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ABSTRACT 

It is argued that history education, particularly in primary school settings, is an 

under researched area of the curriculum in Australia. A widely agreed aim of 

history teaching is to prepare students for an active civic life and the results of 

this research suggest that teachers use history teaching as a way to build a 

collective or community identity for students. 

Qualitative research methodology was employed for its adaptability and the 

strong tradition of its use in the history education research community. Teachers 

from the Circular Head Federation of State Primary Schools were invited into 

individual , semi structured interviews whilst completing a photo sorting activity 

of potential local history learning sites. The use of photos as symbolic forms of 

representation is seen as a powerful way to engage meaning making by 

participants. Grounded theory was employed for analysis of the views expressed. 

One view noted as important is the transmission of 'Our Story', to create a 

collective/ community identity. 'Our Story' is created by favouring local and 

dominant voices in the historical record. It is argued that history teaching which 

does not include multiple perspectives and global identities narrows students' 

ability to create a meaningful sense of collective/ community identity within the 

realities of modern pluralistic society. 

Within the context of national curriculum transition, this study provides an 

opportunity for the history education community to understand the views primary 

level teachers in one local school federation hold about history teaching and how 

history curriculum is enacted in the primary classroom. 

IV 



ACKNOWLEDGMENTS 

I would like to acknowledge the encouragement and guidance shown to me by a 

number of people throughout my research. 

First, I would like to thank the three participants who volunteered their time to 

participate in my study. Without your interest this project would not have 

proceeded. I appreciate your views and collegiality, thank you. 

I would like to thank my students and fellow staff at the Cradle Coast Campus of 

the University of Tasmania and my students and colleagues within the 

Department of Education, especially those at my school site and within the 

Circular Head Federation of State Primary Schools. Your interest and 

encouragement is greatly appreciated. 

I would like to thank Professor John Williamson and Dr Tim Moss for their 

encouragement and advice during the early stages of my research project. Thank 

you to Dr David Moltow who provided advice regarding my ethics application. 

Your time and interest is greatly appreciated. Thank you to Mr Robert 

Ceperkovic for his time in helping me proofread and edit my work. This made 

the final stages of my study run smoothly. 

To my wider family and friends, your understanding, interest and support have 

been wonderful. Thank you . 

My supervisor, Dr Robbie Johnston, has been a source of knowledge, wisdom 

and patience. I am extremely grateful to Robbie's ongoing and unwavering 

support of my research, from the very earliest stages until the final product. I 

have learnt so much, thank you. 

To Dave, Julia and Philippa. Thank you for your love and support, without which 

this would not have been possible. 

V 



DECLARATION 

PERMISSION TO COPY 

ABSTRACT 

ACKNOWLEDGMENTS 

CHAPTER 1 

Introduction 

TABLE OF CONTENTS 

Introduction and Significance of the Research 

Research questions 

National Context - History Curriculum Evolution 

Research Context 

Role of the Researcher, a Traveller 

Significance of the Research and Limitations 

Overview of the Study 

CHAPTER2 

Literature Review 

Introduction 

Purpose of History Education 

History Education 

The discipline of history and the role of inquiry 

Conceptual framework 

II 

iii 

iv 

V 

1 

2 

3 

6 

6 

7 

8 

8 

8 

9 

9 

10 

VI 



Culture and identity as concepts connected to 

historical education 

Historical significance as a concept in historical 

education 

History and civics and citizenship education 

History Teaching Pedagogy and Enacted Curriculum 

Effective history pedagogy 

Pedagogical limitations 

Conclusion 

CHAPTER3 

Methodology 

Introduction 

Theoretical Perspective and Methodological Approach 

Strategies for data gathering and data analysis 

Data gathering 

Semi-structured interviews 

Choice of photos 

Document reviews and analyses and personal 

reflection 

Grounded Theory 

Data Analysis 

Ethical Considerations 

11 

11 

12 

14 

15 

16 

18 

19 

19 

19 

22 

22 

23 

24 

26 

28 

28 

29 

Vil 



CHAPTER4 

Results 32 

Introduction 32 

Introducing the Participants: Three Cameos 33 

Kelly 33 

Tara 34 

Arny 36 

Categories From the Data 37 

Our story 37 

Effective history teaching is contextualised 37 

Personal history allows us to know history 38 

Our history is our story 39 

Teaching logistics 41 

Conceptual understandings 42 

Developmental growth and historical understandings 45 

Conclusion 46 

CHAPTERS 

Discussion 

Introduction 

Views of History Teaching 

Views stated 

Other issues: the silences 

Building Collective or Community Identity 

47 

47 

47 

48 

50 

52 

VIII 



CHAPTER6 

Conclusions 

Role of the Researcher, a Travel ler 

The Findings 

Future Research 

References 

Appendices 

A Letter to Principals 

B Information sheet for participants 

C Ethics approval 

D Department of Education approva l 

E Photos 

F Interview Schedu le 

G Core category table 

57 

57 

58 

60 

61 

76 

76 

78 

81 

83 

84 

90 

91 

IX 



TABLE 

I. Circular Head Historical Locations Photo Collection 26 

X 



Chapter 1: introduction 

Chapter 1 

Introduction 

Introduction and Significance of the Research 

The aim of th is research was to investigate primary school teachers' views about 

teaching history in their classrooms and what they see as significant for this 

teaching. The teaching of history is considered to be under-researched, 

particularly in relation to the higher status curriculum areas of English, Maths 

and Science (Taylor, 2000). Clark (2008b) addressed this concern with an 

Australia wide study investigating the teaching of history at the secondary level 

and has suggested there is a need for qualitative research into history teaching in 

the early years of schooling. 

These studies have been the impetus for this research project, with its focus on 

one specific district, a small regional federation of state schools in North West 

Tasmania. I have conducted the study as a teacher living and working in this 

district. It is considered that teachers have a legitimate role to play in the research 

process (Gould, 2008) and in conducting studies in the role of teacher researcher 

(Paul, 1980). In this research I have worked to take on this dual role. This study 

is qualitative and has focused on history teaching from teacher perspectives. The 

research has explored the following research questions. 

Research questions 

I. What views do teachers in a North West Tasmanian 'cluster' of schools 

have about the teaching of history at the primary level? 

2. What do these teachers see as significant for the history learning of the 

children they teach and why? 



Chapter 1: Introduction 

This small scale study is qualitative and focuses on one location with a small 

number of participants. 

National Context - History Curriculum Evolution 

The content of history and history learning has been hotly debated in Australia as 

well as other Western democracies, such as the United Kingdom and the United 

States, especially over the past 20 to 30 years as national history curriculums 

have been introduced (Cooper, 2006; Crabtree, 1989a; Crabtree, 1989b; Dawson, 

2009; Nash, Crabtree & Dunn, 2000). These public and academic contests have 

become widely associated with the 'history wars' and have involved heated 

conversations about the content and structure of the curriculum in Australia 

(Bateman & Harris, 2008; Sheridan, 2007; Taylor, 2000), at the community level 

as well as more broadly. 

The debates have been highly political , all the more so given the partial take-up 

of the previous Studies of Society and Environment (SOSE) curriculum 

(Australian Education Council, 1994). In most jurisdictions SOSE incorporated 

history. Exceptions to this occurred in New South Wales and Catholic and 

Independent schools, where history continued to be treated as a distinct subject 

(Taylor, 2000; Taylor & Clark, 2006). 

Various forces and experiences led to the creation of the Australian Curriculum 

- History (Australian Curriculum, Assessment & Reporting Authority) 

[ACARA, 2011 ]. Since 2007 the Australian Curriculum - History (ACARA, 

2011) has gone from imagination to a published document, under the auspices of 

two bodies, initially the National Curriculum Board (NCB) and now ACARA. 

This evolution has engendered its own debates, ensuring the Australian history 

curriculum landscape is currently a very dynamic 'conversation' (Ferrari, 2010; 

Harris-Hart, 201 O; Henderson, 2009; Henderson, 20 IO; HT AA, 20 IO; Marsh, 

201 O; Reynolds, 20 IO; Wilson, 2008). Despite this ongoing negotiation 

Australian schooling now has an Australian Curriculum - History (ACARA, 
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Chapter 1: Introduction 

2011 ). This curriculum will no doubt be reviewed and superseded in coming 

years. 

Like the UK and US experiences of national history curriculum implementation 

(Nash et al., 2000), Australia appears to be going from an extremely 

decentralised education system to a highly prescribed, centralised teaching and 

learning environment. Some have argued that the newly developed Australian 

Curriculum - History (AC ARA, 201 I) puts at risk the relationship of history and 

SOSE, thus furthering the debates within this already contested area (Ferrari, 

2007; Lang, 2007; Marsh, 201 O; Taylor, 2007; Reynolds, 2007; "School 

curriculum", 2007; Tudball, 2007). These tuss les from various stakeholders and 

interest groups are not surprising, given the nature of the curriculum. Curriculum 

is fixed in the social, political and economic structures of society (Brady & 

Kennedy, 2003) so its stakeholders are many and varied, hence curriculum is 

actively constructed and dynamic (Brady & Kennedy, 2003; Grundy, 1994; 

O'Neill, 2004). Therefore, curriculum is not neutral and is often contested, 

especially so in relation to history curriculum (Taylor, 2000; Taylor, 20 IO; Clark, 

2008b). 

The result is that curriculum, particularly history education, will continue to 

evolve (Reynolds, 2012). Additionally, within the Australian Curriculum 

(ACARA, 2011) framework, the history curriculum incorporates other 

dimensions such as Civics and Citizenship Education, Sustainability and 

Indigenous perspectives. Despite this curriculum fluidity, two things remain 

constant, judgements and choices about curriculum inclusions must be made, "a ll 

within a view of what students need, and what will serve them and their society 

best" (Gilbert, 1996 cited in Johnston, 2003, p. 73). 

Research Context 

The context of this study is the rural and regional setting of Circular Head. The 

municipality of Circular Head has approximately 8000 residents (Australian 

Bureau of Statistics [ABS], 2006). The Circular Head region encompasses a 

diverse range of landscapes: from the rugged West Coast known as the 'Edge of 
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Chapter I: Introduction 

the World ' (Circular Head Council, n.d.) to coastal strips including one on which 

the popular tourism township, Stanley is based (including the ancient geological 

formation called the Nut) to rivers including the Black and Duck Rivers which 

cut the landscape of farming land used for crops, dairy and beef cattle. The 

southern border of the region is the temperate rainforest known as the Tarkine. 

The Circular Head community uses these coastal and rural settings to support 

both large and small business operations, rural/fishing industries and tourism 

services (Circular Head Council , 2006). Notably, Circular Head contains more 

than thirty percent of Tasmania' s dairy farms, one of Australia's largest wind 

farms and the nation ' s only Baseline Air Pollution Station at Cape Grim 

(Circular Head Council , n.d.). 

The modern day Circular Head is influenced by its history of Aboriginal 

occupation and European contact history. Prior to European invasion evidence 

exists of NW Tasmanian Aboriginal occupation of up to 22, 000 - 23, 000 years 

and eight tribes with possibly 400 to 500 members (McFarlane, 2008). 

McFarlane (2008) details active resistance by Aborigines to European invasion. 

The arrival of the Van Diemen 's Land Company in 1826 into North West 

Tasmania, for the purposes of breeding sheep, is noted as the beginning of the 

end of Aboriginal tribes occupying the company' s original land grant 

(McFarlane, 2008). Additionally, the ' Friendly Mission ' into the North West by 

George Augustus Robinson in the 1830s saw "the removal of remaining 

Aboriginal inhabitants from their tribal lands to permanent exile on Flinders 

Island" (Mcfarlane, 2008, p. xiii). Despite this history of dispossession, the 

Circular Head Aboriginal community continues with the Circular Head 

Aboriginal Corporation existing to empower the Aboriginal community of 

Circular Head through culture, trust, spirit, land and future (Circular Head 

Aboriginal Corporation, n.d.). 

The mid nineteenth century saw Circular Head being opened to independent 

farmers who established mixed farms based on regular rainfall , a cool temperate 

climate and fertile basalt soils (Circular Head Council , 2006). The two 

townships, Stanley and later Smithton have been the administrative and 
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Chapter 1: Introduction 

commercial centres for the region since this time. The district has active arts and 

sporting groups supported by state government regional programs. 

The local economy has been impacted upon by recent global trends including the 

Global Financial Crisis and is currently undergoing change with increased 

investment in the dairy industry and transitioning of the Forestry Industry under 

the Tasmanian Forests Intergovernmental Agreement (August, 2011 ). It has also 

seen improvements to education access with the planned establishment of the 

Agritas Trade College in Smithton funded by the Tasmanian Forests 

Intergovernmental Agreement, fibre optic broadband (National Broadband 

Network) accessibility in Smithton (Circular Head Council , n.d.) and the 

expansion of the Cradle Coast Campus of the University of Tasmania 

approximately an hour away from Circular Head. 

This study invited participants from each of the five state primary schools within 

the 'Circular Head Federation of State Primary Schools'. This federation 

operates within the 'Northwest Learning Services ' schools district of Tasmania. 

The Northwest Learning Services district of Tasmania encompasses state run 

schools on the West and Northwest coast of Tasmania, including the major 

population centres of Devon port and Burnie. The 'Circular Head Federation of 

State Primary Schools ' centres on the township of Smithton and includes 

Smithton Primary School, Forest Primary School, Edith Creek Primary School, 

Redpa Primary School and Stanley Primary School. There are approximately five 

hundred students and fifty teachers in this federation of schools, ranging from 

enrolments of over two hundred to less than fifty. 

Educational oppo11unity for those living in regional locations may be 

marginalised in comparison to those living more centrally to larger urban/ city 

centres (Brady & Kennedy, 2003). For example, in rural Tasmania, which 

experiences geographical isolation, this marginalisation extends to relative 

economic unce11ainty which means that families value education as a means for a 

getting a job (Abbott-Chapman, 200 I). It is argued that the different educational 

needs and experiences of students and teachers in geographically isolated regions 

must be recognised, catered for and valued (Brady & Kennedy, 2003). 
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Chapter 1: Introduction 

Role of the Researcher, a Traveller 

I am a midcareer primary level teacher who has worked in both school and 

university environments. I am a colleague of the three teachers interviewed for 

this study. The inclusion of my personal reflection as a data gathering technique 

is one way of revealing my close relationship with the context in which the study 

has proceeded. It has also allowed me to settle my role as the researcher. This has 

been a struggle for me throughout the research process and as I note later, a long 

summer vacation break was needed for me to distance myself from the context 

and be able to undertake the data analysis successfully. K vale ( 1996) has 

provided a helpful metaphor in allowing me to identify the role I have 

undertaken during this research. The metaphor is that of the 'traveller' where 

"the constructive nature of knowledge (is) created through the interactions of 

partners in the interview conversation" (Kvale, 1996, p. 11 ). The resulting goal 

of my travels is that "the journey may not only lead to new knowledge; the 

traveller might change as well" (Kvale, 1996, p. 4). I address the role of my 

personal reflection and the ethical considerations of my position as the researcher 

in more detail in Chapter Three, the methodology. I also address the outcome of 

my journey, as the traveller, in Chapter Six, the conclusions. 

Significance of the Research and Limitations 

The value of conducting history education research into the early years of 

schooling in Australia is acknowledged as a worthwhile area of investigation 

(Clark 2008b; Taylor, 2000). Although international history education studies, 

especially in the United States, have focused upon the primary years this has not 

been the case in Australia. History education research in Australia has focused 

upon the secondary level at locations on the mainland. This study has provided 

an opporiunity to add to this growing body ofresearch evidence by conducting a 

study in Tasmania and at the primary level. Limitations of this study include its 

size and focus on one geographical location, hence its results are not 

generalizable (Cohen, Manion & Morrison, 2007). In addition, the research was 

conducted within the usual time constraints of postgraduate research. For these 
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Chapter 1: Introduction 

reasons, this study could be seen as a pilot for a wider project, which could also 

include the views of children (Clark, 2008b). 

Overview of the Study 

This chapter has introduced the study briefly, it included the background and 

significance of the research, research questions, the background socio cultural 

factors influencing history education, curriculum development and the Circular 

Head school/ community context. It has introduced my role as the researcher, 

including my role as a teacher in the community where the research was 

conducted. It has also touched on the role of history teaching in primary schools, 

indicating the importance and relevance of this study. 

Chapter Two reviews the literature in relation to research into history teaching in 

primary schools and its connection to curriculum issues and ideas of historical 

significance and citizenship are investigated. The third chapter describes the 

methodology employed in this study, including the theoretical perspective, 

methodological approach, data gathering and data analysis techniques. It also 

includes justification of the research approach and research methods chosen and 

ethical considerations. Chapter Four details the results from the investigation. 

These are presented in relation to the results from interviews conducted with the 

three participants. The fifth chapter discusses the results in relation to each of the 

research questions previously identified including reference to the literature 

identified in Chapter Two. The discussion addresses the views of history 

teaching and the teaching standpoint of those interviewed for the study, the 

concept of 'identity building' revealed in the results, and previews strategies for 

the strengthening of identity. The final chapter details conclusions based on the 

findings of the study, including signalling possibilities for the strengthening of 

individual and community identity through historical inquiry. It also identifies 

possibilities for future research. 
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Chapter 2 

Literature Review 

Introduction 

In this chapter, I review history education literature, with the aim of fonnulating 

the specific focus for this research study: teachers ' views of history teaching in 

their classrooms and what they see as significant for the history learning of the 

children they teach. Initially, I discuss the purpose of history and history 

education and in the following sections focus on history as a discipline, historical 

concepts, including historical significance, and history teaching pedagogy. 

Although curriculum contests and debates are an undercurrent in the history 

education literature, this political backdrop will be put aside for a focus on 

history teaching more directly. History education is underpinned by three main 

ideas: its purpose, the discipline of historical inquiry and the conceptual 

framework of history (including culture and identity and historical significance). 

These themes, and their relevance to this study, are discussed in the following 

sections. These underpinning themes lead into the section dealing with history 

teaching pedagogy which explores the possibilities and limitations of history 

teaching pedagogies. 

Purpose of History Education 

The purpose of history education is closely linked with the purpose of the 

discipline of history itself. History is seen as a core cultural practice that is 

important for building identity whether as individuals or as a nation (Kingston, 

1988; Macintyre, 2004; Stearns, Sexias & Wineburg, 2000). Hence, one purpose 

of history is to create national identity (Nash et al. , 2000), which Tosh ( 1991) 

describes as "national consciousness" (p. 3). It is not a simple process to arrive at 

a shared agreement about national identity and according to Kingston ( 1988) 

history may become a study of power and control. In Western liberal 
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Chapter 2: Literature Review 

industrialised democracies power and control are supposedly negotiated. Such 

negotiations require pluralistic views to be taken into account (Nash et al., 2000). 

Therefore, it appears, the ultimate purpose of history is to nation build by 

encouraging civic values and problem solving, which are both at the centre of the 

reason for schooling. It is not surprising, therefore, that a generally agreed aim of 

history teaching and learning is to prepare students for an active civic life as 

citizens in a pluralistic democracy (Barton & Levstik, 2004, 2008; Brett, 2005; 

Claire, 2004; Degenhardt & McKay, 1988; Henderson, 20 IO; James, 2008; 

Kennedy, 2011; Reynolds, 2009; Taylor, 2000; Taylor & Young, 2003; Tudball, 

20 IO; Tudball & Gordon, 20 I I). 

The current curriculum blueprint, the Australian Curriculum - History 

(ACARA, 2011) reflects this described purpose of history education. The first 

listed aim of this curriculum (A CARA, 2011) is to ensure that students develop 

"interest in, and enjoyment of, historical study for lifelong learning and work, 

including their capacity and willingness to be informed and active citizens" (p. 

I). Hence, in curriculum documents civics and citizenship education and history 

are interconnected in terms of the aims of each (MCEETY A, 2006; National 

Curriculum Board, n.d,; Tasmanian Department of Education, 2007). These 

connections are a theme in the literature and discussed later in this literature 

review. History, the discipline which underpins the teaching of history in 

schools, is discussed in the next section. 

History Education 

The discipline of history and the role of inquiry. 

As a discipline history has a number of meanings (Hoepper, 2011 a; NCB, 2009 

cited in Reynolds, 2012): broadly it is argued that history can be seen as study of 

the past and as a disciplined process of inquiry. While history is "a form of 

remembrance and a form of contention" it is also a form of inquiry (Macintyre, 

2004, p. 15). The result of history inquiry is the creation of history therefore 

historians are not free to " invent" or "falsify" it (Macintyre, 2004, p. 29). In 

creating history from historical inquiry Macintyre (2003b) contends that 
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historians are expected to observe five standards: familiarity, comparative 

judgement, appreciation of the authority of historical sources, awareness of 

manifold truth and honesty (Macintyre, 2003b, p. 30). History also appears to be 

a creative discipline, encouraging the imagination (ACARA, 2011 ; Degenhardt 

& McKay, 1988). How this translates into the school environment as ' school 

history' is discussed in the next section. 

Conceptual framework. 

As with the discipline of history, the process of history teaching and learning is 

complex (Hoepper, 20 I la; Hart, 2011 ; Reynolds, 2012) . To manage the 

complexity of facilitating history learning it is argued that historical 

understandings can guide teachers and students. Historical understandings are 

seen to be closely linked with conceptual knowledge, essential for meaningful 

learning (Harris, 2011 ; Hoepper, 2006 cited in Reynolds, 2012). Historical 

' concepts ' encompass the idea that "History is about time, continuity, change, 

causation, motive and effects as they relate to human affairs" (Hoepper, 2006, 

cited in Reynolds, 2012, p. 153). 

History concepts are also explored in the Australian Curriculum. The third stated 

aim of the Australian Curriculum - History is that students develop 

"understanding and use of historical concepts, such as evidence, continuity and 

change, cause and effect, perspectives, empathy, significance and contestability" 

(A CARA, 2011, p. I). Continuity and change, cause and effect and significance, 

in the context of personal , family and local history, is emphasised in Foundation 

to Year 2 of the Australian Curriculum -History (ACARA, 2011 ). These 

concepts continue to be a focus for study in Years 3-6 "with the inclusion of 

content related to perspectives challenging the notion that the past is given and is 

unproblematic" (A CARA, 2011, p. 3). Australian teachers now have a new 

blueprint to guide their history teaching. Despite this, Johnston (2007) 

encourages us to take a critical eye to such blueprints and examine "their 

embedded discourses more openly with a view to their practical implementation" 

(p. 242). In relation to history teaching, Barton and Levstik (2003) argue that 

teachers should "have a deep and accurate understanding of how historical 
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knowledge is constructed, and they know how to represent this process to 

students" (p. 358). 

Culture and identity as concepts connected to historical education. 

Increasingly, in the contemporary globalised world the concept of 'culture ' is 

seen as a central construct in the field of social education (Cary, 20 I 1) and thus 

of history. This concept has been gaining attention from researchers (Fisher & 

Mazurkiewicz, 2011) and, likewise, identified as an oversight in the Australian 

Curriculum - History (Henderson, 2009). In some way addressing Henderson's 

(2009) concerns, the Australian Curriculum - History (A CARA, 2011) now lists 

'intercultural understanding' under the ' general capabilities' section of the 

curriculum stating "Students develop intercultural understanding as they learn to 

understand themselves in relation to others" (p. 8). 

Closely tied to the concept of culture is that of identity. Like culture, identity is 

also seen to have complex and varied meanings and is seen as the central 

experience of young people, hence it is not unproblematic (Gilbert, 2011). One 

reason for difficulty could be geographical isolation (Halsey, 2011) but 

according to Gilbert (2011) if individuals are to cope with the complexity of their 

identity formation they need to be empowered to understand it. Gilbert (2011) 

indicates history and civics citizenship education as a site for identity formation 

but warns against using them to promote cultural identity through symbols (such 

as patriotic rituals like pledges of allegiance) as it could lead to "unthinking 

commitment to abstractions rather than sensitivity to the needs of people" 

(Gil be 11, 2011, p. 295). Hence, culture, cultural understandings and identity 

formation appear to be important considerations for teachers when they are 

making decisions around the conceptual framework they choose to use in their 

history classrooms. 

Historical significance as a concept in historical education. 

This research study has focused upon historical significance as a concept 

supporting students developing historical understandings. Historical significance 
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is hard to define and its full potential for classrooms is not known (Phillips, 

2002). In defining historical significance, Levstik (2000) argues that historical 

significance is a cultural construct "transmitted to members of a society in a 

variety of ways" (p . 284) whereas Counsel! (2004) notes that historical 

significance is not the ' property' of an event or situation but is ascribed. As a 

result, historical significance is "relative and contingent .... shifting and 

problematic, rather than fixed" (Counsell, 2004, p. 32). 

Despite this lack of a clear definition, significance is considered a key concept in 

the structure of history as it "lies at the ve,y heart (of historical knowledge)" 

(Phillips, 2002, p. 14). As an example, recent debates in Australia have focused 

upon the significance placed upon Australian military history as a way of 

defining Australian nationhood (Lake, Reynolds, McKenna & Damousi , 2010). 

Over the past IO to 15 years increases in ANZAC Day attendance, particularly by 

young people, have been matched by increases in Australian military history 

focused materials sent to schools by the Federal Department of Veterans Affairs, 

at the expense of other Australian histories which have the potential for nation 

definition (Lake et al., 2010). This is a current example of how historical 

significance is connected with what is researched by historians and taught in 

classrooms. 

The challenge for educators is how to bring historical significance into the 

classroom and allow it to be a co-constructed activity. Both Phillips and Counsell 

detail ' schemata ' which can be used to help students independently assess the 

significance of an event or person. Building these schemata engages problem 

solving (Counsell , 2004) by students, encouraging control over their learning, 

hence making learning activities more relevant and meaningful to pupils 

(Phillips, 2002). 

History and civics and citizenship education. 

As indicated earlier, civics and citizenship and history curriculums are closely 

aligned (Tudball & Gordon, 2011; MCEETY A, 2006; National Curriculum 

Board, n.d ; Tasmanian Department of Education, 2007). In the literature, 
12 
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evidence of the links between these areas of history and civics and citizenship 

education is overwhelming. Various authors also encourage and champion the 

connections of history learning to civics and citizenship education (Barton & 

Levstik, 2004, 2008; Brett, 2005; Claire, 2004; Degenhardt & McKay, 1988). 

History and citizenship education are seen as natural allies (Brett, 2005 ; Claire, 

2004). Citizenship education is not seen to diminish history (Brett, 2005), 

conversely historical thinking supports the core citizenship education idea of 

' change action' , "further underlining the fundamental relevance of History in the 

Twenty First Century curriculum" (Brett, 2005 , p. 25). For example, Brett (2005) 

asserts that creating a proper sense of citizenship requires knowing about links 

between the past and present, so, for instance, pupils "broaden their experience 

of different peoples and cultures and appreciate the pluralist nature of' 

democratic societies (p. 12). 

To understand the role civics and citizenship education plays in history teaching 

and learning current definitions in the field are helpful. McLaughlin ( 1992, cited 

in Tudball & Gordon, 2011) argues that civics and citizenship education 

programs work to their maximum when individuals, or citizens, are conscious of 

themselves as members of a community that has a "shared democratic culture" 

involving freedoms, obligations, responsibilities, rights and a "sense of 

fraternity" (p . 407). This notion of a "shared democratic culture" (p . 407) appears 

to fit with the agreed purpose of history education noted earlier: that it is to 

prepare students for an active civic life. 

Examples of classroom practices encouraging citizenship development, hence 

democratic actions, include inquiries where students examine evidence, consider 

multiple perspectives and make conclusions negotiated with others (Barton & 

Levstik, 2004; Clendinnen, 2008; Degenhardt &McKay, 1988). This kind of 

approach encourages perspective recognition (Barton & Levstik, 2004) and 

critical engagement (James, 2008), moving students beyond simplistic notions of 

their nation's past (Clendinnen, 1999) to understand that "[critical engagement] 

is not only more honest but more interesting, and more likely to lead to the sort 

of higher order thinking citizens need to participate responsibly in the world 

around them" (James, 2008, p. 189). Critical engagement encourages students to 
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understand that history is not a set of fixed facts or final truths (Nash et al. , 2000) 

but leads to them understanding that they have a role in interpreting the historical 

record. By revealing the dynamic nature of history, students become aware that 

as individuals, "we ... can decide, first, what we make of them, then what we feel 

about them then what we should do about them" (Clendinnen, 1999, p. 17). This 

appears to be a much more empowering approach to understanding history and 

discovering the predisposition of active citizenship. 

Despite the possibilities of links between citizenship education and history, 

Henderson (2009) and Barton and Levstik (2008) warn us of potential pitfalls. 

Henderson (2009) is concerned about the diminished nature of civics and 

citizenship in the Australian Curriculum, even fearing it may not be taught at all. 

Batton & Levstik (2008) warn that educators should be "modest .... in claims 

about the portion of civic knowledge and attitudes that can be realistically 

attributed to history education as opposed to other influences" (p. 363). They 

argue there needs to be more extensive research to test assertions about history ' s 

benefits for citizenship as the, "current research suggests caution" (Batton & 

Levstik, 2008, p. 363). 

History Teaching Pedagogy and Enacted Curriculum 

The history education literature reviewed so far reveals a complex picture, all of 

which may influence the views of teachers. Other important influences on the 

views of teachers are pedagogy and curriculum. Pedagogy can be defined many 

ways but more recently by Teaching Australia (2008, cited in Marsh , 2011) as 

the "att and science of educating children, the strategies for using teacher 

professional knowledge, skills and abilities in order to foster good learning 

outcomes" (p. 83). 

Inextricably linked to pedagogy is curriculum. The pedagogical approach to 

curriculum (Grundy, 1994) indicates that curriculum construction is a social, 

political and cultural process (Brady & Kennedy, 2003; O'Neill, 2004). Marsh 

(2010) indicates one of these processes as the dissonance that may occur between 

the curriculum documents and what teachers enact in the classroom: "there is a 
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time lag and the possible slippage between the official curriculum documents and 

what teachers actually do" (p. 8). Other authors (Taylor, 2000; Clark 2008b) 

indicate what teachers bring to the classrooms and do in their classrooms (that is, 

the pedagogy they engage) has implications for history teaching and learning and 

student outcomes. Teachers are sometimes viewed with suspicion and seen to be 

potentially subversive by doing what they feel is best for their students while still 

meeting assessment requirements (Taylor & Young, 2003). James (2008) 

suggests that scholarship on teachers ' beliefs may foster an understanding of 

"the complex relationship between how teachers think about their work as 

teachers and their pedagogical enactments in the history classroom" (p. 174). 

Following sections will investigate both effective history pedagogies and 

pedagogies which are limited. The effective pedagogy section focuses upon the 

pedagogy of history with particular reference to pedagogical content knowledge. 

The limited pedagogies section considers research which indicates teachers are 

not empowered in their pedagogical content knowledge. 

Effective history pedagogy. 

History teaching pedagogy encourages disciplined processes of inquiry 

(A CARA, 2011) which mimics the activities undertaken by historians. As a 

result students attempt to question, interpret, discover patterns, engage a sense of 

historicity and debate the historical record (Levstik, 2000; Taylor & Young, 

2003). The aim is for students to learn ' through ' history rather than 'about ' 

history (Claire, 2004; Levstik, 2000). The ultimate goal is for students to think 

critically; hence this critical engagement is what makes history education so 

valuable (James, 2008; Reynolds, 2012). 

However, such teaching approaches must be mediated by teachers within their 

local context. This mediated action and interpretation on the part of teachers 

turns curriculum blueprints into enacted curriculum and shapes what takes place 

in the classroom. The key to these blueprints is Grundy's (1994) pedagogical 

view of the curriculum which provides a way to examine these blueprints and 

messages they convey (as opposed to a 'syllabus' or traditional view). Grundy 
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( 1994) suggests that curriculum is not a 'thing' but "a dynamic process" (p .33) 

with teachers having a large influence over its final shape (Brady & Kennedy, 

2003). 

Taking this process a step further is the synthesising of this curriculum 

construction by teachers with pedagogical knowledge, subject knowledge and 

knowledge of context. This process is termed pedagogical content knowledge 

(Schulman, 1986 cited in Marsh, 2011) as successful engagement of these 

processes allows teachers to respond to students productively (Marsh, 2011 ). 

Marsh (2011) argues that acquisition of pedagogical content knowledge requires 

"vigorous creative explorations" so teachers are ideally utilising effective 

teaching and learning styles which are challenging and exciting for students 

(Marsh, 2011, p. 83). As indicated earlier, inquiry learning strategies (Gilbert, 

20 I I; Marsh, 2011; Reynolds, 2012) are noted as one way effective history 

learning can occur in classrooms. 

Pedagogical limitations. 

There is evidence suggesting that within the complex and contested area of 

history teaching, teachers may play it safe and avoid difficult issues in the 

classroom. Research in the US indicates that teachers and pre-service teachers 

generally adhere to a history pedagogy that is ' safe ' leading to a narrow focus of 

uncontested views (Levstik, 2000; James, 2008). The result is multiple 

perspectives of the historical record are often ignored (Levstik, 2000). 

Additionally a discourse of 'protection ' (James, 2008) is defended through 

'developmentally appropriate practice ' (Hinde & Perry, 2007). Another 

discourse, that of 'coverage and control' (Levstik, 2000) also exists. 'Coverage 

and control' corresponds to teachers' lack of conceptual understanding of history 

and pedagogical content knowledge (Levstik, 2000). There have also been 

suggestions that curriculum as it is experienced by students is repetitive as a 

result of poor coordination of history blueprints, especially between the primary 

and secondary sectors (Clark, 2008b). Edwards & Flack (2002) found that Grade 

9 Victorian students did not hold the more complex, hierarchical levels of 
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thinking about history they had expected. It is argued that limitations may arise 

from teachers' lack of discipline knowledge. 

According to Taylor (20 I 0) primary teachers are generalists yet ' creative 

adaptors' (Taylor, 20 I 0) who have had limited exposure to historical 

understanding and content in their undergraduate courses. Literature from others 

supports this finding of limited professional history education as education 

faculties in universities around Australia are not ready to prepare history teachers 

capable of successfully implementing the new national courses (Harris-Hart, 

20 IO; Henderson, 20 IO; HTAA, 20 IO; Reynolds, 2009). The problems of history 

teaching, however, are thought to be complex. 

From the US, Ba1ion and Levstik (2004) argue for a socio-cultural perspective 

when researching history teachers' practice. Barton and Levstik (2004) argue that 

we need to move away from unproductive thinking that focuses upon teachers ' 

behaviour being seen as a result of individual cognition. Instead, Barton and 

Levstik (2004) believe research attention should " be directed not just toward the 

private ideas teachers are believed to ' possess' as individuals but toward the 

actions they engage in as members of social groups, as well as the socially 

situated purposes that guide those actions" (p. 252). Barton and Levstik (2004) 

indicate the act (thought or deed), the setting/scene, the agent/person, the agency 

(the means by which the act is carried out) and the purpose/motivation as the five 

aspects of human action which allows us to conduct a socio-cultural analysis. 

For example, Johnston (2007) indicates the influence of dominant curriculum 

discourses on the decisions pre-service teachers made when planning learning 

opportunities for children. According to Johnston (2007), history has been 

privileged over other facets of SOSE but in a way that sanitises history for the 

purposes of children's learning. Johnston (2007) argues that pre-service teachers 

need to be encouraged to interrogate these curriculum discourses if they are to be 

empowered to understand and avoid them. Barton and Levstik (2004) found it 

encouraging that even through activities during their research projects, hi story 

teachers reflected upon the epistemological basis of their history knowledge and 

appeared more confident and knowledgeable in returning to their history 
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teaching. Levstik (2000) conducted research into both historical significance and 

teachers ' views. As indicated in Chapter Three, I have drawn upon the 

methodology of this work in this small-scale study. 

Conclusion 

As indicated in Chapter One this literature review is backgrounded by the 

dynamic nature of history curriculum and the history wars. A key point from the 

literature is that the purpose of history education is to prepare citizens for our 

Western pluralistic liberal democracy. One aspect in this process is the creation 

of identity, at a community and individual level. Other aspects of this process 

are the skills and empathies created to encourage students to take a critical view 

of historical accounts and be willing to negotiate the meanings of these accounts 

with others. The literature indicates that these skills may develop the necessary 

predispositions young people need to live as active citizens engaged with the 

Australian polity. 

Not surprisingly the literature indicates that history teaching is complex and 

teachers need to engage with many facets of curriculum and teaching and 

learning, as well as the discipline of history such as conceptual understandings of 

history. This is matched with effective teaching pedagogies. It is argued that the 

success of any curriculum blueprint is only realised through the enactments in the 

classroom and these actions rely upon teachers. Research into teachers ' beliefs of 

history teaching indicates that teachers tend to hold limited conceptions of 

pedagogy. The implications of the literature reviewed for this study are explored 

in Chapter Five, the discussion and Chapter Six, the conclusions. The next 

chapter will introduce the methodology. 
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Introduction 

Chapter 3 

Methodology 

As indicated in Chapter One, my gradual awakening as a teacher of history in 

primary schools has corresponded with a desire to investigate history teaching 

from the primary teacher perspective. The research investigates the views of 

teachers about teaching history in their primary classrooms and what the 

participant teachers see as significant for the history learning of the children they 

teach. It is a qualitative study that investigates the views teachers convey as they 

take a short time to reflect in the process of a semi structured interview and the 

associated photo sorting activity. 

The context of this study is Circular Head, a rural and regional area of Tasmania 

in which teachers experience many and varied issues in terms of access and 

equity of oppo11unity for students. The research is based on analysis from the 

interviews and the associated photo activity conducted with three teacher 

colleagues drawn from an invitation to primary schools in Circular Head. 

Theoretical Perspective and Methodological Approach 

Previous recent research studies into Australian history teaching and Australian 

history teachers ' perceptions and experiences have taken a state or national 

perspective (Clark, 2008a, 2008b, 2008c, 2006; Edwards & Flack, 2002; Taylor, 

2000; Taylor & Young, 2003). These studies have been broad in their scope and 

have looked into students' views in more detail than teachers' views of history 

teaching and history curriculum development. In flagging the need for more 

fine-grained research, Clark (2008a) notes "We know what's in the syllabus 

documents and we know the scope of public debate (because it keeps breaking 

out all around us). But it's less clear how students and teachers relate to 
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Australian history" (Clark, 2008a, p.7). It could be argued that hearing from 

teachers is an important aspect of understanding history education. Teachers are 

stakeholders of curriculum and have a key role in enacting curriculum in their 

classrooms (Brady & Kennedy, 201 O; Grundy, 1994; O'Neill , 2004). For the 

purposes of this research, curriculum is taken to mean what Grundy refers to as 

the pedagogical view of curriculum which comprises the complex interplay of 

several components: the teacher, the students, the subject matter and the context 

in which are all situated (Grundy, 1994, pp. 30-32). Within this framework the 

research discussed in this chapter emphasises the teachers' views (Denscombe, 

2007) as a way of finding out more about history teaching in primary classrooms. 

Giving voice to the teachers who enact the curriculum (Brady & Kennedy, 20 IO; 

Grundy, 1994; Marsh, 201 O; O'Neill, 2004; Taylor, 2000) and analysing what 

they say about teaching history is one way of investigating this under-reported 

phenomenon. In this way, the research elevates teachers ' perspectives to give 

their voices credibility and respect (Denscombe, 2007). To honour the research 

process, and the views of the teachers I interviewed, I kept in mind Barton and 

Levstik's (2004) advice that a socio-cultural approach to researching history 

education problems would be more productive than focusing upon the individual 

cognition of the teachers. Hence, teachers' views are seen as an interplay 

between the actions they engage in as individuals in social groups and also the 

socially situated purposes that guide these actions (Barton & Levstik, 2004). For 

example, Grundy (1994 cited in O'Neill , 2004) points out that curriculum is 

framed within broader socio-cultural and political contexts and "relations of 

power that shape wider society" (p. 26). 

Ultimately, these teacher views and associated processes are subjective 

experiences where emphasis is placed upon the unique and individual case rather 

than "the general and universal" (Cohen et al. , 2007, p. 8). In this way the ' case' 

(Cohen et al.) is the social context these teachers find themselves in , namely the 

Circular Head community and the federation of primary schools they work 

within. The community and federation is the immediate frame within which these 

teachers build their views about history teaching in these primary schools. 

Hence, the theoretical perspective the study engages is qualitative (Burns, 2000). 

20 



Chapter 3: Methodology 

As Burns (2000) argues, this form of investigation recognises the importance of 

the "subjective, experiential ' lifeworld ' of human beings'' (p. 11) believing it will 

lead to "distinctive insights" (p. 11 ). 

Despite the benefits of qualitative research it is imporiant to recognise its limits. 

Qualitative research takes time and it may not meet conventional standards of 

reliability and validity (Burns, 2000; Patton, 1990). According to Burns (2000), 

qualitative research aims for reliability rather than replicability: "reliability in 

case studies is focused on dependability that the results make sense and are 

agreed on by all concerned" (p. 4 75). As a novice researcher, I took time to 

follow a rigorous approach to analysis, in consultation with my supervisor as a 

member of the research team. This level of veracity in the research may be 

achieved by triangulation; reporting of personal bias, maintaining detailed 

records of analysis such as records of each data analysis phase and memos of 

how the codes were established. This work of the research is considered to be a 

responsibility (Strauss and Corbin, 1994) and an act of making sense of the data 

(Denzin & Lincoln, 2005). The aim is to investigate the phenomena, " in terms of 

the meanings people bring to them" (Denzin & Lincoln, p. 3). Later in this 

chapter, I outline in more detail how the data was obtained and codes established 

for this research. I now turn to discuss issues of the methodological approach 

employed ( case study), triangulation and potential for bias in this research, 

notably through my role as a teacher, living and working in the same district as 

the participants. 

As a teacher researching teachers' views in the Circular Head context within 

which I work, I am closely implicated in the research. As the researcher, I set the 

parameters of the study by choosing the photos for discussion and establishing 

the interview schedule. I did this with reference to the literature as well as my 

own teaching. For this reason , I took particular care to ask the participants to 

comment on what they thought had been oversights in the photo collection. In 

researching what could be seen as a bounded system (Cohen et al. , 2007) of 

which I am a participant, I needed to keep in mind at all times the 

recommendations of Stake ( 1995) who argues that in completing a case study the 

researcher tries "hard to understand how the actors, the people being studied, see 

21 



Chapter 3: Methodology 

things" (p. 12). Stake argues this process requires patience and reflection from 

the researcher. To allow the space to approach the data without undue emotional 

involvement on my part, I conducted phases of analysis and interpretation during 

the long summer vacation and after I had taken time for a break from teaching. 

Although this case study is bounded in terms of the school administrative district 

and the school federation to which it belongs, geographically it is interconnected 

through shipping and other forms of communication. Technologically, digital 

media connects educators and students in unprecedented ways. 

It is important to note, that while this research meets the meaning of case study in 

that it relates to a bounded system, in other respects it does not fully meet the 

wide ranging triangulation recommended. This recommendation is that data is 

accessed from multiple sources such as interview data from those with different 

roles in schools and notes from observation (Cohen et al., 2007; Denscombe, 

2007). However, personal reflection and document analyses were employed in 

this study and their role in data triangulation are described below. In keeping 

with case study approaches, this research focuses on a paiticular context. 

According to Stake ( 1995), the real business of case study is "particularisation, 

not generalisation" (p. 7). Likewise, in working with three teacher participants 

and my own reflections I do not attempt to represent the research as generic; the 

research is particular to four teachers (of which I am one) at one point of time in 

one geographical location. 

Strategies for data gathering and data analysis. 

In completing the audit trail for this study I describe as precisely as possible the 

specific steps, procedures and decisions taken for this study (Kvale, 1996) during 

the data gathering and data analysis phases. 

Data gathering. 

This study adopted a sampling procedure that was both purposive and opportune 

(Burns, 2000). Teachers invited to volunteer for the study were from the five 

state primary schools within the 'Circular Head Federation of State Primary 
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Schools ' , Tasmania. Once formal ethics approvals had been granted a ' Letter to 

Principals' , ' Invitation to Participate ' and 'Consent Form ' were sent to each of 

the five principals of the respective schools. This was done to seek permission 

from the principals for the research project to proceed. A copy of' Letter to 

Principals ' is in Appendix A. 

Once this permission was granted principals were asked to introduce the study 

briefly in a staff meeting and to leave copies of the ' Invitation to Pa11icipate ' for 

staff to access. The 'Invitation to Participate ' informed staff to contact me to find 

out about the scope and time commitment of the study. From this process, three 

volunteers were forthcoming, Kelly, Tara and Amy (each of these pseudonyms 

was chosen by the respective participant). The three teachers were then formally 

invited into the study using the, ' Information Sheet for Participants ' (Appendix 

B). 

Data was gathered in the following manner: 

Personal reflection of the work I do in teaching history to children 

attending one of the schools within the Circular Head Federation of 

Primary Schools. 

Semi-structured interviews, one with each of three volunteer teachers 

Document reviews and analyses of the Tasmanian Curriculum - Society 

and History (Department of Education, Tasmania, 2007) and the 

Australian Curriculum - History (A CARA, 2011) as data sources, 

comparing and contrasting the emphases within these curriculum 

blueprints. 

Semi-structured interviews. 

To investigate the views of three participant teachers the following interview 

structure was used: 

I. I introduced the interview session by inviting the participant to respond to 

the prompt: ' Please tell me your views about teaching history with the 

primary school children you teach'. 
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2. I introduced the participant to the photo sorting activity (as adapted from 

Levstik, 2000) as a way of investigating their views and experiences more 

deeply in relation to history teaching sites in the Circular Head region . 

The choice of pictures reflects the ' topics ' of Australian history explored 

in Clark ' s 2008 (b) work, 'History' s Children ' . Please refer to Appendix 

E for the photos, captions and scripts for the obelisks for the photo sorting 

activity (adapted from Levstik, 2000) 

3. I concluded the interview by asking, ' What do you see as significant in 

the evolving history curriculum landscape? ' [In relation to the current 

Tasmanian Curriculum - Society and History (Department of Education , 

Tasmania, 2007) and the Australian Curriculum - History (ACARA, 

2011 )] 

This interview structure adapts Seidman's (2006) Three Way Interview approach 

as a way to seek teachers' views about the teaching of history in their primary 

classrooms from a group of teachers living and working in rural and regional 

North West Tasmania. Due to time constraints in this small study, the three 

sections of the interview process were incorporated into one interview sequence. 

The interviews were recorded, then transcribed for later analysis. The transcript 

of the interview was sent to the respective participant to check for accuracy. 

The ' Semi-structured Interview Questions ' (Appendix F) devised for this study 

are adapted from Levstik's (2000) interview schedule. Following Levstik ' s 

approach was seen as important to provide a framework to guide this research, 

and ultimately in answering its research questions. Interviews also encourage 

participants to use the various senses when responding to questions; they allow 

for spontaneity and responses to deep and complex issues (Cohen et al. , 2007). In 

short, interviews are seen as powerful tools for researchers (Cohen et al. , 2007). 

Choice of photos. 

Clark' s (2008b) Australia-wide study of secondary teachers, students and 

administrators and my own history teaching experiences in Circular Head were 

the source of inspiration for the choice of photos included in the research 
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instrument. Levstik' s (2000) study incorporated black and white photos that 

represented various eras of US history and a broad cross section of historical 

topics, from technological inventions to popular culture. In the context of this 

study, and its limited nature, it was seen as important to keep the focus on 

potential historical locations that are 'on hand ' in the Circular Head area, which 

may or may not have been accessed previously by the participants for teaching 

purposes. 

Keeping Clark's (2008b) broad ' themes ' in mind led to the inclusion of the 

various locations/ obelisks under the historical themes indicated in Table 1. In 

summary, the photo choices were inspired by a combination of reflection upon 

my own history teaching work within Circular Head, the visible dimensions of 

history in the Circular Head region , and the work of Levstik (2000) and Clark 

(2008b ). In addition, I included the topic, ' Industrial history' as it appeared to fit 

with the nature of knowing and understanding a local area and how it has 

evolved. 

Levstik and Barton (2008) argue that researchers should broaden historical 

investigations to include symbolic forms of representation, including chronology 

and visual text. The authors believe that visual images act as stimulus to 

encourage the viewer to bring prior knowledge to the study, encouraging 

meanings to evolve (Levstik & Barton, 2008). Levstik and Barton (2008) also 

argue that use of visual images allows for "associative thinking" (p. 114), 

encouraging more cognitive hooks to be activated as the viewer is actively 

searching for the social context which connects pieces of the image. Ultimately, 

Levstik and Barton (2008) suggest that "the interpretive nature of reading symbol 

systems and the socio-cultural nature of interpretation [is going] to provide 

insights into childrens ' [and adults ' ] representational schema regarding historical 

time and ... better ground those representations in particular contexts" (p. 114). 

25 



Chapter 3: Methodology 

Table 1 

Circular Head Historical Locations Photo Collection 

Historical Location in Circular Head 
theme 

Indigenous Site 7 - Marrawah 
History Site IO - Rocky Cape National Park 

Obelisk 2 - Suicide Bay Massacre 
Obelisk 5 - Capture of a Tasmanian Aboriginal family 

Local History Site I - Highfield House 
Site 2 - Stanley Cemetery 
Site 3 - Stanley Discovery Centre 
Site 5 - Original state school 
Site 13 - Circular Head Heritage Centre 
Obelisk I - Convict Labour focus 
Obelisk 2 - Juliana Curr's death 
Obelisk 3 - Resting place of settlers and local identities 
Obelisk 4 - Establishment of Van Diem en 's Land Company 
Obelisk 5 -Establishment of Van Diemen's Land Company 

Federation Site I I - Graffitti in barn, Highfield House ( dated 190 I, the year of 
Federation) 

Australians at Site 4 - ANZAC Memorial Statue 
War 
Contemporary Site 6 - Joe Lyons Cottage 
Political 
History 
Industrial Site 8 - Water Wheel Creek Timber Heritage Experience 
History Site 9 - Port Latta Grange Resources Operations 

Site 12 - ANZ Bank ( 1852) 
Site 14 - The Duck River Co-op Butter Factory Co. Ltd. Building 
Site 15 - McCain Smithton Plant 

Document reviews and analyses and personal reflection. 

By investigating the current structures and expectations of the Tasmanian 

Curriculum - Society and History (Department of Education, Tasmania, 2007) 

and the Australian Curriculum -History (ACARA, 2011), I had the opportunity 

to reinforce my knowledge of the curriculum. This knowledge prepared me for 

the range and/or breadth of responses I received from participants during the 

interviews, including the reflections I undertook about my own history teaching 

practice. 
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Although I did not conduct interviews with other stakeholders in the school 

community, for example, parents, students, senior staff/ principals, or undertake 

classroom observations, completing a document analysis provided me another 

data source and allowed me to compare and contrast the different emphases 

between the Tasmanian Curriculum - Society and History (Department of 

Education, Tasmania, 2007) and the Australian Curriculum -History (ACARA, 

2011 ). I created a table with two columns, one column for each curriculum. I 

then noted the pros and cons for various elements of the two curricula and the 

experiences I have had in enacting these at the classroom, school and Federation 

level. This left me with a table allowing me to identify points of connection, 

comparison and tension between the two documents. It also provided me insight 

into the results of the interviews. 

Reflecting upon my views, my standpoint, allowed me to understand the data 

from the interviews more fully (Cohen et al., 2007). The result was a record of 

my history teaching views and the influences that created those views. I 

completed this record while undertaking the data collection phase of the study, 

making notes to myself incidentally and collecting these into the one document 

as an overview. I found this a satisfying process as it is related to writing 

autobiography. Autobiography is seen as one of the most important sources of 

insight we have as teachers (Brookfield, 1995). Additionally, I enjoyed this 

process as it allowed me to acknowledge to myself my role as the researcher, my 

teaching standpoint, my possible biases and prejudices, my identity and political 

position and my agency (Anderson, 2002; Brookfield, 1995; Denscombe, 2007). 

Being up front about my role in the research was a way of acknowledging, and 

possibly mitigating, these influences. 

Hence my choice of document analyses and personal reflection allowed me to 

use different methods of investigation so I could have more confidence in the 

research process and further explore the richness and complexity of the 

phenomenon I studied (Cohen et al., 2007). Within the limitations of this small

scale study and its scope, the personal reflection and document reviews have 

been incorporated into the discussion of the findings of this research. 
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Grounded Theory 

As the planning stages progressed for the study I considered the range of options 

available to qualitative researchers for data analysis. Due to the small scale of the 

study and the desire for thick descriptions and deeper levels of meaning (Burns, 

2000; Cohen et al. , 2007) the grounded theory approach was chosen as it is well 

recognised, appropriate for novice researchers and has an authoritative rationale 

for those whose research is exploratory and focused on particular settings 

(Denscombe, 2007). 

Grounded theory emphasises empirical fieldwork and the need to link any 

explanation very closely to what happens in the real world (Denscombe, 2007). 

What results is a constant comparing of ideas with the data and the improvement 

of emerging concepts (Denscombe, 2007). In the context of the grounded theory 

approach the data analysis process is described below. 

Data Analysis 

After each of the interviews was checked for accuracy by the respective 

participant I engaged in five data analysis phases. During each phase I wrote 

memos to keep track of my reasoning and insights (which helped me when 

writing the discussion for Chapter 5). The following numbered phases detail the 

actions I undertook while analysing and coding the data. 

I. Detailed reading for themes, keeping the two research questions in mind. 

I worked on the transcripts in interview order, Kelly to Tara to Amy, to 

maintain consistency. In addition, I did often work between the 

transcripts to cross check and reference the emerging ideas. 

2. Open coding (Chamaz, 2006; Denscombe, 2007). Comparing within and 

between the interview scripts to find action codes. 

3. Axial coding (Denscombe, 2007; Glaser, 1978 as cited in Saldana, 2009) 

saw codes collapsed into categories. The five categories established were 

'Effective history teaching is contextualised' ; ' Personal history allows us 
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to know history'; 'Our history is our story '; 'Teaching Logistics ' and 

' Developmental growth and historical understandings '. The personal 

reflection and document analysis were also completed during this phase. 

4. Further coding and category creation. While completing this process I 

was surprised by an idea. The third aim of Australian Curriculum -

History (A CARA, 2011) is students develop understanding and use of 

historical concepts. Until this point in the data analysis I had been very 

focused upon ' significance' as it is central to my research questions. As a 

result I felt I had ignored the other historical concepts including 

continuity and change, cause and effect, perspectives, empathy, evidence 

and contestability (ACARA, 2011 ). I went back to the transcripts and 

coded for the seven historical concepts (including significance in a 

focused way). This process was quite illuminating and added more depth 

and rigour to my analysis. The outcome of this analysis led to the 

establishment of another category, 'Conceptual understandings'. 

5. Core category creation: 'Our story', 'Teaching Logistics ', 'Conceptual 

Understandings' and ' Developmental Growth and Historical 

Understandings '. 

This iterative process involved being grounded in the data (Chamaz, 2006; 

Denscombe, 2007; Saldana, 2009). The process of analysing the data involved 

moving back and forth between the transcripts and the analysis, hence it was not 

a linear process but a "data analysis spiral" (Cresswe ll , 1998 and Dey, 1993 cited 

in Denscombe, 1997, p. 289). Moving between the stages of analysis allowed me 

to code, interpret and verify the data (Denscombe, 1997). The result of this data 

analysis process has been the development of key concepts and new conclusions 

which have been reviewed in light of other explanations of similar data 

(Denscombe, 1997). These key concepts and conclusions, in light of other 

studies, are described in Chapter Five and Chapter Six respectively. 

Ethical Considerations 

This research was approved by the Tasmanian Social Sciences Human Research 

Ethics Committee on June 24, 2011. Permission to conduct research in 
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Tasmanian Government schools was obtained from the Tasmanian Department 

of Education on July 6, 2011 . Copies of these approvals are included at 

Appendix C and D respectively. 

In following the expectations and procedures of the proposed study, informed 

consent was received from both the principal of the school and the participants, 

with the understanding that they could withdraw from the study at any time ; they 

were also made aware of consequences of participating including potential 

~ ~enefits such as a potential enhanced understanding oft~ self as a history~ ~ ~ 

teacher. Significantly, the participants self selected: their inclusion in the study 

was initiated by them when the study was introduced into their respective school. 

Confidentiality was assured through the process of communication between the 

participant and the researcher, with pseudonyms used for each participant during 

the transcription process. 

Despite following rigorous ethical procedures it is important to note Kvale ' s 

( 1996) argument that interview inquiry " is a moral enterprise" (p. I 09) . I was 

aware of the possible implications of the interview effect, that is " the personal 

interaction in the interview affects the interviewee" (p. 109). Adherence to 

procedures and the interview schedule were viewed as a way of ensuring this 

process was both morally and ethically sound. In fact, ethical considerations 

permeated al I aspects of the study. Confidentiality was assured through 

establishing procedures in how each participant and I were to communicate, as 

well as by inviting the participants to choose a pseudonym for themselves once 

they had member checked their transcript and in honouring their participation 

through a rigorous coding process. 

The main ethical challenge for me as the researcher has been my professional 

knowledge of, and relationship with, the three participants I interviewed. I often 

work with these colleagues at professional learning meetings. I share education 

experiences and teaching knowledge, discuss curricula and plan and moderate 

student work regularly with them during these professional learning sessions. I 

have had to be conscious of this and do my best in not allowing this knowledge 

to permeate my analysis and discussion of the results. Instead, I have kept my 
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focus upon the data. This has been difficult at times but discussions with my 

supervisor, as research leader, have clarified my understandings of how to 

distinguish my professional knowledge from my role as the researcher. This has 

created another level of ethical consideration which has been acknowledged and 

considered. 

In conclusion, this chapter has addressed theoretical perspectives and 

methodological approaches employed for this study including the strategies for 

data gathering and data analysis. I have also addressed ethical considerations 

noting the research process to be a moral enterprise which ensures veracity of the 

results. Through rigorous attention to coding and research procedures, I worked 

to ensure the results were reliable and useful. I will now turn my attention to the 

data of this study and identify the themes which have emerged. These are the 

focus for Chapter Four, the results. 
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Introduction 

Chapter 4 

Results 

This chapter reports the findings from the analysis of the three interviews and the 

associated photo sequencing activity. As indicated in Chapter 3, the interviews 

were semi structured. The participants reflected on the questions in relation to the 

task of sorting the set of photos of potential local history learning sites. This 

process was used to stimulate discussion about history teaching and historical 

significance as framed by the interview questions . The three participants were 

teachers from schools in the Circular Head Federation of Tasmania . 

All three interviewees self-selected as participants of the study. They volunteered 

to be involved after the study was introduced by principals at the participating 

schools. Through a brief pre interview discussion I asked each teacher about the 

length and scope of their professional teaching careers. They had been teaching 

in primary schools for varying lengths of time. Tara and Kelly have taught for 

many years and Amy is an early career teacher. 

Initial detailed reading of the interviews revealed richness in the patticipants' 

responses and an insight into the complexity of history teaching in these 

teachers ' classrooms. Not surprisingly, the volunteer participants indicated that 

they thought history teaching was important. In response to the first interview 

question "Please tell me your views about teaching history with the primary 

school children you teach", all three said that history teaching was important. 

Amy's interest developed from her travel experience and Tara indicated that 

history was an important part of the curriculum. Kelly seemed to agree about the 

importance saying "I do think that it is important". 

Also, unsurprisingly, a close reading of the interview transcripts indicated that 

the participants held a range of views about history teaching. These views 

appeared to be shaped by the complexity of teaching itself as well as by the 
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teachers ' individual values and the teaching pedagogies they have developed as 

professionals. In the following section, I will introduce the teachers with brief 

cameos encapsulating the views they conveyed about history teaching. In later 

sections of the chapter I will refer to finer phases of the analysis and describe the 

codes and categories more specifically. 

Introducing the Participants: Three Cameos 

All three teachers participated fully in their interviews. Tara responded in the 

greatest detail. Kelly and Tara described local , political and industrial history 

regularly as having great significance. Amy and Tara spoke at length about 

Tasmanian Aboriginal history, indicating the importance of this for both 

Indigenous and Non-Indigenous students. In this context, Amy spoke of empathy 

when coming to know the historical record. Kelly mentioned the relevance of 

gender issues in historical understanding. 

Kelly. 

Kelly indicated that she had done "a lot of history" but not remembered much of 

it: "not a lot has remained in my head". Nevertheless, Kelly indicated that the 

most important thing she had learned about history in school and at university 

was knowing the effects of change: " I think that ' s important because we need to 

know where we ' ve come from in order to think about where we ' re going to". 

As an experienced early childhood teacher she indicated that historical 

significance for kindergarten and prep students is in the "present", "they' re still 

very egocentric" whereas she believes her Grade Twos are "starting to think a 

little more about the history of particularly their local community". Kelly said 

that older children (middle and upper primary) are extending their interest, as the 

older children she has taught previously, in the same school , showed interest in a 

local plane crash site from WWII. 

Kelly also indicated the importance of personal and local history. She indicated 

the impottance of her early childhood students' personal and family history and 
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history of the local community: the school, students' homes and local resources. 

Kelly valued incorporating local community perspectives, such as the cheese 

factories that existed along a now disused tram lane, as important for 

understanding the local area historically as a dairying community. In choosing 

sites local to her school, Kelly noted "for my children it is something they could 

easily connect to and understand". 

Kelly conveyed a strong sense of the role of understanding local industrial and 

war time history and "connections making" and was on the "look out" to find 

" links" for her students. In choosing the Water Wheel Creek site Kelly noted that 

she chose it because " it was another industry and how things were done in the 

past on clearing timber ... and I know there are photos of [sites close to the 

school] that could easily link to this" . Kelly also acknowledged wider societal 

influences and the importance of the media when she noted why she chose the 

ANZAC War Memorial "I wouldn't do it with my kinders or my preps but my 

Grade 2s would have some understanding of ... the significance of war because 

it's on the news all the time". 

In thinking about moving towards a national history curriculum, Kelly indicated 

that teachers ' ' retention ' of historical knowledge will be a big factor "we 've all 

done history ... but how much of it has been retained because we are not using it 

all the time". The biggest issue Kelly saw with the changing curriculum 

landscape, with its initial focus on Australian Curriculum - History, was how it 

may be incorporated into classrooms "because ... there 's only so many hours in a 

day we have". 

Tara. 

For Tara, there seemed a link between the lack of relevance of history she 

learned as a student at school and her views as a teacher. Tara said she had not 

learned very significant things about history in primary school: " I don 't think I 

did enough localised stuff, so a lot of what I learnt through my primary years, 

especially have no significance to me". Interestingly, however, she enjoyed 

learning British history at high school " it was [history about] somewhere else". 
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Tara ' s focus on the local and familiar in her history teaching evolved from going 

on a field trip to a local cemetery during her pre-service teaching studies. She 

noted that she learnt how to interpret gravestone nomenclature and use local 

contexts, stating " I guess that has shaped in a sense the stress I put on starting 

within and then moving out ... because I think for kids it ' s much more richer to 

start with some things they can go home and talk with their parents about". 

According to Tara, these experiences can build connections with students and 

their families and teach students how to use primary and secondary sources. Like 

Kelly, Tara mentioned the role of local industrial and political history as ' rich 

learning' opportunities. She stated that at these sites children could make 

connections "with their own lives and their own history". 

For Tara, background knowledge was a support when teaching potentially 

contentious topics in history. Tara described how she built her knowledge and 

confidence about Tasmanian Aboriginal history, a topic she "stayed away from 

.. . for a while" . She described how her knowledge helped her when she was 

questioned at school association meetings about her teaching of Tasmanian 

Aboriginal history. She said "I ' ve found that because I' ve understood things a lot 

better I was able to ... justify much more clearly about why we ' re doing it, what 

it's for and why it's important whereas not having that deeper understanding I 

would not have been able to justify it to them I don ' t think" . On the other hand, 

Tara said that this topic was a ' bone of contention ' amongst families in the 

community as "you need to tread carefully because while we are exposing 

children to all different types of views ... and opinions (you don ' t want to 

override) their own family ' s beliefs". According to Tara, these tensions may 

steer other teachers away from being 'genuinely involved ' in exploring 

Tasmanian Aboriginal history. 

In thinking about current curriculum structures, Tara looked for a clear 

progression and structure to guide her in her work. According to Tara, the 

Tasmanian Curriculum - Society and History (Tasmania Department of 

Education, 2007) lacked that clear progression "I don't see that [progression] 

clearly ... it seems more like snippets of stuff you might do or might see from 

kids so I think it needs to be very clear" . In thinking about a move to the national 

35 



Chapter 4: Results 

history curriculum, Tara indicated that the multi grade class structure of her 

school in the rural district of Circular Head will be a major factor: "[it is] going 

to be significant for us ... how [do] we manage that if you've got totally different 

areas of learning for different year groups ... if you have a straight class, easy". 

Amy. 

Amy's interest in history came from her life experience of travelling as a young 

person rather than through her learning of history at school. Amy said her history 

education at school was not very detailed, she didn't believe she paid enough 

attention at primary school or high school, and she only had one semester of 

history education at university in her teacher studies. Amy indicated that she 

didn't feel much control over what was recorded as history. She said however, 

that becoming a teacher has highlighted the importance of thinking about how 

history is taught. 

In terms of seeing connections to the community Amy chose sites 12 and 14 -

the ANZ Bank building and the Duck River Co-op Butter Factory Co. Ltd. 

building. In choosing these sites, Amy said " it needs to be significant and 

familiar to kids ... familiar for them to even be interested in the background of 

it". Amy also sees the most important things beginning at 'home', "once they see 

how important it is to this area then they can sort of expand to other areas". 

In approaching the photo task, Amy focused on a logical chronological 

sequencing. She indicated it was important to start at the beginning; that 's why 

she put Indigenous people and their experiences first and put convict and settler 

sites next: " I think it 's important for kids to learn in order". Amy also valued the 

importance of evidence for historical inquiry. She said, to know it "You can't 

just talk about it" . According to Amy, history needs to be put into perspective 

" it 's hard just to read things and be able to understand, I think, history ... asks 

you to be quite empathetic". 

In talking about curriculum structures, Amy indicated that she values a 

curriculum that she can adapt to the location/ local region where students are 

living : "it is important to start at an area relevant to you to get kids interested" . 
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On the other hand, Amy indicated the importance of broader historical 

knowledge. Amy sa id that Australia, as a ' nation state' , was relatively ' young' 

when compared to other countries: " the rest of the world evolved before 

Australia had begun so it is important for kids to know about that as wel I, it is a 

lot to fit in" . 

Categories from the Data 

In analysing the data, four core categories were identified: 'Our Story' , 

'Teaching Logistics ', ' Conceptual Understandings' and ' Developmental Growth 

and Historical Understandings ' . 'Our Story' encompasses categories dealing with 

the contextualisation of history, coming to know personal history and the concept 

that ' our history is our story'. ' Teaching logistics ' examines resourcing issues of 

curriculum delivery, including time. 'Conceptual Understandings ' explore how 

concepts of historical understanding are developed .' Developmental Growth and 

Historical Understandings ' consider the influence of cognitive growth upon 

historical understanding. 

In the following sections I present the core categories in more detail. All the 

categories were derived from the coding work and hence are directly informed by 

the data . 

Our story. 

Effective history teaching is contextualised. 

This category bought together the many codes that related to history learning as 

connection making, especially towards the individual and local community. In 

various ways all three participants made it clear that effective history teaching 

needs to be contextualised for students. The participants regularly used the 

following words to express their teaching beliefs: ' relatable' , 'connection 

making' , ' reduced abstractness', 'connects ', ' relates', ' links ', ' building 

connections', 'starting from within'. The emphasis on contextualising learning 

seemed to contrast with the fragmentary learning Kelly and Tara indicated they 
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had experienced at school. Where Kelly found she learnt "useless bits of 

information", Tara did not do enough " localised stuff'. Tara said, in reflecting 

upon her experiences of history education, that it had "no significance because it 

did not relate to me". 

For history learning to be contextualised the teachers indicated that history 

learning needs to find connections to place and the environment. Tara indicated 

that it is much more motivating to look close to home, to " look at our 

community" and then "spread our wings" by branching " further afield". Kelly 

chose the Duck River Butter Co-op because of its links to the local tram line " it 

is a simple connection that those children can make ... how milk gets to the 

factories now and how it did a long time ago ... [to understand] how things have 

changed". Amy indicated that for history learning to be meaningful students need 

to see "evidence that it happened or where it happened [ and] it needs to be put 

into perspective of ... whoever is learning it". 

Another way these teachers described history learning as being contextualised 

was by linking past, present and future perspectives. Kelly noted the most 

important aspect of her history education learning was " to know where we've 

come from to know where we're going to". Indigenous perspectives were also 

encouraged by Tara who contrasted Tasmanian Aboriginal and colonisation 

history and the importance "to really, truly understand where we are today, 

where we have come from and how we need to move forward for the future" . 

Personal history allows us to know history . 

This category has brought together the codes where participants had focussed on 

the importance of personal history in primary teaching. In the interviews, 

participants highlighted the importance of children referring to their personal and 

family history to build an understanding of historical concepts. In addition, self 

identity, gender and school versus non school influences were discussed by the 

three teachers. 
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Kelly described the opportunity for teachers to use students ' personal history for 

building historical understanding. As Kelly said, it is "their history, you know, 

them as babies, their parents and back to their grandparents". Kelly also 

mentioned the value of children looking at their family tree. She indicated it was 

significant in utilising "their interest in how (they've) got siblings or cousins in 

this class, so that relationship of how it all ties back further (is important)". 

Tara commented about the importance of using local resources such as the 

cemetery, Discovery Centre and ANZAC memorial as students go home and talk 

with their parents about their discoveries. According to Tara "it is always best to 

start where kids are at and the things that are perhaps closest to them ... I think 

you get the best engagement ... the things that connect to them their own 

families, their own history, where they' ve come from, what their ... forebears 

did, how they lived . .. I think that connects really nicely with kids ' own 

experience". In the words of Amy "the most important things ... begin at home". 

The teachers indicated that personal history can help students understand their 

identity and recognise gender and other non school influences. Tara indicated 

that personal history learning can contribute to self-identity formation " it is a 

really nice way for them to ... get a deeper understanding about themselves and a 

greater sense of identity". Kelly was the only teacher to raise gender issues in 

relation to history learning, noting " I would imagine that some of my students 

would probably pick the Port Latta site, particularly some of my boys ... I think 

they would just be fascinated with the industry" . In mentioning non school 

learning, Kelly acknowledged the role the media has in portraying the 

significance of war whereas Tara acknowledged the role of family beliefs and 

potential conflict when teaching Tasmanian Aboriginal history "you have to 

tread a little bit carefully" . 

Our history is our story. 

All three teachers indicated 'Our story' as a way to describe a number of topics 

in local history. 'Contact history', ' political ', 'wartime' and 'industrial ' history 

were explored during the interviews. 
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Tara and Amy explored the role of contact history as 'our story' in detail. 

According to Tara, Tasmanian Aboriginal studies is a 'powerful slice' of history. 

She indicated that despite contact relations 'being more than tense ' Tasmanian 

Aboriginal history provides layers of opportunity for students. One layer is 

understanding how governments treated Aboriginal people and how other people 

reacted to them. Tara said her students now understand why Tasmanian 

Aboriginal people feel alienated "even though we weren 't directly involved [we 

need] to try and change that so they [students] can see we still have a 

responsibility to these people to make them feel valued and respected so I think 

that's been so rich because it so directly connects to society and the way things 

are today". Tara indicated that this has had a big impact on her students as "they 

really had no understanding . .. they [the students] were able to quite clearly see 

those connections". 

Amy also indicated that Tasmanian Aboriginal studies were a huge part of 'our 

history' " if they were here first then we should know what happened then as well 

... these [issues] are still quite significant in Tasmania". In responding to Obelisk 

5 (Establishment of the Van Diemen ' s Land Company and capture of a 

Tasmanian Aboriginal family) Amy stated "[an Aboriginal] family being 

captured is not right and being offered a bounty . .. I think that would be quite 

confronting for kids but it would also interest them". Amy engaged empathy with 

how Tasmanian Aboriginal people may have felt at the time of dispossession 

when foreigners entered their land. According to Amy, dispossession "would be 

quite threatening and scary". 

Kelly and Tara explored the concepts of political, wartime and industrial history 

regularly throughout their interviews. In moving on from the political history of 

Federation as a student, Kelly identified the Joe Lyons cottage as a field-work 

site for older children because of "the politics of it all". Tara echoed this, seeing 

the cottage as a link to learning about democracy and government " it helps them 

so11 of see it as a real thing ... it becomes something that they can fathom much 

more easily than if we were talking about someone from somewhere else that 

they don't have any connection to or understanding of' . The cottage is the 
40 



Chapter 4: Results 

birthplace of Joe Lyons, Australian Prime minister from 1932 - 39. It is the only 

birthplace of an Australian Prime minister which is open to the public in 

Australia and is volunteer-run. Primary and secondary sources detailing the life 

and times of Joe Lyons and his wife, Dame Enid Lyons (Australia ' s first female 

House of Representative member) are housed in the cottage with interpretive 

displays for visitors. 

In terms of war-time history, Tara noted if all the students in her school did the 

photo sorting activity they would say something about the "ANZAC stuff' , she 

stated the older students "connect quite clearly that with history" . Kelly also 

noted that older students (Gr 2 and up) in her school are interested in wartime, 

due to the influence of the news and the history of a plane that crashed off the 

local coast in World War II , which demonstrated to her that "they were quite 

interested about ... things like that". 

In exploring the role of industrial history Kelly highlighted the importance of the 

local dairy and forestry industries, she noted "I am just thinking about 'our 

community' being a dairying . .. community" . Tara also mentioned the dairy and 

forestry industry histories, as being a really important part of "our local history" . 

Tara also noted the importance of exploring convict labours ' role in contributing 

to the development of ' our state'. 

Teaching logistics. 

The 'Teaching Logistics ' core category encompasses various logistical issues 

teachers face in their day-to-day work of history teaching. The logistical issues 

encompass the professional education of teachers in history, their confidence in 

teaching history, the time they have for teaching history in their schedules and 

the resources teachers have for including history into their programs. 

In relation to professional learning and confidence, Kelly noted that " I know all 

of us would have done history" but wondered how much has been retained as 

"we are not using it all of the time". Tara also mentioned teachers ' confidence in 

relation to level of knowledge, stating "to get into that side of things [Tasmanian 
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Aboriginal history] you have to develop an understanding ... otherwise it is a bit 

daunting" . Amy said she found history "very intimidating because I was never 

interested in history" but during her travels she discovered that she was interested 

"about times before". 

All three teachers acknowledged the challenge of finding space for history in 

their primary classrooms. This was a matter of time in the day or year and 

resources. In relation to implementing the Australian Curriculum - History Kelly 

noted that time "will be the biggest thing". Tara looked to the longer term "you 

can only do so much in a year" . 

In terms of resourcing programs, Amy chose sites 3 (Stanley Discovery Centre), 

7 (Preminghana) and 13 (Circular Head Heritage Centre) because "that ' s where a 

lot of documentation is found . . . holding all that information [is] quite 

important". Tara noted that it is tricky getting information for some locations 

"that's at [the students'] reading level". She mentioned that for some locations 

and topics trying to find resources children can use independently "can be really 

time consuming". In relation to other teachers ' choices Tara mentioned 

Highfield House, the renovated 19th century Stanley homestead of the first 

manager of the Van Diemen's Land Company which is now open to the public. 

Tara said that Highfield House would be high on other teachers' agendas because 

"the teaching resources that would go along with that ... would be fairly well set 

up". Tara indicated that the choice of Highfield House made by other teachers 

would be different to her own, as she chooses to resource her own planning 

rather than solely relying upon that provided by a fieldwork location such as 

Highfield House. 

Conceptual understandings. 

The 'conceptual understandings' core category includes codes relating to the key 

concepts for developing historical understanding. These concepts are 

incorporating historical sources of evidence, considering historical significance, 

focusing on continuity and change, describing historical perspectives, 

acknowledging causation and consequence, confronting contestation and 
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contestability and understanding historical empathy and moral judgement 

(Hoepper, 2011 a). These concepts are explored in relation to the data in the 

following paragraphs. 

The three teachers mentioned the role of evidence during their interviews. All 

three teachers gave examples of primary and secondary sources of evidence and 

specific places they could be found. Examples of evidence included the 

cemetery, the Aboriginal sites, family genealogy in the Discovery Centre, photos 

and the Circular Head Heritage Centre. Tara indicated that physical sites were 

helpful as they allowed students to ' touch ' and 'explore' history. Amy echoed 

this when she mentioned "you need to be able to see ... evidence that it [history] 

happened" . Tara also mentioned the role of interviews with people "that might 

have known people who died who were in the cemetery" . 

In terms of considering historical significance all three teachers expressed what 

they found significant in their own learning and that of their students. Histories 

of Tasmanian Aboriginal people and local, political, wartime and industrial 

histories were regularly mentioned as being 'fairly' or 'really' significant or 

'impo11ant'/ ' quite important'. The photo of the 'graffiti in the barn ' (Site 11) and 

unrelated history learning in her youth were noted as having ' no significance' to 

Tara. Amy could not express what was least important in her history learning at 

school or university and said "I think [all of history] is ... important" . Despite 

this Amy did acknowledge she was having trouble remembering her learning 

experiences but said she now understands how necessary history learning is and 

how it ' s taught " is very, very important" . 

Skills of focusing on continuity and change were also mentioned by the teachers. 

Tara and Amy noted how comparing life now with the past helps "kids explore 

the way people used to live" and understand how life has changed. Kelly and 

Tara acknowledged the idea of knowing the past as a way to contemplate the 

future. As Kelly noted, this knowledge allows students to " think about where 

we ' re going to" . 
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In describing historical perspectives the teachers focused upon local and 

Tasmanian Aboriginal perspectives with the idea of then moving outwards. Tara 

said she rated Tasmanian Aboriginal perspectives "very highly". Amy noted that 

her students tuned into looking at contact history from "different perspectives" . 

All three noted that the perspectives teachers would choose depends upon their 

teaching focus. As an example, Tara doubted that teachers from outside Circular 

Head would look to the Van Diemen's Land company history as a learning 

opportunity. The Van Diemen's Land Company was established in Circular Head 

in 1826 by English interests to ensure a cheap supply of wool for British 

factories. Its operations centred upon Highfield House in Stanley. The company 

still exists today and is involved in farming and tourism at Woolnorth, to the 

west of Stanley. 

Acknowledging the concepts of causation and consequence was mentioned by 

Tara and Amy. Events and their implications were noted in relation to Tasmanian 

Aboriginal , industrial and convict history. In relation to Tasmanian Aboriginal 

history Tara spoke of the responsibility 'we' have to make indigenous people feel 

valued and respected " it connects so directly to society and the way things are 

today". Amy also acknowledged that in creating her own understandings about 

contact history she orders history "of how I thought it may have happened". In 

mentioning convicts Tara noted they "contributed to our state .. . [in] how they 

worked and lived and built ... so it ' s [the] sort of history that teaches us about 

where we are, why we are the way we are ... and how we might want to be in the 

future". 

In building their understanding of Tasmanian Aboriginal history, Tara and Amy 

confronted the contestation and contestabil ity of history. Tara mentioned how 

Tasmanian Aboriginal history is in contrast to looking at other histories such as 

convict history and colonisation. She also noted that Tasmanian Aboriginal 

history is a "bone of contention" amongst families in her community. Amy 

acknowledged that " I don ' t think we can change much of what is taught in 

history". 
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The last concept of historical understanding, historical empathy and moral 

judgement, was mentioned by Amy when she said "history . .. asks you to be 

quite empathetic". 

Developmental growth and historical understandings. 

The three teachers took the view that children's developmental growth shapes 

their historical understandings. Developmental growth was taken to also include 

cognitive growth. In coding these views developmental growth was linked with 

views on expanding perspectives. Kelly noted her kindergarten/ prep students as 

experiencing historical significance in the present, whereas the Gr Twos in her 

class are extending their perspectives outward to the local community and the 

older children (Grades Three to Six) expanding outward again. 

Tara and Amy mentioned an ' expanding perspectives ' model as well. Tara 

predicted that if younger children were completing the photo activity they would 

pick locations that are very localised "significant directly" to them, such as the 

school house "because they'd see connections there to themselves, as you know 

with younger children, you are looking at starting from within very much" . Amy 

noted that because of their previous learning experiences about local history her 

students were "very passionate about the history of [small local centres within 

close range] ... I think they must have been interested in it to remember that 

kind of stuff .. . then they can sort of expand to other areas". 

Another aspect the teachers mentioned was children "seeing the obvious" . All 

three acknowledged that choices students make would depend upon an 

' expanding perspectives ' model. This means that children would choose sites 

'close at hand' and from the 'distant past' because it was 'obvious'. Tara guessed 

that students would have picked ' obvious ' topics and sites such as convicts, 

forestry, the ANZAC memorial , Highfield House and the state school as they 

would look at dates and say "Oh, yes, that's from a long time ago" . Amy noted 

that she did not choose Port Latta as "history [is more about] hundreds of years 

ago ... Port Latta is not an old company ... because the sign looks new" . Amy 

also guessed her students would possibly not pick "recent ones like Site 13 
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(Circular Head Heritage Centre) or ... things that are still up and running like the 

ANZ Bank'". 

In contrast to 'see ing the obvious' Tara indicated that students may have chosen 

to pick the Van Diemen 's Land and Aboriginal focused photos but that it would 

depend on their prior experience of these topics. She also thought it unlikely that 

students would pick the Joe Lyons cottage and Duck River Butter Co-op as "they 

would have not ... made a huge connection [to their] historical implications". 

Conclusion 

Chapter 4 has detailed the results of this study. The ' cameos' introducing each 

participant led in to description of the results at the category level drawing upon 

the data uncovered during the open and axial coding phases. The meanings of 

these results will be explored in relation to the literature in the next chapter, the 

discussion. 
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Chapter 5 

Discussion 

Introduction 

In following on from Chapter 4, which explored the results of this research I will 

now turn my attention to investigating their meanings and implications. 

Throughout this chapter I will discuss the outcomes of these findings, especially 

in light of the literature explored in Chapter 2. This will provide insight for 

conclusions made in Chapter 6, in relation to the two research questions. 

What views do teachers in a North West Tasmanian 'cluster ' of schools 

have about the teaching of history at the primary level? 

What do these teachers see as significant for the history learning of the 

children they teach, and why? 

Views of History Teaching 

Not surprisingly the three participants of this study saw history teaching as 

important and valuable for students and analysis of the data suggested particular 

areas of interest on the part of the participants. There was strong mention of 

contextualising learning to build a sense of 'Our Story' through history teaching. 

The version of 'Our Story' conveyed by the participants incorporated difficult 

areas of history such as the contested area of Indigenous and contact history. In 

this way, the participant views varied from those suggested in other research 

(Levstik, 2000). For example, teachers in this study indicated they teach, or are 

prepared to teach, contact history incorporating both Tasmanian Aboriginal and 

European views. In contrast teachers in Levstik 's study avoided potentially 

contentious histories such as contact history. Teachers also mentioned the place 

of inquiry in their history teaching. 
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All of these views were conveyed within the time constraints of the interview 

and photo sorting activity and, understandably, there may have been aspects of 

history teaching that these participants would like to have conveyed if they had 

been given time or had been asked directly to enlarge on certain aspects of 

history teaching. Hence, the interview data may not indicate the extent of their 

views on history teaching. The result is that there also appear to be silences, or 

things left unsaid, which are important to consider when putting the teachers' 

views into context with the literature. 

Views stated. 

All three participants emphasised the importance of using personal histories and 

local contexts and field sites, utilising primary and secondary sources for 

evidence (including a focus on local industries) as a starting point for students' 

historical inquiries. Reynolds (2012) describes this as a ' hands on' approach to 

teaching history that supports students' ability to develop historical skills and 

understandings. This view is also mentioned in the Australian Curriculum -

History (ACARA, 2011) which indicates local contexts can be useful for 

teaching history in primary school contexts, especially for Years Two and Three 

in the Australian Curriculum - History where, "The Past is in the Present" and 

"Community and Remembrance" perspectives are located (A CARA, 2011, pp. 

17 - 21 ). Additionally, each primary level focused year of the Australian 

Curriculum - History (A CARA, 2011) appears to have scope for inclusions of 

local contexts and connections. 

The progression of the Australian Curriculum - History (A CARA, 2011) 

appears to take a developmental view of history learning (Hinde & Perry, 2007) 

and reflects the discourse of the immediate environment discussed by Johnston 

(2007). It is interesting the teachers interviewed in this study indicated the use of 

local sources as a starting point to then allow them to branch out to other 

concepts and the wider world using an expanding perspectives model. As Tara 

noted, despite the fragmentary nature of her history learning at school she 

enjoyed learning British history at high school as it was about 'somewhere else ' . 

This approach resonates with the view that good local history links students' 
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lives with the wider world (Lomas, 2000, cited in Reynolds, 2012). This is 

particularly pertinent when both pre 1788 and post 1788 Australian history 

perspectives make better sense being placed in a contextualised global historical 

framework. 

Another feature of current pedagogy held by these participants appears to 

contradict aspects of research results from the US where Levstik (2000) found 

that pre service teachers and teachers in her study held "obvious, cheerful and 

stereotypical" (p. 290) views of history and ignored marginalised voices in their 

classrooms as a result. Marginalised Australian Indigenous perspectives in 

history curriculum until the late 1980s (Hart, 2011) could correspond with these 

research findings by Levstik. Since the 1980s various factors, including the 

creation of SOSE (AEC, 1994), have worked to ensure the inclusion of Torres 

Strait Islander and Aboriginal perspectives within history curricula. Within this 

context, this study found there was specific mention of including Tasmanian 

Aboriginal history studies, including contact history, for primary students. 

Contact history in Tasmania is not an easy story to tell and has suffered at the 

hands of the history wars hence it has not been an obvious, cheerful and 

stereotypical (Levstik, 2000) historical narrative. Tasmanian Aboriginal history 

has received attention from historians such as Henry Reynolds (2004) and Ian 

Mcfarlane (2008) who have revisited evidence and highlighted the Indigenous 

people's active resistance to European arrivals. By introducing Tasmanian 

Aboriginal history into her classroom, Tara may have been inviting contestation 

and contestability which Hoepper (2011 a) sees as an important part of students ' 

learning. Concepts of contestation and contestability are also encouraged in the 

Australian Curriculum - History as students in Years 3-6 are taught to challenge 

the notion that the past is given and unproblematic (ACARA, 2011 ). For 

example, the Year 4 curriculum achievement standard aims for students to "use 

sources to identify different points of view in the past and the motivations of 

individuals and groups" (AC ARA, 2011 , p. 24). 

Empathy was also mentioned as an important concept for history education. As a 

concept of historical understanding, empathy is described by Barton and Levstik 

(2004) as "imagining thoughts and feelings of other people from their own 
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perspectives" (p. 206). Empathy should be distinguished from sympathy, as 

sympathy assumes all human beings are the same across time and cultural 

boundaries and implies anyone can take the perspective of another (Barton & 

Levstik, 2004). Amy' s recognition of the role of empathy as an historical concept 

is closely linked with perspective recognition, an important dimension of 

historical understanding primary aged children are capable of (Barton & Levstik, 

2004). 

Other issues: the silences 

Several views of history teaching seemed to have been overlooked by the 

participants. This was also a function of the questioning which did not lead to 

further discussion. For example, due to time constraints, the teachers were not 

asked to elaborate on any of their responses. Elaboration may have led to further 

description about various views. Additionally, and again due to time constraints, 

the three-way interview process based on Seidman 's (2006) approach was 

adapted so the three stages of the interview were conducted on the same day. 

Seidman (2006) recommends that the three stages of the interview are conducted 

at different times. Seidman's (2006) approach was chosen for its potential in 

accessing past, present and future/ possible perspectives of the participants, 

providing a potentially more complete set of responses. Conducting the three 

stages of the interviews at different times may have led to different responses 

and/ or elaborations. As a result there were silences in the interview data. 

Therefore, discussion of these areas of silence help to add clarity to the views 

expressed in the interviews. 

In the interview, participants discussed skill development in the context of using 

various primary and secondary sources, particularly in field-work settings. They 

did not, however, choose to mention critical thinking skills and were not actively 

encouraged to do so. They did not directly mention meta-cognitive processes 

such as higher order skills of analysis and synthesis. Yet, James (2008) argues 

for the development of higher order thinking skills so students can engage 

critically with historical evidence and the historical record. Coming to know the 

nuances of critical thinking in the interpretation of historical records (utilising the 
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concepts of historical understanding) is the work of historians and also an aim of 

the Australian Curriculum - History (A CARA, 20 I I). Concepts of historical 

understanding include gathering evidence and considering continuity and change, 

cause and effect, perspectives, empathy, significance and contestability within 

the historical record (A CARA, 2011, p. I). Substantial consideration was given 

to these concepts by the teachers interviewed. Amy used the concept of empathy 

when imagining the impact of dispossession for Tasmanian Aboriginal people. 

Tara and Amy' s comments about contact history demonstrate the higher order 

and critical thinking James (2008) argues for. The other historical concepts were 

not explicitly stated but were referred to indirectly by the teachers. The process 

of labelling or naming these concepts is an opportunity in the new curriculum 

landscape as teachers come to know and use this language and become aware of 

their own implicit knowledge, if they did not first know it from previous 

curriculum blueprints such as SOSE (AEC, 1994). 

Connected to this implicit knowledge was the silence on the need for 

professional development in historical inquiry techniques. In relation to the need 

for professional learning in history teaching, the teachers may see that local 

oppo1tunities for professional learning and discussion give them the necessary 

insights they need to teach the Australian Curriculum - History (ACARA, 2011) 

and enact it in their classrooms (Clark, 2008b; James, 2008; Marsh, 20 IO; 

Taylor, 2000; Taylor & Clark, 2003) and their specific teaching context. 

A final silence was connected with teachers' views on developmental growth and 

historical understandings . There was mention of the importance ofan expanding 

perspectives model of history teaching. This view is reminiscent of Piagetian 

theory which argues that students can only think about abstract concepts when 

they have reached a certain level of maturity, implying that younger students 

cannot learn history (Reynolds, 2012). Research in the US by Hinde and Perry 

(2007) found that in the state of Arizona the introduction of new standards in 

social studies curriculum were refuted by teachers who cited Piagetian theory 

and developmentally appropriate practices as the "historical content proposed for 

the early grades was too difficult or simply not appropriate for the youngest 

learners" (p. 64). These views were held by the teachers despite there not being 
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research into Piagetian theory or developmentally appropriate practice to support 

their position (Hinde & Perry). Crabtree's (1989b) writing supports this finding 

when arguing the expanding environments model used in the United States 

elementary schools ' history programs are without "any foundation in 

developmental or cognitive psychology and unduly limits the development of 

thought and feeling" (p. 26). Research indicates that children as young as five 

can deal with complex historical issues as they can distinguish between 

contemporary and past events (Barton & Levstik, 1996 cited in Hinde & Perry, 

2007). Hence, with research indicating that young children can deal with 

increasingly sophisticated levels of historical thinking the role of an expanding 

perspectives model in history teaching may need to be re-examined. Within this 

context the following section articulates the major theme from this study. 

Building Collective or Community Identity 

The literature review for this study stated the generally agreed purpose of history 

education is to prepare students for an active civic life. The results from this 

study expand this notion to include the building of collective or community 

identity as another purpose of history education. Findings indicate that there is an 

emphasis on contextualised learning and that in using the personal and local , 

participants of the research aimed to create within their students 'Our Story'. The 

concept of 'Our story' is used by the teachers to indicate that children make 

meaning of history through the creation of their own community identities. 

The assumption that contextualised history is learnt through locally focused 

resources indicates tensions between 'whose view' of history is being 

appropriated. Such locally focused resources mentioned included industrial , 

political and war time histories. This could potentially be a conservative response 

to historical knowledge and may be at odds with critical thought and higher order 

thinking skills suggested by James (2008). 

A complicating factor is the concept of culture, particularly in relation to 

Tasmanian Aboriginal perspectives and the notion that history is a set of fixed 
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facts and final truths (Nash et al., 2000). The tensions created by whose view 

should prevail in the classroom is explored in relation to the data below. 

Culture and cultural understanding, especially in relation to Aboriginal and 

Torres Strait Islander perspectives (Stevens & McDonald, 2011 ; Yan lssum & 

Kerwin, 2011) was a tension in the data. This tension has direct implications for 

the adoption of pluralistic views in the classroom. The encouraging of pluralistic 

views is an aim of history supporting civics and citizenship education (James, 

2008; Levstik & Barton, 2008). Findings are inconclusive about how the 

participants of the study viewed culture; their perspectives, however, are likely to 

influence the way they engage culture within history teaching in their 

classrooms. If culture is viewed as essentialised (Holmes, 2007a) and static then 

it is likely engagement with multiple views, including Aboriginal and Torres 

Strait Islander views, may be misguided, even unhelpful and potentially leading 

to stereotypes (Foley, 2010). 

These views have implications in relation to the results of this study. It may be 

useful to ask participants further to what extent local Indigenous communities are 

invited and encouraged to contribute to this aspect of the curriculum (Vos, 2009). 

While there was evidence that difficult issues did arise at school association 

meetings the study results are inconclusive as to the extent and effect of 

community consultation with local Aboriginal communities. Again, the data 

instrument may not have prompted such discussion and such questions would be 

useful in any fu11her research. As the literature indicates, good intentions must be 

mediated with self-interrogation and genuine engagement (Stevens & McDonald, 

2011; Yan lssum & Kerwin, 2011 ). In the context of North West Aboriginal 

Tasmanian community engagement, Vos (2009) encourages teachers to be 

confident that, coupled with goodwill and genuine interest in Aboriginal people, 

culture and history, they already possess the skills for appropriate curriculum 

delivery in schools. 

Another issue arising from findings of the research is the way local history was 

aligned with familiar history. The results of the study indicate the teachers 

favoured local contexts for history study, as they may provide information about 
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family histories of students they teach. There is difficulty with this approach as it 

may take for granted that students are from the local district. If students in these 

classrooms are from out of district a focus on local genealogy may be 

disengaging. These results correspond with findings from Johnston's (2007) 

study where participants assumed that all children attended schools close to their 

home but the reality of Tasmanian geography, which is characterised by rurality, 

means that many children do not attend a school in their immediate locality. 

Hence, the conflating of the local and familiar needs to be a consideration when 

planning to use local resources. 

Likewise, the view that history is fixed raises the prospect that there is room for 

further knowledge about historical inquiry and the historical record. As noted in 

the literature review, the discipline of history is inherently one of interpretation. 

History is not a set of agreed facts or final truths (Nash et al., 2000) and teachers 

should feel empowered, along with their students, to have the right to interpret 

the historical record and come to their own conclusions as to their meanings. 

Similarly, the emphasis placed upon industrial , wartime and political histories 

opens the way to broader cultural perspectives. The emphasis on industrial, 

wartime and political histories may limit opportunities to voice other histories 

such as cultural (including sporting), social , women's, children ' s and other 

minority groups. While findings indicate that gender and Aboriginal history and 

perspectives were acknowledged, the privileging of the political, economic and 

industrial narrative could reflect the grand narrative view of history and may 

indicate a privileging of one type of history over another. Within the Australian 

context, 'Grand narratives ' are described as promoting "a uniform national 

identity that ignored or marginalised the experiences of Australia's ethnic and 

social minorities" (Ahonen, 200 I cited in Hart, 2011 , p. 221 ). Again, the 

mentioning of political, economic and industrial histories may be a limitation of 

the research instrument as the photos in the sorting for significance activity don ' t 

necessarily represent other histories. Despite this, when the teachers were invited 

to review the photos and indicate anything that was possibly missing no 

suggestions were made. Maybe these perspectives in the data are a function of 

curriculum evolution where certain histories have been privileged in curriculum 
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documents, as for example indicated by Johnston (2007) even when there is 

mention of global perspectives such as in the SOSE Statement (AEC, 1994). 

Globalisation and global connections are seen as being essential to history 

curriculum, as highlighted by Phillips (1996) in relation to community identity. 

Phillips ( 1996) argues that national history in the UK tells children about "our" 

people, "our" ways of life and "our" culture (p. 387). Such perceptions are 

considered social constructs which ignore the realities of rapid social change and 

global connections (Austin, 2002; Phillips, 1996). As a result community identity 

becomes uncertain with multiple identities arising beyond the collective 'we ' 

(Austin, 2002; Phillips, 1996). For example, in the Tasmanian Aboriginal 

context, Lehman (20 I 0) and Everett (n.d.) argue for the intrinsic validity of 

Tasmanian Aboriginal culture. Everett (n .d.) reflects the complexity of identity 

construction when arguing that Tasmanian Aborigines, and the wider community 

through the courts, are yet to determine Tasmanian Aboriginal identity in a fast 

changing modern world . Phillips (1996) argues due to such tensions the defining 

of culture is therefore contested and the main site for this contestation is the 

history classroom . The results of my study have suggested that political, 

economic and industrial histories, within the context of local and family history, 

are the dominant historical perspectives the teachers in this study expose their 

students to . Hence these histories define the collective ' we ' (Phillips, 1996) so 

therefore tell 'Our Story' . This process of telling 'Our Story' has implications for 

the building of collective or community identity and will be explored further in 

Chapter 6, the conclusions. 

The tensions addressed in the latter part of this chapter have implications for the 

main purpose of history education identified in Chapter 2. The generally agreed 

purpose of history education is to prepare students for an active civic life. In the 

context of this study, potential limitations of genuine engagement with the 

Tasmanian Aboriginal community, the privileging of local histories, including 

industrial/ political and war-time histories, not viewing history as an interpretive 

activity and the development of the collective/ community identity without a 

view to global connections may restrict interrogation, and inclusion, of multiple 

perspectives in these classrooms. Thus, the aim of encouraging pluralistic views 
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and negotiated outcomes may be compromised (Barton & Levstik, 2004, 2008; 

James, 2008). Such an outcome could reinforce simplistic notions of our nation 's 

or community ' s history (Clendinnen, 1999). These tensions also have 

implications for the development of knowledge of history along with identity 

building for students. As noted, the development of students' collective/ 

community identity is another purpose of history education identified in this 

study. If 'whose view' of history is limited in the classroom the students' ability 

to create a full and meaningful sense of identity is highly likely to be out of kilter 

with contemporary realities of a pluralistic society. These issues will be 

considered in Chapter Six, the conclusions. 
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Chapter 6 

Conclusions 

The aim of this research was to investigate primary school teachers' views about 

teaching history in their classrooms and what they see as significant for this 

teaching. From the outset the I imitation of size of th is study has been 

acknowledged. It has been a qualitative study limited to one geographical region 

at one point of time with three participants. As a teacher-researcher closely 

connected with the three interview participants, I have acknowledged my 

proximity to the research context of my study. Before I conclude the major 

findings of this study and propose future research opportunities I will reflect 

upon the journey I have undertaken as the teacher researcher. 

Role of the Researcher, a Traveller 

In analysing the teaching standpoint of the teachers I interviewed I have also 

been challenged to interrogate my own teaching standpoint. Listening to my 

colleagues' views and thinking deeply about their meanings has prompted me to 

acknowledge my standpoint and see the teaching opportunities I may seek after 

this research process is completed. As Kvale (1996) notes, I have been a traveller 

in the research process. This journey has taken me to new literature and asked me 

to hold up my own practice in this light. I have also begun the journey of coming 

to understand the rigor and professional stance of the education researcher and 

the role education research plays in our professional education community. I 

have genuinely enjoyed the process and despite the many challenges it poses, 

feel confident that participating in the building of knowledge in the history 

education professional community is an area I will seek to continue to develop 

professionally. I believe this can be done in various ways. 

One avenue for continued development is the understanding I have of the wider 

range of professional history teaching reading resources available to me and 

perspectives I have taken for granted in the past. I have also re-discovered and 
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made explicit to myself my role as a curriculum developer (Grundy, 1994). 

Another avenue for continued development is the need to become more active in 

professional associations so I can claim a 'voice ' in curriculum construction 

(Grundy, 1994). Ultimately, I recognise that curriculum is, "seen as a site of 

contestation and struggle over competing interests" which accommodates many 

stakeholders (O'Neill, 2004, p. 26). The professional work I do, and that of my 

colleagues, is therefore extremely complex as we aim to keep our students' 

interests as our central focus along with consideration of the milieu we work 

within (Grundy, 1994). 

In reflecting on my own work as a history teacher, I am reminded of the 

importance of teaching history from multiple perspectives. Connected with 

multiple perspectives, I have come to appreciate that identity and culture are 

central concepts of social education, including history education (Cary, 2011 ). In 

recognition of their importance, culture and identity have received particular 

attention in recently published society and environment texts in Australia 

(Gilbert and Hoepper, 2011 ; Marsh & Hart, 2011 ; Reynolds, 2012). It seems 

wise to draw in reading about culture and identity and the various meanings and 

theoretical views of these terms in order to inform our work in teaching history in 

our primary classrooms as indicated by a number of scholars (Austin, 2002; 

Foley, 2010; Phillips, 1996; Stevens & McDonald, 2011; Van Issum & Kerwin, 

2011; Vos, 2009). Genuine engagement with local and wider cultural 

communities is also another aspect of my work I will focus my attention upon. 

These pedagogical decisions are the result of the findings of this study, which I 

will now turn my attention to in drawing my conclusions. 

The Findings 

In employing a socio-cultural view of education research, the context of the 

history wars and debated curriculum in a dynamic curriculum landscape inform 

this study. Teachers ' views, and what they see as significant for history learning, 

is the fostering of a collective/ community identity for students. The 

encouragement of a collective/ community identity through history education 
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may be seen as an important function of the school environment. Such an activity 

may be seen as a way to equip students for their life during and after school. 

These views maybe fostered by Circular Head ' s peripheral geographical location 

relative to urban centres, along with the associated political, social and economic 

isolation of the region. As a result, it seems that teachers may foster 'Our Story' 

so that students may develop a feeling of commitment to the local and state 

polity, which informs their development as citizens of our democracy. This 

appears to link with the agreed aim of history education, that it is to prepare 

students for an active civic life. 

Despite this finding of 'Our Story' informing citizenship development, does this 

current conception of 'Our Story', with its focus on local/ familiar/ family 

connections, limit students' ability to develop a relevant collective/ community 

identity? As the literature indicates (Phillips, 1996; Holmes, 2007b) globalisation 

means that identity is becoming borderless and increasingly complex. 

Additionally, Phillips (1996) argues that collective/ community identity does not 

necessarily have to be created through knowledge of the past. Hence, the creation 

of 'Our Story' is not limited to local and familiar history and raises questions 

about what this may mean in the current curriculum landscape. 

Until 2012 teachers in Tasmania teach with reference to the Tasmanian 

Curriculum - Society and History (Department of Education, Tasmania, 2007) 

document which includes an identity, relationships and culture strand and an 

historical inquiry strand. Teachers are prompted to include these perspectives in 

their units of inquiry with students. Alternatively, the Australian Curriculum -

History (ACARA, 2011), which begins to be taught by all schools in Australia in 

2013, has not provided a specific culture/identity strand (nor does it state 

'culture' as an historical concept). Despite this the Australian Curriculum -

History (ACARA, 2011) adopts the cross-curricular priority of Aboriginal and 

Torres Strait Islander perspectives and states' intercultural understandings ' under 

the general capabilities section of the curriculum (ACARA, 2011, p.8) . This 

outcome, of a changed, possibly reduced status of culture and identity in 

curriculum, heightens concerns for the loss of the richness and contextualisation 
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of other humanities perspectives supporting history (Cary, 2011; Henderson, 

2009). 

Teachers in the early years of schooling are also prompted by Australian 

Curriculum - History (ACARA, 2011) to teach from a personal , family and local 

history perspective. This curriculum blueprint appears to support the views the 

teachers have in this study. As I have argued this can be seen as limiting 

students' ability to create collective/ community identity in a world where global 

identities are becoming a reality. 

Future Research 

In conclusion it must be emphasised this was a small scale study in one 

geographical region, with a limited number of participants and a limited time 

frame. Despite this, the study could be seen as a pilot for a larger research project 

with both teachers and students as Levstik's 2000 study included these two 

groups. Clark (2008b) also recommends the value in working with students in the 

early years of schooling, which is borne out in the US research with younger 

students (Barton 2005, 2002, 2001 a, 200 I b, 1997, 1996; Barton & Levstik 2003; 

Barton, McCully & Marks, 2004; Yan Sledight 2002). Limitations of the data 

instrument have also been acknowledged in the discussion chapter and these 

suggestions would guide the creation of any future research studies. One area is 

the limited picture stock. The photos included in the picture sorting activity 

focused upon political , economic and industrial hi stories. Future studies would 

include a wider range of potential history learning sites to include other histories 

such as those of cultural and minority groups. In future studies extra time would 

be given to the teachers, maybe through a follow up interview, where any topics 

raised in the first interview could be expanded upon. 

Finally, in a small way, this study has addressed Taylor's (2000) concern that 

history is an under-researched area in comparison to higher status curriculum 

areas of English, Maths and Science. Additionally, it acknowledges the role of 

teacher researcher and the part research projects imagined at the classroom level 

can play in adding to the history education research community. 
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APPENDICES 

Appendix A: Letter to Principals 

::s 

>-

Q 

>
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PO Box 3508 Burn ie 
Tasmania 7320 Australia 

Phone (03) 6430 49,99 Fax (03) 6324 3048 
www_ut aule d c 

~ 
UTAS 

Teaching History in Priinary Schools - A orthwest Tas m anian Case study 

Supervisor - Dr Robbie Johnston 

Researcher- ll.1s Dione Parker 

Dear · 

ll.1y name is Dion e Parker and I a m a Jl,,<las ters of Education student a t the University of 

Tas mania_Iamcompleting my studies by undertaking a research proj.ect under the supervision 

of Dr Robbie Johnston from the University of Tas mania_ The purpose of this letter is to introduce 
to you the scope of this research project and its auns_ I am also seeking p ermiss ion for you to 

a gree to have your school participate in this study _ 

This research s tudy focuses upon the perceptions a group of N orth \ Vest Tasmania n prunary 
school teachers (from government schools) have abou t teaching history in their classrooms, 

especially in light of the Austra1i1m Curricul1m1 - Hisf071j' to be implemented in 2013_ An 
underlying aim is to discover these teachers' understanding of the concept of historical 

significance and how this informs their history teaching_ The idea of 'historical significance' 

includes the notion that historical knowledge is contestab le.. That is, history d epends upon who 

is' telling it' and this has implications for how teachers interpret the curriculum and hence, teach 
s tudents history_ 

It is important to stress that your s taff member/s ' involvement is this study is voluntary_ \'li'hile 

l",Te would be pleased to ha,,e you agree for your staff m ember.ls to participate, w e respect your 
right to d ecline their in,mlvement.. If you do agree for them to be invited to p articipa te, and they 
eventually do, w e d o not anticipate n egative outcomes for their involvement.. 

On the contrary, w e anticipate that your s taff member/s would h a, 'e 'tuned into' and reflected 

upo n their history teaching p ractice.. This m ay lead to chan ges and or refinement to their 
teaching practice in history_ It may also result in them seeking further professional 

d evelopment, ahead of the school wide transition to the .4ustra.li1m Czmiculmn - H istory in 2013_ 

If you do agree to have your school involved I am asking for you to h and out the attached 'letter 
of invitation' to your teaching staff members (for ex.ample, at a staff m eeting or other suitab le 

m eetin g fune)_ In turn, if any staff members choose to p articipate, all conta ct will be directly 
with m e_ To m eet the ethics requirements for this project, the participant.ls from your school 
½'ill not be revealed to yourself, to each other or to any other persons_ 
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One interview will be conducted individually with each participant (with all interviews being 
recorded so they can be typed up later for analysis)_ To investigate the views of the participants 
the following interview structure will occur: 

1 _ Introduce the interview session by inviting the participantto respond to the prompt 

'Please tell m e your views about teaching history with the primary school children you 
teach' _ 

2 . Introduce the participantto a ' p icture time line' activity as a way of investigating their 

views and experiences more deeply in relation to history teaching sites in the Circular 
H ead region_ 

3_ Conclude the interview by asking, 'What do you see as significant in the evolving history 

curriculum landscape? (in relation to the current Tasm.llli.i1m C1miculwn - Society 1md 

History and the AllStralia:n C1miadwn - Histcry) 

I appreciate the time demands of teachers and would anticipate this study would take 

approximately 1 hour of your staff member's time, to occur at a time that is mutually convenient 

sometime in June, July or August this year_ The interview will be recorded on an audio d5'ice 
and will be transcribed by the student investigator after the inten'iew_ A transcript of the 

interview will be forwarded to the participant to check for accuracy and ensure it reflec.ts the 
natureofthe interview_ 

I also anticipate that the interviews would be conducted out of school contact hours but during 

afternoon classroom preparation time or possibly on a weekend day_ 

This study has been given approval from the Tasmanian Social Sciences Human Research Ethics 

Committees_ If you have any concerns or complaints about the conduct of this study you should 

contact the Executive Officer of the HREC (Tasmania) Network on (03) 6226 7 479 or email 
human_ethics@utas_edu.au_ The Executive Officer is the person nominated to receive complaints 
from the research participants_ You will need to quote HREC Number: H l 1853 

If you require any more information please do not hesitate to contact m e on (03) 6458 3141 or ,'ia 

email on dione_parker@education_tas_~ov_au othenvise please contact my supen'isor Dr Robbie 
Johnston on (03) 6324 3006 or ,'ia email on Robbie.Johnston@utas _edu.au 

Through completing and returning the 'principal consent' form in the self-addressed envelope 
you will be acknowledging your ¼illingness for your staff member/s to participate in this 

research study. Once the study is complete I will forward a summary of my findings and will be 
more than happy to share with you the totality of my research study through my dissertation_ I 

attach the teacher information sh eets for your perusal (which they will receive once they have 
contacted m e directly)- Thank-you for taking the time to read these information sheets, I hope 

you will be willing to allow your staff member/s to participate in this study_ 

Yours sincerely, 

Dione Parker 
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Appendix B: Information sheet for participants 
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P O Box 3508 BumK'! 
Tssmani.9 7320Austrstis 

Phone (03)6430 4999 Fax (03) 63243048 
w1v,v.utas.edu.sufeduc 

PARTICIPANT INFORMATION SHEET 
SOCIAL SCIENCE/ HUMANITITES 

RESEARCH 

Teaching History in Primary Schools - A North West Tasmanian Case study 

Invitation 

~ 
UTAS 

You are invited to participate in a research study into the perceptions a group of North 
West Tasmanian primary school teachers (from government schools) have about 
teaching history in their classrooms, especially in light of the Aust.Talia:11 Curriculum -
History to be implemented in 2013. An underlying aim is to discover these teachers' 

understanding of the concept of historical significance and how this informs their 
history teaching. 

The study is being conducted by Dr Robbie Johnston (Senior Lecturer- Rural and 
Regional Education, UT AS) and Ms Dione Parker (Student Investigator, Masters of 

Education, UTAS). Dr Robbie Johnston is Dione Parker's supervisor in the Masters of 
Education program. 

1. 'What is the purpose of this study?' 
The purpose is to investigate what perceptions primary school teachers in government 
schools have of teaching history in their d assrnoms. The idea of 'historical significance' 
(that is, historical knowledge is contestable in that history d epends upon who is 'telling 
it') will also be investigated in relation to your day to day teaching of history. 

2. 'Why have I been invited to participate in this study?' 
You are eligible to participate in this study because you are a primary school teacher 
employed by the Tasmanian Department of Education in Circular Head. Due to Ethical 
considerations your involvement will be kept from both your principal and all others. 

4. 'What does this study involve?' 
It is important that you understand that your involvement is this study is voluntary. 
While we would be pleased to have you participate, we respect your right to decline. 
There will be no consequences to you if you decide not to participate. If you decide to 

discontinue participation at any time, you may do so without providing an explanation. 
All information will be treated in a confidential manner, and your name will not be used 
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in any publication arising out of the research. All of the research will be kept in a locked 

cabinet in the office of Dr Robbie Johnston and Ms Dione Parker. 

There will be one interview conducted individually, which will take one hour 
approximately. The structure is as follows; 

1. Introduce the interview session by inviting the participant to respond to the 
prompt: 'Please tell me your views about teaching history with the primary 
school children you teach' . 

2. Introduce the participant to a 'picture time line' activity as a way of investigating 
their views and experiences more deeply in relation to history teaching sites in 
the Ciratlar Head region. 

3. Conclude the interview by asking. 'What do you see as significant in the evolving 
history curriatlum landscape? (in relation to the current Tasma11ia11 Curriculum -
Society 1md History and the Australian Cunicu.lum -History) 

The interview will occur away from your school site, at a time mutually convenient to 

you and Dione Parker after school during June, July or August this year. The interview 
will be recorded on an audio device and will be transcribed by the student investigator 
after the interview. A transcript of the interview will be forwarded to you to ched for 
accuracy and ensure it reflects the nature of the inten>iew. The inten>iew and related 
data will then be archived. All data and transcripts will be kept securely in a locked 
cabinet for at least five years following publication and then securely destroyed; paper 
copies will be shredded and all electronic data will be securely erased. 

5. Are there any possible benefits from participation in this study? 
It is possible that you will notice you have 'tuned into' and reflected upon your history 

teaching. This may lead to changes and or refinement to your teaching practice in 
history. It may also result in you seeking further professional development. 

\•Ve will be interested to see if you experience any other benefits from your involvement 
in this study. 

If we are able to take the findings of this small study and link them with a ,~ider study, 
the result may be valuable information for others and it may lead to changes in how 
professional development of primary school teachers in history is approached. 

6. Are there any possible risks from participation in this study? 
There are no specific risks anticipated with participation in this study. 

7. What if I have questions about this research? 

79 



Appendices 

Ii you would like to discuss any aspect of this study please feel free to contact either Dr 
Robbie Johnston on ph 03 6324 3006 or Dione Parker on ph 03 6458 3141 (wk) or 03 6458 
1117 (hm). Either of us would be happy to discuss any aspect of the research with you. 
Once we have analysed the information we will be mailing / emailing you a summary of 
our findings. You are welcome to contact us at that time to discuss any issue relating to 
the research study. 

This study has been approved by the Tasmanian Social Science Human Research Ethics 
Committee. Ii you have concerns or complaints about the conduct of this study should 
contact the Executive Officer of the HREC (Tasmania) Network on (03) 6226 7479 or 
email human.ethic5®1.ttas.edu.au. The Executive Officer is the person nominated to 
receive complaints from research participants. You will need to quote HOOU853. 

Thank you for taking the time to consider this study. 
If you wish to take part in it, please sign the attached consent form. 
This information sheet is for you to keep. 
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Appendix C: Ethics approval 

S ocial Science Ethics Officer 

Private Bag 01 Hot.art 

Tasmania 7001 Austra6a 

Tel: (03) 6226 2763 

Fax: (03) 6226 7148 

Katherine.Shaw@utas.edu.au 

HUMAN RESEARCH ETHICS COMMITTEE (TASMANIA) NETWORK 

27 June2011 

Or Robbie Johnston 
Faculty of Education 
Univeraily of Tasmania 
Lociled Bag 1307 
Launceston TAS 7250 

Sludenl Resear&ber: Oione Parke.- (Masters) 

Oear Or Jolmston 

Re: MINIMAL RISK ETHICS APPLICATION APPROVAL 

~ 
UTAS 

Elhics Ret H001 1853 - Teaching history in primary schools - a north west Tasmania case 
sludy 

We are pleased to adllise that acting on a mandate from the Tasmania Social Sciences 
HREC, the Chair of the oommittee considered and approved lhe above project on 24 June 
2011. 

Pfease note that this approval is for four years and is conditional upon receipt of an annual 
Progress Report Ethics approval for this project wm lapse if a Progress Report is not 
submitted. 

The follmftring comf ·ans apply to this approval. Fa~ure to abide by these c0111dilion,s may 
result in suspension or discontinuation of approval. 

1. It is the responsib~ily of the Chief Investigator to ensure Iha! all investigators are aware 
of the terms of approval , to ensure the project is conducted as approved by the Ethics 
Committee_, and to notify the Committee if any investigators are added to, or cease 
involvement with, the projecl 

2. Complaints: If any complaints are received or ethical issues arise dunng the course of 
the project, investigators should advise the Executive Officer of the Ethics Committee 
on 03 6226 7479 or human.elhics@utas.edu.au. 

A PARTNERSHIP PROGRAM IN CONJUNCTION WITH THE DEPARTMENT OF HEALTH ANO HUM.,_N SERVICES 
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3. Incidents or adverse effects: Investigators should notify the Ethics Committee 
immedlately of (my serious or unexpected adverse effects on participants or unforeseen 
events affecting the ethical acceptability of the project. 

4. Amendments to Project: Modifications to the project must nof proceed until approval is 
obtained from the Ethics Committee. Please submit an Amendment Fam, {available on 
our website) to notify the Ethics Committee of the proposed modifications. 

5. Annual Report: Continued approval for this project is dependent on the submission of a 
Progress Report by the anniversary date of your approval. You will be sent a courtesy 
reminder closer to this date. Failure to submit a Progress Report will mean that 
ethics approval for thls project will lapse. 

6. Flnal Report A Flna l Report and a copy of any published material ansing from the 
project, either in full or aootract, must be provided at the end of the project. 

Yours sincerely 

Katherine Shaw 
Acting Executive Officer 

A PARTNERSHIP PROGRAM IN CONJUNCTION WITT-I THE DEPARTMENT Ole HEAL TI-I AND HUMAN SERI/ICES 
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Appendix D: Department of Education approval 

Department of Education 
IDUC ATIONAL PEUORH ANC E IERVICEI 

V.W!l;,.\:h~m ~tr~-~~ -l:1!!~~-,:1: 
GPO _ix,1,.J.~9 •. 1:l!!~~rs TAS 7001 Australia 

File: 1252988 

6 July 2011 

Dr Robbie Johnston 
.Senior lecturer 
Faculty of Education 
University of Tasmania 
locked Bag 1307 
Launceston TAS 7250 

Dear Dr Johnston 

~ 
Tasmania 

Teaching History in Primary Schools - A North West Tasmmian Case Study 

I have been advised by the Educational Performance Report Committee that tliie above researdl, 
study adheres to the guidelines established and that there is no ob(ectim1 to the study proceeding. 

Please note that you have been given permission to proceed at a general leve~ and not at 
individual school level You must still seek approval from the princip0ls of tliie selected school.s 
before you can proceed with your study. 

A copy of your final report should be forwarded to Educational PerfoFmance Services, 
Department of Education, GPO Box 169, Hobart, 700 I at your earliest convenience and within six 
months of the completion of the Feseairch phase. 

Yours sinceFely 

Tony Luttre ll 

Manager 
(Educational Penor mance SeFVices) 
cc. Dione Parker 
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Appendix E: Photos 

Site 1 
Location: Highfield House 
Focus: Van Diemen' sLand 
Company 

Site 3 
Location: Stanley Discovery Centre 

Appendices 

Site 2 
Location : Stanley Cemetery 
Focus : Resting place of settlers, including 
local identities 

Site4 
Location: Stanley Township 
Focus: ANZAC memorial statue 

Focus: Local history and family genealogy centre 
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Site 5 
Location: Stanley Township 
Focus: Original State School 

t,11p::'\\v;."\\:a.<11~;11.orgBOCK 
dE]:t:t5l•B-Ta;!!Ja..'1ta•ln:i=1°'l. 
Tan!.":E\\~:.t--J>:5:r~J}phj~& CD ~ S:111 

Site 7 
L oc.ation: l\farraw ah 
Focus: Mt Cam eron W est 

Site 8 

Site 6 
Location: Stanl ey Township 
Focus: Joe Lyons Cottage 

Location: l\fawbanna 
Focus: Water Wheel Creek Tim ber Heritage 
Experience 

Appendices 
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Site 9 
Location : EdgcumbeBeach 
Focus: Pott Latta Grange Resources 

Site 11 
Locati011 : Stanley 
Focus: Graffitti in Bam, Highfield 
House 

Appendices 

Site 10 
Location: Rocky Cape 
Focus: Rocky Cape National Patic 

Site 12 
Location: Smitht011 
Focus: ANZ Bank. Building 
established 1852 
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Site 13 
Location: Smithton 
Focus: Circular Head Heritage Centre 

lmp::www..ab:...reL::u. r.cv.'l·20C9-ll-2 l mc~in-foo::1:rn i tti. tY.:-,1::g~!'ct=""fl\X: 3.:i!'~ 
-r.-: t,iy l 161304 

Site 15 
Location: Smithton 
Focus: McCain Smithton Plant 

Obelisque 1 
Location : 
Highfield 
House 

Focus: 
Convict 
Labour at 
Highfield 
House 
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Site 14 
Location: Smithton 
Focus: The Duck River Co-op Butter 
Factory Co. Ltd. Building 

Obelisque One Script 

Highfield Historic Site- C olony within a Colony 

l\.fuch of the hard labour in constructing tns home.
stead w as done by convicts--who w ere almost slaw 
labour in the new colony. In the 1S 30 s around 70 
were housed in the barracks that were built about 
300 m to the Northeast of here . 

You can see the ruins. 
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Obelisque 2 
Location: Highfield House 
Focus: Suicide Bay Massacre and Juliana 
Cun- 's death 

Obelisque Two Script - Side One 

Highfield Historic Site- The 1 S2S r-.Iassacre 

50 km \Vest is "Suicide Ba)'' within the company' s 
borders, it is the site of one of the few do cum ent~d 
killings of Tasmanian Aboriginal people. 

Historians dispute the nwnbers, rut not the crime. 

The deed was unpunished, and the location of the Yic
tims' remains unknown. 

Obelisque Two Script -Side Two 

Highfield Historic Site-A white death 

50 m to the Northeast is a monument marking the 
gran. of Juliana Curr, daughter of the chief agent, 
killed accidentally in 1S3 5. 

Appendices 

Obelisque3 
Location: Stanley Cemeteiy 
Focus: Resting place of settlers and 
local identities 

Obelisque Three Script - Sm e One 

HighfieldHistoric Site-DlL<t to DlL<t 

Here lie many early settlers who liYed and worked at 
Highfield, or played important roles in the denlop-
m efll: of the early colony. Among those ruried here are 
Henry Hellyer, architect John Lee Archer and mem . 
bers of the Ford family. 

The historic site is on the hill across the bay. 

Obelisque Three Script- Sm e Two 

Highfield Historic Site-Ashes to Ashes 

(This side has no script) 
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Oblelisque 4 
Location: Base of Stanley Nut 
Focus : Establishment of the Van Diemen' s 
Land Company 

Obelisque Four Script - Side One 

Highfield Historic Site-1S 26 

Although this land was considered "wretched" by early 
explorers, in 1S26 the Van Diem en' s Land Company ar
ri\·ed and took up a \-ast grant of 3:50, 000 acres. In sepa
rate parcels, the. grant ex tended from Cape Grim 50km 
west of here to Surrey Hill s 60km in the east. 

Across the bay you can see Highfield, the cenire of the 
company' s operations and unofficially the gonrnm ent in 
this part of the colony. 

It is now an important historic site that tells a story of pri 
\-ation, tragedy and endurance at the edge of the world. 

Obelisque Four Sci-ipt - Side Two 

Highfield Historic Site--10 Thousand Years 

(Thi s side has no script) 
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Obelisque 5 
Location: Site of old whaif 
Focus: Establishment of the Van 
Diemen 's Land Company and capture of 
a Tasmanian Aboriginal family 

Obelisque Ffre Script- Side One 

Higpfield Hi storic Site-AB eginning 

Here in 1S 26 the first Europeans, employees of the 
Van Diem en' s Land Company di sembarked Their 
arrival began the story of colonisation in the 
Northwest. 

Behind w u stands the Van Diem en' s Land Com
pany B ~d Store, designed by architect John Lee 
Archer. 

2km tothe NorthremainsHi!!,hfield Hi storic Site, 
the centre of the company' s ;perations in thi s re
mote part of the colony. 

Obelisque Fit"e Script - Side Two 

Highfield Hi storic Site-An End 

In 1 S42. 90km Southwest of her e, the last recorded 
capture ·of a Tasmanian Abori~ nal family took 
place. The family was deli,·ered to the \ ' an Die
men's Land Company for a £50 bounty. 
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Appendix F: Interview Schedule 

Prior to interview recorded- What age/ year group do you teach now? What area did you train in? Wbat 
areas have you taught in the past (if it differs to now)? 

Thank you for agreeing to participate in my Masters research into primary school teachers' perceptions 
of teaching history in their classrooms andoftheirunderstanding of historical significance and how this 

informs their teaching_ I have identified you as a teacher from a government primary school in Circular 

Head, is that correct? 

Question schedule for the interview with each teacher-

Section One: Introduction 

L Please tell me your views aboutteachinghistoryv,ith the primary school children you tead1-

Sec:tion Two: Pktnre time line :utivity 

h ritial i11structio1r Pleaseseloct tlrepiciluesyou co,rs ider sig11ifica11tfor teaching history with the 

childre11 inymu classroom. Place them i1, wlw1yo-u see as their ord{JJ' of significance_ 

Once this is complete the follov,ing questions will then be asked; 

Il_ \1','hich pictures do you think other people might ha vepicked and why? 
m_ Are there anypictmesthatyou don't think anyone vmuldpick?Why? 

IY Is there anything in Australian history that' s not represented in any of these pictures that you think 
should have been included? 

v_ ff a group of your students were doing this, do you think they would make any choices different than 
youdid? 

VL If studentsyoungerorolderthan yours were doing this, what do you think might be different about their 

choices? 
Vil_ What are the most important things about history you've learned in school (mcluding university), and 

v,'hydoyouthinkthey'reimportant?Whataretheleastimportantthingsyou'veleamedabouthistoryin 

school(mcluding university), and v.'hy don 'tyouthinkthey're as important? 
vrn_ What are the most important things about history you 'veleamed outside of school (mcluding 

university)? 
IX What do you think the children you teach wmtld say about the last two questions? 
X What do you think the children you teach would say about historical significance? What would they 

consider significant to their learning and why do you think this may be the case? 

Section Three: Conclusion 

XI. What do you see as significant in the evolving history curriculum landscape, espe-cially in light of the 

Australian Curricul1m1- History, to be implemented in 2013? 

Adapted From: 

Levs1ik, LS. (2000)_ Articulating the silences: teachers' and adole.scents' conceptions ofhistorical significance_ 

In Stearns P N ~ Sexias., p_ and v,rmeburg, S_( eds_) K>,owing teaching and learning history-national and 
i11tematio11al perspectives (pp _ 284-305). Ne,w York: New York University Press 
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Appendix G: Core category table 

±l 
Codes Cocfe Cete!ID"Y C« e arteSo<r'I' C« e· C« e cateSo11•· 

fRqitenqr and fre cpll"ncy art<es«l' p,,,rc<eM<fB<!· 
frequenq •· 

11.e.m,, n; fr-.;ments 4 'fffectr,<e hirta!)' Ou_r st<>r'J/ 124- 4f.i,%. 

llle ltatin; hist<>!)' 12 te.ic:li"ne; is 
camte:rt,u~ ' 

lndlu.<fm; p..irt_. p<r-...ent ;,ml future p,rrs,pecti,-e.s- 7 61 

C.,,nme~ his-tori• u 
lllt1fisin; 111<>11 sdiooHe;irnin e; 2 

ILl111 ,rle,rs.t.111rlon,; = rces. 4 

~rle 111 t if1iins b1•ers,<1!fopp<>rtun.it)• 2 

llnfilwemoin,; focus. 2 

'll.ilu in; lhos-t-hr'I' 1?!.adlt" n,; 3 

ll'iin1J1<1iintin,; poerl"a""'S'I' g. 

1Dl,oo-siin; .m::<>rdin,; ta-,•;/lu:es. 5 

1r.am:tiirlo!!rdni; S!!TI.rl~r ~nflue,nce 1 'P·e «<1<T1.a! his t""'1' 

1Usiin; p<t! t S<Jm;/1 :;m,rl f.l!Nr 1• ilm <ll'1' g. ;111,i,, ,. . .,. ta- 1.-n-n·,· 
hos.t<>r{ 

~ •n; :;m1.1Te <J,f \lilu:es1•st?!= 1 12 

~rle 1111lif1iin; self t'hr<>USh hirn>r1• 1 

Seeiin; lhnst<JW)' ;it.a lli<-11 le -..,,1 15 '0\1r.rhii:st <l<r'1•il-£!!!! 

1Um<lews-t.lnrliln,; S<Joirt1• 5 lMhT'{ 

51 
:R:e<l•u:oin; .lbo,trat<:tne.,.. 1 

lil1<111•,ile<li;ine;c<1mt.ict lhost<J1'1• 1,n, 

C.nmmmtin,; cooflict 5 

'l;'.llwine; '' ''•" host<1w1• 4. 

llle •,-e.ifine; p'<lfltiz:.il ;inrl "ndustri.11 his-t:kr)• a. 
[Jesormiin,; '\Our St<II'{ 1 

llndlu.<lilne; lhiist<1W)"i'Je c.an't i,;m,re 1 

Accep,1ime; dr,.,.,iit,• 1 

:ReOI1~n.iisiin; t~eiJli ... m.nfirleoce 7 're.diiin; Te .ad,iine; lb~is:tia . 25 9%. 

Me<lmine; p.-<JfessM111 ;/ld'e-,'l!ki,J11Mf<nt 3 b ~is,tics ' 
25 

liin<liin; S:JI->..-e f,i,r hist.n")' 1?!.adltin; 3 

Aot:es1.Sii"a tTe.td-~1 ir~ tUK~ , g. 

ll.e .ar111one; hiist<Jw1•in ;i se-q'll'-!oce 3 

,r.nmsiirlerune; hismll'ica'l sii;nific mae 2,n, Tomc<e p,tu;/1 C:.Omc<e ptu:;/1 9·1 34% 

f.nou!Siine; . .nm coo1in'llit~ ;inrl d, ;;m.;-e 14 
,um,rle,.t.anrl iin;s•· 'lllJldewst;inrlon;s-
jth e1<e .ire <t"'1' 

[Jesoriihiin,; :hilt <iriG/1 pe,rsp,,o:ti,= 22 c<1mcep,ts' f<ir 

JJ.clm <r,i'.ile<lsifl;c.auc<.Jtioo .aml co,ruequ:-ence 5 d~'•'=b ~On; 

l[',:,mfr<1m.t in,; cootest.moo ;inrl mmtest.1bir1t,• 7 
hiist a,r;;c:;i1 
u:n <lers,t;indin,;], 

ll.lm,rle.-st.anrlin; hm <ira emp;rt,l,·1· .and ma,, ;11 joo,,;-e im~nt 2 9·1 

UnOI11T1P.zl1Ta 'in; hista.-ici1 soor= -<rf c,,lirlena, 21 

[Jet<e<irr iiniin,; ch,r<ia, .acc<irdile; t i!lo .lg..., 4 ·~ ·· [}.,,,,elk:r,prr,ent.al 31 11% 

R<eO!l~iisiin;; •iani&.rnce bt1')"1'Un; diii1rl re,n 2 d., ,,,ebgr,remt;i1 e,,vv,th .and 
1t.i.,-e,. infil u<,.nc,e hMt.a rcil 

f:qr,.an<liine; ll'"'rsp,,o:ti..,. .. H ,.oitJr s r""'rtlt in ;i.;-e 15 tlre ir :hiist<iridl un<l<e rs t.lntliln;s 
Se<eiine; tlre ,a,h,\ioos-. 7 u:n<lerst;indin;s•· 

Tu.11ine; "nt<r• rtu<le,nts:" in t?! rests 1 
31 

M.m~ine; s-tudemts'. interests. 2 

il"Oitdl 271 271 271 H Jl11•%. 

□ 
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