When were Jews in
medieval England
most in danger?

Exploring change and
continuity with Year 7

A great deal has been written about
causation in the pages of Teaching
History. From camels to linguistics,
this is a second-order concept that

teachers and pupils freguently
deliberate. Departments balance

the need for substantive knowledge
with explicit discussion of causation.
Ben larman wanted to introduce a
‘change and continuity’ enguiry to
his department, but similar questions
arose: should change and continuity
be considerad explicitly and separately
as concepts? This article describes a
journey from one enguiny question
to another; from "When were lews in
medieval England most in danger?’
to ‘Were Jews in medieval England
always in danger?’ Along the way,
Jarman uses a careful analysis of
students’ work 1o critigue his own
practice and thereby develop their
understanding of the past.

Ben Jarman

Recent research and writing by the likes of Peter Lee, Jonathan Howson and
Diennis Shemilt proposes reorganising history education around explicit
‘narrative frameworks, specifically focused at helping children to develop a
*usable big picture’ of the past as a whole." They address a weakness in school
history education: ‘young people’s sense of chronology is relatively weak and
they are generally unable to reflect on themes and issues or relate a longer
narrative or story® [ will return to these issues at the end of thisarticle but do
not intend here to join the debate directly. My purpose instead is to discuss
the concepts of change and continuity as they are encountered by pupils in
the context of a single enguiry. A working concept of change and continuity
is essential for the development of large-scale narrative pictures of the sort
identified by Lee and others.? Yet there has been a comparative paucity of
articles (despite the vigorous and ongoing debate among history teachers
about other second-order concepts) on the best way to deal with them in the
classroom.* ‘The history profession has isolated and investigated some second-
order concepts thoroughly, as well as developing effective teaching methods to
draw out and develop children’s ideas about them, Causation isa good example;
my pupils, while they may sometimes contend with the causal importance of
individual factors within a historical account, generally have no problems in
seeing that causation per se is 2 discrete and valid focus for enquiry, stemming
from the content of the history. Change and continuity are mare slippery, as
I shall try to explain below. What has interested me in preparing this article
and the lessons on which it draws is the extent to which it is possible to expect
children at Key Stage 3 to address change and continuity directly and explicitly.

Aims of the research

My interest stems from the fact that T found it difficult to straighten out in my
own mind precisely what [ wanted my pupils to engage with in a change and
continuity enquiry. Should change and continuity be considered explicitly and
separately as concepts, or should the children be aiming to explain second-order
concepts within and as they applied to the enquiry’s substantive content? Would
I assess my pupils’ work by reflecting on their implicit or explicit grasp of change
as a discrete abstract concept, or by considering how well they comprehended the
nature of, and reasons for, change and continuity in one particular peried and
place? This raises larger questions of how we uproot and isolate second-order
learning, which themselves go to the heart of the applicability of history learning
in the real world. In considering all of these questions T was also conscious
of a recurring tension in my planning and teaching: what is the right balance
between explicit second-order reflection and a focus on substantive content?




Figure 1: Jews in medieval England — a brief overview of the enquiry’s substantive content
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Figure 2: Lesson outlines
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Figure 3: The 1233 tallage roll cartoon, depicting Jewish figures from medieval Norwich
Image reproduced courtesy of The National Archives — E401/1565
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I thérefore wanted to create a sequence of lessons that would
allow my pupils to:

-+ Explain change and continuity over a relatively
extended period of time

+ Make a distinction between events and changes,
seeing the latter as processes

+ Consider the reasons for changes that happened over
this periad of time

Centring the enquiry

I developed a plan and resources for-a Year 7 enquiry. This
lasted for six one-hour lessons and centred on the life of
Jews in medieval England between theirarrival in numbers
after the Norman Conguest and their expulsion from the
kingdom (the first of its kind in Europe) by Edward Tin
1299, This fascinating story (summarised in Figure 1 on p.5),
provides a complex and multi-stranded example of historical
change. It was also my intention that focusing in depth on
the deeply ambivalent relationship between medieval Jews
and the English monarchy would illuminate issues featuring
elsewhere in our Year 7 syllabus, specifically the restraints on
medieval kings and the importance of their relationship with
the Church. This, 1 hoped, would unlock the ‘overview that
lurks within the depth” Isettled on the enguiry question,

“When were Jews in medieval England most in danger?" The
enguiry’s outcome activity was to be an essay, scaffolded
using a ‘grand prix’ structure borrowed from Dale Banham’s
work on King John* The enquiry was first taught in the
spring of 2008, Afler evaluating the enquiry as part of an
in-service training course, I made some alterations ready for
2009, including changing the essav and enguiry question.’
Figure 2 (opposite) presents a diagrammiatic summary of
haith versions of the enguiry; it also shows how my planning
evolved, a process [ will explain further below,

Grabbing attention using

a medieval cartoon

In both versions the enquiry began with a lesson setting a
puzzling medieval cartoon (reproduced in Figure 3) into its
historical context. Dirawn at the bottom of a tax roll in the
1230s, its origins and purpose are unclear; it is most likely
to have been a doodle by a medieval scribe. What is clear is
that it represents considerable anti-Jewish feeling in Norwich
(where it was made).

The cartoon proved to bean excellent introduction, both in
the sense of stimulating interest as well as framing a wider
discussion on the nature of danger, a conicept that was crucial
to both versions of the essay title. Pupils worked in small




groups and collected their thoughts in Post-it notes that were
stuck under four headings; as the lesson progressed they were
allowed to revise or discard some of their earlier Post-ils,
or substitute them for new ones. 1T 'wondered aloud’ about
certain interesting features of the cartoon (for example, the
devil pointing towards the noses and what this might mean}
and fed in certain key contextual information, giving the
groups time to digest and record somie of their thoughts about
what the picture reveals about attitudes-at the time, Their
responses made ready, strong links to modern anti-Semitism,
drawing direct comparisons with the ideas held about Jews
by the Mazis. The lesson also provided a hook! for the rest
of the enguiry and introeduced the complexity lurking behind
the apparent simplicity of the enquiry question,

At the end of this lesson, L introduced the question of whether
the Jews in this picture could be said to be 'in danger. From
the obvious answer of ‘yes' it was possible to introduce several
ideas to problematise this concept: if 1saac was so rich, had he
always been in danger? Were other Jews equally in danger?
Why were they in danger? Why would they have come to
England in the first place if this was the kind of attitude
they faced? The lesson really sparked my pupils’ interest, |
think this was partly because it was the first history they had
studied at the school that dealt specifically with Jews, but also
because it was their first encounter in history lessons with a
familiar concept in an unfamiliar context.

The enquiry: version 1

In lessons 2 and 3, pupils worked in small groups and
examined cards showing different events that affected Jews in
medieval England. 1 first asked them to find cards that they
felt represented particularly high and low levels of danger
to Jews. They then explained their choices, and this opened
out possibilities for us to identify different kinds of danger
— physical, financial, religious and so on, 'The children then
plotted the events on the cards on to a graph, There were
some unanticipated technical difficulties with pupils who
drew their lines willy-nilly between one point and its nearest
neighbour, leaving their ‘danger line' travelling backwards as
well as forwards through time, but the activity further piqued
their interest and laid a strong foundation for what followed.

The following lesson then took a different perspective and
added new lines to the graph, based on the same 18 cards,
but this time considering the source of the danger. Was the
danger to Jews coming from ordinary people, the Church, or
the king? I again asked them to find examples of each type
and these were discussed, before pupils plotted new lines on
their original graphs. This highlighted some problems with
change graphs, partly because some pupils drew graphs that
were jumbled and confused, and partly becanse not all fully
understood the difference between the three new lines; or
expected that they should map the one from the previous
lesson exactly. Nevertheless 1 was able to get children who

Figure 4: Selected extracts from pupils’ final essays in 2007/8

[G] Some. kings had different views on Jews . . Earlier
kings protected Jews better than later king& [hecause
they provided a service to the king through their loans],
Later kings made conditions worse for the Jews as )
they were poor from all the taxes they had to pay. As
the Jews became poorer there was less of a profit for
the kings which meant that Jews became less useful
as time went on which meant that as time goes on
‘the protection of the Jews is less important therefore
when they were no use at all king Edward | expelied
them from England ... Jews in medieval England were
most in danger at the end of the medieval period ...
expelling them was not very different from a death
penalty because they would probably have been killed
by crusaders in another country.

[A] | think that King Richard and King John made it
hard for the Jews because they did not really help
them, they just wanted their money. This shows that
sometimes in life people don't help others because they
really wanted too; they just do it because they would
get a reward in return. 1think that King Henry lll made
it hard for the Jews because he was influenced by the
Church and therefore was mean to the Jews. He also
was not very fond of the Jews because of his religion.
This shows that if you follow a bad influence it can lead
you to things that you do not really want to do. | think
King Edward made it hard for the Jews because he told
the Jews to leave because they were not helping him
and giving him money. He also expelled them because
he was being influenced by the Pope. From this whole
essay | think that the worst time for the Jews was in the
years 1250-1290. In this period of time the two kings

.. made life hard for the Jews and did not let them
run their lives their way. The main year | think they
were in danger was in 1290, as they were expelled from
England only because they were becoming poor.

ﬂlmmmmammmmﬂmn
the most amount of danger was in 1210, when huge
‘amounts of tax were put on the Jews, and they were
arrested and hurt whilst the money was collected ... It
‘was bad because [later] there weren't many Jews left in
_England ... most of them were so poor that King Edward
1 felt that it was no longer useful to him to tax them.




Figure 5; Selected extracts from pupils’ 'change description” sheets from 2008/9 lesson 4

Jews were accused of
murder and some were put
in jail (1239)

Henry allows the Jews ta
practice fsic] their religion
like the new courts (1154-89)

had grasped the task to draw their lings on the board, and
this stimulated discussion about why the lines were in
different places. My hope that this activity would help pupils
see the crucial link between Jewish safety and the kings
protection was overambitions. Pupils' comments showed
they understood that danger from different sources was
changing constantly; even so, the interplay between these
remained mostly abscure, and T think this was the fault of
over-complicating the task. When kings were perceived by
the medieval Church or the people to be ill-disposed towards
Jews, attacks and accusations often resulted. Thisis a lot to
try and get an 11-year-old to understand, especially when
they are looking at an unannotated graph.

Lesson 4 was not asugeess and dido't contribute 2 great deal
to the enquiry as a whole.” Lesson 5 was more productive,
Here 1 re-presented the 'stories’ of different kings' reigns
through the lens of their dealings with Jews, using individual
‘stortes’ writter: from each king's perspective.” Pupils worked
in small groups to ‘rate the kings, according to how much
of a theeat they posed towards Jews. 1 then asked them to
discussand explain to other groups how they had made their
decision. | also asked them whether any kings did things
that were surprising. Several groups singled out Richard I,
whao as a Crusader, might have been expected to treat Jews
negatively, but in fact understood the importance of their
taxes to his war-making, and therefore instituted a new
system for protecting the ability of Jews to collect their debts.
I was even more pleased that some pupils inferred that this
put Jews in much more danger, because calling in loans from
Christian debtors to pay the king's taxes meant that those
Christians often swallowed the bitter pill of giving up their

collateral, for example precious Church artefacts or feudal
landholdings. This is an impressive insight: they had grasped
something quite profound about the nature of change, in
that it is a multi-stranded process and that different strands
may be travelling in different directions, affecting others as
they go. 1 was also delighted at the end of the lesson with
one class, when one girl, N, said that the moment Jews wers
really most in danger was when Richard brought in his new
system for protecting Jewish loans, because it meant (and
I paraphrase) that Jews were now able to collect loans very
efficiently, making it possible for unscrupulous later kings
to sgueeze them until they were so poor that they were no
longer worth protecting,

Ws comment is illuminating. Clearly Jews were not in
clear and present danger at that point, showing the risks of
asking the wrong enquiry question. However, N's selection
of such a counter-intuitive event as a symbol of danger is a
revealing way to look at Richard's reform: it is not construed
as an isolated and discrete event, nor as a simple difference
between one state of affairs and another, but instead as a
historically significant difference, in this case one that N is
able to weave inta an overall process of change. The process,
as she is imagining it, has many strands which themselves
can be valued positively or negatively (kings were getting
richer, Jews were becoming more endangered and so on),
but she bypasses these issues and selectively judges that this
seemingly innocuous change Tor the better’ is significant
because of its place in the account of the past that she is
constructing, In this sense 1194 can be seen as a moment
when things could have been different, and N's insight into
counterfactual divergence surely indicates what Lee and




Shemilt call a developing historical consciousness, in that
it shows a long-term approach to change and continuity
{a narrative framework?), and looks beyond the obvious
moments of danger such as the York Massacre.™

Reflecting on
pupils’ written work

I was bowled over by the guality and guantity of written
work that many pupils produced using a more or less straight
adaptation of Dale Banham’s ‘grand prix’ and “burger
writing frames, which were introduced in the enquiry’s final
lesson.!" However, neither my pupils (nor ) were readily
able, as a result of this work. to draw specific and explicit
conclusions concerning the nature of change and continuity
as discrete and abstract concepts in themselves. This is
crucial, because it is important to be clear about what we
expect when we ask children to consider cxplicitly second-
order concepts.

Causation and change are both useful concepts in
constructing accounts of the past, but they need to be
disentangled and treated discretely. Peter Lee's description
of childrens preconceptions is useful here: ‘one minute
“nothing” is happening, and then something does happen
(often, someone does something). So there has been a
change, and the change is that an event has taken place™
This is a problem because:

{hiistory tends to deal with longer scales than the moment-
to-moment scale of everyday life ... Change in history is
gemerally to be understood in changes of states of affairs; it
is not eguivalent fo the occurrence of events?

Thisimplies that if they are to be said to progress, pupils must
move towards construing change as a process, and possibly
#s one of many processes ‘going on’ over different timescales.
W% comment does this, but how might she be encouraged to
achi¢ve the same result in writing?

The work completed by some pupils in my classes did
coherently explain some changes inasmuch as they affected
Jews in medieval England (see Figure 4). G, for instance,
identified changes, and explained the reasons for those
changes, though not hinting at their pace or nature, L, on
the other hand, did none of these explicitly, though from his
verbal contributions in the classroom and the implicit thrust
of his writing, it was clear that his understanding was on a
par with Gs."* It did seem that altempts in many essays to
deal with change and continuity were hampered by the fact
that pupils were diverted into dealing with causation - why
people did things and why certain changes were going on
al the time.

In their written work, only a small number of my 2007/8
pupils chose events other than the obvious pair of 1190
(York Massacre) and 1290 (expulsion) as emblematic of the
greatest danger to Jews, and only a few of these argued that
the greatest danger applied over a period of time rather than
at a particular time."® As work (see Figure 4) shows his grasp
of a wider process of change - Jewish impoverishment caused
by over-taxation — and he hints that change is something
operating beyond and behind the level of mere events, but he

was ina small minority in grasping this, ¥ and E both show
awareness that individual events are part of a longer process,
and that their consequences produce ripples further down
the stream of time, but neither of them elaborate explicitly
on this. Even so, these responses were not typical, and many
pupils considered the question of ‘when was there the most
danger?’ simplistically, as if it was a question of ‘which was
the worst event?’

I therefore faced two main issues when re-planning the
enquiry for 2008/9;

® How 1o try and focus on change and continuity as
processes that deserve consideration more explicitly
and discretely, rather than just as background issues in
substantive content

® How to maintain the narrative drive of the enquiry, asan
unfolding story that gained colour following an initial,
thought-proveking encounter with a medieval cartoon

The enquiry: version 2

To achieve these aims I made two principal changes. The
first was to increase the pace of the narrative. Idid this using
the same ‘kings' stories” sheets but added a new version with
simpler language, to be used in parallel by lower-attaining
readers. Pupils read in pairs with highlighters or coloured
pens, using these to highlight and annotate:

® Evidence that some kings protected Jews from others
® Evidence that Jews were sometimes in danger

® Evidence that Jews were able to become wealthy and
Prosper

I modelled the sort of highlighting I wanted my pupils to do
and then they read the kings’ stories on their own. We then
came together as a class to draw a line showing the level of
danger to Jews during these reigns. This was done on the
board, but slowly, and with time for extensive contributions
from the class: pupils gave their opinions about where the line
ought to be during a particular reign. This took two lessons
and a homework. In the third lesson, the pupils used the
18 event cards used in the previous year, but tor a different
purpose. This time events were plotted as ‘points’ on the
graph, again acquiring a ‘height' on the Y axis to signify
the amount of danger to Jews that each event represented.
Having modelled two or three of these, pupils then worked in
pairs to add the rest to their graphs. This too was completed
for homework. The idea was to create a deliberate contrast
between specific events and overall ‘currents’ of change.

Lesson 4 therefore aimed to exploit this contrast. It began
with a starter that explicitly and deliberately asked pupils to
consider what events and changes actually are, 1 started by
asking them to wark in groups and come up with examples of
both, and then asked whether they were the same thing, or if
not, what the relationship was between them. This prompted
interesting discussions with both classes. Pupils in both were
able to define events — typical descriptions included “stuff that
happens' and ‘something that happens, or referred to specific
examples such as ‘they're impertant times like a bar mitzvah
or a big family event. The boys opted for a football metaphor,




with one positing an event (Arshavin joins Arsenal) that was
part of a wider process (the team gets back to the top four), I
asked them to develop on this theme - was Arshavin the cause
of the improvement in the temn? The boys’ answers indicated
that they were aware something bigger was going on, that
Arshavin was part efa larger process, though we agreed perhaps
an important one, This carried us on to the difference between
eventsand changes when talling about medieval Jews. Here the
smiall groups were given 2 sheet of words with which to describe
changes.™ Again, modelling what I wanted them to do first,
asleed them to work in pairs and identify and describe changes
that affected medieval Jews, as well as attaching examples of
events they felt were ‘part of " these changes.

The remaining lessons in the enquiry were used fo introduce
and familiarise pupils with the grand priz and burger sheets,
only this time they were asked to plan a paragraph or two for
homework and then return for lesson 6 ready to peer-assess
each other’s plans.

Reflecting on pupils’
written work again

In terms of asking pupils to distinguish between changes and
events, lesson 4 met with mixed success. The scaffolding
provided for my pupils’ written work was not universally well
understood, and pupils whe demonstrated understanding
of change in everyday life in class struggled to apply this
understanding when writing about changes and events in
medieval England. The task relied on their having a good
grasp of what happened and @ good memory for the kings'
stories, which was not alwiys the case. Nevertheless, some
gave cxamples of changes, and selected examples of events
that ‘belonged with' these changes in their written work.
Some examples are included in Figure 5 on p. 9. In these
extracts, both Sand RS show signs of understanding several
important things about historical change. They both describe
changes that take place over alonger period of time (though S
appears confused by the ‘when the change happened’ column
and describes a change that "happened’ in 1216 but where
the danger to Jews ‘toolca long time ... toincrease’})'” They
can both be said to have understood change as a process. RS
also selected events that validly ‘belonged’ with the changes,
though she did not elaborate on why each event was selected
or how-exactly it relates to the change. - She was also among
the few who showed awareness in this task of continuity as
something that takes place as part of the same processes as
change. D), on the other hand, was more typical of pupils
in her class in that she appears to have been completely
bamboozled by the task in hand, confusing events and
changes and using any old descriptive terms from the sheet
of words to describe changes. This was a challenging task
and still a work in progress, because not all pupils got to grips
with it, though upon reading the essays it was clear that the
change descriptions sheet had unlocked some interesting
ideas regarding change.

The essays also vielded food for thought. The same method of
scaffolding was used as in 2007/8, but with different text in the
burgers and on the grand prix sheet, adapted to better fit the
new essav title, The final essays showed that, at least in some
ways the practice gained at describing changes in lesson 4 was

used in writing the final essay. A, for example, who finds written
work challenging and whose final essay was incomplete and
lacking an introduction or conclusion, still managed one brilliant
passage, where he uses words (e.g saddening, ‘continuous,
‘predictable’) from my change description sheet to great effect.
This displays a high-level skill: the ability to characterise a change
and understand that it can constitute regress as well as progress,
Here events are neither random nor part of an eternal forward
march of progress from a deficient past to the present.” As ability
to see the future consequences of such accusations against Jews
also hints at his apprehension of change as a process: ongoing
and apart from mere events, though events clearly have their
place in the process, It was also noteworthy that over half of
my pupils managed to identify continuities as well as changes,
S and G among others noted that Jewish money-lending and
roval taxation were constants, and yet seen in different ways they
could be seen as agents of change, in the sense that they created
their own problems for Jews. Taxation in particular could go far
beyond being "not really that much of a danger! S statement,
that, from [one] point of view Jews were always in danger, hints
at something present in all these extracts and many others: an
awareness of the importance of the historians perspective in
answering historical questions. All of these pupils are learning
to look at the issue of whether and how much something has
changed from a variety of angles. This in itself shows that they
are beginning to see the diversity and complexity of experience
in human history, as well as the ability of a historian to untangle
it. SE5 essay reconciled ‘continuous’ anti-Semitism with the fact
of Christian guests at a Jewish wedding just four years before all
Jews were expelled from England. The fact that this does not
appear a paradox to him shows that he has grasped important
ideas about the complexity of change. G was the only pupil who
stepped beyond identifying the difference between events and
changes. He began to analyse what the relationship between them
might be: ‘an event can cause a change/continuity or a change/
confinuity can canse an event, but they are not the same thing.
One shows that the other has happened. G ability to step back
from the history and make a more general, abstract statement
about change is remarkable, though it was by no means typical,

Reflections on
second-order concepts
and narrative frameworks

"Hhis enquiry has focused my thinking about change and
continuity, despite some resources that are not yet fully
developed. It was hard at times to isolite and disentangle
the issues of change and causation, and causation remains
an important focus, because it interests children and plays
a key role in historical explanation. My pupils were able
to answer causalive questions directly. Some also grasped
important ideas about change and continuity and hinted at
such ideas in their work without necessarily describing them,
However, only one (G) groped towards more explicit and
direct conclusions regarding change and continuity more
generally. He is an unusually gifted and interested pupil, and
the sort who takes an interest in "big ideas’ such as this, but
the key point is that he is atypical in this respect.

It is probably natural that few pupils see this kind of reflection
as a valid element of what they are doing as historians,
Indeed, the ability of several students to ‘sense’ important




conclusions about historical change and continuity says
something about how the ideas required to deal with these
concepts arise in everyday reflection on similar processes at
work in the everyday world. Hence the lack of difficulty my
students had in coming up with examples like the Arshavin/
Arsenal one mentioned above, and hence, perhaps, the
reluctance to deal explicitly with second-order concepts
in their writing - why write about something so obyvious?
Equally, their lack of focus on second-order concepts might
also result from confusion over how to describe them - the
difficulty many pupils had getting to grips with the change
description exercize from lesson 4 in 2008/9 indicates that
this resource needs more thought, though Woodcock's
findings indicate that this is a question of resources and
pedagogy rather than of general principles.”® It may also be
that the nature of the essay task gets in the way of considering
change directly; an essay is by its nature an explanatory
medium and this implies some focus on causation, which
if left alone could draw attention away from change and
continuity themselves. But if there was one conclusion
emerging strongly from the work [ did in the second vear [
taught this enguiry, it was that any attempt to get children
to think and write about second-order concepts has to give
them the language to do so first of all. Even A, who is by
no means a fluent writer, was able to take sugpested words
and phrases regarding change and use them to express ideas
that were refined and highly original. Further reflection
on Weoodcock’s conclusions, then, seem to be the next step
forward for this enquiry.

This is where my reflections return to the narrative frameworks
mentioned at the start of this article. Characteristically,
Shemilt frames hisadvocacy for their use ina wider argument
about the point of history education — what distinctive
contribution does history have to make ata time when its place
on the curricalum is threatened? Shemilt’s argument is that:

knowledge of the past can impact upon the ways in which
pupils ... analyse present situations, evaluate aptions for
future action and conceive of themselves as members of
minority nations, hegemonic nations, or supra-national
‘cultural communities”™

I such historical knowledge, a working concept of change,
and an ability to see historical events as connected to
longer-term: historical processes, can help young people
to orient themselves in time, to ‘think of a past in terms of
miore sophisticated conceptions of change and significance

[and thereby]| appear better equipped to consider issues of

present and future concern’® Without this working concept,
events are construed without meaning and young people
become passive in their orientation towards them. The focus
is on ‘usable big pictures’ and 'big history, and resources
are beginning to appear that support the use of narrative
frameworks on the sort of timescale that is being proposed
If the use of synoptic frameworks is to contribute to children’s
understanding of such second-order concepts as change,
then the work done in this enguiry suggests that teachers
themselves need to be clear about how exactly they expect
their pupils to describe change, especially if this is to be done
in words, This means we need to adopt much more defined
approaches to enable our students to deseribe and define
changes and continuities and their relation to mere events.
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