENTENCE TYPES.

Does the author use only statements (declarative sentences), or do questions, commands,
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exclamations or minor sentence types (such as sentences with no verb) also occur in the text?

If these other types appear, what is their function?

VERB PHRASES.

Are there any significant departures from the use of the simple past tense? For example,
notice occurrences and functions of modal auxiliaries (e.g. can, must, would, etc.) Look out for

phrasal verbs and how they are used.

WORD CLASSES.

Pronoun use. Speaker perspective?

Avre particular words of these types used for particular effect (e.g. first person pronouns I, we,
etc.)?

GENERAL.

Note here whether any general types of grammatical construction are used to special effect; e.g.

comparative or superlative constructions.

Do lists and coordinations (e.g. lists of nouns) tend to occur with two, three or more than three

members?

GRAMMATICAL AND LEXICAL.

Are there any cases of formal and structural repetition (anaphora, parallelism, etc.) or of mirror-

image patterns (chiasmus)?

Is the rhetorical effect of these one of antithesis, reinforcement, climax, anti-climax, etc.?
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2.4 Justification and limitations of the questionnaire and semi-structured interviews

Questionnaire

Q1: What is history?

J1: Essentially I asked this question to explore the trainees grounding and understanding of
their own subject area. This is important because having an understanding of how they view
their subject area shows whether their initial responses implicitly or explicitly refer to FBV
without prompting or direct questioning.

Q1b: Did your study of history at secondary school help your understanding of the above?
J1b: 1 wanted to see if the trainees’ experiences of history at secondary school impacted on
their understanding of the subject and their teaching of it. I also asked this supplementary
question because | was not yet certain whether | would base the further research on the
trainees’ in-school experiences as teachers or upon their personal views.

Q2: What is the purpose of history in schools?

J2: 1 wanted the trainees to think about how history can be seen as an academic discipline,
but also does history have particular purposes in a school-based setting. What are the
commonalities between history as it is in secondary schools and as an academic discipline at
degree level?

Q3: Should the history you study at school focus on British history?

J3: This is very much reflecting the current debates around the NC, Gove’s push for the
focus to be on a “narrative of British progress” (Sellgren, 2013), and how in some quarters
there has been a misconception history in schools does not focus on British History
(Cannadine, 2011), when in fact there has been a focus on British history since 1991. As
emerging professionals, has the curriculums they studied focused on British history, has it
affected their stance on whether or not it should be a main focus?

Q4: Should your study of history at school help you develop a sense of BNI?

J4: This is one of the main tenets of my research; it is a direct question which simply focuses
the response on BNI. It is openly phrased and so does not lead the reader towards any
particular response, including whether they have their own sense of BNI.

Q5: Should your study of history at school help you to develop a sense of patriotism?

J5: Itis again clearly phrased, this question is trying to gauge whether there is a difference
between those who advocate British history should be a focus at KS3 and whether they
should progress into pupils developing a sense of patriotism.

Q6: Any other comments about the focus of my research?
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J6: The reason for this question was to give them an opportunity for free expression and to

see if any extra comments would influence the subsequent questions at interview.

The questionnaire was designed to get the trainees to reflect upon their own experiences as
pupils; these findings would then be compared to the data collected during the semi-
structured interviews in order to ascertain how the changed role from pupil to teacher
impacted upon perceptions. In the questionnaire, the deliberate use of ‘your’ was designed to
ensure responses were of a personal and reflective nature. One lesson learnt from reading the
responses to the questionnaire was the need to have tighter and more focused questions for
the semi-structured interview. The fact these question would be asked as part of a semi-
structured interview would enable me to ask sub-questions and eke out further information,

which is not possible when conducting a written questionnaire.

Questionnaires were used early in the collection of data at the beginning of the academic year
in order to quickly gather a broad overview of the trainees’ views concerning the focus of my
research. This overview subsequently informed the formulation of the questions for the semi-
structured interviews, which were conducted at the end of the academic year.

My decision to use a questionnaire to gather the initial data from the trainees was based on
several commending features; it was straightforward to construct questions in line with my
research aims (Robson, 2004, p.241). | was readily available whilst the questionnaires were
being completed to help clarify any questions which caused confusion (Robson, 2004, p.
242). Moreover questionnaires are more likely to elicit accurate information than time-
pressured data collection techniques (Robson, 2004, p.242); although by the same turn it is
worth noting that participants might not necessarily be honest (Robson, 2004, p.233). One
serious potential issue with the use of questionnaires is that the type of information elicited
does not always lend itself to analysis (Edwards & Talbot, 1994, p.73). However, the careful
consideration put into the construction of the questions, on both the questionnaires and in the
interviews, framed in such a way that they elicit information specifically focused around the

research aims.
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Semi-structured interviews

Q1: What are FBV?

J1: This question was short, simply phrased and precise. It is asked precisely because of the
importance of the current debate in history and wider education regarding FBV, particularly
in light of the “Trojan Horse’ inspections and, at the time of writing, recent parliamentary
debate (BBC News, 2014). The focus is from Gove & other parliamentarians as well as the
media (Radnedge, 2014); this question allows the voices of these emerging professionals to
be heard and to actively contribute to this discourse. This is also important as there is a new
KS3 History curriculum which they are going to have to teach from September 2014,
therefore knowledge of the formulation of this curriculum is vital to them understanding what
they are teaching and why.

Q2: Should FBV be part of the 2012 teachers’ standards?

J2: The TS2012 notes FBV under the section ‘Personal & Professional’ conduct; where
teachers are expected to uphold certain standards and types of behaviour. As history teachers
they are expected to teach a curriculum at KS3 which focuses on British history, moreover as
teachers they are expected to not undermine FBV; some of which are specifically mentioned
in the teachers’ standards (democracy, rule of law, individual liberty, tolerance). The question
was designed to find out if there is synergy or conflict between the TS 2012 and the trainees’
personal views on FBV.

Q3: Should British history be the focus of KS3 History? If yes, which areas and why? If no,
why not?

J3: British history has been an important part of all history curriculums since the conception
of the NC. Furthermore, since the introduction of GCSEs, history syllabi have had to have at
least a 20% British history content, and A-Level syllabi have had to have a substantial British
history element (Phillips, 2008). The history studied by the trainees interviewed would have
had a substantial British element, so both as consumers of history from the point of view of
students in schools and now as those who are responsible for the teaching of pupils, if
someone thought a focus on British history would lead to jingoism and xenophobia they
might find it more difficult to teach British history than someone who celebrates the history
of British achievements. So the purpose of this question was to gauge the diversity of
opinions within one cohort of trainees in order to observe how much they agree with the
focus of the KS3 History national curriculum; would they be broadly in line with the policies
surrounding FBV in schools and their relation to the teaching of history, or are strongly

opposed? And what influence might that have on their teaching?
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Q4: Does and should the study of history at KS3 inculcate a sense of British National
Identity?

J4: Asking whether it DOES, encouraged trainees to think history may well do this implicitly,
organically without being explicit in intent. Whereas the SHOULD part encouraged them to
think about whether there should be a deliberate and explicit attempt to actively instil BNI
through the study of British history at KS3.

Q5: Should the study of history at KS3 instil a sense of patriotism?

J5: This question was asked due the call from politicians to be proud of modern Britain and
Britain’s achievements. As someone responsible for these emerging professionals | wanted to
work out what their views are as to whether history at KS3 should be used to INSTIL
patriotism, in the light of the growing expectation that it is what history should do. The last
two questions were deliberately more controversial and provocative, emphasising the
conscious decision to use KS3 History to these ends.

Q6: Are there any comments you would like to make?

J6: Interviewees would have the chance to express any views not covered by the questions.

In the phrasing of questions, both on the questionnaire and in the interviews, I tried to
minimize my ‘experimenter-expectancy effects’ by making certain the questions were open
and did not lead towards or against any potential response (Thomas, 2013, p.142;
Denscombe, 2003, p.169). With the semi-structured interviews, where supplementary
questions were posed dependent on the participants’ responses, is the most likely part of my
overall research to show the results of experimenter-expectancy effects, however | generally
focused all supplementary questions on clarification avoiding leading the participants with
any potential bias. The questions which were formulated for the semi-structured interviews,
though based on the questions from the questionnaire, were informed by contemporary
issues, especially with reference to Gove and the “Trojan Horse’ inspections i.e. reflecting his
call for schools to promote FBV (BBC News, 2014).

I decided to follow up the data collection from the questionnaire with semi-structured
interviews with the trainees at the end of their PGDIpED course. One key reason for this is
the expanded scope of interviews allowed me to probe and explore the responses to the initial
questions and they yield rich information which cannot be gleaned from questionnaires
(Edwards & Talbot, 1994, p.86). Semi-structured interviews are flexible tools for data
collection through ‘multi-sensory’ channels (Cohen, Manion & Morrison, 2007, p.349). A

skilled interviewer can also clear any queries about the meanings or connotations of questions
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posed. Some of the problems with interviews are: the amount of time required which could
have limited the sample size and further to that is the amount of time which can be spent
analyzing the data collection from interviews can extend indefinitely (Edwards & Talbot,
1994, p.87). However, a semi-structured interview format is well suited to small-scale
research and thus in line with my sample size (Thomas, 2013, p.198). The audio recordings
for the interviews were sent to a specialist company for transcription, and double checked

upon their return to adjust minor mistakes.

During the interviews | had an assistant (one trainee from the 2013-14 cohort) taking notes on
the participants’ responses, this allowed for triangulation immediately after each interview
(Hitchcock & Hughes, 1995), where we began to analyze and discuss the responses after each
interview, building up a proto-analysis. Prior to each interview | made certain to ask the
participant if they minded the assistant being in the room whilst the interview was conducted,
all of the participants were comfortable with this and gave their express permission, in fact
most indicated that this would make them feel more at ease and make the research process
more enjoyable. One aspect of the interviews which had a positive effect on the flow of
conversation and the comfort of the interviewees was the fact we had known each other in a
professional capacity for nine months. This meant the interviews had a more conversational
quality and were less strictly formal, and so it was more natural dialogue rather than
questioning which strictly tried to elicit particular responses (Gubrium & Holestein, 2001).
However, | was aware, this open and close personal and professional relationship could
create an atmosphere where the interviewee could treat the interview as an equal two way
conversation; therefore, | was also especially careful not to offer my own opinions during
each interview unless asked a direct question, again minimizing my ‘experimenter-
expectancy effect’ (Thomas, 2013, p.142; Denscombe, 2003, p.169; Woods, 1996, p.54).

The sample group used was twenty trainees for the questionnaires and the semi-structured
interviews. Based on my experience as an external examiner for other ITE institutions around
England, the cohort of trainees who participated in my research appear to be broadly
representative of history trainees in English universities, so it would be justifiable for me to
extrapolate my findings to certain degree (Thomas, 2013, p.135; Denscombe, 2003, p.30).
Since the group could be described as somewhat homogenous (in that they have the same
professional history teacher training and all attend at the same institution), this sampling

makes the results arguably a case study; case studies are useful in researching-for-
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understanding (Wallace & Poulson, 2003, p.24) especially when the research questions are

structured for explanation (Yin, 2013).

2.5 Ethical considerations

As the sole PGDipEd History course tutor trainees may have felt obliged to complete
questionnaires and participate in the semi-structured interviews; therefore | made it clear they
had the right to decline to participate. In order to avoid stress and anxiety, as noted could be
possible by Robson (2004, p.65), a week before | set the questionnaires, | thoroughly
explained the purpose of the research, the phrasing of the questions and trainee’ rights under
confidentiality and data protection (Thomas, 2013, p45-49). | reminded them of these points
before distributing the questionnaire, which they completed independently in a group setting
during one of their history-specific university sessions; as such all ethical considerations
were in line with the University of Birmingham’s ethical guidelines. Similarly, trainees were
informed of my request to conduct semi-structured interviews with them and were reminded
of their right to decline. An ethics form (Appendix F) affirming my right to use anonymised
data gathered from both questionnaires and semi-structured interviews was signed by each
trainee after the semi-structured interview had ended (see Appendix C).
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Chapter 3: Literature Review

3.1 The “Britishness question’; reflections on the political and media discourse planes

At the time of writing this thesis, debates over what are fundamental British values have
become central to discussions on education in English schools; particularly in light of the
“Trojan Horse’ inspections (investigations into the suspected infiltration of Birmingham
schools by Islamic extremists). These supposed extremists were accused of the Islamification
of their schools’ and failing to deliver broad and balanced curriculums (Marks, 2014).

This led Gove to publicly call for all schools in England to ‘respect British values’ and push
for rules to ensure schools promote them, as demonstrated in the Metro article “Trojan Horse

row triggers ‘values’ vow’ (Radnedge, 2014).

Strong use of emotive, and sometimes pejorative, language can be seen in a wide range of the
British media: the Daily Mail’s *Jesus dolls removed, raffles banned and non-Muslim pupils
blocked from school trips to Saudi Arabia’ (McTague, 2014). In reaction to the perceived
unfairness of the ‘Trojan Horse’ inspections and the misrepresentation of Muslim
communities, the targeted minority’s response featured in the Birmingham Post newspaper
who published an article criticising the ‘demonising’ of communities based on Gove’s use of
the recent Ofsted inspections (Marks, 2014). Arguably, a more measured analysis of the

“Trojan Horse’ inspections was offered by newspapers such as the Guardian;

‘Last week, politicians and the chief inspector of schools fell over
themselves to denounce Islamic "extremism" in a handful of Birmingham
state schools. If you check the definition of extremism, it means to hold an
opinion far outside "the norm". Hence, inspectors found schools doing
extremist-y things, such as not having a tombola at a fete and using a bank
account that doesn't accumulate interest — Islam forbids both” (Mclnerney,
2014).

Possibly the most measured reporting of the *Trojan Horse’ inspections come from the BBC
stating impartially: ‘The investigations have been framed by fears of extremism - but the
strongest warnings from the inspections have been about how the schools were being
managed’ (Coughlan, 2014). This may an example of where the BBC impartially reported on
the case. However, also within the BBC, a more elitist, though not necessarily better
informed discourse strand was witnessed in programmes on Radio Four, such as Ernie Rae’s

‘Beyond Belief: Islam and Education’ in which discussions were held on how children were
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being taught radicalised Islamic views in schools (Rae, 2014); likewise Michael Buerk’s
‘Moral Maze’ programme also discussed the existence of FBV and whether they can or
should be taught in schools (Buerk, 2014). Although these programmes were presented by
apparently well-educated and articulate people, and many of the guest speakers would have
been recognised as amongst the intellectual social elite, most did not have personal

experience of the schools they are discussing.

In order to understand Gove’s assertions concerning FBV (Coughlan, 2014; BBC News,
2014) and how they have been interwoven in the present discourse concerning perceived

Islamic radicalisation in certain schools, the origins of BNI nee