Technology and the History Classroom 1960s to the present day
Introduction
The role of technology in the history classroom can be viewed both as a product of autonomous technical advances made available by government spending and as a product of changing pedagogies which have affected the rate and incidence of take-up of technology by teachers. History teachers have traditionally been seen as lagging in the take-up of technology and some of the survey forms confirm that ‘traditional’ teaching methods (i.e. with nothing more than a textbook, chalk and a blackboard) persisted in history well into the 1970s. Similarly, history departments have been characterised by reluctance to incorporate the use of computers in the learning of the subject.

In contradiction of this impression, Haydn has pointed to the link between subject characteristics and the preponderance of particular applications of technology (for instance, history teachers have been very eager to use video, whereas maths teachers have preferred to use computers and he suggests that intrinsic features of the subjects explain this difference).
 Thus it may be more appropriate to develop a nuanced view of the take-up of technology in the history classroom which assumes a process of rational choice emerging from a combination of the pedagogic aims of history teachers and external pressures on them, some of which have not progressed the take-up of technology.

Government Agendas and the Use of Technology
Even in the 1960s, governments were keen to see technology accommodated within the classroom as a visible sign of modernisation. There were no dedicated funds from the centre for equipment, but local authorities allocated budgets with an assumption of spending on equipment. Schools’ discretion however meant great variation in the supply of technology to support learning in history. This is shown in the HMI surveys of history in schools in different parts of the country in the 1960s-80s. It is worth noting that the BBC (which can be seen as a sort of public funding) invested considerably in the provision of programming for schools and encouraged the purchase of radios in the 1950s and then TVs by local authorities for schools in the 1960s. 
Since the early 1980s (despite the public sector cuts at the time) both Conservative and then Labour governments have invested heavily in electronic technologies, mainly but not solely computers. The money invested since then has been estimated in various ways – there is no definitive figure, but Ofsted estimate that nearly £2 billion has been spent in the past decade on ICT in schools.
 Terry Hadyn estimates a global figure of around £5 billion – both of these figures are credible and place British schools in the vanguard of technological investment in education for developed economies. Much less investment has been made in computers in Germany, for instance. The reasons for this may relate to the way in which schools are funded – most computer projects in education are big investments requiring long-term commitment to spending on hardware and software. In states where education funding is generated regionally or even locally, it will be more difficult to amass the critical amounts of money required for this investment. Other reasons for less interest in computers in continental states may relate to the aims of the curriculum or to the balance of influence between teachers, bureaucrats and national governments. 
The commitment of government to the use of technology in state schools has increased significantly under New Labour since 1997. The investment in IT in state schools has (I have been told) exceeded that in the independent sector. Modernisation has been a keynote to the Government’s education priorities. It has been a constant expectation that economic competition will demand a more technology-literate labour force so the use of technology by pupils was and is deemed essential to their preparation for life. Thus all subjects are encouraged to make use of technology, especially computers, it is commented upon by Ofsted and IT is a compulsory element in the NC. The aims for the school curriculum at Key Stage 1 (age 5-7) states, ‘It should equip them with the essential learning skills of literacy, numeracy, and information and communication technology, and promote an enquiring mind and capacity to think rationally’.
 ICT is a statutory part of the National Curriculum at all stages (up to age 16) along with English, maths and science.
In addition to the impetus to technology given by government, the culture of rising expectations means that parents and the public also see technology as a way of improving pupils’ performance in examinations. In a speech given in 2004 to a meeting of international delegates at the British Education and Training Technology (BETT) exhibition, Charles Clarke, then Sec. of State, said, ‘We are seeing ICT making an impact on educational standards…. When used effectively, in certain subjects, ICT could be the equivalent of half a grade at GCSE… But if we are all to reap the benefits, we must see ICT embedded in teaching and learning’. This shows the direct link which government makes between having technology in the classroom and students’ achievements and therefore places a lot of pressure on teachers to use it.
The introduction of technology into the history classroom
The ‘magic lantern’, the film strip, and even the tape recorder had been known in the history classroom before 1960, but not widely – even the radio, though common by the early 60s, was not used much in secondary schools. Thus a typical classroom (history or for that matter almost any other subject) would offer little more in terms of stimulation of the pupils’ interest than the teacher, a textbook and a blackboard – possibly some pictures, maps or charts on the walls.
These limitations did not of course limit the imaginative and resourceful teacher but the technological limits were evident – take for instance, the use of film. Copyright prevented the showing of most historical films in schools, although this did not prevent the London History Teachers Association for instance discussing suitable films and providing teachers’ resources to accompany them.
 Filmstrips required a school projector was available and also a specially-equipped classroom with black-out curtains, an electric socket in a convenient place and a screen over the board at the front of the class. Even if such a room were available in the school, moving the class to take advantage of it during a timetabled lesson offered another obstacle. Only the most determined teacher would make frequent use of filmstrips.

Radio already had some impact on the classroom by the 1960s and TV was emerging as a potential replacement for the filmstrip with the attraction of portability – the school TV could be wheeled into the classroom in readiness for the programme and black-out was not so essential. The BBC schools programmes and later those of ITV contained a significant output of history titles. However, there were obstacles again since classes had to be held when programmes were transmitted and for the secondary schools this was a much bigger problem as subject timetables were much more rigid than at primary level. 

Radio programmes could be recorded for later use but this required preparation – again this additional obstacle tended to weed out all but the most determined.  Radiovision was developed to overcome the timetable problem with a recorded tape and filmstrip – but the provision of the suitable classroom meant only a minority of teachers in a minority of lessons would use the technology.

This suggests that teachers were reluctant to use technology to enhance the learning experience in history, despite the evident suitability of history topics for dramatic and imaginative treatment via the media of broadcasting or filmstrip.  The complaint of some was that to have a class listening to a programme of 20 or 30 minutes, or watching the TV for a similar length of time made them uncomfortable as teachers because they were passive – it was a challenge to their role in leading and directing learning.
 Another issue was how to ensure that children actually learned something from the broadcasts – for this reason, broadcasters produced teachers’ materials to accompany programmes which ensured that teachers had the content or script of  the programme to hand in hard copy and suggested extension activities for the class. By collaborating with the instinct of teachers to be the ‘active leader’ in the classroom, broadcasters aimed to convince them of the benefits of using radio and TV as part (but never the whole) of the ‘diet of study’.

However, the practical obstacles in schools were all too clear and before the 1980s, school spending on technology as such was limited as there were no dedicated monies from central government, although the purchase of radios had been encouraged. Technology was essentially a frill not a central component of teaching and learning in the classroom – it could not be so for practical reasons but also there were other reasons associated with the concepts of learning popular at the time and the nature of assessment which posed limitations on the impact of expensive electronic technologies.

By contrast, the most popular application of technology in the history classroom was the use of the humble reprographical machine. A banda or roneo/gestetner machine allowed the teacher to create a worksheet for students and print off the number of copies required (up to a 100 could be run off from one original). From the mid-1970s photocopying machines were being installed in schools which allowed teachers to create their own paper resources for the classroom. They could cannibalise a number of text books, use newspaper clippings and other printed material aswell as type up their own information. They could also photocopy original documents in archives. The production of worksheets for pupils became extremely popular – and still is as the photocopying bills of many history departments bear witness. It was now possible for teachers to produce their own ‘books’ or at least ‘booklets’ to support their pupils’ learning and move away from dictating as a way of transferring information.

This development is instructive as it was essentially conservative – the substitutive effect of the technology was attractive and it did not alter the teacher’s role, although it meant that pupils were reading more, answering written questions and listening to the teacher less. It did not lead to a fundamental shift in the pattern of activity in the classroom. Yet the reasons for the popularity of this humble technology were not simply a desire to retain existing patterns of classroom activity. They were also associated with cheapness, ubiquity and accessibility. The easier it was to fit the technology into existing patterns of classroom behaviour the more teachers adopted it.

This can be illustrated by another very popular piece of equipment – the overhead projector, which became very easily available to teachers in their classrooms in the later 1970s and 1980s. An OHP is cheap and portable, though it does require a screen or reflective wall on which to project the image. Essentially it replaced a lot of writing on the board. The teacher could pre-write the information for the pupils on the transparent slide – it could be in colour and include complex maps or diagrams which would be difficult to produce quickly when needed on a chalk or white board. It is worth pointing out that the use of both of these modest machines, the photocopier and the overhead projector, resulted in an increase in preparatory work for the teacher, as more had to be done before the lesson – so it is not a case of technology reducing the workload. The popularity of these machines also demonstrates that teachers did not resist the encroachment of technology into their classrooms because of a desire to limit workload. 
In addition, it was possible to use even these modest machines to change the way pupils learned in the classroom in innovative ways. For instance, reproduced materials or worksheets facilitated the use of group work as all pupils could have their own copies. The overhead projector could be used to enable students to give presentations to the rest of the class as the transparent slide and pens could be taken out of the classroom or home in the way the only other visual presentation medium, the board, could not.
From the mid-1970s onwards history teachers were increasingly using video-recorders to record TV programmes and then store them for use during timetabled lessons. They could stop the programme to intersperse questions, activities or their own comments. They could skip bits of the programme and use short sections which illustrated their preferred point. The class was not sitting passively absorbing the broadcaster’s content – they were interacting with it. Since the late 1990s, the computer and video-recorder have been merged by the use of the data projector, which allows DVDs or internet-based video output to be played via a computer and then projected onto a screen. This has increased the adaptability of video images, since it is easier to ‘cut and paste’ video to construct a completely new product for learning. The teacher can edit material and build up the learning experience from carefully-selected passages rather than just showing whole programmes – in a sense this is the electronic equivalent of the photocopier.

The introduction of computers on a large scale into the classroom from the mid-1980s represented a step-change in the intrusion of technology into the process of teaching and learning. This was for two main reasons:-
a) The commitment of government as shown by the direct funding provided for schools to purchase computers, install networks and then to upgrade facilities as time went on. The government established a national organisation, Becta, to promote the use of computers in schools and train teachers (abolished by the Coalition 2010). Since the establishment of the internet, the government has also promoted the use of web-based materials and schemes of work to teachers as a means of raising standards of teaching, the assumption being that best practice can be streamed on a website and be available as a form of professional development for teachers.
b) The versatility of computers as they have developed since the 1980s. Initially, the capability of a PC was limited – mostly to data entry and analysis. However, innovators in history teaching found applications for this, for instance in the analysis of census information. But from the late 1980s, the use of CD-Roms, graphical presentation software, word processing and latterly the internet have opened up the potential use of computers in a number of ways. The question is - has this led to a big shift in the way children learn and teachers teach?
Learning history and the application of technology in the classroom
It would be wrong to characterise learning in history in the 1960s as a process simply of transmission of information from teacher to pupils as passive learners. Survey respondents have recorded their love of history taught by charismatic teachers who engaged in discussion with their classes or acted as gifted story-tellers able to bring to life the events of history despite the lack of other stimuli beyond the hearers’ imaginations. On the other hand, assessment at age 16 pupils meant teaching concentrated on the recall of large amounts of factual information and for this reason as children progressed through school, their experience of history tended to be dominated by an unexciting diet of dictation from the teacher or the writing of it on the board. Thus more imaginative work using films strips, radio and TV tended to be used more with younger children or with those who did not expect to take public examinations.
The movement to child-centred learning was already established in the primary phase by the 1960s, as exemplified in the Plowden Report of 1967, ‘Children and their Primary Schools’.
 The use of filmstrips, radio and TV as part of the stimulating environment which Plowden encouraged for children’s learning illustrates the symbiotic relationship between technology and learning expected in progressive education.
 However, the slow progress in the use of technology in the classroom at secondary level even by the end of the 1970s also illustrates the stifling effect that other factors can have. What were these factors?

a) The rigid timetable of the secondary school made it difficult to use broadcast programmes ‘off air’ before the availability of video recorders in schools.

b) Qualifications in history at age 16 were mostly gained by skills of memorisation and fluency in writing down large quantities of information during a timed end of course examination rather than by work produced by pupils during their course.

c) Teachers’ evaluation of the benefits of the technology and its potential application.
 
All of these factors were connected but the final one was perhaps the most significant. At secondary level the examination system bred a type of conservatism amongst teachers of the ablest pupils who were competing for university. Many of the pupil survey respondents noted the lack of technology in history teaching in grammar schools. Innovation was therefore more likely with less able students. 
Nevertheless, technology has played an increasing but auxiliary role in the teaching of history, but it cannot be said to be the dominant determinant of how or what children learn about history at school…yet. Whenever machines have been available which fitted in with the aims of teachers, they were enthusiastically taken up – such as the OHP and the video recorder. These had the virtue of simplicity (they each perform only one function) and both offered flexibility in relation to an existing teaching process. The OHP offered a more flexible board for the classroom and the video allowed TV programmes to be used flexibly. Even the integration of TV within history teaching falls into this generalisation – it supplemented something good teachers did anyway, which was to ‘bring alive’ the past and it probably appealed most to those teachers who were already adept at telling stories and engaging the imagination.
 In effect, the TV programme acted as a ‘super’ text book for those teachers in primary schools without historical expertise of their own – and kept the class very quiet while it was on. 
Was new technology actually responsible for changing the way teachers taught history and pupils learnt it? 

This is something of a ‘chicken and egg’ question. There were enthusiasts for using archives in schools in the 1960s such as John Fines.
 However, only the keenest would go to the lengths required to give their pupils access to original documents. School-based printing also enabled teachers to produce local studies complete with documents from local archives. Without the advent of school printing facilities, it would have been very difficult for ‘new history’ to flower as widely as it did, although the Schools History Project operated via published materials which schools had to buy. ‘New history’ is also associated with ‘self-created’ materials by history teachers mainly in the 1970s and early 80s and by the widespread habit of ‘cannibalising’ several text books and source books to produce one’s own version for class use. Whereas in the past, teachers had little option but to use a text book they may have regarded as inadequate or partial in its treatment of a topic, they could now redress the balance and ensure pupils benefitted from a greater range of resources, but ones they had chosen. Given the lack of central control over the classroom before the National Curriculum, Ofsted, etc. individual teachers’ control over the history classroom probably reached its peak at this time.
The impact of computers on history teaching is less clear. In history there was definitely resistance to using computers, to even seeing how they might be useful. This may be mainly due to the nature of the subject, the lack of flexible facilities in schools and the functional limitations of computers themselves especially before the advent of the internet. Computer simulations (‘historical games’) had a limited effect – many teachers bought them for the paper materials that came with them.
 They were sometimes used to keep any ‘restless’ children occupied while everyone else in the class learned conventionally. 

The internet has added greatly to the resources available to teachers and students but has also brought two ‘dangers’:-
i) Misleading or even harmful content is available and pupils are often uncritical users – e.g. extreme nationalist sites such as that of the BNP which present a particular version of British history;

ii) Pupils can waste time on sites that are not adding to their knowledge or understanding.
Teachers have reacted to this new source of information by ‘funnelling’ pupils in the direction of resources provided specifically for the school audience. At first the internet was used largely for the passive collection of information but many sites developed interactive elements – tests and quizzes, opportunities to ask questions of examiners and revision guides. In addition, the internet operates as a forum for teachers to share materials, lesson plans and ideas on a blog. The numbers participating in such online forums is small at present but presumably more download lesson plans. 

The electronic whiteboard is another ‘piece of kit’ which is popular with many younger history teachers. Essentially it ties in a computer screen to a board at the front of the class – anything which can be done on a computer can be done for the whole class. Beyond this, any work written on the board can be saved and recalled, amended and meshed with other resources – nothing needs to be wiped off for good. Once again the teacher is in control of the creation of resources with a cornucopia of images, video, text and all types of media available for teachers to capture and construct their own multi-media presentations. Many history teachers use clips from YouTube to illustrate historical issues. Like TV, the impact is mainly on the senses rather than the intellect – although it is possible to use multi-media to help with problem-solving in history and even for essay writing. Podcasting is being exploited for A level to expose students to the work of leading academics in short blasts (whereas in the 1970s, the students would have been expected to read their books) but also to enable students to ask questions and interact with the academics concerned.
 Software which was once highly specialist is now available to students, for instance, Movie-maker, which allows students to create their own historical films and documentaries. Despite these changes, the essential features of the history classroom have not changed – the teacher controls the resources and the direction of study for the most part, the examination system assesses largely traditional skills and there is insufficient time for many time-consuming creative activities which do not meet syllabus or examination objectives. 

Some teachers are now talking about ‘co-construction’ whereby pupils become creators of their curriculum not just consumers of it.
 This would represent a major change if it did happen – perhaps even the realisation of ‘child-centred’ learning for the first time. However, it unclear that it means that yet. Currently, co-construction means that pupils and teacher agree on the way they will learn a topic. The pupils are given a say and can use the technology to develop their approach to a particular assignment in the way they wish – for instance, including artefacts, images, video or other imported content and using a range of presentational programs rather than just prose text. The new pilot GCSE history syllabus includes opportunities for pupils to take a more autonomous approach to the presentation of a heritage issue.
This tells us something about the increased control which many pupils might have in the future over the way they study and present their work. But has it altered the way they understand and perceive the past? Two potential outcomes of the increased use of technology in the learning of history are suggested:-

i) The imagination is much more stimulated than in the past.

ii) There is less critical analysis of historical questions as information is amassed beyond the level at which the pupil can reasonably fit it into an existing framework of historical understanding.

The development of the imagination in school history

Children’s exercise books from the 1960s and 70s demonstrate that the chief exercise of the imagination in the history classroom was along the lines ‘Write an account of the Battle of Hastings as if you were one of the soldiers in Harold’s army’. The debate about the assessment of empathy at GCSE level in the 1980s and 90s masked the fact that children had always been asked to exercise their imagination in history in response to the telling of stories and later in response to radio and TV programmes. The BBC was explicit about its decision to develop programmes in history which appealed to the ‘affective’.
 The reason given for this was that they did not wish to try to displace the teacher. The mission of the broadcasters was to enliven and illustrate history and to engage the imagination. Schools broadcasting has now been subsumed into the production of a wide range of electronic programming available on the internet for teachers to use flexibly in the classroom.  But much electronic content works vividly on the imagination because of the combined use of images, sound and video to convey narrative – the discussion of causes and effects, of ideas about change and the explanation of complex historical concepts are much less amenable to new media or may be treated in an over-simplified or contentious manner. 
The amassing of large quantities of information
Some would argue that this has been the defining characteristic of the study of history in school from time immemorial. Where students used to copy the information from the board or write dictated notes, they now cut and paste from the internet. ‘New history’ aimed to get children thinking about the issues, hence the shift to depth studies rather than traditional narrative overviews of long periods.
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