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American research that investigates students learning stories outside schools has suggested
that in some circumstances they are more likely to believe the outside versions than the
stories learnt inside school (Wertsch & Rozin, 1998; Rosenzweig & Thelen, 1998). What
only school is likely to do is to teach the second-order, disciplinary understandings.
Moreover, history in the curricula of both countries is seen as a good vehicle to start
internalizing higher order of ideas or sets of ideas, and make possible the transference to all
kinds of contexts. It is basic that students learn how to determine what is 'valid to assert’
rather than to seek what is 'true in fact' (Shemilt, 1992); until then, they will keep on saying
that anyone can guess or give an opinion.

In contrast, many students in the research sample were worried about 'finding the right
answer’, and this happened not only among the Spanish. It seems that Joseph's words may
still be applicable to the current situation in history teaching and learning; according to

him, one of the aims for students of history should be

to use their reason as well as their memories, and to develop skills® of
analysis and criticism in a situation where there cannot be a right answer
(Joseph, 1984). ‘

As discussed above, facing two alternative accounts, the perspective of facts as unarguable
often appears in Spanish students. For instance, a sample Spanish pupil replied: "Story 1
tries to reduce the importance of the defeat, while Story 2 tells what really happened..."
(Alberto, yr 12, Sp 2, SA Q7), whereas the English spoke more frequently of the point of
view of each story. The insistence in a single significance is still quite common in
textbooks and activity books in schools, particularly in Spain. Teaching resources require
more careful targeting to allow teachers to deploy new tools to practise innovative styles

and methods, especially in Spain, but also in England.

Besides, caution is needed with the criticisms of "traditional” interpretations that may make

pupils believe that today we have reached the 'right' answer. In an English pupil's words;

[Int] "We've been learning that it wasn't really an English victory, but a
Spanish mistake... I think in the long term it was more important for the
English" // "Maybe it's been written long ago... maybe twenty years
ago...they haven't decided yet what is right" (Fraser, yr 8, En 6, SA Q9
and SA Q1).

Efforts should be made to carry out activities that support the idea that progress in
historical knowledge and understanding does not mean the continuous search for ultimate

answers; on the contrary, what is necessary is to understand an essential feature of the

3 1t should be noted here that, rather than ‘skills’, it is understandings that matter; these are what this research
has been concerned with.
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discipline, that history is subject to constant reinterpretation. And this is not unanimously
practised in history classrooms.

If we are to confront some students' inflexible consideration of the issue of historians
holding a point of view, we may have to make pupils aware that statements in history must
be subject to validation by methods and criteria which are, in principle, designed to reduce
the impact of partisanship. Teachers may think that they have achieved enough when they
help pupils to realize that history may be manipulated and usually written by the winners.
But there is more to be accomplished, particularly by the older students. The objective
would be to help them see the positive values of historians' subjectivity, as a means for
bringing new ideas, new questions into the historical sciences from outside, as against the
tendency to develop ingenuity for its own sake (Hobsbawm, 1997).

With respect to the issues of 'personification' and 'eventification’, students' limited
perception of the expanse of history could be addressed, following Barton's suggestions, by
devoting attention to notions of continuity in history, to gradual and long-term changes,
rather than to dramatic events only (Barton, 1996); these changes in approach should take
place in the early years of secondary school®.

The danger of causal reductionism detected in many pupils' ideas about historical
significance also calls for attention. The need to provide students with tools that allow
them to reason at more elaborated levels should be emphasized: the potential is there;
students of all age-groups can reach higher levels of progression, e.g., expanding their
ways of understanding beyond causal connections in all year groups. Causation in history
does not work as in the natural sciences, and that might be one of the reasons why some
students fail to think about all the possible relationships of an occurrence with its different
contexts. This distinction between evaluating the causal force of an event or a process and
assessing its significance has been central in this research in the construction of categories
and establishment of levels of progression. A conceptual leap in history curricula should be
taken from a framework constructed upon substantive concepts (what the results of an
event have been) to a framework based on second-order concepts (setting criteria to assess

significance in different contexts).

This research has also shown relevant cross-cultural differences in relation to the
understanding of various types of significance, in particular, with regard to the types that
have been considered in our model as indicators of higher levels of sophistication, that is,
pattern, symbolic and present/future notions of significance. All three types are essential to

understand the nature of history in issues of change, the uses of the past and the connection

* The experience in England acquired through the School History Project (see Chapter 1, section 1.2.2) in
teaching developmental studies was largely lost in the National Curriculum, partly because it became
muddled with issues of content coherence.
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past present, and these features are recognized as indispensable focuses of the history
curriculum. They are of special importance for students’ thinking about alternative
accounts. However, Spanish students seem to operate with a less sophisticated or, at least,
less rich, conceptual apparatus here, so the problem is an urgent one, and perhaps should
be tackled by specific teaching which explicitly addressed these features.

The type of significance least frequently mentioned in the empirical data was the
connection of the past with the present and the future. Borries sees a danger of presentism
in the intentions of current educational policies to transfer today's 'scientific ideology’,
'moral standards' and a 'secular conception of mankind and the world' to all previous
epochs in history (Borries, 1998, 373). As discussed above, two main dilemmas in history
are our need to search for an equilibrium between closeness and distance to and from the
past; and the tension between the view of historical significance as something related just
to the past in itself, and the view that history should be applied directly to contemporary
issues, as part of 'values education'. More frequent explicit teaching of the relation between
past, present and future should happen in our schools to help overcome these difficulties
and to encourage students to reflect about how this relationship is worked out in historical
accounts; how historians' views of the significance of events and processes are shaped by
the preoccupations of the present as well as by their knowledge of the past (see also Davis
et al., 2000).

Finally, it may be important to stress that practical classroom activities should be research-
oriented. It has been seen above that the reduction of the expected gap between Spanish
and English levels of responses could be partly explained by the argument of activity-
driven answers (particularly targeted activities); but, even if teaching practices differ,
levels of achievement may result closer than expected in both countries. Sometimes it is
useful to work with non-emotional or non-contentious tasks to avoid, for example,
confusions between legitimate and illegitimate viewpoints. On the other hand, some
inconsistencies across tasks for the same kind of question in this study might be explained
by "the emotional commitment to the past”, the value-laden nature of historical knowledge
(Booth, 1980; Barca-Oliveira, 1996), clearer in the Spanish Armada task-set than in the
Alexander the Great one. This may help explain why the older Spanish pupils reached
higher levels of ideas in the pattern notion of significance in the Armada’s task than the
English did’.

To bridge the gap between theory and practice, "teachers can use research findings to help
them make sense of their own pupils' work or use the research instruments developed by
researchers to explore the ways in which their own pupils explain historical events”

> Another contributory cause, already mentioned, could be that Spanish pupils may have a longer-term
pattern to fit into the event of the Armada.
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(Pendry et al., 1996, 131). Research may give support to teachers to delineate what can be
done with students at each category of progression; students' assessment consistent with
their conceptual (or 'construct’) levels must be developed, and their learning must be
boosted to help them beyond their initial levels (Barca-Oliveira, 1996).

Research on second-order concepts and ideas --an area in which there are unequivocal
signs of convergence between the main strands of research from different countries (see for
example Lee and Ashby, 2000)-- has shown its utility in devising construct-levels for
history education purposes across nations. This study is intended to be a contribution to a
better view of students' ideas in historical second-order concepts in two countries of the
European Union. Along these lines, it is possible to build up more accurate constructs that
help us evaluate better the progression in students’ ideas, with a common substratum across
European countries upon which more efficient models of progression can be elaborated.
This kind of research aims to be collaborative, not competitive. Comparative research is
not seen here as a quest for international 'best practice', but "a genuine desire to establish
what is common and what particular in pupils' learning about the construction of the past”
(Shemilt, 1998). Finally, research in the field should try to supersede the idea of school
history as a means to promote citizenship and national identity, if only because nowadays
the question is not the encouragement of a concrete national identity, but the interaction of
an individual's multiple identities. The alternative is to orientate research towards notions
of historical consciousness and ideas beyond national identity. History education has its
own agenda, and if we agree that history is a worthwhile component in any curriculum
concerned with inducting students into rational forms of thought, a key interest must be not
only with students' understanding of historical knowledge and facts, but also with their

understanding of the processes that historians use in creating their subject.
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In 1588, king Philip II of Spain sent an Armada (which is the Spanish
word for a fleet of armed ships) to attack England. England's queen was

Elizabeth 1.

The Monarchs and their countries

Philip II of Spain (1556-1598)
was the most powerful ruler in the
Western world. As well as being king of
Spain, he owned large areas of Europe,
most of Central and South America and
some rich islands called the Philippines
in the Pacific ocean (see maps 1 and 2).
The Spanish Empire was very rich.
America provided Philip with huge
amounts of gold and silver. One of the
richest countries in Europe was the
Netherlands (Holland and Belgium),
which also belonged to the Spanish

Empire, and was famous for its bankers

and traders.

Elizabeth I became queen of
England in 1558. At that time England
was a small country compared with her
European neighbours, France and Spain.
It had a small population of prebably
only three or four million people (Spain
without its empire had eight million).
Most of the people lived and worked by
farming. There had always been many
sailors in England (fishermen and
traders); when new countries were
discovered, they saw the chance of
making money from trading voyages to

these countries.




But Spain itself was not a very
wealthy country. Kings and queens in the
16th century considered their kingdoms
as personal property. Good kings and
queens were supposed to make sure they
at least held on to the countries they had
started with or, better still, took over
some more. Since the times of Charles I,
kings of Spain had used most of their
gold from America to pay for the wars in
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Europe. As time went on, the Spanish
government needed more and more
money for these wars. It began to borrow
huge sums of money from foreign banks
and from its own people. Spanish citizens
preferred to make money by lending it to
the government and getting lots of money
in interest, rather than invest it in Spain's
businesses. So industries and business in

Spain suffered.
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Catholics and Protestants

Most people in West Europe were
Christians and belonged to the Catholic
Church. The Church owned large
amounts of farmland.

The head of the Church was the
Pope. The Pope was also a powerful
ruler; he ruled part of Italy just as a king
would. Besides, he thought himself to be
God's representative on earth. So he was
entitled to tell Christians what to believe.
He had the right to tell kings and queens
what to do in réligious matters. Kings
who were backed by the Pope had in the
defence of religion a good excuse to

conquer another king's lands.

Henry VIII, Elizabeth's father,
had broken away from the Catholic
Church and set up the Church of
England. His eldest daughter, Mary,
became queen and took England back
into the Catholic Church. But not
everyone was glad to let England be
Catholic again. Protestants were forced to
become Catholics during Mary's rule.
Some of those who refused were burned

(see picture).
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Mary, married to Philip II of Spain, died
childless. When Elizabeth succeeded her,
Philip proposed marriage to the new
queen, to consolidate his alliance with the
English (mainly against France), but she
refused.

Although Philip's attitude to
England was friendly at the beginning of
Elizabeth's reign, it became clear very
soon that she was a Protestant. Philip of
Spain was a Catholic and a deeply
religious man. He was devoted to the
Catholic faith and he honestly believed
that God was on his side in any war
against Protestants.

In 1570, the pope
excommunicated Elizabeth (expelled her
from the Christian community). As a
response, the Parliament issued a law by

which Catholic priests in England were
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prevented to try to make people become
Catholic. The leading English Catholics
sought help from Philip of Spain.

CATHOLIC PLOTS



Seamen and Traders

After the Spanish and Portuguese
arrived in the New World (1490s), they
said that they were the only countries
with the right to sail there. The Pope had
made it official: he divided up the world
into the Spanish part and the Portuguese
part (see map). But other countries, such
as France or England refused to accept
this.
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From the 1570s there had been an
undeclared war at sea between England
and Spain. English ships attacked
Spanish merchant ships and ports in
Central and South America. Famous
seamen, like John Hawkins or Francis
Drake, were seen as heroes in England,
whereas Spain saw them as pirates and
robbers. In 1587 Drake went as far as to
attack the port of C4diz in Spain.

DIVISION MADE BY THE POPE



Adversaries within the Empire

Philip also had to control
opposition inside the boundaries of his
huge empire. Not everyone in the
territories of the empire agreed to be
under the Spanish king's rule. Some
countries, such as Portugal, where Philip
had been king since 1580, and Holland,
wanted to run things their own way. They

turned to Spain's enemies, such as France

or England, for help. Even though the
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Portuguese were the same religion
(Catholic) as Philip, they still tried to get
England help against him. Philip had
made tough laws against Protestants in
Holland. The Dutch rebelled. Elizabeth
interfered on the rebels' side and sent an
army to back up the Dutch in their
struggle. From 1572 onWard, dealing

with Holland's revolt was the most

~ expensive thing Philip had to pay for..
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In 1588, Philip II decided to send a fleet of armed ships, the Invincible Armada,

to invade England.
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NAME: DATE:
COURSE: AGE:
SCHOOL.: BIRTHDAY:

QUESTION 1

1.1. Why do you think Philip decided to send the Armada against England?
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1.2. Now you have explained why Philip decided to send the Armada, does
anything still puzzle you about why he sent it?
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NAME:
COURSE:
SCHOOL.:

DATE:
AGE:

BIRTHDAY:

QUESTION 2

Two historians give different explanations of why Philip decided to send the

Armada against England:
A

B

Philip II of Spain sent the Armada

against England to take revenge on
Drake.

Philip II of Spain sent the Armada
against England to stop the English

from interfering in America

2.1. Is one explanation better than the other? Say why you think so.

2.2. How could you check if one explanation is better than the other?

2.3. How can there be two different explanations of the same thing?
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NAME: DATE:
COURSE: AGE:
SCHOOL.: BIRTHDAY:

QUESTION 3

Philip's main problem within his Empire was the Dutch
rebellion.

Philip's main rival in Europe was France.

Philip had been allied with England, and had been

married to an English queen,

SO
Why did Philip II of Spain send the Armada against England?

1. Philip I wanted to rule over England.

2. England was helping the rebels against Spain in Holland and Portugal.
3. Philip II needed to defend his Empire.

4. Philip wanted revenge on Drake.

5. Kings usually tried to conquer other countries.

6. The Pope was acting through Spain to overthrow Elizabeth .

7. Philip was Catholic and Elizabeth was Protestant.

8. English ships used to attack Spanish ships coming from America.

9. Philip disliked Elizabeth because she had refused to marry him.

10. Philip was convinced that the invasion of England was God's will.

3.1. Do you think all the statements help explain why Philip decided to send the
Armada? Say why.
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NAME:
COURSE:
SCHOOL:

AGE:
BIRTHDAY:

DATE:

3.2 Pick up the best explanations and say why you did so.

3.3 Pick up the explanations that are less good and say why you did so.

| 3.4 Pick up the explanations that are no good and say why you did so.
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NAME: DATE:
COURSE: AGE:
SCHOOL: BIRTHDAY:

QUESTION 4

Read the list of sentences 1-6 below.

Decide if any of the things in the list would have made a difference to Philip's decision
to send the Armada, or not.

Put a tick (v) if it would have made a difference.

Put a cross (X) if it would not have made a difference.

Philip's decision to send the Armada would/ would not have been different if...

1. Holland had not rebelled against Philip.

2. There had been no gold in America.

3. The Pope had not excommunicated Elizabeth.
4. Drake had not attacked Cadiz.

5. Elizabeth had been Catholic.

UouUo0o0 o

6. England had not helped the rebels in Holland.

Choose the two sentences that you think would have been most likely to make a
difference. Say why.
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THE SPANISH ARMADA (PART II)

The sailing of the Armada

In 1586, Philip had finalized the
plans for the invasion of England. But the
sailing of the Armada had to be delayed
several times; one of them, after Drake's
attack over Cadiz. There were also
problems of provisioning; Spanish
industries could not produce all the
supplies the Armada needed. Besides, a
lot of resources were spent in the wars in
Europe.

Nevertheless, Philip's plans would
be carried on. The Duke of Parma's army
in the Dutch coast would cross to

England in barges, march on London and
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force Elizabeth to negotiate. The Armada
would sail from Lisbon to protect Parma's
ships across the Channel and to carry
weapons and equipment needed for the
land battle. This fleet would carry an
extra 20.000 soldiers to help Parma's
forces. But the captain that had been
appointed died. Philip chose the Duke of
Medina-Sidonia to take his place. He was
inexperienced at sea, but he had shown
his ability in previous campaigns to
organize and supply military expeditions,
and he had been always a good servant to

the king.

ENGLISH GUN

Reaay

SPANISH GUN
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The Spanish Armada

It included merchant ships, galleons and
galleasses. Galleons were the fastest.
Galleasses were slow, but heavily

armed.

It was better at close range than the
English fleet. It had more medium and
short range guns. The Spanish fired
their guns too slowly.

The English fleet

The newest English galleons were the
best fighting ships of the day. They
were faster and easier to sail than the

Spanish.

It was armed with guns called
culverins which could fire a lot
further than Spanish guns. The
English could fire their guns three

times faster than the Spanish.

SHIPS CARRIED
MANY SOLDIERS

SPANISH AIM WAS TO

DAMAGE THE ENEMY'S SHIP
AND THEN
BOARD IT

ENGLISH AIM WAS ToO

SAILORS DID THE
SINK THE ENEMY

FIGHTING

The Spanish were disciplined, good
seamen and had good maps. Their fleet

carried a large number of soldiers.

The Spanish usually fought sea battles
by putting their ships near to the enemy
ships. Then, soldiers went sent on board

to capture the ships.

Almost all the crew of an English
ship were sailors. They knew the
Channel waters well. But they had

fewer men and a long coast to defend.

English ships were too quick to be

caught.




The battles and the retreat

In July 1588, the Armada moved
slowly up the Channel. It overcame the
first encounters with the English fleet by
skilfully keeping a crescent defensive
formation (see picture and map). But
when it anchored off Calais to wait for
the Spanish army, the English attacked
with "fireships". These were empty ships,
filled with tar and gunpowder, which
were set alight and sent downwind

towards the enemy. The Armada was
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scattered over the sea. When the Spanish
could regroup their ships, there were
fierce battles between the two fleet. The
Spanish soldiers tried to grapple and
board the English ships, but the English
ships were too quick to be caught. The
English poured gunfire into the enemy
galleons until they had no more

ammunition, whereas the Spanish fired

their big guns too slowly.
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The Spanish ships were short of
food and water, and had been so badly
damaged that they could fight no more.
They did not have a deep-water port on
the Dutch coast to shelter and refit their
fleet. The English blocked the return
passage south. Medina Sidonia and his
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captains could not turn round and join up
with Parma; they had to sail north, round
Scotland and west of Ireland, to get home
(see maps). Rough winds and high seas
made that only 90 ships out of 128
returned to Spain. Some 15,000 of the
men on board had died.
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NAME: DATE:
COURSE: AGE:
SCHOOL: BIRTHDAY:

QUESTION 1

Why was the Armada defeated?
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NAME: DATE:
COURSE: AGE:
SCHOOL.: BIRTHDAY:

QUESTION 2

Three historians give different explanations of why the Armada failed to land a Spanish

army in England:

A

The Armada failed to land a Spanish army in England, although it had about 130
ships, carrying more than 20,000 soldiers and sailors, and they were kept in tight
formation which the English could not break up. The English had ships which
were far easier to sail than the Spanish ones, and their guns could fire three

times faster than the Spanish.

B
The Armada failed to land a Spanish army in England because English ships,
weapons and tactics proved more effective than the Spanish ones. Besides, the

Spanish army in the Dutch coast and the Spanish fleet could not link up.

C
The Armada failed to land a Spanish army in England because Spain could not

send a really 'invincible' ﬂéet; as Spain had to spend a lot of money in Europe

for the defence of its Empire.

2.1. Is one explanation better than the others? Why?
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NAME: DATE:
COURSE: AGE:
SCHOOL: BIRTHDAY:

2. 2. Is there any relationship between B and C? If so, can you explain the
relationship between them? If not, can you explain why there is none?

2. 3. Now could you give a better explanation of why the Armada failed to land a
Spanish army in England?
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THE SPANISH ARMADA (Part III)

After the defeat

The English thought that the
Spanish Armada's defeat was a great
naval victory. There was tremendous
celebration in England. English
Protestants were sure the defeat showed
God was on their side. Queen Elizabeth
became very popular with her people.

Philip accepted the disaster of his
Armada as God's will. He said to
Medina-Sidonia: "I sent you out to war
with men, not with the wind and waves".
Spain was shocked, but not beaten. The
war went on. The Spanish helped some
Irish Catholics to fight the English.
English ships still attacked Spanish ships.
In 1596 and 1597 Armadas were
launched again, but they were driven

back by storms. Elizabeth spent a fortune

on the defence of England. England
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survived as an independent, Protestant,
country. But neither Philip nor Elizabeth
ever tried to reach a compromise. Peace
came in 1604, when both king and queen
had died.

The other country to benefit from
the Spanish defeat was Holland. The
Dutch revolt against Spanish rule went
on, with occasional truces and English
help. Philip in fact lost Holland by the
end of his reign, although he never
admitted it; he still kept the southern part
of the Netherlands in his Empire. Holland
finally became a separate country in
1648.

Portugal began a revolt in 1640,
and finally became independent from the

Spanish Empire in 1668.




Philip's wars against England and
other countries had made him spend big
sums of money with little result, and the
Spanish people suffered. By the end of
Philip's reign, farmers produced less
food; traders and artisans had to pay
heavy taxes. In spite of these serious
economic effects, Spain still had one of
the most powerful armies in Europe.
Spain was one of the most important

countries in Europe, and it kept its
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European Empire until the Eighteenth
century.

In the Seventeenth century, both
the English and the Dutch began to set up

" colonies in America and Asia. Spain

hanged on to master Central and South
America. The English managed to
establish settlers in parts of America that
the Spanish had ignored, and the English
and the Dutch would develop a

successful empire in the East Indies.
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NAME: DATE:
COURSE: AGE:
SCHOOL: BIRTHDAY:

QUESTION I

1.1. On the basis of the account you have read, do you think the defeat of the
Armada was an important event in history?

1. 2. In what ways (if any) is it important?

1.3. In what ways (if any) is it not important?
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NAME: DATE:
COURSE: AGE:
SCHOOL.: BIRTHDAY:

QUESTION 2

Two historians give these different interpretations of the events of the Armada:

A B

If any one year marks the division | The Armada's defeat was a military
between triumphant Spain and | failure, but not the beginning of the
defeated, disillusioned Spain, that year | decline of Spain. The fear of Spanish
is 1588 (the year of the Armada). power in England would last well
into the Seventeenth century.

2. 1. What reasons do you think historian A could give for saying this?

2. 2. What reasons do you think historian B could give for saying this?

2. 3. How is it possible in history to have such different interpretations of the same
thing?
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Read the following stories:
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STORY 1

After the Armada's defeat in 1588, a
secretary of king Philip said: "We
have lost our reputation as invincible
warriors". But Philip still sent new
Armadas, although they did not
succeed because of storms.

The war costed a lot, and state debts
increased in both England and Spain.
In spite of the economic difficulties,
Spain had one of the most powerful
armies in Europe.

The Dutch Protestant revolt against
Spain went on until 1648, when
Holland finally became a separate
country. Protestantism kept on being
the favoured religion in England, but
the Spanish helped some English
Catholics in their attempts to take
over England.

The defeat of the Armada’ did not
prevent Philip II to be the most
powerful king in the Christian world.

In the Seventeenth century, Spanish
economy decline because there were
cycles of bad weather which caused
crops to fail; besides, plague spread
and population decreased. Because of
these problems, and due to the huge
size of the Empire, Spain had trouble
in defending its colonies in America
and Asia, attacked by the Dutch and
the English. Portugal became
independent from the Spanish Empire
in 1668.

In the Seventeenth century, both the
English and the Dutch began to set
colonies in America and Asia. The
English managed to establish settlers
in parts of America that the Spanish
had ignored.

Spain kept its European Empire until
the Eighteenth century, and hung on
to master Central and South America
and islands in the Pacific.

STORY 2

After the Armada's defeat in 1588,
there was tremendous celebration in
England. The English thought God
was on their side; they said: "God
blew and they were scattered". The
war went on. English ships still
attacked Spanish ships and new
Armadas were launched by Spain, but
these were driven back by storms.
Queen Elizabeth decided to spend
more money in the building of new
fleets.

England survived as an independent,
Protestant, country. The Catholics
could not take over England. Holland
also benefited from the defeat of
1588; the Dutch Protestants
prospered; Holland became an
independent country in 1648.

The defeat of the Armada was a
decisive set back to Philip II and the
Spanish Empire. It was the beginning
of the Empire's decline. In the

Seventeenth century, Spain gradually -

became weaker.

In the Seventeenth century, the
English established settlers in
Virginia (North America) and set up
colonies in India. English sailors
thought they could make money
easily by trading with those countries.

Spain lost its European Empire in
1713, and most of the American
colonies in 1810-1830. The Spanish
defeat of Trafalgar (1805) showed
England's superiority at sea.

At the end of the Eighteenth century,
England was the pioneer of the
industrial revolution, whereas Spain's
economy developed much later.

By 1850, Britain was the most
advanced industrial country and had
the most powerful navy. By the end
of the Nineteenth century, Britain had
a big Empire and Spain had none.
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UESTION 1

Some historians think that the Spanish Armada's defeat was really important;

others think it wasn't. What do you think? Was it important or not? Explain why it

mattered or why it did not matter.

QUESTION 2

Does the Spanish Armada's defeat matter the same in both stories (Story 1 and

Story 2)?
Choose one answer (YES or NO)

YES: If it you think it does matter the same, explain how.

NO: If it you think it doesn't matter the same, explain why not.




300

QUESTION 3

What makes things important in history?
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THE SPANISH ARMADA
* In 1588, King Philip II of Spain sent an Armada (which is the Spanish word for a fleet of
armed ships) to invade England. England’s queen was Elizabeth I.

o

Philip II of Spain Elizabeth I of England

* Most people in Europe were Christians but they were divided between Catholics and Protestants.
The Protestants had broken away from the Pope, who was the head of the Catholic church. Philip
IT was the most powerful ruler in the Western world; he was Catholic. Elizabeth I was Protestant.
People in England were afraid of Philip; they thought he wanted to force England to be Catholic.
They also wanted to trade with America, whereas the Spanish and Portuguese thought that only
themselves had the right to buy and sell things there.

e The Spanish Empire was huge; since 1580, Portugal and its colonies were also ruled by Philip II
(see maps). To keep the Empire together, Philip II had to fight many wars in Europe and at sea.
English ships attacked Spanish merchant ships and ports in America. Holland, which belonged to
the Spanish Empire, had become Protestant and rebelled against Philip. England had sent armies
to back up the Dutch in their struggle.

* The Armada was the largest fleet that the English had seen. It had to join a Spanish army on the
Dutch coast, before sailing to England. But English ships, weapons and tactics prevented the
Armada from joining that army. Bad weather did not help the Spanish either. The Spanish
Armada was scattered. The Spanish could not invade England.
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THE SPANISH ARMADA
MAPS

1. The Spanish Empire and Portugal.

% M Portugal and its colonies @

2. The Spanish Empire in Europe and the route of the Spanish armada.
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STORY 1
Chapter 1

Before the sending of the Spanish Armada,
Elizabeth feared the power of Philip. He could
help the English Catholics who did not want
her as Queen. Elizabeth was determined to keep
England Pro-testant and independent from
Philip. She sent armies to help Dutch
Protestants in their struggle against Spain.

Philip wanted to avoid religious divisions to
keep his Empire together and tried to stop any
foreign interference in his countries. In 1588,
Philip decided to send an Armada to invade
England, but he did not succeed.

Chapter 2

After the Armada's defeat in 1588, the Spanish
said: "We have lost our reputation as invincible

warriors". Philip lost some of his subjects’

confidence.

Queen Elizabeth became more popular in
England. The English thought God was on their
side; they said: "God blew and they were
scattered”. Philip still sent new Armadas,
although they did not succeed because of
storms. Elizabeth decided then to spend more
money on new fleets.

Although England continued to be an
independent, Protestant, country, the defeat of
the Armada did not prevent Philip IT from being
the most powerful king in the Western world.

The Dutch revolt against Spain continued. It
actually went on until 1648, when Holland
finally became a separate country.

Chapter 3

In the Seventeenth century, the English and
also the Dutch continued to attack Spanish
colonies in America and Asia.

Different uprisings happened in areas of Spain
itself. They were backed up by other countries,
such as France or England. The size of the
Spanish Empire made it hard to keep it
together. Even so, Portugal was the only part of
the Spanish Empire (apart from Holland) to
become independent from Spain before 1700.

During this same period of one hundred years
or so, the English managed to establish settlers
in North America, mainly in parts that the
Spanish had ignored.

In 1700, Spain still controlled more land in
Western Europe than any other country, and
still had the biggest Empire in America and the
Pacific.

STORY 2
Chapter 1

Before the sending of the Spanish Armada,
Elizabeth feared the power of Philip. Holland
belonged to the Spanish Empire, so the Spanish
controlled some of the seas round English
shores. Elizabeth wanted to prevent this.

Philip had to face English attacks on his
merchant ships and a revolt in Holland, backed
up by the English. In 1588, he sent an Armada
to invade England, but he did not succeed.

Chapter 2

After the Armada's defeat in 1588, the war
between Spain and England went on. English
ships still attacked Spanish mer-chant ships.

England continued to be an independent
country. Holland also benefited from the defeat
of 1588; Spain accepted that Holland was no
longer part of the Spanish Empire; Holland .
became an independent country sixty years
later.

The defeat of the Armada was a decisive
setback to Philip II and the Spanish Empire. It
was the beginning of the Empire’s decline. In
the hundred years that followed, the Spanish
economy gradually became weaker.

The war cost a lot, and state debts increased
both in England and Spain. In spite of these
economic problems, Spain had one of the most
powerful armies until 1800.

Chapter 3

In the Seventeenth century, the English
established settlers in North America and in
India.

During the Eighteenth century, Britain gained
control of the world's sea routes by defeating
Spain and France in a series of wars, such as in
Trafalgar (1805). Spain lost most of its
European Empire in 1713, and most of its
American colonies in 1830.

From the 1800s, the invention and use of new
machines allowed Britain to be the first country
in selling industrial goods to the rest of the
world. By the end of the Nineteenth century,
Britain had a big Empire. Most of its countries
became independent by 1950.

Though the Spanish economy developed much
later, nowadays both England and Spain are
two well-off countries within the European
Union, and today more people throughout the
world speak Spanish than any other language
except English and Chinese.
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QUESTION 1

Some historians think that the Spanish Armada's defeat was really important; others
think it wasn't. What do you think? Was it important or not? Explain why it
mattered or why it did not matter.

QUESTION 2

Does the Spanish Armada's defeat matter the same in both stories (Story 1 and Story
2)?

Choose one answer (YES or NO)
YES: If you think it does matter the same, explain how.
NO: If you think it doesn't matter the same, explain why not.
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QUESTION 3

What makes things important in history, generally speaking?
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QUESTION 4

- Story 1 says that ""'the defeat of the Armada did not prevent Philip II from being the
most powerful king in the Western world"'.

- Story 2 says that ""the defeat of the Armada was a decisive setback to Philip II and
the Spanish Empire'.

Does this mean

(2) no one knows because we weren't there?
(b) we haven't got enough information to find out?

(c) historians usually take sides?
_(d) the sentences answer different questions?

(e) historians just think differently from each other?

00000 O

(f) one of the stories must be wrong?

Which of the sentences (a) to (f) is nearest to how you think?

Choose one sentence and tick the box next to it.

QUESTION 5
Explain why you thought that was the best sentence (a-f).

QUESTION 6

If the sentence you chose (a-f) is not exactly what you think, explain what you really
think.
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QUESTION 7
Read again the two statements you read before:

- Story 1 says that ""the defeat of the Armada did not prevent Philip IT from being the
most powerful king in the Western world''.

- Story 2 says that '"the defeat of the Armada was a decisive setback to Philip II and
the Spanish Empire''.

How could you decide which is best?
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Some things that happen seem to make a big difference to what happens next, but it's not

always easy to decide.

What difference did the defeat of the Armada make?

QUESTION 8

8.0. Look at the following dates and read the sentences in the boxes.

8.1. Decide which of those sentences have some relation with the Armada's defeat

and tick the box next to them.

8.2. Decide which of those sentences have NO relation with the Armada's defeat and

cross the box next to them.

TIME —&

=
| Defeat of the Armada- 1588 | Defeat of the Armads - 1588
1588 ~1590
1 Philip lost some of his subjects’ 4 Elizabeth decided to invest
confidence. more in fleets.
P Elizabeth became more 5 Holland survived as a
popular in England. Protestant country.
‘Wheat harvest in areas of
3 English Protestants' morale rose. 6 .
Spain failed.
—
TIME >
Defeat of the Armada - 1588 Defeat of the Armada - 1588
1668 1713
Portugal became independent
1 s ) £ . 12 Spain lost its European Empire.
from the Spanish Empire.
TIME —% -
Defeat of the Armada - 1588 Defeat of the Armada - 1588
\?/ \\?/
1830 ~1850
15 The Spanish American colonies 16 Britain sold industrial goods
became independent. all over the world.
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REMEMBER:

You may think that the defeat of the Armada made a difference to more than one thing at
once. If so, tick more than one box.

But don't tick a box next to a thing if the defeat of the Armada didn't make a difference to
that thing.

>
Defeat of the Armada - 1588 Defeat of the Armada - 1588 j
~1600 ~1650
7 The English established settlers in 9 Spanish economy declined.
North America..
3 State debts increased in England 10 Holland became independent.
and Spain.
>
Defeat of the Anmada - 1588 Defeat of the Armada - 1588 —I
\.)/ \?/
~1750-1800 1805
Invention and use of new The Spanish navy is defeated by
13 14 sy
machines in Britain. the English in Trafalgar.
4>
{ Defeat of the Armada - 1588 [ Defeat of the Armada - 1588 “
1898 1947
Spain lost Cuba, Puerto Rico and 18 India became independent from the
17 Philippines in a war with the USA. British Empire.
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QUESTION 9

Three different historians wrote the following accounts:

A

Philip II' s contemporaries admired the Spanish ability to gather (for the

Armada) such a big army and fleet. In spite of the Armada's defeat, Philip still

was the most powerful king in the Western world.

B

The Armada's defeat was the greatest disaster of the reign. After that, Spanish

~people lost confidence in their king; it led the government to borrow more
money and to raise taxes; and it stopped the Spanish finishing off the Dutch
rebellion.

C

After the Armada's defeat, England built up a strong navy and it came to

depend more and more on a kind of trade which involved long-distance sea
journeys. From 1588 onwards, England would begin to send settlers across
the Atlantic to America; England made more effective the defence of the seas

round its shores; and it started to oppose to any one power getting control of

Europe.

9.1. Do you think the three accounts agree about the importance of the Spanish
Armada's defeat? Circle YES or NO and explain your answer.

YES/NO




313

(If you circled 'NO' in 9.1, answer 9.2.)

9.2. Why do you think the accounts disagree about what is important?

THANK YOU VERY MUCH FOR YOUR COOPERATION!
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ALEXANDER THE GREAT
(356-323 BC)

Alexander and the king of Persia in the battle of Issus

e Alexander was the son of Philip, the
king of Macedonia (North of Greece).
Alexander was twenty years old when
he himself became king of Macedonia.
He was taught by a very famous Greek
philosopher called Aristotle. He had
already the reputation of being a great
warrior. Once Alexander had all the
Greek states under control, he began a
military campaign against the Persian
Empire, to enlarge his kingdom.

e Alexander invaded Asia Minor (which
belonged to Persia) in the year 334 BC.
In the next eleven years, he won
victory after victory, reaching as far as
India (river Indus), where his army
refused to go farther East (see maps).
Alexander, who became known as "the W it Sy
Great", died of fever in Babylon in the Alexander, king of Macedonia and
year 323 BC. Congqueror of the Persian Empire
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ALEXANDER THE GREAT
MAPS

Indus River

INDIA
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STORY 1
Chapter 1

The Greeks feared the Persians, who had
been powerful enemies for a long time.

Alexander became king of Macedonia (in
the north of Greece) when his father was
killed. He took over his father's plans to rule
Greece and invade Persia. Thanks to his
father's reforms, Alexander had a well
trained army and efficient weapons.

Alexander's military success was due to his
skill as a general, and to the loyalty he
inspired in his troops. He shared his soldiers'
dangers and was injured many times in
battle.

Chapter 2

On his advance throughout the Persian
Empire, Alexander appointed Persians, not
just Greeks and Macedonians, as leaders and
generals.

He built more than seventy new towns.
They were built partly to provide a base for
governing and defending the area round
about them.

Alexander tried to adopt the local habits of
the peoples he conquered, to gain their
loyalty. But Macedonian generals often
resented the fact that Alexander considered
all races in his empire as equals. Besides, the
Greeks thought their culture was superior to
that of the Macedonians or the Persians.

Chapter 3

Alexander was called 'great' because of his
military genius. But his ideal of an empire
based on Greek culture and racial equality
was never achieved.

After his death, when he was only thirty -
two years old, Alexander's generals fought
between them and his empire fell apart.

Most of the towns Alexander built quickly
fell into ruins after his death. The kingdoms
which succeeded Alexander dominated the
Greek speaking world, but not for very long.
Two hundred years later they were invaded
by Rome, which would become a big empire.

STORY 2
Chapter 1

The Greeks feared the Persians, who had
been powerful enemies for a long time.

When Alexander became king of
Macedonia (in the north of Greece), he
decided to invade Persia. He had a well
trained army and efficient weapons.

Alexander’s campaigns were not just of
conquest; he also wanted to explore new
lands. From the beginning of his expeditions,
he took with him experts in history, science
and geography.

Chapter 2

In his march towards the East, Alexander
founded more than seventy towns, most of
them with his name. Each town had around
ten thousand people from different races.
The city of Alexandria in Egypt still bears
his name today.

Alexander opened up new trade routes from
the West to the East. He introduced a single
silver coin to enable merchants to buy and
sell goods anywhere in his empire.

Chapter 3

He was only thirty-two years old when he
died, but after him the world opened out; it
seemed to people a much bigger place, in the
way it did later on after the discovery of
America.

The towns Alexander built were one of his
longest-lasting achievements. These towns
helped spread Greek ideas and ways of living
into all the lands he ruled over.

In Roman times, Julius Caesar, Augustus
and other Roman emperors visited
Alexander's tomb in Alexandria (Egypt), to
pay tribute to him.

For the next fifteen hundred years, many
people wrote about the life of Alexander, not
only in Europe, but in Persia and India as
well. Even much nearer our own times, in
the Nineteenth century, the French emperor
Napoleon used to read about Alexander's life
to learn from his example.
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QUESTION 1

Some historians think that what Alexander did was really important; others think it
was not. What do you think? Was it important or not? Explain why it mattered or
why it did not matter.

QUESTION 2

Does what Alexander did matter the same in both stories (Story 1 and Story 2)?

Choose one answer (YES or NO).
YES: If you think it does matter the same, explain how.
NO: If you think it doesn't matter the same, explain why not.
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QUESTION 3

- Story 1 says that ""Most of the towns Alexander built quickly fell into ruins after
his death'.

- Story 2 says that "The towns Alexander built were one of his longest-lasting

achievements"'.

Does this mean

(a) no one knows because we weren't there?

(b) we haven't got enough information to find out?
(c) historians usually take sides?

(d) the sentences answer different questions?

(e) historians just think differently from each other?

DUoO000Oo

(f) one of the stories must be wrong?

Which of the sentences (a) to (f) is nearest to how you think?
Choose one sentence and tick the box next to it.

QUESTION 4

Explain why you thought the sentence you chose (a-f) was the best sentence.

UESTION 5

If the sentence you chose (a-f) is not exactly what you think, explain what you really
think.




321

QUESTION 6

Read again the two statements you read before:

- Story 1 says that "Most of the towns Alexander built quickly fell into ruins after
his death".

- Story 2 says that "The towns Alexander built were one of his longest-lasting

achievements''.

How could you decide which is best?
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Sometimes it is easy to decide why something is important in history, but it is not always

the case. Can you tell the best reasons to explain why Alexander's campaigns were

important ?

- Read the following sentences (a-h).

- Decide which of those sentences are good to explain why Alexander's campaigns were

important and tick the box next to them.

- Decide which of those sentences are not so good to explain why Alexander's campaigns

were important and cross the box next to them.

What Alexander did was /wasn't so important because

Q

oo OO0 U OO0

. (a) new lands were explored, so far unknown by the Greeks and

Macedonians?

(b) most of the towns he built bore his name?

(c) many people learned from his example, even hundreds of years

later?

(d) the towns he built helped spread Greek ideas and language

throughout his empire?

(e) he was injured many times in battle?

(f) the world opened out, in the way it did later on after the discovery of

America?

(g) he was a very skilful general?

(h) he considered all races in his empire as equals?
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QUESTION 8
- Is there one best sentence (a-h) to explain why what Alexander did was important?
Circle YES or NO and give your answer only in one of the following paragraphs.
- If you circled YES, explain why in the "YES' paragraph.
- If you circled NO, explain why in the 'NO' paragraph.
- YES/NO

YES: Say which one is the best sentence (a-h) and explain your answer.

NQO: Say why there is no one best sentence (a-h) to explain why what Alexander did
was important.
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QUESTION 9

Put the sentences (a-h) in order of importance. If you think sentence (a) is the main reason
why Alexander's campaigns were important, put a 1 in the box next to it; then put a 2 next

to the next important reason, a 3 for the next, and so on.

If you think two or more sentences hold the same importance, put the same number in the

box next to it.
What Alexander did was/wasn't so important because

| (a) new lands were explored, so far unknown by the Greeks and

Macedonians?
(b) most of the towns he built bore his name?

(c) many people learned from his example, even hundreds of years later?

(d) the towns he built helped spread Greek ideas and language throughout
his empire?

(e) he was injured many times in battle?

(f) the world opened out, in the way it did later on after the discovery of
America?

(g) he was a very skilful general?

0o 00 0O00

(h) he considered all races in his empire as equals?

ONCE AGAIN, THANK YOU VERY MUCH FOR YOUR COOPERATION!!
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Levels of progression:

individual consistency across tasks and questions

TABLE L.

Individual degree of consistency (% of agreement) across TASKS (SA and AG) by year-

group within levels of progression in types of significance in Questions 1 and 2

QUESTION 1
Yr8 Yr10 Yr12
En Sp En Sp En Sp
N 14 12 11 12 14 7
SA/AG
% 58.3 50.0 | 458 50.0 | 58.3 291
En (n=24) Total En (n=72): 31 (43%)
Sp (n=24) Total Sp (n=72): 31 (43%)
QUESTION 2
Yr8 Yr10 Yr12
En Sp En Sp En Sp
N 14 11 10 13 11 10
SA/AG
% 583 458 | 416 541 458 416
En (n=24) Total En (n=72): 35 (48.6%)

Sp (n=24)

Total Sp (n=72): 34 (47.2%)




TABLE II.

Individual degree of consistency across QUESTIONS (Q1 and Q2) in each task-set (SA

and AG) by year group within levels of progression in types of significance

THE SPANISH ARMADA
Question1 Yr 8 Yr10 Yr12
Question2 En Sp En Sp En Sp
N 9 15 12 7 10 9
SA
% 37.5 625 | 50.0 29.1 416 37.5
En (n=24) Total En (n=72): 31 (43.0%)
Sp (n=24) Total Sp (n=72): 31 (43.0%)
ALEXANDER THE GREAT
Question1 Yr8 Yr10 Yri2
Question2 En Sp En Sp En Sp
N 14 10 8 10 11 10
AG
% 583 416 | 33.3 416 | 458 416
En (n=24) Total En (n=72): 31 (43.0%)
Sp (n=24) Total Sp (n=72): 30 (41.6%)
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