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Introduction
Over 500 students sat this examination and it was pleasing to see some high quality
answers, demonstrating good understanding of the key concepts and themes, supported
by accurate detail. It was clear that many students had practised answers to questions
set in previous papers and good examination technique allowed students to make effective
use of their knowledge. Unfortunately there were also some knowledgeable students
who repeated their prepared answers or who wrote about the topic but did not shape that
material into an answer for this specific question. Inevitably this report will focus more on
problems that were identified, and areas that should be addressed in teaching, than on the
truly impressive answers that were seen. However, it should be noted that a number of
examiners commented that they had seen individual answers that were of A Level standard
in the precision of knowledge and the quality of analysis and argument.
Unit 1 is a Study in Development and therefore students need a good overview of
chronology together with an understanding of change and continuity in the key themes.
However, they also need a good sense of context for each of the core periods and should
be able to explain concepts such as causation, consequence, significance and the role of
various factors. Students were knowledgeable on familiar topics such as the Battle of
Agincourt, Oliver Cromwell, Florence Nightingale and the Western Front but sometimes did
not recognise that the question being asked was not the one they had prepared in class.
They sometimes struggled on other, less high profile, topics such as daily life in the army,
recruitment, training and discipline. It is important in this unit for them to know each
period in depth; but also to develop a thematic understanding of change and continuity
in the key themes identified in the specification, for example to understand that the
government in the sixteenth century was very different from that in the nineteenth century.
Students should realise that the stimulus material is merely offered as a prompt; they do
not have to use it. The stimulus material may take the form of prose, a visual stimulus or
bullet points; and it may act as a spring board for comparison, a suggestion of key themes
or events, or a reminder to cover both sides of an issue. Although many students use the
stimulus material to help them structure their answers, there are always excellent answers
which make little use of the stimulus; while answers which merely repeat the stimulus
material without developing it will gain no marks. It is possible to gain full marks by
developing the points arising in the stimulus material but students should not rely on the
stimulus material as providing all they need. They must be able to explain the significance
of the details offered in the stimulus material and will normally need to add additional
contextual detail. There is a big difference between stating that something is an example
of change, or that something was important or effective, and demonstrating it through a
detailed explanation supported by relevant and accurate details.
Students should realise that when questions are set, there will not normally be any overlap
of material and therefore they will not normally benefit from attempting to use the stimulus
material for one question in their answer to another. Students who attempted to do so
sometimes failed to score any marks because they had not recognised the different timeframes or the different themes in the questions. However, it should also be noted that the
specification explicitly states that the Extension Studies may draw on material from the
core.
It was very pleasing to see evidence of planning in these longer answers and some well
structured essays. However, a number of students begin their answer with an introduction
which basically repeats the question (‘In this essay I shall be looking at ..’) . If teachers
wish to encourage their students to do this in order to focus on the question, that is
understandable, but it does not contribute to the mark and, especially if time is short, it
could be omitted.
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Examiners reported few blank pages or unfinished answers where students were clearly
running out of time and it was clear that a number of students ‘worked backwards’ and
answered the longest question (5 or 6) first, leaving the 4-mark question 1 until the end.
Students should be reminded of the need to express themselves clearly, in accurate and
grammatical English. Textspeak, colloquialisms and errors such as “he done it” or “this
would of mean't” can mean that the answer is unclear but can also affect marks in the
final question, where Quality of Written Communication is assessed, and will also affect the
allocation of specific marks for spelling, punctuation and grammar in future examinations.
There has also been a noticeable trend in the past few years of a deterioration in
handwriting. Students now rarely write at length and at speed apart from in examinations
and would perhaps benefit from more practice. Examiners work hard to decipher poor
handwriting but it is difficult to keep a sense of the overall analysis being offered when
having constantly to pause.
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Question 1
In a large proportion of the scripts where extra paper was used, the paper was taken for
question 1 yet this very rarely had an effect on the mark. It is possible to gain the full 4
marks in a relatively short answer so in some cases the examiner did not need to read the
material on the extra page. In other cases, the student offered detail from own knowledge
which could not be rewarded, meaning that some lengthy answers scored only 2 marks or
even less. While this does not have much impact on the overall mark, it often has a major
impact on the time available to complete the longer, more heavily weighted questions.
All that is required in this question is one inference about change, based on the sources
being used in combination. Students are not expected to make separate inferences
from each source or to explain why this change happened – they just need to identify it
and provide a clear reference to each source. There are no marks here for discussion of
continuity or for source evaluation.
However, students should be explicit about the nature of the change identified; simply
stating that there has been a ‘massive’ change or that the sources showed a change in
attitude is not making the inference about change clear. Saying that the sources are
different (Source A suggests .. whereas in Source B … ) is not quite the same as explaining
what change has occurred. Similarly, using Source B to show that change has occurred
without any reference to Source A often leaves the examiner wondering if such implicit
understanding can be rewarded at Level 2.
A number of answers begin with a description of the sources before identifying the change,
but the best answers begin with the inference of change and then highlight the details in
the sources which led to that inference. In these answers students were usually explicit
about the use of each source to make an inference: for example ‘The comment in Source
B about no-one having seen the commander before ..’. There is no need to copy out long
quotations: a reference to the source detail or two or three words in quotation marks would
be sufficient to show how the inference has been drawn from the two sources.
However, the majority of students have been well prepared for this question and scored
the full four marks. The most common inferences were that the relationship between the
commander and his men was initially close; or that soldiers would feel he identified with
them because he fought amongst them /took the same risks but the relationship became
more remote; or they did not even recognise him because he did not come among them /
they had not seen him before / he was a tactician at the rear rather than a fighter.
Answers which went into detail on the Battle of Agincourt or the Western Front, or about
recruitment, the structure of the army or the nature of warfare, were not based on the
sources and failed to answer the question.
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Examiner Comments

The answer makes very clear use of the sources to draw
inferences about changes in relationship between the
commander and the soldiers.

Examiner Tip

The best answers state the inference about change at
the start and then provide support from the sources to
show how that inference has been made.
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Examiner Comments

This does not focus on the relationship between the commander
and the men. Also there is only one reference to the sources.
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Question 2
Answers to this question were very mixed in quality. Students should recognise the
emphasis in the question stem and also the specific focus in the alternatives provided. The
role of cavalry is a key element in the changing nature of warfare, and both the Battle of
Naseby and the Crimean War are case studies in this specification, yet there were a number
of answers which were extremely vague and lacked any sense of context.
Naseby was by far the more popular option although many students simply provided a
narrative of the battle. Even when the role of cavalry was emphasised the focus of the
answer was not always on how effectively cavalry was used. For Level 3 there needed to be
some consideration of what was the purpose of using cavalry or what role cavalry played in
the overall battle strategy.
Nevertheless, some answers were excellent, providing an assessment of the effectiveness of
both the royalist and the parliamentarian cavalry. It was also interesting to see how many
answers pointed out that dragoons are mounted infantry rather than cavalry – clearly some
students were extremely well taught and keen to display their specialist knowledge.
The option of the Charge of the Light Brigade was much less popular and some students had
little to say but others wrote with great precision, about not just the event itself but the role
of cavalry in battles where heavy artillery was deployed. They were often keen to explain
that some cavalry did in fact reach the end of the North Valley, or to place the charge into
the overall context of the battle.
It was noticeable that many Level 3 answers were shorter than Level 2 ones because
they were focused, whereas Level 2 answers frequently produced answers which were
basically ‘all I know about cavalry / this battle’. A few students attempted to cover both
options and then compare them; this usually resulted in superficial coverage and a lack
of focus. A more common problem was the answer where generalised detail or a lack of
contextualisation did not make it clear which option had been chosen.
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Examiner Comments

This is very clear about how cavalry was used in the Charge of
the Light Brigade, and why this was ineffective despite the fact
that they reached the Russians.
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Examiner Comments

This is a very thorough analysis of the use of cavalry in the
Battle of Naseby. The evaluation is shown in phrases like 'What
Cromwell did next was crucial in the roundheads winning the
battle' and the conclusion is also very focused on the question.
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Examiner Comments

This is a descriptive answer - it tells the story of the use of
cavalry in the Battle of Naseby but there is little evaluation of
how effectively it was used.

Examiner Tip

Keep referring back to the question - make sure you
are answering it and not just writing everything you
know about the topic.
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Question 3
This question was slightly more popular than question 4 but a number of students failed
to focus on daily life and wrote about weapons and warfare, which was not relevant here.
Other answers wrote about daily life in the trenches on the Western Front which was outside
the period in the question.
Some students clearly tried to use knowledge gained from previous papers and
described the provisioning of a medieval army (SAMs 1) or the recruiting process (June
2011). However, they usually gave an in-depth account of the situation at one point in
time and missed the fact that the focus of this question was on change, and therefore this
information by itself could not score highly. Some students used the stimulus material as
a springboard and their answers focused on using the details to make a contrast between
1450 and 1850. Although this is a valid approach, it was often descriptive, or at best was
based on comparison of two ‘bookends’ rather than an analysis of on-going change. Such
answers also tended not to recognise the emphasis in the question command term, ‘In what
ways’, which requires an analysis of change. They identified changes that had taken place
but did not comment on their nature or the extent / scale of change that had occurred. This
is a key concept in this unit and candidates need to anticipate that such questions will be
set. Many answers declared that a ‘massive’ or ‘dramatic’ change had taken place which
they failed to substantiate.
The stimulus material identified three areas (transport, uniforms and discipline) and many
students were able to show good knowledge of change in these areas, identifying the
use of steamships and railways, standardised uniform and aspects of discipline within a
professional army, or Cardwell’s reforms as key stages in change. A number of students
also wrote about changes in accommodation and provisioning. Another aspect which
was frequently covered (although not strictly daily life), was care of the injured. Here
candidates were very knowledgeable about the work of Paré and Florence Nightingale, but
they could not always explain what change was being identified.
Some answers with excellent knowledge remained at Level 2 because they were basically
descriptive and did not discuss change or did not focus on daily life.
Answers were generally very strong on daily life in medieval armies and could make
some comments about change, especially in the shift to Cromwell’s New Model Army and
conditions in the Crimean War. However, too many answers described the situation in
medieval armies, and then said it changed, but could not explain the nature of the change
or substantiate the comment with examples from a later period. It was interesting how few
made comments about daily life during the eighteenth century or at the time of Waterloo.
Discipline was also an area of weakness – few mentioned the use of drills and punishments
or Cardwell’s reforms.
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Examiner Comments

This covers change in a range of areas. Good details from
across the whole period are used to show change in transport,
training and equipment.
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Examiner Comments

This answer describes the situation c1350 and shows some
changes in the composition of the army c1450, then identifies
some changes that happened by 1900. There is some use of
relevant information to support the comments but the changes
are not explained thoroughly.
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Examiner Comments

This answer mainly describes the situation c1350; there is very
little about change and it is not supported with relevant detail.

Examiner Tip

Remember to support your comments with specific
details.

GCSE History 5HB01 1C

23

Question 4
Just over half of the cohort chose to answer this question on changes in warfare since 1900.
Many students made comments about limited / unlimited or total warfare and also about
asymmetrical warfare, although these terms tended to be defined but not really linked to
the analysis. The answers usually covered the First and Second World Wars but a pleasing
number also mentioned the Falklands, the Gulf War and the Afghan War. A number also
brought in knowledge from other units and referred to the German army, nuclear war, the
Cold War and the US war in Vietnam. While these are valid examples of changes in warfare,
it should be remembered that this is a British history unit.
A few focused their answers on changes in warfare before and after 1914. Although
examiners looked for ways to credit such answers, the detail was often a comparison of
medieval, or at best seventeenth century, warfare with the First World War and made no
reference to warfare in the nineteenth century. In other cases, students attempted to
use the stimulus material in question 3 and did not appreciate that it was irrelevant for a
question on the nature of warfare.
The majority of answers focused on changes in weaponry, with some extremely technical
answers giving details of different guns, bombs and missiles, but also looking at the
impact these weapons had on the way war was fought, moving from the armies being at
close quarters, to remote bombing raids, and then computer guided technology. A large
number also looked at the changing involvement of civilians. This covered both the way
that civilians became acceptable targets and the way that the ‘Home Front’ contributed to
the war effort. Fewer answers considered the changing methods of recruitment and the
character of the army but a number made interesting comments about the ‘war on terror’.
Students answering this question were more likely than those answering question 3 to
cover the full span of the timescale. However, answers were often unbalanced, with a
heavy emphasis on the situation during the First World War. The change from the world
wars to the more limited wars in the second half of the century, or the failure to use nuclear
weapons after 1945, were often interpreted by students as deliberate choices not to target
civilians or not to use superior power after the total warfare of the First and Second World
Wars because this would be seen as ‘unfair’. There were also attempts to identify a trend
showing that the length of wars increased during the century – this was not a valid theory,
but again students often gave the impression that agreements were drawn up during the
twentieth century to define the style of future wars.
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Examiner Comments

This response shows how the nature of warfare changed as a result of the use
of tanks and planes; how the involvement of civilians became important; and
describes changes in tactics.
It uses examples from the First and Second World Wars but also the Gulf War,
meaning that it covers the whole period in the question.
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Examiner Comments

There are good details being used here to support the comment
about changing weaponry, but the point about the length of
wars is not really a valid change in the nature of warfare.
The final comment about recruitment and conscription is not
developed.

Examiner Tip

Notice how the lack of paragraphs means that this
answer loses any sense of being well thought out and
structured.
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Examiner Comments

This answer takes a chronological approach and shows how,
as a result of new weapons, warfare changed from total war to
Blitzkrieg, to nuclear war, to asymmetric war.
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Question 5
Question 5 was the less popular choice, with just over 200 students choosing to answer it.
Knowledge was often very good with precise details about Harold’s forced march after the
Battle of Stamford Bridge; the fact that some of his army was weakened through injury or
because part of the fyrd went home to get in the harvest; the strength of Harold’s position
on the hill; the role of the house-carls and the shield wall; the composition of the armies;
the different weapons; the tactics used; William rallying his troops; the feigned retreat and
Harold’s death.
It was also impressive to see how many answers were structured rather than simply
a narrative. These were often organised around concepts such as William’s strengths,
Harold’s weaknesses, tactics, or factors such as leadership or luck. Examples included
the role of luck for William in that his delay in sailing ended by putting Harold at a
disadvantage; William's leadership or skill as a tactician; the feigned retreat which broke the
shield wall; and the importance of the archers.
Unfortunately a number of students confused Hastings with Agincourt, Naseby or Waterloo.
These answers made reference to archers being placed in trees, ‘galling’ the French, and
cavalry hiding behind a hedge / ridge or chasing the baggage train.

Question 5 (b)
The Roman period is generally well known and this led some students to digress into
descriptions of the Roman army, weapons and tactics. Nevertheless, many could offer
precise details about the recruitment of Roman soldiers – the physical requirements, the
pay, the period of service, the pension and so on, although limited use was made of the
bullet point about auxiliary troops. There was also good knowledge about the way a feudal
army was recruited, including the mention of scutage (although some thought this was
a form of payment made to soldiers), and the fact that Henry V’s army contained many
mercenaries.
Students were less confident on training. They could often describe training in the Roman
army to perform set piece tactics but they were unsure about training in a feudal army. Yet
a number of answers did explain that mercenaries were trained professionals, that feudal
armies might train in small groups but not as a whole, and that both knights and archers
only became skilled after years of practice.
The best answers could identify a range of similarities and differences in both recruitment
and training. For example both armies recruited on the basis of nationality and had
sections of skilled professionals, but the Romans had physical requirements whereas the
feudal army was recruited on the basis of land ownership. The Romans constantly drilled
as a whole in set tactics, while training in Henry V’s army tended to take place individually
before the army was raised. The point was also made that the Roman army was a standing
army, whereas the medieval army was raised for a specific campaign and a limited time.
An interesting comparison was made sometimes between the ‘foreign’ element of Roman
auxiliaries and mercenaries. Some students tried to compare the size of the armies and
asserted that the Roman army was much bigger than Henry V’s, forgetting that only a
limited number would be stationed in any one place.
Answers were often unbalanced, focusing on recruitment more than training, or emphasising
differences, although there were many well structured answers that developed a clear line
of argument. Even in cases where the student lacked the precise knowledge to support the
answer, there was often the recognition that both sides of the issue should be considered,
showing that good examination technique is being taught.
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Examiner Comments

This is a detailed and well organised answer.
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Examiner Comments

This answer has some very good detail used to weigh up
similarities and differences in both recruitment and training in
order to reach a judgement.

Examiner Tip

If you are asked to reach a judgement, make sure you
look at both sides of the issue.
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Examiner Comments

This has some very good detail but it is mainly a description
of the Roman army followed by one of Henry V's army. The
comparison is mainly implicit; it is only at the end that
this explicitly answers the question and makes comparisons.
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Question 6
Question 6 was more popular, with just over 300 answers to this question.
Candidates responded to this question in two ways – both of them valid. Some discussed
specific examples of different types of recruitment propaganda: Kitchener’s poster (often
referred to as Haig), the ‘Women of Britain say ‘Go!’’ poster, the ‘Daddy, what did you do
in the war?’ poster, and the images of Germans mistreating civilians or wounded soldiers.
Other answers focused on the themes that could be identified: duty and patriotism, the
need to protect loved ones, the shame of cowardice, and the moral obligation to fight evil.
There were also some answers which looked at the groups being targeted by propaganda –
the young men, the wives, groups of friends.
Generally answers were well explained but remained focused on posters. There was little
mention of newspaper reports, rallies or newsreels but there were a few anachronisms – the
television and radio did not play a role in recruitment propaganda at this point! There were
also some answers which strayed from the question and explained why propaganda was
necessary, how effective it was or why conscription was introduced.

Question 6 (b)
The causes of the English civil war seem to be well known. Students had excellent
knowledge of the situation, identifying the economic issues, the religious issues and the
political issues which led to conflict between Charles I and Parliament. Where the answer
was structured thematically, many students then reached Level 4 as they showed how these
themes interacted or discussed their relative importance. An alternative approach was to
show the cumulative effect of events throughout the reign – the restricted grant of customs'
duties, religious tensions and Archbishop Laud, the eleven year tyranny / personal rule, ship
money, the war with Scotland, the Grand Remonstrance and the attempt to arrest the five
MPs.   Some students also included the Petition of Right, John Hampden, and the execution
of Strafford.
Answers remained at Level 2 if they simply told the story; at Level 3 they needed to show
how each factor / event created tension between Charles and Parliament. Students seemed
particularly confident when explaining ship money or the significance of the war against
Scotland. Although they knew about the religious issues, these were less well handled, with
many suggesting that Charles’ marriage to Henrietta Maria took place part way through
his reign, and claiming it exacerbated existing tensions over beliefs and the appearance
of churches. Students tend to assume that all MPs were Puritan and therefore resented
Charles’ religious policies.
Divine Right was often well explained but students do not always realise that many people
at this time, including some MPs, accepted this view. They misunderstand the relationship
between monarch and Parliament and tend to see Charles’ ‘arrogance’ and his extravagance
as justification for Parliament’s actions. Apart from the extension of ship money to inland
towns, Charles was not claiming new powers and nor was he trying to reduce Parliament’s
right to be involved in government; he was simply trying to continue ruling in the tradition
of the Tudors and his father at a time when society was changing. Meanwhile Parliament
had no official role in government at this time beyond raising taxes and enacting new laws;
consequently actions such as restricting the customs' duties or trying to control his choice
of ministers could be seen as MPs exceeding their authority. On the whole, Parliament
actually wanted to negotiate with the king to reflect their expectations of a different role in
government in the light of changes in society. Although there was a growing ‘middle class’
who wanted more representation, Parliament in no way advocated democracy or religious
toleration, yet students tend to see the conflict in very black and white terms, with Charles
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trying to create new tyrannical powers for himself and Parliament protecting an established
democratic tradition.

Examiner Comments

This identifies several examples of propaganda posters and
explains the themes that they used and how they would have
led men to volunteer for the armed forces.
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Examiner Comments

There is good knowledge of detail here but also very
good understanding of the context. The answer is clearly
structured with a line of argument that shows the interaction
between the various causes, especially the religious issues
of the 1630s being exacerbated by economic issues:'Perhaps
the biggest point of disagreement .. from which most other
arguments stemmed' and 'The tension between the two sides
escalated'.
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Examiner Comments

This has good knowledge and does identify some of the
causes of the Civil War but it lacks organisation. The lack of
paragraphs means that individual points are not presented
clearly and, although part of the answer is chronological, other
points seem rather random.
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Paper Summary
Students should be reminded that it is the quality of the answer, not its length, which
determines the level and mark. While it is tempting to pour forth everything that has
been learned, 5 minutes spent analysing the question and planning a structured answer,
can move a Level 2 answer full of description, to Level 3 or Level 4 focused analysis and
argument.
Many examiners commented on answers which started well and then strayed from the focus
of the question. If students do not use a plan, they need to check the question regularly
and ensure they are still answering that specific question and not simply writing about the
topic. Too many potentially good answers, from knowledgeable students, only returned to
the question at the end. In many cases there was the sudden realisation that the answer
had gone beyond the stated timescale, or had missed the focus of the question, and a hasty
additional paragraph or the use of asterisks brought the answer back on track and allowed
the answer to reach the top level. However, it could not get high marks within that level
because there was not a sustained analysis.
Students generally find it easier to talk about change than about continuity, but teachers
should ensure that students are familiar with the key themes of the specification and have
some sense of the broad sweep of development throughout the whole period.
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Grade Boundaries
Grade boundaries for this, and all other papers, can be found on the website on this link:
http://www.edexcel.com/iwantto/Pages/grade-boundaries.aspx
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