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Abstract

This thesis examines ways in which rspecialist primarylTE (Initial Teacher
Education)studentscan make historically valid connections with people who lived in
the past. The literature regw analyses the work of R. G. Collingwood and is critical of
the concept of Historical Empathy, developed by educationalists from his work. It then
identifies, from recent literature, aspects of Historical Empathy which may be
achievable fothese non-specialiststudentsof history, combined with findings from
recent research in psychology and philosophy, particularly when they are applied to
material culture. The literature review concludes, with a tentative first model of a
proposed new concept, which walabelled Organic Historical Reasoning and
comprised of four suzoncepts.

Semistructured interviewswith 11 ITEstudents were recoded and transcribed. The
data were analysed using a grounded first coding, which was aligned with a thematic
approach to onfirm overarching themes, reflecting thstudents] $Z]vI]JvP tus
people in the past. The key concepts identified in the literature review as potential
dimensions ofOrganic Historical Reasoning were broadly reflected in the first data
analyses but the miel was revised after a detailed analysis of the responses in each
of the four subconcepts ofOrganic Historical Reasoning (model 2). This model was
finally revised as model 3, which orders the component parts of the proposed concept
of Organic HistoricaReasning, based on their strength within the data and their
dependence on pedagogy. This tentative model describes key types of thinking which
enabled this sample of nespecialist primary trainee teachets connect with the

reality of past lives.
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Introduction

This study represents the culmination of nearly 30 years of work and experience in the
teaching of history. It began after | left primary teaching to work on an urban farm for
children and young people in the North Easttmgland during the late 1980¢.was
as the education officer on this farm that | worked wiitle educationalistdNeil Tonge

v d EEC EC 8} E § Az § A 37 ay fachild2rTRIvP ]85}
was my first real taste of trying to engage children with past livegse werdilmed
for a BBC programme © 0 ZdzZ OWin (&} Lin Dheveatlys OIBSsTerry
el * <p v30C A v3 }v 8} lu%o & Z]e o E] * }( }}1-dd3]30 Z,}
moved on to become a Museum Education Officer, firstly in Trowbridge, Wiltshire and
secondly in Lancastektancashirdt was whileworkingin these museums that | began
8} v 8 Azs8/7zZ o Ev (E}u 8Z Z>]A]JvP ,]*8}EC[ C- |,
groups that came to expence the education eventsorganised.
Whilst | was working in museums | trained as a curator at Leicester University and
completed an education dissertation under theelageof Eileen Hoopefsreenhill.lt
was becauseof herwork that | began to thinkabout the quality of the educational
experience in museumsbegan to reflect thatvhilstthe imaginative approaches such

e 37 Z>]A]JVvP ,]*3}EC[ }E - re-emcihierEan®olé %kEa C[]AUE
very good at promphg excellent reviews and quick engagement from those who

attended the sessionthey were not sayood at promding deep thinking about past

11



lives. Influenced by the work of writers such as Gail Dufbinexample,(Durbin,
Morris and Wilkinson1990)I began to wonder how the experience of the educational
museum visitors might be more securely based upon evidence. It was then that | began
experimenting with approaches that placed evidence alongsiderthteplay andl
began to realizeéhat artefacts seemedo be particularly good at prompting thought
that the past had been real. | also noted thhetartefacts seemed to be most effective
when they used alongside other contextual strategies such as theptajeand when

the person presenting the artefactatl good knowledge of what they weeand how

they had been used

| further developed my thinking about the association beém evidence angbast
historical lives when | moved on to work as a lectungnistory and educatiomt the
University of Cumbrian 2003 Here | became acquainted with the workRrofessor
Hilary Cooper which prompted me to think very hard about how artefacts could best
be used in training teachers to teach history effectivalizisalso prompted me to
begin assembling a collectiorf genuine artefacts which | felt would be useful in
teaching ITE (Initial Teacher Educatiorgtudents about past historical livesThe
collection has been carefully resedred to provide good information for those
handling it during my teachingnd some oft is listed in Appendix.1t was through
Hilary }}% E[s A] $Z &/ u A E }( 38z Ay®UE)([tZX'X
was his work that gave me ideas about how an historian can use evidence to
imaginatively deduct a picture of past events.

ProfessorHilary Cooper also acquainted me wittetoften-referenced study by Lee,
Dickensorand Ashby 1997) (also based upon the work of R.G. Collingwpatiout

how primary school children may use sources to imaginatively deduct the thoughts of

12
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the Roman Eperor Claudius. The strategy they had used was known as Historical
Empathy (HE) although Collingwood, as | later found loadl not used that termlt

was thenthat | began to experiment with ideas around using Historical Emp@dEy

for both teaching irschools and during my lecture series. As my first degree had been
in the disapline of psychology | waescquanted with the disposition oémpathy but |
found it remarkable that although | was assiduous in attempting to use the oflea
Historical Empathy{HE)in my teaching it did not seem to be an effective way of
engagingstudentswith past livesIt seemed to me that this may have been because
strategies which were aimed at developing empathetic thoughts atlmsgepast lives
often seemed to be assoded with imagindive thoughts about thingghat the
studentsdid not know. In effect the strategies seemed to be prompting imaginative
guessesand sometimes even fantasies about those past lidesilso felt that
interpreting the thoughts of another perspne% ] o00C Z JuoC o]sS@Z]*S}E]
demanded by some methods of Hiwas far too challengingnostespecially fothese
non-specialiststudentsof history.| was by then confused abouthow to approach
historical lives and not at all confidetitat | knew how Jlas an historianshould be
teachngstudentsto engage with them. Thereforépegan to research this problerh
found that artefacts often appeared to beery good at promptinghe studentsto be
enthusiastic about thie history lessors. Isubsequentlypublished esmallbody of work
relating to this tgic. The idea of thiproject began more than a decade ago but has
been twice interruptedfirstly; by the very sad and untimely death of my beloved wife
Ginny(to whom this work is dedid¢ad) and secondlyby a near fatal cycling accident
that befell one of my sonsSSamTherefore, tiis with grateful thanks t&rofessoHilary

Cooper that | have managed to see this throagfall.

13



Chapter 1

Reviewof the Literature

Introduction

| believethat it is essential for nospecialiststudentsof history, both primaryTE
students and so theischoolpupils,to form connectiors with people in the past. This
would bea connection which enables them to understand that people in the past were
once & alive and real as we are todagd one that inspires their further interest in
historical enquiry Primary ITE studentsoften have little knowledge of history
themselves.Previous attempts to find ways of enablisgudentsto engage with
people in the pas & +posd v  Z(ullCipterpreted ¢Brigapt, dabelled
Z,]*S}EY%0S ZC [whicheseven when modified, is very difficult to achieve. This
review explores the reasons why the concept Hiktorical Ehpathy (HE) can be
unattainable forthese non-specialiststudents of history. It then exploresecent
literature to form a better understanding afhe ways in which nopecialistsmay
naturallyconnect with the pasturing teaching about historical liveExperience and
research suggests thattafacts, material culture, may be a useful context in which to

examine sucaturalthinkingin an historically valid manner.

Thischapter is laid out as follows:

In the first section the literature review considers a variety of ways in which historians
explore past lives antthe difficulties they encounter. The second section cdess the
concept of Historicalmpathy (HE) critically examining the work of R.G. Collingwood

and its influence on educationalssand making the case th@tE)is a problem#c

14



concept forsupportingthese non-specialiststudentsof history to feel a connection

with people who lived in the past. The third section considers the rationale for

constructing a new concept that may reflect tmatural ways in whiclstudents

engagewith people in the past. The fourth section investigates whether there is an

area of overlap betweehiistoricalEmpathy(HE)and psychological empathy T tkat

may be a dimension of such a concept. In section five other aspects of recent research

in psyclologyare consideredhat may also infornour understanding of howtudents

naturally connectvith people in the past. The final section considers how such a new
}v %sSU E ((EE S} e« ZKEP v,Jmay]be p@iptenl Bmasenall v P [

culture duing instruction

1.1. Thenature of history

It may be useful tdirst reflect upon the nature of history and the perspective it allows

for viewing past lives. Histong a narrative of the past that is achieved through an

appeal to evidence. Historiart®nstruct this narrative by reflecting on the evidence

IviAv 8} 8Z u v SZE}uPZ pe]JvP 3$Z JE }vs A£3p o Iv}Ao
Ju P]v 8]}v[ 8Z C u |l o]vle 3A v AZ § ]« IVIAv v Az § &
dZpueU C ]3¢ v SuE Z]-+3}En@nrdtive cosiructivhvof dedpddiased

on the interpretation of evidence, rather than a science of the past.

In construting a narrative of the past amstorianactswithin a number of constraints,

two of which are particularlgignificant to this worlon thinking and reasoning about

past lives. These are the different levels of importance that an historian accords to

individual past lives and the problems of perspective; that is understanding that

15



people who lived in past societies had different valistiudes and belief¢o those

of today.

1.1.iiThe Zo } v P u or[afocuson great historical figures

History is concerned with past lives but historians focus on them with different levels

of detail. During a narrative that takes a lengthy chrowgidal perspective (such as the

history of Britain since the Iron Age) the ripples of events caused by indisichay

be described asmall. Conversely, during a narrative of ewent such as WWII
individual roles may be more significant. It is notableybeer, that even during their
discussion of long chronological periods historians maypsh®o make refereces to

individual livedo engage theireadersmore fully.

As an example of the choices the historian makes with regard to the viewing of past
historical lives we may consider the dilemma faced by the historian and archaeologist
Cunliffe (2008:1719) in laying out his long view of history. His bo#k,u E } %o SA v
the Oceans, 9000BC iiii[@Z]PZo]PZ3s & AE [+ A] A 8Z § Z]*3}EC
dimensians of many other disciplines. Febwaees an historian as also a geographer, a
jurist, a ®ciologist and a psychologist. Howeveor Cunliffe (2008), whose book

covers 10,000 years of European history, the role played by individuals may be
secondaryto the exploration of chronology. By contrasiierefore, Cunliffe pointed

lus 82 AYEI }( E p o AZyPpA $ZAE te underlying force

Jv(op v JvVP 00 Zuu v ¢} ] SCX & p o[ A] A ] }(8 Vv «p 8
this view of historculture is seen as part of an overarching structure and events occur

Al$Z]v Z(JE [U *p Z + 8Z EJ]s }( & Zvio}PCX
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However, as Cooper (2014:55) states, many historians still find a place for a deep
engagement with past historical livder exampleLdwy, (2000:28) and this is because

32 Z(})E [ E (EE &} A V. 0e} %o E-pdnjred histows £3 (}E
Anotherexample of people playirgcentral% E3 } (VS A] A[ ]« 3 2Milde E | }(
(2018) whose discussion of human evolutisrcouched in terms of the adaption of

the hunterP §Z €& 8} u} @Ev o]( X ,]* A}YEI ] «3]Joo A EC up Z

is about explaining who we are and what we @hinking about past lives, therefore,

may involve both connecting with individualbaut whom little is known as well as

being focussed upon weillocumented lives.

1.2 Thework of R.G.Collingwood,leadingto the construction of the concept of
HistoricalEmpathy

iXTX] ZX'X }oo]vPA}} [+ A %0}E 3]}v }( A Ceeplispv E+3 v ]
All historical narrative, it has been argued, engages with past historical lives to a
greater or lesser extent. In laying out their narratives historians face choices about
how closely they will focus upon those lives. Some histoyiand as Colligwood
(1946:203231), argued that historians should pay very close attention to the thoughts

of historical figures. Indeed, such a mode of thinkimgplvesthe thoughts, motives,
actions, articulations and beliefs of an historical actor.

The work of Calhgwood (1946) was influential in the development of a paradigm for
detailed thinking about past lives that later became known as Historical Empathy (HE).
It will be useful to examine the work of Collingwood at thisnpoparticularly his

assertions regatingthe ZZ]+*S}&E] o Ju P]v S]}v]
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Whilst historians such as Cunliffe and Hobsbaslstuss past lives they do not often

P]A e ve 3Z 85 3Z CIVIA 3Z %o Ee}v[e SZ}uPZEeX dZ]+U Z}/
expressed by Collingwood (1946:2279) whoassets that the historian is concerned

with events that are an outward expression of thoughts and it is only diinking

them for ourselves that we can uncover thefrhis mode of thinking requires the use

of speculation and imaginatiorR.G. Collingwood nd& a notable contribution to the
debate on how to think about past historical lives and his essays written during the
1930s were synthesisegosthumously In this work Collingwood (1946:2¢231)

argues passionately that the role of historians is to thimkmselves into the mind of

the historical figure. In this way, he sattse historian needs to discern the outside of

an event (the action) in relation to the inside of the event (the thought that gave rise

to the action). It is the proper job of the hisian, therefore (p.230) to penetrate the
thoughts of the historical actor and then determine the externals (the consequences)

of those acts.

Collingwood (1946:23249) also discussed the role of the historipe Ju P]v S]}vU
which he likenedp.243) to thework of a detective, because the historian faces an
assemblage of information and (possibly) misinformation,dhdrefore,usesa priori

Ju Plv 8]}v 8} (JE&uUu v EE S]A }( v A v3X dZpueU 8Z Z]-§
upon making imaginative linksetween disparate factso understand and create a
picture of an historical event. Collingwood gives what he calls three rules of method
(p.246), which he says separate the work of the historian from that of the novelist.
These are: that the picture shoute localised in space and tipsecondly that history

should be consistent with itself, both topographically and chronologically and finally,

that the picture should stand in lation to evidence. Hexplainghat anything may be

18



considered in relation tevidence but it i®nly through knowledge thatvidence can

acquire meaning.

ColivPA}} [« ] =+ + u $been Attractive to educationalist§Burston,
1954:112121;Levesque, 2009:14BV > u]+1}U T1idWiV [KE}IU ifisdWd+X ,
also useful to ote that many of the studies which refer to the work of Collingwood

seem relatel to the use of an academic approatthteaching and learning in history,

primarily through the use of written sourcéSunningham2007:595).

1.2.ii Analysisof } 0 0] v A }idefason makingconnectionswith peoplein the past

dZ]e ¢ 3]}v v 0oCse « 3Z }u%}v vie }( }oo]vPA}} [ctS8Z]VI]VP

with people in the past. Thanalysiscreates a foundation for analysing the ways in

which subsequent history educators & 0} %o }Joo]vPA}} [into What%o S e
u Iv}Av HistaticalEu % $ FHE]It is, however, important to note that R.G.

Collingwood himself did not use the terémpathy[(HughesWarrington 2003:72) and

that subsequent work merely drewpon his tloughts in formudting a definition of it.

Retz 2015:217) sees it as being unlikely that Collingwood would sanction any of the

work of the empathisig educators crafted in his namsuch as that of Shemilt

(1984:4143).

In table 1.1below| have broken dan the work of R.G. Collingwood into six distinct

aspects 6 thinking about past lives. This g explore the ways in which history

educators developed and interpreted his workftwmulate the concept of HE.
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}Joo]vPA}} |
orders of thinking

about pastlives

Examples from the writing of R.G. Collingwood (1946).

Human history

Firstly, history is concerned with human affairs (p.21
Secondlythe historian is not merely concerned with tf
action of an event but with the underlying thoughts th

led to it (pp.213215 & 217).

Perspective

Firstly, the past acts in the present; that is to say, as
historian, we can understand what is intelligible to
(pp.218,219). Secondlthe past is seen from the prese
time and therefore no history is findtach generation wi
re-write history. Historical thought is a river into which-n

one can step twice (pp.24748)

Evidence

Firstly, history must be constructed in relation to eviden
(246) Secondlyhistoriars must become masterof their
sources (®38). Thirdly the historian reflects on thg

truthfulness of those sources (pp. 2287 & pp.24245)

Context

Firstly, historical knowledge is related to a context, whi
an historian needs to know (p.247)Secondly the
Z]*3YE] v[e %o i€E lolisedl] M space and tim

(p.246) history must be consistent with itse(p. 246).

Imagination

The historian constructs the reality of the past basedm

Z priori Ju P]v S(gpv340243)
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Interpretation Historianscan rediscover the past by rehinking the past
They]u P]Jv S§Z § % Ee}v[e SZ2UAP ZS-
Historians critically engage with and-tt@nk what they
uncover of past historical lives (pp.2236).

Historians use their experience of the world to check

interpretations of sourceq(239)

Tablel.1 }oo]v P A pidérsof thinking
Table 1.1. shows an analysis of the different aspects of connecting with pec

the past suggested by R.G. Collingwood (1946).

1.2.iii.Variety of interpretations of the conceptof Historical Empathyderived
from }oo]vP Apork(table1.1)

Iv §Z]e » §]}v Z }( }oo]vPA}} [« JE &« }( 8§Z]v
table 1.1 is examined in turn. This t® consider its influence on subseque

history educators and the development of the capt of Historical Empathy (HE

Human History

Collingwood considered that stuohg human history involvedexploring a
persov[e pv EoC]vP 3§ZHjdtEeSreadidnsSame writers (similarly tc
Collingwood) contest thaHE is a tool solely for eamining thoughtsof an
historical figureand their relation to action from a cognitive perspectiVéis is a

perspective which may appear unnatural in complexiotherwriters, however,
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feel thata similar examinationan beachieved through promoting lib cognitive
(thinking about thought$ and affective l{nking to feelings) dimensions ofpast
lives which appears to be more naturaProponents of a cognitive/affectiv
approach, foexampleEndacott and Pelekano2(q15:2), explain that HE is usef
in humanizing historical figures arishdacott and Brooks2013:4146) advocate
it as a process of cognitive and affective engagemith historical figurego

understand and contextualise their lived experiences, actions or decisions.
(2001:3) similarlyotes that HE involves intellectual and affective thoughts ak
past lives, events and situations within a defined context. Shemilt (198:
describes Historical EmpatlifilE)as a device that is seen by some aZ a] A’
wind that blows life intothe d€ }v « }( 3 Z Héshers(pdlyemarksthat

Historical Empathy (HE) makes an historian intd %o« C Z evaril Ze €& [
} (<} e[ relives the thoughts and feelings of past figur8semiltis usually
regarded as advocatirgmore cognitivepproachto avoid the dangersherent

Jv (0 0C ]V E%E §]vP v Z]+&}E] o (JPUE [+ ¢

Perspective

Subsequent writers havéo E} 0 u $]I Joo]JvPA}} [« A] A §
understanding thehoughts of people in the past. This is becaussytrecognised
that while we have much in common with past historical figures, we cal
assumehat we have the same understandings, moraldidie and alues as the)
did. Thus, wilst werecognise that we have @ammon bond with past lives w

may also eflect that their world and their thoughts were different from our ow
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Barton and Levdti(2004) liken thisecognitionto the notion of shared normalcy
S§Z pv E-*S v JvP SZ § %o *S (JPUE [* %o E*%o ,¢
the historical actos may have acted in a way which does not make sense t
but which did to thenselves Blake (1998:26) and Retz 2015:215) both
acknowledge, however, that thidifference between the past and present ci
create tensions between our own historicity and the riedo understand
historical agents by the standards of their own time. In the discipline of his
therefore, it is said thatjudgements about past lives must be centred

contextual evidence because ley cannot be based upon our prese
understanding ad knowledge of the world

Perrota and Bohar2018)call the process aflentifyingwith the perspective of
historical figures gerspective recognitiofi Endacott 2014) describg this as
] v3](CJvP A]S8Z %o Ee}v[e %}]v3 }( A] Atir@ taSenteE
their mind. Barton and Levstik (2004:33) also discuss perspecoagnition,
which they identify as beingomposed of 5 elements of which the mc
significant for thisdebateis Z+ ve }( }$Z Ev e+ Xthalhderstanding
that 08Z E %o }% 0 [+ A op U 33]3u U e Hifferent to
v [« YAvXteg phlimU  A}] « 8Z I]v }( Z% @E » vi]eu]
(2001, Van Sledright2001:59 and Brophy and Allema(2003:108).

Some writershave thought aboutvhether contextual knowledge isssential in
connectng with people in the pastFor instanceCooper 1991:33- 42) argues
that to interpret evidence about peoplg thinking in the past it is necessary

understand that they may have thought and feltfdiently because they hac
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different social, political and economic constraints. However, she concurs
Collingwood that the evidence of the pastoféen incomplete, fragmentary anc
simplya reflection of the thoughts and feelings of those who createdhus,it
is through making supposals about the thoughts and feelings which und
evidencethat the historianengage in hypotheticedeductive and imaginative
reasoning. It isuch thinkinghat canlie at the heart ofconsideringpast lives.
RetzRiiAWiifie EPW » §Z § PE }( ]JvP }use]
for immersion in the subject and understanding the meaning of human actic
the past He also argues that proponents of Historical Empathy (HE) have
examined it reductivelyni defining what it is and is notn other words some
writers have sought to argue that the affective components othitdistort our
conceptions of what past life must have been like. In argthigytherefore,they
have paid little heed to the widergsameters of theconceptand the stated neec
to understand past actors by the standards of their own time has not been

exploredor completely understood

Evidence

Histarical Empathy (HE) as a conceafsio needs to take account of the transacti
that we have with past lives. There are a number of features oftisi®rical
transaction which is centred largely on forming an understanding of histor
evidence Firstly,historical evidence is mostlyncomplete in that we may onl
gain momentary inghts into those past lives and such insights as we do gain

be distorted by faulty historical lenseSecondly thistransactionwith evidence
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may bedirectional because weanhave a different relationship to from the

historical figure.Thirdly, we may find that people in the past have offered
deliberatedor partial view of themselves to us (through diaries for instanc
Fourthly, tie range of evidence that therwere lives in the past is variédt it is
notable that the historical narrative cften inclined toward documentsifth, the
evidence is often biased towards more prominent lives which may lead tc
Z]*3}E&] o & }& JvP I A §}A E + 3Z Foo jthese
reasons historiars interpret this variety of evidencein different ways

Collingwood (194@34-237, 243-246) hadthought about this andiescribed the
historical narratie as being constructed froevidence and that the historian nc
only mastered but understood in relation toits truthfulness. Many
educationalistshave tried to hold to this viewShemilt (1980:37jor instance
reminds us that much of our knowledge about the past is based upon eviet
based imaginative reonstruction. Thugo understand a human history centre
on human thought wenustwork from evidence towards understandingrooks,
(2009:2145) refers to theFosker and Yeagel(1998) account where HE

associated with adductive and logical thinking centred on evidendder
approach proposes the use offerential and creative skills to bridgée gap
between what is known and what may be inferred from history. She says th:
is a cognitive act which is embedded in the historical method .d&erand Bohan
(2018) note thastudentscandemonstrate HE by analysing sources (evidence
determine historical context and identify the perspects®f historical figures

Colby 2010:70) sees this kind of historical reasoning as adductive; this is v
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the historian goes through a process of hypothesising answers until a be

explanation in relabn to the evidence is obtained.

Context

Any paradigm for thinking about past lives needs to be chronologically as
Thus anylife is located in time andeliberation of those lives needs to be aws
of that location and the conditions of that locatiom other words chronology
places the lives in a context that may range from living memory to (arguably
Palaeolithic.The awareness of context thus places certain demands on
historian. Collingwood (1946:24&47) refers toU Z }v[&ng&drgues hat it
needs not only to be chronologically secure but alsbe@onsistent witHocation
as well as the historical narrative itsélhisviewis reflected wihin the discussior
of HE. For instanc&kanala, Manninen and van den Ber20(6:234) state thia
HE is not possible without sufficient contextual knowledge. Harris (2016:1) <
that in 1931 Carl Becker the president of the American Historical Assoc
stressed that every person possessed the capacity to understand history thi
a study of wiat he called, documentation and dialogue with the past trat this
A}po o §} zidAwl]vP }vd ESH 0 pv EeS v JvPe
allow them to empathise with g events Endacott and Sturt2015) explaied
that Historical Empathy (HE) the process of student[+ }PV]3]A v
engagement with historical figures which allows them to contextualise their |
experiences, decisions and actions. HE, they explain, involves an underst

of feelings, thoughts, decisions act®rand consequences in specific sot
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contexts.Endacottand BrooksZ013:4146) also point outhat HE is a process (
cognitive and affective engagement with historical figures to understand
contextualise lived experiences, actions or decisions. Témygnise some of the
confusion around the terminology and that some researchers use phrases
as perspective taking/recognition and rational understanding when referrin
HE. They state thatistorical EmpathyHB is composed of what they identifys
3 related endeavoursFirstly, hstorical contextualisatiorwhich isa temporal
sense of the norms of the tim&. @E]} X dZ]e ]J¢ }ve]ed v A
(1946:246) three rules of methodSecondly, prspective takingwhich is
pv &S v JvP lfgEXpdahdgnces and beliefs. We may argue that thi
consistent with Collingwood (1946:2-P4.9).Thirdly, dfective connectionwhich
is aconsideration of how those lived experiences, situations and actions may
been influenced by their affectiveesponse. Againwe may argue that this i

Jvele& vE& AJSZ }oo]vPA}219rwerkd 5O WIi6

Interpretation and Imagination

We share a common bond of humanity with past historical figusmsch means
that we possess the capacity to think about and iptet their actions and
circumstances. In this we might assume that our basic biology allows for a s
reaction to pain or we might also intuit that they had a broadly similar reac
to love or lossalthough we may be aware that their emotions mayldmind by
conventions different from ours. We might also assume that the problem

being human were similar for them, so for instance they would also have suf
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some physical ailments and experienced fear, awe and won&eich a bonc
allows us to intepret the past in human terms. Howevaet,is understood that
historians must take care in using this bond to interpret the paspecially wher
they are using their imagination to fill in the gapstween what is known ant
what remains unknowrf-ollowingthe thinking of Collingwood | have termed tt

ZIvsS E% E S S]J}v v [/u P]v §]}vX]

Imagination

Joo]vPA}} [« A}EZI-B} &7 & ]Ju $eém td havé been significa
in producing strategies for thinking about past lives which range from al
detectivelike deductions (LeeDickenson andAshby 1997; Foster and Yeag
660 3} ou}ed Z]u Ppvmsstérytellily or re v Su v Eplby,
fii1iV W o00]PE]V}U > v . lina@ijatior] abd iitéfpretatiorare
related endeavours./v. }o0o]vPA}} [« AYEIl Z %% Ee &
Z]lu P]v & Hegcribe howthe historian fillsin details of what is unknowi
(Collingwood 1946:24@43). Thus, through using their imagination to fill
details the historian is drawing fromtoolboxto offer an interpretation of the
Z]*S}E] o S}E[e SZ}puPZSe v §]}veX dZ S}}o
resthink or re v. § v Z]*S}E] o0 S } CE {rrogh }ipeP stonah (
drawing upon the lexicon ofheir own personal thoughts andeelings to
understand and interprethose of the past figureRetz 2015:214) calls thi:

}oo]v P A}}-ehact@ient doctrine and suggests that much of the think

around HE emanated from this. Both Retz (p.217) and Hu@lasington
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(2003:15) assert thathis focus on the methods of Collingwoadtiginated with
the work of Burston (954:112121)who first advocated the incorporation of th
historical imagination into the teaching of histoipdeed educators such asee
and Shemil{2011:4748) discuss lstorical Empathy (HE) as a mechanism, wr
students and school pupdttempttore v 8§ SZ Z]+*S}E] o Sy
are careful about how they suggest this is damel try to make it clear that the’
are not advocating the use of fantasyhead of re-enacting thoughts in this
manner, they suggestis entirely cognitive, a reasoning which they say is be
on evidence. Lee (1984:@8®) argues that evidence and interpretation are {
requisites of historical imagination and that if these amedwell they will lead
inevitably toa rational form oHE. Lensko @004:1)alsoargues that teachers ca
(Joo}A }oo]vPA}} [* u §Z} }o}P] 0 %% E} Z §}
knowledge, which relies on the historical imagination. As historibessag we
reconstruct and bringhe past tolife by reference to evidence bwf necessity
we alsohave to link our reconstructioto our own experiencas humansvithout
using fantasy

,JA A EU AZ]oe3 u I]JvP ownlexpgliedoesir think about an
historical actor is ofterseen as having benefits fetudents doing this through
the cognitive domain may be highbpmplexand even counteintuitive. This
complexityhas led to teachey attempting to adapt the methodology espous:
by Collingwood and fawwed by Lee and Shem{R2011)to develop theirschool
students[ Z]*S}E] o Ju PJuchSstiatediesften involve imaginative free

form thinking instead of a strict focus on evidence. These outlined by
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educators sule asOhn @010) whq for exanple, invited teacher trainees to re
construct the past by creating narrative in the form of storietich became
diaries, letters and news reports. Or that used W oo PE]v}iU >
(2012) who had theischoolpupils engage in a renactment ¢ the 1919 Paris
Peace Conference. However, this muclorenimaginative approach isighly
contestedandwill be debated in the section below

dZpueU ZX 'X }oo]vPA}} [+ }oo & AE]S]vPe }v Z
and so interpret the motives arattions of important figures in the past gave ri
to the concept of Historical Empathy (HE)ich isinterpreted in multifaceted
ways by subsequent history educators dmasbecane a contestedconcept in

schools.

1.2.ivReasonavhy these non-specialiststudentsof history struggleto achieve
historicalempathy (HE)asit hasbeendefined by history educators

Section 1.2.iii showed how the concept of HE, derived from the wor!
Collingwood and that every stdoncept is understood in a viaty of different

ways. Howeverit is very difficult for norspecialist historians, both generalis
primary schoobktudentteachers and thus theschoolpupils to achieveHE. The
problem lies in the fouinteracting subconcepts of HE which have emerge
cognitive enpathy, affective empathy, presentism and historical imagination.

following section explores the reasons forghi
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Cognitive Historical Empathy (HE)

Cognitive HEs seen as the domain iwhich the historian engages in the mo
conscious reflection othe thoughts, motives, actions, articulations abdliefs
of an historical actorlt is also the domain in which the historian tries to avi
making links to the feelings of the historical figure. Cognitive HE, thus ut
hypotheticodeductive andimaghnative reasoningto better understand suck
past lives(Cooper 1991:3312). Many, such aBoster {99919) see this kind o
empathy as knowing people in the past through a process of cautious enquir
a close examination of the evidence. This is sometiseen as the more objecti
and academic approach to historical enquiry about past lives (Davis, 200:
and Ashby, 2001). Indeecearlier writers on the subject, such as Shen
(1980:37) saw HE as an evidef@sed imaginative reconstruction of tF
h]*3}E] o 3$}E[* o]( AZ] ZZB8%m}3Z SJuM}v 21 $]A
p.44andZ %o E } %o} *]S]}v p.4ELee pud SRMIIRO11:4748) discuss the
cognitive dimension of HE as a mechanism, where, similarly to Colling
(1946:282302) the studentattemptstore v S §Z Z]*S}E&] o §
act of reenacting thoughts in the manner they suggest is entirely cognitiv
reasoning based on evidence which is highly complex.

Rantla, Manninen and Vaden-Berg £016:324) poined out that some writers
such as Lee and Ashby (2001:24) adyihmat the affective domain ofeelings do
not belong in the sphere dfiE. There is also some debgfillenberg2017:68)
and thinking (Endacott2010:7) thatit is the earlier writers (Lee, Ashby ar

Dickenson, 1997; Foster, 1999; Foster and Yeager, 1898)ended to advocate
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the strictest form ofcognitive HEThis form of HE seemed best to replicate 1
academic process angasmost } (S v (} Hee }v. (u}pe o]A -

such as Claudius, Chbearlain and Truman.

Problems with Cognitive Historical Empathy (HE) in educational contexts
The cogitive domain of HE requires amterpretation of thought and action ant
§Z]e upes v  C v }v]vperdpecfivetpAake on that of the
historical other. Cognitive Historical Empathy (HE) is also more tiednt
academic approach to historthat favours more historic figuresSuch an
academic stancenay favour the viewing o$uchfigures t often termed (with
someir}vCe §Z ZPE $§ uyvbe¢dusetheshistorical record tends tc
favour the lives of historic figures (such as kings, andasionallyjueens) over
the lives of more ordinary peopleTherefore, many educationalists ha
attempted to follow an HE based methodology which enalsigsoolpupils to
effectively engage with those liveln terms of takingsuchan academically an
cognitively mediated appach, Lee, Dickenson and Ashbyl907:2335)
attempted to achieve HE through using a methodology which drew upon
work of Collingwood (1946213-215; 217) In doing thighey tested primary and
secondaryschool pup# [understanding of the reasons why the Emperor Clauc
chose to invade Britain. Their piece was about historical understanding bas
}vs8 £S v A% o0} EPgCIn BO E»%v@ S]vP o phiquegh
sources, teaching and pictureBlowever, such an approaafaised questions

about whether it wasndeedpossible for aschool pupito mentally reenact the
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thoughts of a man such as Claudie may questionvhether it was possible tc
}veSE M O MU Jue[ S]}ve ]Jv VvCSZ]vP }SZ & s§Z
Dickenson and Ashby had hop&tle might speculate thastudentsand school
pupils faced with such a task woulthll into the Zv ¢« % 0 %o E of
VanSledright (2001:38not through a fault of themethodology but simply
because the life of @udius was beyond their compada.reflecting on thiswe
might considerthe fact that Claudius was known as a man who was [
intelligent and occasionally, ruliss (he had his wife Messalina executed). ~
argument about presentism, therefore, accrues meaning, not simply the terr
a modern mind with different knowledge, values and beliefs. It represen
person who is likely to inhabit a completely diffetgrsychological domaito the
historical figure If the studenthas no model to inform their thinking they mu
*UE 0oC (00 P%}Vv 3Z |E }Av § Gu* }( E (E v V
actions in the same way that they would see their owm.ather words, to
interpret the motives of Claudius it is unlikely that mesidentswould be able
to avoid using fanciful thinkind@:his is one of the reasons why mamgters, such
asDillenberg 2017) advocatethe deployment of affective HE alongside oiiye

HE

Affective Historical Empathy (HE)
Affective HEnay be seen as the domain in which the thoughts and acts of
historical actor are connectedith their affective situation(Rantala, Manninen

and Vanden-Berg 2016:324345). What is meant by tis is thatduring the
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deployment of affective HEhe historystudentis thinking about the emotion:
and feelings of the historical figurén doing this astudent can achieve a
consciousness of how affectiaemd emotive behaviour orders theawn livesto

perceive how the same (or similar) may have been true in the past. The affe
domain of HE also requires emphasising skills and insightshwlan then be
appliedto understand the feelingand emotionsof an historical figure and allo\
the putative hstorian to know them better (Barton and Levstik, 200813 Van

Sledright, 2001).

Problems and Possibilities of Affective Historical Empathy (HE) in educati
contexts

In the past som&ommentatorshad beenconcerned bythe use of affective Hi
as an approachto learning about past livedndeed, in1985 Her M i ¢S (
Inspectors (H.M.l.)like many others, saw féective HE asbeing virtually

synonymous with fredloatingimagination(DES 1985) ow-Beer(1989) writing

about dfective HE, recognised theportance of the affective side of learning
motivating and involvingchoolpupilsand likeAshby and Lee (198noted that

there was little research into how it may becorporated into the teaching o
history.

However, many modern writers now seleet affective domains of HE as being
potentially useful tool for thinking about historical figures. For instance, Ba
and Levstik (2013:8) equated affective HE with an identification stance. S

stance is the disposition whereby people reflect andentify with the emotions
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of the historical figure. It is somaties also equated with sympatliigndacott and
Brooks 2013:46)It can also be associated with care aBdooks(2011:191)
advoa@tes affective Historical Empathy (HE) as an area where wechanse
historical figuredor whom it is possible to have a subjective response allwv
studentstime to engage in that respwse. Cunningham Z007:604) notedthat
affective links and processes, such as internalisation and being sensiti
sources, weredispositional benefits in the use of HE that were identified
practisingteachers Endacott 2010:7)noted that later writers such a&Kohlmeier
(2006) advocatd an affectivestanceas beingparticularly usefulas a tool for
encompasmg the lives of uder-represented figures such as womeithis
affective stanceappears to standn contrast to the cognitive approac¢hvhich

seemsto promote thinkingmainlyabout famous figures.

Does a combination ofCognitive and Affective HIbffer a better route for
students?

Dillenberg 2017:6) observed there has been a notable change in approach t
use of Historical Empathy (HE) since (she suggests) 2001 and thesl hasah
emphasison the use of both cognitive and affective strategies for viewing
lives. Ineed, it is notable that later writeys(Endacott and Brooks, 201.
Endacott and Pelekanos, 2015; Endacott and Sturtz, 2015; Rantala et al.
Roberts, 2016) offer a more progressive view of Historical EmpathyTHIE)s ¢
view of HEwhich seemedto utilise both cognitive and affective strategie

Endacott and Broks 013:46,47) suggestl that to engage in HE thstudent
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needs to be able to find an affective connection between the experiences f
by historicao Z}3Z E+[ v §Z J@erdfdrg ifojedwede to revisit the
*SPU C}v o W Iue[IvA «]}v }( E]S Jv A u C <Z](8
Jvel }( o p Jue[ ulv 8} }v AZ E A u]PzZs§ -

the invasion and look at the lives @fdinarysoldiers and Britog. This potentially
allows for a wider variety of past lives to be incorporated into teaching, bec
documentary sources that arpowerful enoughto support insights into the
thinking of the historichactor are no longer required.

However,it is notablethat even for progressive figures there is still a reluctan
to move away from using Historical Empathy (HE) to view great lives. For ins
Endacott and Brook$2013:47) suggest empathising with figures such as H
Truman and Chairman Mao (as wek unrepresented figuresuch as mill
workers).Brooks 2008:1314) refers towork by Yeageand Doppen(2001) who
studied two groupsof school pupilonsideringd E pu v|[e ]*1}v §}
atomic bomb in 1945. This was a study where one group worlked fextbooks
and the othemworkedfrom a variety of authentic documentscluding firsthand
accounts and memoirgbout the experiences of less central figurésey found
that the group whowvorkedfrom thefirst-hand accountsften gave insightful anc
accurate narratives whickuccessfulljncorporated thepupilsfown perspectives
This should perhaps senas a model of good practice in using sources ¢
evidence that illustrate the reality of all visible past lives. It is notable that Ye

also advoates that, through using diaries and other primary sources, it is pos
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to answer questionabout ordinary peoplsuch as p.1342tZC ]| C}uvP

Z}}e 3} o A ( ®u o]( 8} (]Jv A}EI ]Jv 8Z wulooeN
This mayhoweverdemonstrate achallenge for tstorians. This is because it m
be easier and require less imagination to find sources that support the ce
narrative about great lives than those that provide a narration of more ordit
lives.The use omulti-genre sourceabout lives that ar@on-specificmayalsobe
regarded & too difficult because they may Iperceived as being hard to locat
However,it may be possible to utilize artefacts as providing an illustration of
reality of those lives. Thusvithin a contextual approacho teaching, artefacts
may allowstudentsto view the lives as lived without having to attempt to ent
the mind of the historical figure. Therefore, we may questidmether artefacts
that clearly relate to the human sphere more likely to promote affective
engaggement with past livesWe may also speculate thdlhey are likely to
promote mixed cognitive/affective Historical EmpatliylE)approaches such a

v }88 v @E}}[e ~Tiiie }v %S]}v }( ZPbhs (ieshon Vil

be explored more fully isection 1.6.ii below.

Presentism: problems and reflections

Another characteristic of Historical Empathy (HE) which poses a probler
educators is presentism or perspectiBrophy and Alleman (2003:108) descri
presentism as the tendency to view thagi throughthe lens of hindsightwhich

will lead inevitably to a confusion with the present.
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Affective HE is often particularly associated with strategies which are thoug
allow the student of history to impose their own views and feelings onto t
historical figurein other wordsit is thought that such an imposition would cau
a distortion of thestudent[s %o %Simiary Wwe may think of the phras
Z]loope]}v }( pv whBieB conjePffom a statement collected from
teacher identifed as Ms Hayes in a paper by Cunningham (2004:28). Haye
that school pupilsengaged in what she termed A EC C  bhyhrdecihf
their own views into historical minds. She was referring to a propensity to cor
with a situation and project fings into it. This is a dilemma discussed by m
others. Dillenberd2017:15) for instance recognises that in engaging in HE o
sharing in the humanity of the pabut refers to the view of Vari&dright (2001)
that, whilst thisinvolves an exploratn of self one can never fully understan

v}3Z E[s A% E] v X IZo Flestivhsi whéther it ipossible to
retrieve or project ourselves into the past without doing so from our own tel
of reference.However, Barton and Levstik (2004:33)eiviberg (2001) anc
Brophy and Alleman (2003:108) define HE as the ability to view past lives th
the eyes of people who lived in the past and appreciate their activities a
adaption to that time and space. They say that through doing this as weger
in HEt is possible thatve can tune ourselves to the past and actuatignage to

avoid presentism
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Reflections on resolving the problem of presentism
Firstly, Retz,(2015:214215) suggests what he calls a moderate hermenut
approach to solvingthe tensions inherent in Historical Empathy (HE).
IviAo P « 37 § §} PE U JvP }usSe] }( v
immersion in the subject and for understanding the meaning of action in the |
Retz then discusses the work of Gadamer (2094) and equates argumen:
around perspective to those encountered in hermeneutics where production
re-production are different operations. In other words, think andthéenk are
different and, therefore, there are problems in disconnectingsatefr}u }v |
own historical situation to make an objective connection to an historical
through thinking about commonality. Thus, as historically situated beings, w
conditioned by the prejudices of our own existence and cannot make an obje
interpretation of pastliveX Z 31[e e}ous]}v 2}9874)4ds baséd \po
Az § 7 oo*U Zu} & 8 Z Eu v ps] *X]
In this approach, he says the tension between the two perspecisvest hidden
but brought out.Therefore, the historians are not trygnto uncover the origina
meaning but acknowledging that thémyave brought out a new meaniry fusing
two perspectives. This is something that Collingwood (1946:248) acknowle
when he compares history to a river. It may be the same river but not thees
water and, thus the historian cannot step into the same water as the past fi
Iv §Z]e ¢« ve AZ 3(GWwP vZ} $Z C * (Retz, F015: ZHAi
through the interpreter projecting forgneaning in advance of the

interpretation. The interpreter then revisits the meaning in the light of the
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encounter with the source and, therefore, meaning is produced anew. Itis thi
this type of encounter, Retz argues (p.224), that the educator does not ha

banish thestudent[« }Av Af tginking.

Historical imagination: problems and possibilitiesProblems with the
ZdE& 1]S8]}v o.[D §Z}

This method is most clearly exemplified by LIeekenson and\shby (1997) anc
Yeager, Foster and Maley (1998 v A u]PZ3% o0 ]88 $Z3ZF®
this first iteration the historian muses upon evider(©dten written sourcesand
appliesa priori Ju P]Jv 8]}v 8} }(( €& Vv ]JvS E% E § S]}v
beliefs, actions, motives intentions and articulations, set firmly in the cord&:
their historical period. This is the imaginative appch where thestudent
attempts to understand actions that arise as a result of thz ]S} E] o
thoughts. However, e studentis only able to call upon their own experience
understand the Fstorical actor if there is sufficient similarity of experienttds
v}$ 0]l oC 8Z § 8Z C Aloo Z A Z <Julo E A% (
such as the Emperor Claudius, although this might not necessarily apply 1

experiences of anonyaus people in the past.

WE} o us A]J§8Z 8Z Z/u P]v §]A D 87} |
TheZz/u P]v 8]A D §Z} [ -eorstructidis @ the past such as tho
advocated by Ohn (2010:54) where nspecialists create fictional narrative

such as diary entries. AccordirgBrooks (2008, 2011:169) this offers stadent
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a chance to engage inferential thinkingbut is oftencontended because it ca
alsolead to decontextualised thinking that promotes speculative or potentic
false conclusions. This iteration of imagdima Historical Empathy (HE) may ha
led to teacher techniques such the type of rgay activities highlighted b
W oo PE]VIU > v [ E&]l ve ~1iife §Z § }po
entirely imaginary.

Dillenberg (2017:3) observed that waitentioned teachers incqgrorated HE into
lessonsto deepen the connection betweeschoolpupils and historical figure
but that they sometimes missed the mark throughngsa poor methodology. Sh
observedp.8) that this was often incorporated into thegaching in an unguide:
and emotional way. Davison (2017:149) had pointed out that hystducators
had seen Historical Empathy (HE) as a problem because it led to activities
students vP P Jv JA E ] v38](CJvP A]J38Z Z]+3}E]
pretend..Z HE]JVP §Z]« 3C % sthdent A bs Cegaifed tdmagine
they are in the trenches ohaving to ZA E]3 o $§Ss E Z}u (d
Consequentf, several educationist¢Retz,2012:41; Yeager and Foster, 20(
Cooper, 1991; Leggue, 2008:152; Foster, 1999) claim that HE should not ple
out as an exercise in imagination* % | o0o0C SZE}UPZ SE& S F
Clp E XXX[ }E -identEdgtiehZwilrAartEhistorical character. Indee
such strategies make no senselass the are brought to life from a renactable
source. Interestingly Brooks (2008; 2011:169) found that writing in the
person, as if one were an historical character, was likely to involve

contextualised thinking but did promote inferential tiking. On the other hand
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third person writing promoted thoughts about the accuracy of sources
detracted from a student|e ]o]sC S} SZ]vl MahyEdeaslfoo
imaginative engagement with past lives, such as the writing of biographical
drama, projective exercises in letter writing, -e@actment, imaginative
(re)construction and the empathetic dilemmasre suggested byShemilt

(1984:6774).

W}lee] 10]38] © }( 8Z Z% EIPE +«]A u 32}

D}E Z % E }PetBods[pAHEUMay allovstudentsto engage in deeper an
more natural thinking about past liveSuch strategies mawlso allow the
studentsto engage irmakingcontextualisedhistorical judgemerg and achieve
the kind of perspective recognition advocated by Bar and Levstik (2004:33
During this type of reasoninthe studentmay recognisé¢hat it is difficult to take
Jv Vv}SZ E[e % EcaernghdeA]pg 32 Z+ ve }( }3Z E°
by the historical figure. This approach leads to the kind of work reportet
Endacott and Surtz (2015). They discussed project where, through a close
contextual analysis of Athenian liveschool pupils were able togain enough
knowledge to place themselves alongside the historicaliréig This was a
closeness that allowethem to draw conclupnsand make inferences about th
Z]*S}E] o acliensdn thes iteratiomf HEthe studentmay not need to cal
upon their own experience to view the historical actor. This offers a chanc
the student to draw upon a dynamic range of evidence gain multiple

perspectives (Rantala, Mannineand VandenBerg 2016:323824) about the
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experience of the historical actoSuch a dynamic approach raised questic
about whether 1 is possibleso support this kind of reasoning througtsing
artefacts aevidence It was felt that this may be the case for two reasdfisstly,
consideringhe artefactas evidence of the reality of the past may actually eng
the studentin thinking aboutperspective. This is because many artefacts mal
clear that thepast was different to the present; a dolly tub is very different ti
washing machine, for instance. Secondlgd in contrast to the first pointan
artefact may allow thestudentto call upon their own experience in decipherii
it. For instancesome arefacts may be recognisabte even familiay such as ¢
Roman diceOthersmay have familiar features such as a handle, for instance
of a Roman amphoraJsing artefacts as evidence also appeared to be attrac
for studentsand Rosi€] a highly artialate firstclassstudent, offered the view
that it was hard to learn anything that was real about past lives through wha
00 Z(0 8 % % EX[ /3 ]*U Z}A A EU ]((] pos
field of Historical Bapathy (HE) that advate evidentialstrategies that extenc
beyond Z}+] [+ Z(0 $ Béen%str@egies which purport to offer mo
% E}PE *¢]A %% E} Z « 8} , U epuz « 3Z A}
(2011:7588) seem timid in this respect. They used what they called &-getre
approach which called upon a range of sources and activities to ¢
engagement wittmultiple perspectives. However, even their waliki not run to

the use of artefacts and visits.
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1.2.v. Do progressiveforms of Historical Empathy(HE)have the potential to
solveits problems?

Dillenberg (2017:12 & 6) argues that early work such as that of Lee (1984)
a view of Historical Empathy (HE) as being almost purely cognitive and th
alongside other early work (prior to 2001) that offerepatentially ungrounded
and emotional view of the concept. Sk&plainghat after 2001 practitioners whc
had researcheds S u v pénrspectivetaking abilities (for instance Barton ar
Levstik, 2004) have showvthat it couldenrich thear ability to think hstorically.
Dillenbergalso offers a view that effective HE uses both the cognitive ¢
affective canponents (jp. 5,12-13). Sheeites the work of Bryant and Clark (20C
that affective HE invitestudentsto use their own experiences of the world
understand the beliefs and experiences of the historical agent. Finally, she
the work ofEndacotf (2010:10 that on engaging with HE one is recognising
shared humanity of the past.

Affective HE, therefore, offerthe possibilitythat engagement withhistorical
figuresmay be more natural or organitt seems that whilst earlier writers suc
as Lee and Ashby (2001:2¢gued that feelings do not belong in the sphere
HE thislater work such as Endacott andoBks (2013) arguethat feelings are ¢
key part of human behaviour and that we can contrast our own feelings
those of the historical actoiThese arguments also seem to reflect the work
Collingwood(1946:239)who thoughtthat historians can use their experience
the world to think abou the interpretation of sourcesindeed this affective

domain of Historical Empathy (HE) is seen as emphasising skills and insight
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can then be applied to understamdythe feelings of an historical figure and allc
the putative historian to know tbm better (Barton and Levstik, 2004, V
Sledright, 2001). Barton and Levstik (2013:8) also equate this dimensi
Historical Empathy (HE) with an identification stance, which often lead
thoughts about ourselves in relation to others.

Recent resealt, then, hasuggested thasomeaspects otognitiveandaffective
HE may be possiblend more naturafor emergent learners. The researtias
also suggestethat it may be possible to overcome the problems of present
and that progressive approacheo historical imagination may allow thencept

of Hstorical Empathy (HE) to become usduwinon-specialisstudentsof history.

1.3 The Rationalefor constructing a new conceptthat describesthe natural

waysstudentsengagewith pastlives

1.3.iNeedfor a new conceptfor connectingwith peoplein the past

The problem with HE

The need for rehinking HE as a way of conceptualising rsdmdentsthink about
past liveswas originally laid out i1989.Then it was noted that the HE deba
was important beause it opened new questions about how far we ¢
historically know the pasiThe 1983ebate highlighted tk possibilitthat many
of the themes which may be central to forming a new model of Istudents
think about past lives. For instance, Cairf198913-17) implied that an

understanding of the reality of the pastas veryimportant. He wrote thatZ §.

centrality of bringing the past to life, must be stressed. This is of tremendous
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since it is the passport to gaining a genuine entry into the, @aidireign land anc
something distinct from our own but also brings awareness of the comr
Zuu v]3C A <z E A]3zHé slBo Goughuthel ¥hat there was no ag
limit or ability limit to the possibility of bringing the past to life in this wkipw
this may be done, he said, requires thinking about making connectioth the
past in a new way. Lo®eer, (1988-12) had observed that psychologically,

was often discussed as a problem of motivating or involsaigolpupils, butat

the time there were no welworked practical research studies on how to ass
its affective qualities within learning. The teaching of HE, she waisl based or
little research and it still appears to be doeven bday. Jenkins and Brickle
(1989 endor®d sucha view, explaining thathe thrust for empathy in school
emerged through educational theories of relevance and personal involver
that initially lived in primary school practice. They asserted thatZ Ju P]»
0 %o-e u v } (  npoe@emfeel involved They went on to advist
that children should be asked questionssuchZ4Z § } C}u SZ]Jvl }i
tZ § ] Z]*S}EC S} CIuM tZ § ]-THh$UE thrskebhistoi¢d
instruction moved away from content and towards prosesd the skills withir
AZ] Z % Ee+}v 0 }VeSEQU 8¢ VvV %0 CX dZ]s A « /
*}oA]JVvP[ ]v <onjBerr X198) explained that a vast range of feeling
including empathy, are intrinsic to the human conditiand develoghroughout

life as we respond to situations and reflect on our reactions. Feelings, she
are largely phenomenological, grounded in experiemather more thanis

thought and it is not easy to separate what is learnt cognitively from the mor
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when it may beome an empathetic understanding. She also pointed out 1
such an engagement with emotions problematic if it becomea matter of
planning, direction, or practice. This because iencourages manipulation c
feelings.
Theproblem with HE is that ifts essence it is a hotchpotch of ideas. These
] e« 82§ }E]P]v 8 Al8Z o u vse }( }oo]vP
subsequently been blended with the thoughts of educators and the languay
psychology.
This fusion is often unsuccessful for three ustural reasons Firstly,
JOO]JVPA}} [* %Z]0}¢}%ZC A o Ius Z}A <5 o0]+Z
% *3 O0]A X dZ]e u ve 3Z 8 }oo]vPA}} [+ 0o A o}
for studentsto achieve. Secondlyducators have often fasned on toideas
around, for instance, théistorical imaginatiorto make the study of historice
lives more attractive. This has led to imaginative work that is not historical
does not enhance thestudent ability to think about past lives. Thirdlyhe
languageof psychology has been borrowed from and adapted to suit the ne
of historical educators. However, in doing this they have often misunderstoor
complexity of the psychology itself. They have also, often failed to
understand the true psychologit relationship that we may have with pa
historical lives. This will be argued more fully in the sections below.
Through this long debate, however, new possibilities have emerged. This s
explores ways in which better understanding of natural thking may allow

studentsof history tomore readily engage withpeople who lived in past times.
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1.3.iiTheterm OrganicHistoricalReasonind OHR)
dZ § @gankHistoricalR <}v]vP[ ~K,Ze« ] }(( & * the
various sets of reasoningsdudentmay deploy in thinking about past lives. Tl
may be a combination of thetudent[« v SHE o ((]Jv]3C (JE A
combination with thinking acquired through education. It may involve
deployment of psycho}P] o u% SZC ~N ¢ ]Jv opg JvP -
progressive elements of HE and other psychological mechanisms. In this c
it is also seen as reflecting both teudent[« }Av ]*% }]3]}v (}E |
historical actors and for describing the ythey refer to background knowledc
SZ S Z - % <u]E SZE}uPZ SZ & o]( X d.
}Joo]vPA}} [« ~i0d0Wiiie pe }( 8Z AYE =« =« E]

YEP v] % E3 }( §Z $Z]vl E[+ o]( X

1.3.iii Opportunitiesfor OrganicHistoricalReasoning OHR)

studentsare unlikely to be a blank historical canvas and will often have ide:
their own that are naturally acquired long before they engage in histori
instruction. A variety of activities such as T.V. programmas\eg, play, stories
visits, conversations with parents and relatives may already have given
strongly historical ideas and led to the early development of an organdét
naturalhistorical imagination. Such historical imagination may inform patt ef
student[s SZ]vI]vP ng&BipvHstokcal Rasoning (OHR) A student|

ZYEP v] | IPE}uv Jv € o S]}v 8} Z]*S}EC u C
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generally thoughtThese factors may align witlements of HE, when thinkin
about past lives. For exgte, Cooper (2012:162) tells us how a formestudent,

Hannah Dewfall, said that it was her delighthistorical fiction that had fuked

her enjoyment of history. There are of course many other ways in which a n¢
imaginative enjoyment of history camise within education; through imaginatic
and play (Robson, 2004:41) and through imagination and stofifarmer and
Heeley 2004:5153). Story is clearly part of a culture for exploring history t
can be seen in school; for instandeevstik (1986)and Levstik and Pappe
(1992:376) noted that the use of historical story in elementary school elic
strong interest from theschool pupils. Indeed, Hawkey (2004) and Phill
(2002:63) discussed some of the benefits of story in history which incli
making interpretations more meaningful, improvirsghool %o L %0 ] 0 ¢ ity to%
learn, socializing children into a wider world and allowing them access tc
values and experiences of their elders.

We cannot also ignore thieng tradition of using storelling which has existe:
outside of schoolAtradition which has clearly influenced the discipline of hist:
itself may reflect an organiand naturalcuriosity about past lives. Such stori
range from the seemingly historical tales of Homer, (Reiu 1978olthe Roman
historian Tactius (5620 CE), who tells a history of the early Roman Imperial
which was contemporary (to himself) (Wellesley729.315). Woolf (2005:36
also explaingow, during the late Medieval and early Renaissance, readir

his§}EC[s «3}EC A+« VvP P A]8Z (}E 3Z %opE?
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entertainment andwriters such asShakespeare drew from the works of Raph

Holinshed(1529-1580) as inspirations for history play

1.3.ivConfusionof current practicein history teachingin primary schools
There is a need tanderstanding naturahnd organichinking about past lives
because the approach to history employed in schools, especially in pri
schools, often seems to be a muddle of imaginatiesychology HE and othe
approaches to historyThus <p *8]}ve o]l W ZtZC } C}u SZ]vl
E]3 Jv[ }E Z]Ju P]v Cluy @E XXX D ] A 0o % -
often proposed(Lee, Dickenson and Ashby, 1997; Cunningham 2007 p
Endacott and Sturtz,5)but may be too complerr too fanciful. The natura
thinking ofstudentsas they encounter these and other historical actestsuch
as roleplay(Wallace 2011is not well understood. Indeedhé debate around Hl
has often become mired with misunds#anding particularly in the field of
education because history educators have used strategies derived from
concept of HEthat can promote a potentially false or speculative imagining
the past. These false imaginings can be characterised byisitaavhere childen
are asked to rolglay or imagine being a Tudor chileyacuee or perhaps
Zlu v }v , €] v[e t ooX }}% E ~iddiWifie EP
imaginary pictures of past lives is not a good way to investigate history bec

children will inevitablyimposetheir own presemtday mindset onto past lives.
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1.4 Constructionof a new concept OrganicHistoricalReasonind OHR)
First, section 1.4 ] pees ¢ %°*C Z}o}P] 0 UuU% S$SZC ~-
psychologists, which is discrete from theneral concept oHistorical Empathy
(HE)posited by the followers of R.&ollingwood. It is argued that everyone
% 0 }( %°*C Z}o}P] 0 uU% SZC ~1 -« pe SZ]
E JvX Wlee] 0 E + }( }A Eo % 3A nd Affective
Historical Empathy (HE) are explored, which may be accessible to eme
learners and contribute to the construction of a new concepich more closely
represents astudent[* v SUE o $Z]vI]vP . Thes other-aspedtd of H
are eylored through the lens of psychology to consider ways in which they
be achievable fostudents These are combined with the aspectsHi$torical
Empathy(HE)iscussed to posit the sedoncepts of Organic Historical Reason

(OHR).

1.4.iPsychologtalempathy ~ N

Psychological empathy is a hardwired trait

/I8 ]« EPpu Z E 3Z 3 A EC}v ]+ %y psychdlogists

Psychological @% S$ZC ~N ¢ ] | ¢ S}}o }( Zpu v o

multidimensional human trait. Specificallyis an evolved trait that is hardwire

into the human (and animal) brain, which means that for most human:

deployment is a natural part of behaviour. The trait is deployed du
VP P uvs A]38Z Z}8Z E+[ v }3Z ]V % E %o rdetiof]

with others. It can also be deployed when musing about past or future encou
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and can be both conscious and unconscious. At its most basic it may be
response alignment such as smiling to return a smile or a reaction to a th
ball and iv ]S u}eS *}%Z]*S] $§ (JEuUs A uC u

thoughts and feelings.

Psychologicabu %o SZC ~N ¢ ]J¢ v SUCE 0 ]*%}*]S]}vVv

The reasorpsychologicatu % SZC ~1 ¢ u §S &~ ]Jv § CEu- }(
the lives of historical others is tha $Z %0}Cu vsS }( N ] v

part of human behaviour and may form a key component of the proposed
concept of OHR. Indeed, it is also notable that it is natural for us to musieeo
past actions, motives, beliefs and articulations ofagt historical figures anc
therefore, its role within HE may have been previously misunderstood.

To show that empathy is a natural disposition we must examine how it
developed as an evolved trait and also think about its prevalence as a beha
The field of sociebiology was originally developed by E.O. Wilson to explair
development of human behaour through natural selectigr(Wilson 1978) anc
isaus(po A C }( }v %3 0]e]vP 8Z pe (pov e« }( T
has been a contrarsial field, (see Pinker 1998 key to understanding socic
biology is in thinking through the function that a behaviour serves and
evolutionary process hich has led to it. Thysnsociobiological termsN A} p
have increased the biological fithess of our early human ancestors as
wandered the plains of Africa or took part in hunting and gathering by alloy

individuals to work as part of a groupater work by ChristeMoore et al.
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~7111dWO0ide «Z}Ae §Z § N Z « §A} E}o » Al3Z]v §Z
of evolutionary biology, where it is seen as promoting-poeial and cooperative
behaviour through enhancing the ability to predict the l&iour of others.
Therefore this is a deeply embedded behaviour that is widely present in both
human and animal sphere. For instance, a study onspmal empathetic
behaviour in rats conducted by Mason (2011) found ttiet rats released theit
fellows from a cage for no reward and in some cases they even shared foo
they hadreleased from another cage. The rats responded to what they term
}ve%o (] [* ~}S5Z Eee ]eSE X dZ]e ]* =] 8} %
evolutionary hological E}}8« }( T X ~ ve]3]A]SC &} }V e %o
in other areas of the animal kingdom too (Sanders et al. 2013). Consolat
widely shown throughout the animi&ingdom such as in dogs (Coet al. 2008).
dZ % E A o v }( N {rrougk}héwekibtence of a mirror mechanisi
apparent in both vertebrates and even invertebrates (Fogassi, 2014) that a
for sensory information to be elaborated for social cognitidhe fact that it is
also present in early infancyAlexander and Vl6ox 2012) shows that it is botl
an instinctual and developmental social tool in humans.
/v U §Z]e A}oA ]o%}*181}v }( ~1 « ]e IV}Av o
has a demonstrable presence in the architecture of the human brain.
instance, Chstov-Moore et al. (2014.604) state that the preconscious affect
mechanisms which underlie the sharing and mimicry of otfiers§ Snd
behaviours are broadly mapped to activity in the temporal and subcor

regions of the brain. Singer et al. (B0082) also discussed the reliability



54

E% E]Ju vie AZ] Z «Z}A 3z 8§ 8Z (( 3]A }Yu¥%
matrix, the anterior insula and the anteria cingulate cortex, are activated not
when pain is administered to the subjedhemselves btialso when pain is
administered to their partners. Singer et al. (2013) went on to show that if
right supermarginal gyrug ¢ u P SZ v Zpu ve 0} SZ |CE
Similarly Marsh (2018:11€115) explains that participants who are reflecting
emotional suffering through written narratives show activity in cortical regi
(the temporoparietal junction, precuneusmedial prefrontal cortex anc
amygdala)which are involved in mentalizing.

/8 ] IVIAv 8Z § §Z % @E}% ve]3C $§} For Pst@ncéuisposil
SJAE « N ucC o°} E 08 8} ( 8}Ee epzZ %
circumstances anceven individual factors related to the time in which tl
reasoning took place. Thompson and Voy2014), Stevens and Hama@012),

Christo¥Moore et al (2014 and Mesch et a2006) have all shown gender lin
in the ability to empathise. Our abilitpy empathise my also be influenced b
how we are feeling at a particular moment in timevlin, Zaki, Ong and Grub
(2014:x7« v A Zpu vvU 1] v A | ~7iide epuPP 3
down when the experience is difficult. aan het Rot and Hogenelst (2@)4ahd
Zaki, Bolger and Ochsner (2008) have also shown that individuals wittisigial
autism suffer from reduced levels of empathetic accuracy and this increases
§8Z *% SEPUX ,}JA A EU ]38 ]* Ju%}ES vs §} E (

the disposition remans a component of human behaviour at all levels.
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Thismeansths t ]+ -Wir€g@E component of the brain and is widely prese
across human behaviour. Therefore, it may comprise a significant and some
unconscious component of both HE and OHR. The next part of this investi
will, therefore, centre on invamgating how the deployment opsychological

U% $ZC ~t1 « uJPZ& (( & YWE A] AJVP }( % & Z]

1.4.iiTheoverlap between PsychologicaEmpathy( N and HistoricalEmpathy
(HE)
Reframing mindsets.
WeC Z}0o}P] 0 u% SZC ~N HHinGhatit bdvad fungton in ternr
of reacting to, predicting and understanding (or within HE thinking about)
behaviour of others.
Lockwood, Sear&ardoso and Viding (2014) describe -poxial behaviour a:
Z*} ] o Z Al}JpE ]Jvs v Sher with( lgeneticilly unrelatec
]v 1A] parmmleghow that it is linked to psychologicaliée $ZC ~N X%
Moore et al (2014:604 and Mason (Tiiie e E] T . 1}
Z AJJpuE Azl Z « EA « (pv 8]}v ]v 8 Eue }( % E
behaviour with others and Roberts, Strayer and Denham (2014) show
% E + v  inayNhave benefits to society as well as the individual. HE me
seen as similar in terms of being an effortfesponse to an awareness of (ofte
genetically unrelated othergwe deploy cognitive resource to engage inhtlis
o]vl §} N alswhas a function in terms of predicting, understanding

reacting to (or thinking about) the presence and behaviour of others. It
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allows for the alignment of emain between individuals and consequentiye
may be affected by the plight of others whonewlo not know.

Thus, psychologicale%. SZC ~1 ¢ v sgpeoialistytudentsof history
to reflect on the behaviour of others, to form affective links through refram
their mind-set, in ways which reflectthe organic or natural components (

Historical Empathy (HE).

1.4.iii Variation in alignment between Historical Empathy (HE) and
psychologicaempathy ~N
Whilst the vocabularpf HE andN may be similar not everybody agrees that
represents the same thing. For examp@arril SAnchezAugusti and Miguel
Revilla (2017) examine $ Z % 0}Cu vs }( , v N ME]VP
with 119 primary preservice teachingtudents They found that there was n
statistical correlation between the two processeédn other words they were
MV 0 S} Uu}veSE S }vv  §]pnd HE AConseNuently, it is n
intention to show that whilst this may be true in respect of thetions,motives,
beliefs and articulations of a figure such as the British Prime Minister, N
Chamberlain, at the outset of WWII (as they used), it matybe the case wher
an historical life is encountered that seems more familiar toshelent, or one
that is less clearly defineth the distant past For instance, Murray (200:
Jo pee %% E}i § AZ E Z pe Z Culv E]PPgst
v 8Z o[ 8§} Sschalpupis about the changes in the2@entury. He did

this because he argued that the big events of history become more acce
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through the lives of real but more ordinary peoplethat ZXXXszZ Z
becomes imaginao SZE&}puPZ SZ o]( (Murrayn2002:E1l)v Such a
instructional approach appearssuggestsZ s + u C %0 C (&E}o

lives.

Examples]v o]Pvu v8 SA v, v N
It is naturalor hardwired for us to deploy psychologicahpatZC ~N e
encountering another person, even when they are not present. The deploy!
}CN  00}A« (}E }8Z }ve J}pe v opv jve Jlue E ¢
presence and guides our own amis in response. Psychologicali . $Z C
will alsoallow us to reflect on past and future encounters.
Therefore, in thinking about the assertion by Carril, Sanghegusti and Miguel
Revilla (2017) that there is no alignment beewmeHistorical Empathy (HE) al
psychological @ % $ZC ~N « A u Cestdn$Z} euS3Z Je%o}e
N ¢« EA VvC pe (MO %opE %o} A]SZ E *% § 3} ,
deployment would be related to the context and the character of the evide
provided. As an example of this | have, during my teaching, ef&adstudents
to examine the diary entries below to see if they can discover anything abot
emotions of Bernard Hoblyn and Harriet Arbuthnot.
Ev E ,} oCv[e t @B-1HMIEéeatefact 17, appendix I).
Half day today. Improvised surgery dretdrome today. | found a hous
u Es]v oo }A E A]3Z 8§ E ep ¢S5 v pe }v

wings and tail completely inoperative, so | washed it carefully with a
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of 230 and put it back where | found it. Went back an hour later and it
P}v X /8[« u EA oo}pue Z}A 8Z C (0oC v u v F

fragile and delicate things beautifully made.

Ev E ,} oCv[e t @E64L E] W i
One helluva day. Oxfords and Ansons flying together in one big m
Grass cutting in progres }v $Z Z t@uUnd put late last night that
our poor little larks had been ruthlessly mown down in the process
mother bird was wandering around in search for her young only 3
old. How much wildlife is destroyed during the reaping and Isirvgg no
one can tell
In their analyses thetudentswill often highlight sentences that they think shc
that Hoblyn sounds lonely and perhaps even a bit sad. Later in the same le
will then askstudentsto read the very different diary extract belowwhen | ask
studentswhether they think Harriet Arbuthnot is telling the truth they ofte
provide convincing reasons aswdy they believe she iying. This leads us t
examining the debate about whether she was having an affair with the Dul
Wellingon.
Harriet Arbuthnot wrote in her journal on 24 April 1824r. Arbuthnot &
| have been greatly annoyed by another anonymous letter accusing |
being in love with the Duke of Wellington, of being alwaykdles and
cornerswith him, & of being so jdaus of him that | never can bear him

speak to any other womanLuckily my dear husband & I live upon ter
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of such affection & confidence that these base insinuations have onl
effect of making us abhor the wicked feelings which could prompt &n

to write such a letter.

history.blog.gov.uk/2015/01/12/harriearbuthnotand-the-vortexof-politics/ accessec

23/09/2015

dZ « ] EC VSE] » %0 E}A] ue- Al3sZ o E E A]
and HE. In these two encounters with authenticdevice thestudentsappear to
engage in reasoning which is bataturallyempathetic and reflects the proces
of HE to gain small insights into past historical lives. However, more cog
approaches such as askischool pupildo reflect on the motive®f Claudius for
his invasion of Britain in 43CE la, Dickenson and Ashibigl (1997:2335), may
AZlooC ](( & v8 8} 8Z /A& u%o e }A X &}E

motives the student may be unable to draw upon their own misét and
experience in thinking about the complex situation facing a Roman Emperor
wishes to securéisposition by invading another country.

Examining the diary entries appears to demonstrate tivathis instance,N is
naturallydeployed alongside HE. In examiningsmo ZP&E & o]A «
to be used alone as part of a cognitive or imaginative exercise where
ZZ]*S}E] v[ ]* &E (0 S]VP p%}v uposS]% o <+SCE and
possibly couater-intuitive judgement about actions,motives, beliefs anc
articulations of past historical figurea.study by Endacott and Sturtz (20188
is insightful in this respect and may help in forming ideas about the bal

between the possibilities offeceby both N and HE.
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Endacott and Sturtz noted the benefitsaffective and cognitivélE in achieving
curricular goals relating to subject matter, historical skills, its deeper disposit
benefits and traits in terms of sharing in normalcies (through seeirtgriaal
figures as human beings who faced similar struggles to those that we do tc
They also saw other values such as identifying contexts, change, continui
an understanding of the complexity of life in the pastfective and cognitive HE
they said, alloved the studentto make moral judgements and face ethical issi
which help them to internalise enduring understandings. The teacher tl
e3u ] pe ZSZ]vl o}u e[ %0 v '}}Po  E]A
(VSR) to explain her pedadcg reasoning during her teaching, whicivolved
thinking about decisions made by the Athenian assembly during
Peloponnesian Wars with Sparta. Téwhoolpupils were familiar with some ¢
the writings of Socrates, Aristotle and Plato and the teaeh&s quick to tell the
schoolpupilswhen §Z C A & ]vP Z@Braghy and Migrchpn 2003n
their judgements of the Greeks and Romans. We should note that the te¢
IviAo P 8Z 5§18 A+ ]((] pos 8} § Alu v[- &
because theschool %ot % ]0oe A E pv o 38} «Z | }( 82 1E
context. She used heschoolpupils[ (( 3$]A }vv 3§]}v &} §Z
allow them to make reasoned and insightful judgements that led to endu
understanding. Be also felt that she was able to push sehoolpupilstowards
higher order and reflective thinking and cited the example of a boy who was
to sustain a sophisticated dialogue about the role of Athenian women

prostitutes. She took advantage ofdhntersection between HE and enduril
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understanding by unpacking historical nuasgeorporating first person source
and scaffoldingschoolpupils through each teaching phase. What the Endac
and Sturtzstudy (2015)may be showing is an interactionttvihistory where the
studentmay be able to moderate HE by the useMf In other wordsthey may
be using N as a guide to thinking about Athenian lives whilst beginning
understand that in the context of the times the actiomaptives, beliefs anc
articulations of an historic figure may have been entirely different.
We may thus begin to consider that it is possible $tudentsto deploy N to
gainnaturalinsights into historical lives through an appeal to authentic evide
required by HE. However, it may also be possible forstielentto engage in
formal reasoningabout past lives which appeals to authentic evidence
matches the requirements for HE in gaining insights into past actinosyes,
o] (+ v &3] po §]}ve AZ]1Z E Vv}8 % v V3
therefore, that whilst pure HES almost &vays formal or academic reasonijray
ov J}(N v , }po }Ived]dus A Zadurdorgan@ and
academic thinking. In other words, Organic Historical Reasoning (OHR

Ju% E]e 13152, v T X

1.4.ivPsychologicaEmpathy ~ N asareward
VP P]JVvP A]l3Z 3Z % @E v }( }8Z B SZE}uPZ
intrinsic rewards, whiclmeans it is more likely that humams social beings wi

engage in it. This may also indicate that deploying some components of HE !
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as | demonstrate }A U @E +Ju]jo E 3} N U u Gtudenah
they engage iOHR
Lockwood, Sear@ardoso and Viding (20142) describe a number of methoc
used to identify empathetic dispositional concern and these include ca
vascular measures (@ecrease in heart rate indicatingadness and sympathy
They note a model promed by Eisenberg and Fabes (109&ho show that
Z JPV]S]JA E %% E ]J* o[ V Z FE%E **]A u%%
empathetic esponse to others. Bottmechanisms may &r an insight into bw
we think about past lives. During }PVv]3]A & %% E ]+ o[ §Z
is renterpreted so that theimpact of an empathetic response is modifig¢dn
other words this is achieved through-ieE u]v P }v {getud supporor care
about a person in a distressing situation. Reacting in this way has benefits f
onlooker as it decreases negative effects of the encounter and results |
attenuation of blood pressure. This offers a real insight into why enga
emotiondly with a distressing historical situation may feel like a good thing tc
C JVEE 8 Z A% E *+]A %o % AExpreSsive hehayious.-|
this case a person will manage their emotional response to a difficult situati
an effortful manner (consuming cognitive resources) and cause a cot
between arousal and suppression of emotional arousal, which will mean
remaining in an objective frame of mind about an historically difficult situa
may be more effortful and challenging fthre nonspecialiststudenthistorian.
Lockwood, Sear€ardoso and Viding (2014le o0} *Z}A 3§Z § pe]v

E %% E ]* o[ ]* %1}*]3]A oC E 0o & 38} Z AJvP ¢
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depression and greater life satisfaction than those owlise expressive
suppression. In other words/e may enjoy engaging in OHR about historical |
because it makes us feel good. However, it may caisstress to engage

dispassionately witlsuch liveand ignore the affective elements of what we s¢

1.4.vThepossble link betweenHE, N and OHR
Assumptions, such as those made by Sanéhegusti and MigueRevilla (2017
v Z 81 ~TiiaWlifie §Z § , v Bince@iprdoty iSfot gossible
becausehere is historical distance between subjects may beirect. However,
I will argue below that reciprocity it not a prequisite because the deploymel
of %o C Z}0}P] 0 U% SZC ~N ¢ Jv §Z v }( d
of another person is entirely normaFor example, ChristeMoore et al.
(2014604-7) point out that we, as humans, can internally evoke the emoti
and sensations of a present or even an absent other (or even ourseles at
another point in time)Marsh (2018)¢Z}As 3Z § ep Z N v( E-
think aboutthe behaviour é otherseven through written sources
Christo¥Moore et al. (2014:604) also demonstrates thatN involves
deliberative processes, which they call mentalizing, that lead to inferences ¢
an}szZ E[s } ]JoC v (( 8]A 3 & «U igh(are broadlly
U %% 3} }PV]S]JA N X /v §Z]vl]vP }us Z}A §87]
to HE we may recall the words of Ohn (2010) who describes it as a potel

powerful tool which can offer the possibility of imaginative and interpretalt
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thinking about past lives, or those words of Collingwood (1946:80®n he
describesthereSZ]vI]vP }( Wo S}[e SZ}uPZS+X
Smith(2006:48), Christov¥ Moore et al.(2014:6047) andSinger et al(2013) also
«Z}A 32 5 (( 83]A N ]JvA}oA - preflddtive] ppocesSeEwbic
can be modulated both consciously and unconsciously and allow for the st
and mimicry of the states of othergho need not be presentThis aligns broadl
with assertions that there is a domain of HE where the thoughts atsl @t the
historical actor are connected their affective situation (Rantala, Manninen ai
Vanden-Berg, 2016:324845). This domain of HE also involves insights, whick
be appiedto understand the feelings of an historical figure and allow the puéa
historian to know them better (Barton and Levstik, 2004; Van Sledright, 2!
Barton and Levstik (2013:8) equate this dimension of HE with an identific
stance. Such a stance is the element of the disposition whereby people refl¢
or identifywith the emotions of the historical figure.

The possible link between Historical Empathy)(HiEd psychological empath
(N - u} v e S @as asprocess of natural reasoning about past lives suc
Organic Historical Reasonif@H{R may encompass aspeat$ both conceptions
of empathy. The nospecialist historystudent may achieve this byorming
naturally affective connections to the historical figure, througbth engagimgy
their own imagination andnusing on th& motives and actionsThis study is no
intended to focus uponstrategies that deliberately promote cognitive HE
instead will allow the subject to engage in their omaturalmusings (OHR) abot

the historical figures they encounter. It may, therefore, be that throt
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pHv &S v JVvP SZ S N -fecip(acaVstatehe problemsof perspective
discussedmay be lessened. This is becausés possible to understand the
§ZE}uPZ vP PJvP ]V N A u C us}u 8] ooC Z A

different to us

1.4.vi Cognitivedimensionsof PsychologicaEmpathy ~ N sadbgnisingdeceit,
beliefsand intentions
dZ <+ }v Ju ve]}v }( N 8Z § ]Je u}*S }uulvoC
reflective element.In HE the cognitive element is most often associated \
thoughts and understanding actions whilst the affective element is most ¢
associated with emotions and caring for past figures. However, within the fie
psychology this distinction is not so straightforward.
In the most basic sense during the cdye dimension} ( Nour reaction to the
other is modulated through reflection. This highly significant in terms o
<p S]vP , U K,Z v T pe T ] }(8 v u} po §
muse about encounters with others. Smith (2086« (}E& ]JveS v Ua
Z]PZoC }u%o £ Z Al}JpE Vv A %o0 Jve 3Z §
functioning through enabling us to understand and predict the behaviou
others. It is a disposition that can let us manipulate or deceive others and a
us the chance to reakkswhen they are doing the same (as in the case of Ha
E USZv}S[ i}pEV oU Jv ¢ S]}v iXdX]]]*X ~u]S8Z ~1
U% 3ZC ~ « v (( 8]JA N & % ES }( v Jvs |

Z 0%-°* uv P (( 3]A NvVv%®E} $JA* N Pp] « v da
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use of CE. ChristoMoore et al. (2014:604) explain that such deliberativ
processes, which they call mentalik PU o S} Jv( E v - JAVE:
and affective states, beliefs and intentions, are broadly%o % S} }PvVv]
In other words, CE allows us to think and reasoh only about the actions ol
othersbut their emotive state as well

Lee and Shemilt (2011:39) make the pdindt empathetic imaginings cabe
seen as aZA Gu v (( S3]AE duwtd[ cerebral (cognitive
engagement with historical evidence. This statement seems to suggest the
socalledZA GEu v ((engaplmient is less sophisticated than the log
contemplations of the formal historiafut it may be the casthat the reflective

% 0}Cu v3 }( }PV]ISIA t & Ae p¥%}v Vv S3uE o

is integrated and highly sophisticated.

1.4.viiInterplay of cognitiveand affective N

It may, therefore, be the case that many commentators on HE ha
misunderstood the interplay between the two elements of the dispositi
through assuming that there is a strong separation of thealed cognitive anc
affective elements (Endacott and Brooks, 2013:41; Endacott and Sturtz
Dillenberg, 2017:5; Rantaldlanninen and Vamen-Berg, 2016:324; Davi
2001:3; Lee, Dickenson and Ashby, 1997; Barton and Levstik, 2013:8 &
dz ¢ u C Jv JEE S Jv 8§Z]e eepu%S]}v Ue
element often involves arpcess of reflecting or mentalig }v. u}3$]A

through what have been termed «Z & E ]v KanskeEtlal[ 2015). |
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other words the natural process of empathising can often invalgéectingon
the affective state of others.

Lastly it is notable that some psychological steslj such as that by Marg018
and Kanske e#l. (2015), have involved subjects viewing autobiographical ¢
AE]I33 vv EE 3]A «X dZ]* 0*} U}Ve3SE § » 3Z &
HE cannot be attributed to the fact that much of the histatiteaching the

studentsmay encounter is centred on written narrative or past events.

1.50theraspectf recentresearchin psychologywhich mayform components
of OrganicHistoricalReasoning

1.5.iSharedbrain networks and OHR

More ckarly understading how affective and cognitive emotive states
E % E * vS§ HE]VP }PV]S]JA N uC Z 0% pe A
how natural reasoning forms a part of thinking about past livesnske et al
(2015:619) remark on the complexity of undganding others through sharin
emotions and reflecting on their thoughts. This is achieved through what
§ EuwZZE E Jv vAAJEIpy Eo] §Z ]o]3C 3}
point out that both ToM Theory of Mnd) and cognitive perspectivaking(which
is similar to cognitive/u}sS]}v o N ¢ Ju%oC & <}v]vP }us
and emotions of others. However, they describe the difference between ToV
cognitive perspectivaking as that the former yields propositional knowled
abou§ Vv}3Z E[e 5 5 AZ]Jo*S3 N o00}Ae (}E 82 2

bodily state. Marsh (2018:11015) notes that there is a clear distinction betwe
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u}s]}v o N v uvs ol]llvP ~§Z § }( }PVv]3]A
discussed the interplay diween the different elements of the dispositiol
Empathetic concern, she tells us, is the goxial element of the disposition fc
N AZE& A vP P Jv E]JvP v }v EvV ]§ ] ]v
This is not synonymous with emotional ofPv]3]A N v ]+ §]A
distinct cortical pathways. It may be particularly important in terms of this st
that Marsh (2018) was reporting on subjects who are responding
autobiographical narratives of events. She noted that viewing but
internalising negative events activated the anterior insula and-cmdulate
gyrus whilst mental state inferences led to activity in the mentalizing netw:
mentioned in the section above. Smith (2006:8) makes a similar observati

§Z 3A} VvSE o o

¢

that of Marsh (206 AZ} «3 § « §Z
integrated mechanism, which can lead to altruistic motivation. Marsh
comments that, whilst the mechanism is unknown, it is thought that nege
social inputs (such as responses to autobiogre@l and other suffering) ar
translated into positive preocial motivation.

dZpeU ]S u C §Z § 8Z % E}% ve]SC 8§} vP P v
doing so activateZ «Z & E ]v wh&A & highly evolved to allow fc
musing on tle bodily and affective states of othelsmay also be that Theory ¢
D]v ~d}De v }PV]S]JA t o00}Ae (}E Jve]PZ3s |V

are similar in character to HE.
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A summary of psychological empathyl €).
Writers such as (Kanske &t, 2015;Singer and Tusche, 2013; Singer et al 2(
Marsh, 2018; Smith, 2006; ChristdMoore et al., 2014) have helped to form
clearer idea about thecomplex dispostition which has often been term
Z u% 3$EmMpéathyis a disposition which is deploy AZ v Z}§areC
encountered. The encounter can be either in reality or through othnds such
as written accounts. A dimension of this encounter may be termeergitective
(unconscious) andanoften lead to a resonationr a Zoupling[with the feelings
}( §Z Z}SZ EX|[ dZ]e &Boeléad $oh}persorCengaging in displayit
some kind of carg(}E SZ Z}SZ EX[ dZ]s & <}v S]}v ] }
component of empathy.
The affective component of empathy stands in relation to iaoften seen as
§Z Z }PV]S]A [ }Ju%}v v3 }( u% SZCX /v §Z]« }P
upe]vP }us SZ SZiuPZsSeU ( o]JvPe v Sl}ve
dimension appears tbe related toTheory of Mind (ToM). ToM allows a pers
§} pv. &S v SZ S SZ SzZ}uPzZzSe v ( o]JvPe }( S:
their own. It is related to having more abstract and propositional thoughts ak
SZ u vS o0 ¢S § }( 3RecagnisivEcAmpynentof empathyis relatedto
ToMandallows for musing or a reflection on tHeelings ofan Z}5Z & X |
dZpueU A]SZ]v 8Z 1% }+]%]}vie) @sZesttibedzaDdve @G mi
Upe Jus 8Z } loC v (( B8]A <83 }( 8Z Zz)3z
understand that their thoughts and feelings may be different to our own

finally we may resonateiith }@E& J]J*%0 C & (}E& S$ZZ WXJPZ
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1.5.i Understandingdifferent perspectivesand OHR

« Z o v «Z}Av }A $Z & u C o]Jvl  SA v N
OHR as a way of thinking about past historical lives. Howéwvere may be a
problem with assuming that psychologicancepts carautomaticallyapply to
historical thinking. This is because of the problems of perspective that were r
by writers such a8rophy and Allerman (2003:108).may beuseful, therefore,
to understand how natural thinking can encompass notiohglifference that
may help to overcome the problems of perspective
Some lives may benore difficult to engage with because they inhabited
different zone of consciousnegRifkin 2010)In other words more distant lives
may be more difficult to engagwith without falling intoZ 31[« ~TiiAZVITi
}( E o &]Ppeprpblem of perspective may be thought of as having
components and these relate to difference and similarity. Similarity relates tc
sharing of a common humanity. Differenceatels to the fact that the domain i
which that past life was lived may be wholly or partly different from our ow
would like to argue that these connect to a concept of the difference betw
ourselves and those who we may think of as others. Rudyalihéi(18651936)

sums this up rather nicely in the first versetio¢ followingpoem

Zt v dZ CX]
Father, Mother and Me,
Sister and Aunty say,

All the people like us are We,
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And everyone else is They.

And They live over the sea,

While We live wer the way,

But t would you believe it2 They look upon We

As only a sort of They!
Thus}v }(s8Z PE § }vSE ] S]}ve]v, ]J* SZ S ve]
and understanding difference. It is like having to think both, those people are
us, but they are not. When engaging in natural thinking about past lives,
students may be able to view them in the ntext of their own reality.
Consequentlya life that appears more distarwill look very dferent from their
own but a closer one mayavefeatures that overlap with theirg=or example, at
artefact such as ra Achulean hand axe may make it obvious that a lo
Palaeolithic lifestyle was vastly different from our own, whilst a 1987 Motorc
8500x phongsee artefacts 1 and 18, appendixmay seem amusingly familia
However, in having an observable and relatable functionality both may pror
ideas about the reality of past lif®illenberg(2017) and Rfkin (2010 have given
thought to how this might affect our perception of those péses.
Rifkin (2010) makes the point that we humans, share this biosphere and &
dependent on the same geochemical preses. Howeveisome lives were livec
in very different domains and circumstances from others. In other wdydth
, v N E *Z %o C Z]*S}E] 0 %E&} ¢ ¢ v I
placed in (zones) of consciousneshese zones allow for the perception that

may be more difficult to identify with lives lived within these different zon
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Rifkin (2010 therefore, postulates that one of the ways to understand i
differences between present and past lives is through understanding
relationship of human consciousness to the (technological) age in which th
was lived. Therefore, he argues, greaétanges in human consciousness oc
when new more complex energy regimes arise. He argues that folagger
societies were steeped in a mythological consciousness and that the hyd
agricultural societieqsuch as those in Mesopotamia, Sumeria aggpf which
were organised around writing, became theologically conscious. Print techn
during the coal and steam powered first industrial revolution led tc
transformation between a theological and an ideological consciousness d
the enlightenmen. In the 20" century electronic communications and the oil a
motor industries ledo what may be termed a psychological consciousness a
the domain in which western modern lives are now lived. Rifkin (2010) then
}v 8§} EPp S$Z 8§ N ]v EoC *} 18]« A+ 0]uls
agricultural era it became focussed aeligious identification and with the
industrial age and the rise of the nation states people began to empathise
their fellow citizens. Nowhe sayswe are extending this beyond our nation
boundaries. Rifkin (20)@nakes a later point that, as mans, we are conditiones
C JHE ]J(( € vS HOSUE 0 Z]*S}E] » v SZE}uPZ
minded and take on other viewpoints.
Thus, it is possible that the Achulean hand axe makes it clear that the perso
made it lived in a different zee of consciousness to our own. However,

evident workmanship and function make it clear that it was made by a hu
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who shared some of our characteristics. In deploying natural thinking about
an artefact, therefore, thestudentmay become aware dheir similarity to the
historical figure whilst at the same time gaining a perspective that their life

different.

1.5.iii The Z } S Zp&ispnand OHR

There maybe afurther problem with forming an understanding théistorical
figuresare different This is becausene of the tensions inherent in HE relatto
the process of identifying withistorical others.dentifying with historical lives
as we have discussgohay bring problems of judging them in a modern cont
(Barton and Levstik, 2004:33;aberg, 2001; Brophy and Alleman, 2003:1(
However,a danger oot engaging with them in a human context can mak
difficult to care about their existence (Barton and Levstik 2004).
Astudentquipped recently;ZE A & | vC } C ]( $Zshi¢ @eca(isE
] Z C & 8Z C[oo o0E Indeed ithseeinsto b€ patdt4l for a
person to identify more closely with somebody they perceive as being far
and, therefore, it needs to be invegated as to how this thinking malye
encompased within OHR. The problem is thas Honigsbaum (2013) points ot
people are kinder to those they view as human beings and once we mak
Ju Plv 8]JA 0 % Jv3} %o Ee}v[e ¢Z} « A lu o
suffering and by not ignoring #ir suffering we can form different judgements
them which may be based upon sympathy and céfedacott and Brook:

2013:46). However, constrainirsgudentsto see the historical figure as a distin
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Z}3Z E[U Al8Z AZ}u A vv}$ ] asdérgud thingto ds nos
especially in the taching of history. For instancé€astro (2015, Abdalah-
Pretceille(2002, Hogg, Kruglanskand van den Bog2013:408410) and Black,
(2014) all discuss how a lack of identification with others can leadeddiming
of extremist idea. Thus we may see past figures as unworthy of our attenti
and care He SZ C & vVv}S §Z Ze u [ * Zpu<|

Black (2014:7) considers the way in which identities are grounded in ethr
religion and gendellike Ahonen (2Q00180) ke reminds us that group identity i
a key feature of human society and the possibility that identities are imag
and constructed rather than inherent. History is part of our identity too and B
makes the point that it can be manipulated thighu instruments such as th
National Curriculum. Black tells us that a sense of the past also comes th
family. Here, he says, history overlaps with experience, a personal or colls
experience about the past. His point is that values are inculcttiesligh the
family, and social norms and assumptions are assimilated similar manner
There is also, he says, a connection to ideas about memories of the family
lineage, pure blood and genealogy. Families may even acquire a history 1
themselves and the present. He also makes the point that historical memory
be renewed or changed in the light of circumstance. A key point about ¢
therefore, may be the way in which the n@pecialiststudent[s }Av $Z}
about family and personal histy can be placed in the context tbfeir learning.
The reader may recall from the work of Rifkin (2010) that some lives are liv

different zones of historical consciousness, which relate to the technologice
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in which they lived. It may be the agstherefore, that it is harder to mak
connectionsbetween our own livesand others where the domain of thei
existence seems particularly alien to our own. As Portal (1987:1043) points
IS not easy to empathise with those such as the Aztecs anid approach to
human sacrifice.

Therefore, it may be that during OHR tk&udent can demonstrate thought:
about perspective as they fieegotiate a picture of themselves in relation to pe
historical actorsparticularly those with whom they feel closthis may cause u
to thinkthat during OHR thetudentmay lookfor something which acknowledge
the humanity of the past lifet something with which they can identify. F
example, the sweat marks under the arms of the Victorian dfes®fact 15,
appendk l)may lead to thoughts about theeal life of the woman who wore it
This then may leastudentsto think about their own relationship to the Victoria

womanand lead them to care about that woman

1.5.ivReality,identification and OHR

| often (as parof my lecture series for preervice teachers) ask the questidr
ZAZC +3p C M3mgar@Enend fre given, includirifye } A vo Ev
u]e+S | bUt most often they centre orgo we can find out about oyast.[ d z
word that is interestngh @& ] §Z A}E Z}uE[ v 8$Z }vv
*}u Z}A o}vPe 8} Zpue[V A Z A <}u 8Z]vP &} } A
considerationn terms of OHR becaugeamay involve thestudentin makingsome

kind of connection tdnistory.
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Habib 2013:1Giie Jv veA E 3} 3Z «u «3]}vU ZA&g tddr
} o v ]Jv]Al po Z A and mpes td point that without ai
understanding of events in time an individual cannot function. Habib then «
on to rationalize that history regsents collective memory. Whilst, howeve
people cannot be certain about this collective memory Habib argues,
important for it to correspond as far as is possible to the known facts.
discipline of history as an evidenbased subject emerges fmothis organization
of the collective memory. If we accept the premise, therefore, that hist
somehow represents a version of a collective memory then it may be possil
engage in thinking about how an individuaight respondto that collective
memory and how they assimilate it into their own thinking during OHR. Pa
this assimilation, therefore, needs to encompass a consciousness of the ree
the past. This may be through an emerging consciousness of our protr.
existence and a relationgh with the physics of time, in other worc
HV EeS v JVP Z]S}EC ]- }usS o} S]vP }v [We as
humans, therefore, somehow make sense of ourselves and the world we I
and as part of this, encompass knowledge and a rate(@ an explanation) fo
our own existence.
In other words we need to give thought to how thstudent may naturally
assimilate the narrative of history and how they relate it to the reality of tt
own lives and beliefs. Bruner (199119) had thoughé on how we might do thi:
and ]e pee ]85 ¢ (}JEuU }( Zv EE S]A }JveSEu 3]}

kits may have exerted selection pressures on the evolution of certain ht
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capacities. He says that these domains of intelligence that we hevenat
organised by logical principles or associative connections but those conn
with human knowledge of themselves, their culture or their social world. Hun
}JEP v]e SZ ]JE A% E] vV V. uUu}E&C }( ZZpu v
narratives and B lists these as stories, myths, excuses and reasons (bot
doing and not doing). Bruner explains that narrative is transmitted culturally
}veSE v C v Jv ]JA] p o[+ u unlikeE@nsirctions that pre
generated by logical and saitific procedures and can detect falsificatjc
narrative constructions can only achieve verisimilitude. Verisimilitude wi
narrative is, therefore, not just a way of representing reality. It is a wa
constituting reality. He then discusses narwvati diachronicity where we
understand the pattern of events over time as an ensemble of way:
constructing the sequential and diachronic order of human events. The
involved in such an understanding is not clock time but human time. Brune
disawsses narrative accrual, which from an anthropological seepeesents the
way in which narratives magccrue to form a culture.
HE]JVP Z ] JuE- | e (ES ¢ ] pee o SZ v SuE

solipsism:

Next | examined attentively what | walssaw that while | could preten

that | had no body and that there was no world and no place for me t

in, | could not for all that pretend that | did not exist. (6t3p
Bruner says that the best argument against solipsism (we cannot prove

existence of a real world because we only know our own existence) is that ht
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minds are alike and we labour in common. We use narrative accrual to local
individual biographies and continuities within a shared social history. This n
a great deal of see in terms of OHR because it allows us to form
understanding that thestudentsmay be attempting to place what they see

their own narrative into the central contextual or cultural narrative than has b
constructed around them.

What does all thisuggestabout what astudent who engages in OHR may

thinking? It means that they may be trying to assimilate the ideas and past
they encounter into their own model of the worltla model based on their pre
existing beliefs, knowledge and ideas acwlture. It may also mean that i
congructing ideas about the past thayay ke forming a new narrative of thei
ZYAV[ %00 ] an@\ihat t@&ans to be a part of theiZ JAv[ podpc
This is not, so far, emerging as a clear picture of historydiscgline and that
may be because we are taking a view of it as a subject whersvpeople whao
share a cultureare intimately connected. It involves constructing a narrative
our own existence. In other wordsiatural thinking about past lives me

enaompass the possibility of a personal relationship with history.

1.5.vOriginsthe Z }oo &]h} E&hfOHR

OHRas a representation of natural thinkingay allow for an explanation c

whether the student is thinking about identity as conceived by Bld2k14)
vI}E SZE}uPZ G&uv E[s ~iddie }v %S]}v }( v

possible to examine whether thegre referring to a historical background,
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collective memory, as conceived by Habib (2013) or something drawn
example, from schodearning or personal interest (Cooper, 2012:482 evstik,
1986; Levstik and Pappas, 1992:Bt8 even a notion that history someho
involves them(Weedon 2004:56). It may also be possible that OHR allows
student to reflect on other stories and naatives they knowthat appear to
explain history. Indeed, stories and narratives that appear to explair
]Jv 1A] 4 o[* }JE]P]ve ¢« u 8} Z A v Al v (JE
been writing. Rieu (1978:11prinstance ¢« E] + Z}A ,}u P C[K-
century BCE) may have been flattering to an audience who might have ima
themselves as being separated from godlike beings by just a few genera
Av}IEE] "8 uZE o pfedf «century CE) is a Viking explanation for 1
origination of humanity AZ] Z Z « «}u <3E]I]vP0oC <]u]®oak
}( " v e[Phorisson ed. 1995:10). This may even havmamifested itself in
the modern age through a more scientific examination of the movemen
peoples who explain our own anstey (Richards 2001) or our genetic backgrot
(Oppenhimer 2006). Some have also attempted to explain our historical nart
through linguistics (Bryson, 1990; McCrum, Cran and MacNeil, !
Oppenhimer, 2006).

It may be, therefore, that differentnarrdtA « } o « 3} (JEuU % E
u UuyEC[ SZ sspecialiststudent calls upon when engaging in natural
organic thinking about histort /§ u C o0} §Z § 8§Z]e v}i
uulEC[ Z - %*C Z}0o}P] o0 }u%o}v faceks ad gsy@&ho(dd:

which may form part of OHR are investigated in the section below.
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1.5.v Decentringand OHR

The ability to decentre or project ourseles into another spherto think about a
situation where one is not presenis important for planmg or reflecting on
potential or past encounters. It is also importdaotbe able to decentreto engage
in thinking about historical lives and processes. This ability is known to exisi
an early age and McCormack and Hoerl (20089)consider the abty of a child
to co-ordinate at least three locations in time and to conceive of tempc
locations independently of the events that occurred at them (p.91). They giv
example of pretend play as a way of demonstrating the point at which chil
beciu (& W% (E}u $Z /E]*8]vP A}Eo }( ZZ}A :
show that there were important changes in temporal-centring which occul
between the ages of three and five (p.96). They discuss matweediing and
give two example€lexenam might have ben the time at which we hadeoffee
but we can also conceive ofdahtime without reference tocoffee. In terms of
space we can conceive of the space where we parked our car as being en
perhaps as being occupied by another caB@9.) This is similar to the cloc
and calendar systemwhich allow for the evenindependent references to time
which are vital to historical understanding. Thitsis that with maturity the
notion of time becomes freed from thoughts about familiaggences and move
towards abstract conceptions of timéhis suggests that thetudentmaybe able
to temporally encounter an event that they know has occurred in the past

one they did not experience themselves
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1.5vii Mentally existingin time and OHR
It is our ability to think in time which is highly important in terms of undersiagc
ourselves as a beingho isable to plan for the future and think about the pas
Manning, Cassel and Cassel (2013) highlight this as an important mechar
evoluion because timanemory allows an organism to behave more adaptiv
because of experiences at an earlier tima.terms of psychology, simulation «
selfprojection is a way of mentally transcending the present to occupy a diffe
time, place orrealy t e}u SZ|JvP }SZ (E SZ v SZ % E-}V]
This allows humans to participate in culture because it allows for me
movement between past and futur@Vaytz, Hershfield and Tamir 2015:33
Culture would be very difficult to achieve withoatconception of a relationshi
to both the past and futureThere may be other psychological respon:
deployed; a person negotiates a picture of themselves as a being in time be
they can also reflect on who they are in relation to others
Perhapst might be said rightly that there are three times: a time pres
of things past; a time present of things present; and a time presel
things future. For these three do coexist somehow in the soul
otherwise | could not see them. The time preséithings past is memory
the time present of things present is direct experience; the time prese
things future is expectation.

St. Augustine [1], Book 11, Chapter 20, Heading 26.
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Manning, Cassel and Cassel (2013:234) note the importance of subjéotie
and mental timetravel in human cognition and timmemory relationships. The
see such mental tietravel as one of the preequisites of normal developmer

V. *% pO S 8§Z § §Z ]o1SC 8} %o E}i S }v [
dimensions isa major challenge of neuropsychology. Wheeler et al. (1997:.
335) see mental timdravel as a major achievement and just as St. Augustine
Manningetal. dot $Z C & o § ]S 8§} §Z ]o]SC 8} u vS§
the future through imagingon. They propose that this is a type of episo
memory, which is a very special and unusual nbrain achievement. The
define episodic memory as a specific negagnitive system that has evolved f
the purposes of mental timé&ravel. They point outhe differences betweer
consciousness and awareness (p.335) is that awareness always has an ob
consciousness does not. It is like a stage that allows chosen actions
performed on it. Consciousness allows an individual to become aware, wi
necessarily dictating what the individual is aware of.

Szpunar (2011:409) and Wheeler, Stuss and Tulving (1997) eeflect
ZE}V 8Z ] U AZ] Z 1+ 8Z A E v se }( 8Z op i
exists (i.e. knowing the passing of time) and amgetic consciousness (th
awareness of self in subjective time}u $Z]vP A u]PZ3 § CEu
§ E AAotpnoetic awareness is where an individual is aware of their protra
existence over subjective time. Autonoetic consciousness, thereftioeysafor
§8Z Ze*SE u }( }ve ]}pev eo[U AZ] Z o0o0}Ae }v [« (

through to the future and bac&gain. This is of course an importdunstorical skill
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andmayform a component of OHR. Spzunar (2011:409) calls this ability to
of ourselves in time a remarkable achievement because it enables
remember what has happened to us in the past or imagine what might haj
to us in the future. He discusses chronesthesigerally the feeling of time. He
defines subjective time a®mething which is not clock or calendar timaot a

physical reality but a product of the mind. He also notes that patients '
damage to the prdrontal cortex have impaired ability in terms of mental tin
travel. Most people appear to be able to modah encounter (perhaps a
interview) before it happens. Similarihey also appear to be able to reflect or
past encounter, even a distant one. Humans even seem to also be able to in
or experience an encounter which did not happen to theSinger etal,

(2008:782).

This is a crucial set of ideas in that it provides a thinking tiithle link between
NU,U ZE}v «8Z ] v us}v} 3] A E v We can
relate to it in the terms described by St. Augustine ase the relationshig
between hope, aspation, ambitionfor the future and what we have learned

the past.It may be informative,herefore, to understand whethemental time

travel to reflecttheir encounter with past figureis a spontaneous componeat

students naturalthinking.

1.5viii Memory, identity and OHR
Memory is a vital mechanism not just in terms of day to day functioning

knowledge but also in providing a conception of who we are as humansém
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this way an effective memory provides a narrative not only of our own jey
through time butalso allows us tthink about how this journey relates to that «
other people. We can see this function of memory as being linked to a conce
of history, culture anddentity. Black (2014:7) remindads that group identity i<
a keyfeature of human society and discusses the possibility that identities
imagined and constructed rather than inherent. Hist@yart of our identityand
a sense of the past comes through family and overlaps with a person
collective experience dghe past.Indeed this mention of wider family and famil
through time opened the possibility that thetudent may be engaged i
remodeling their perspective of themselves as a being in history during
through mechanisms related to autobiographical armsgmantic memory
(Manning, Denkova and Uatberger 2013) Various mechanisms have bes
explored to try and account for this smodelling but Tani, Peterson and Smol
(2014:25455) suggest this kind of personal meaning evolves from experie
which are onstructed from interactions from others. Graci and Fiwt
(2017:489) discuss this in terms of narrativéhe way memories are expresse
linguistically and shape setfentity and connect individuals to others we
construct autobiographical memory stes as a way of shaping ai
understanding events. Baron and Bluck (2009) explain that such autobiogra
memory stories may play a role in sd#finition, developing and maintainin

social bonds and directing future behaviour.
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It may be useful, therefre, to understand whether it is natural forstudentto
reflect on their personal identity or collective memories when engaging

instruction about the past.

1.5.ixPerspectiverecognition: appraisalof selfin relation to othersand OHR

A 1v P }wseffein relation to the historical figure may, therefore, be a |
component of natural thinking./ v U s§Z]vl]vP }us v [« &E
connectiov 8} }8Z Ee+ ]+ <]Pv](] v§ A]J3Z]v N X W-C
equated with perspective recognition and caring (Barton and Levstik 2004
example Roberts, Strayer and Denham (2014:465) showed that moderate to
oAoe }(N Jv] § CWRV &P }( Z+Julo E]SC
others[ Kv §Z }3Z RabetsyStrayer and Denham (2014:4&Spshowed
that moderate/high levels of anger mean increased perceptions and evalua
of others as hostile. They say that thesegoxialbehaviours relate to each othe
as they are influenced by similar socialisation experiences., Tiierg is a strong
%}*]3]A o]vl SA v Pplod v N «3Z C vs ]Jo v
others. Anger on the other hand, they say, fsmpts empathetic responses. |
other words, it may actually do us good to feel guilty and make affective
between ourelves and othersvhich may explain whgtudentsappear to be

Z E]A v[ 8} vP P A]8Z Z]+3}E] o (]JPUE -
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1.5x Affective dimensionsof N andHE;the reactionto an dther [and OHR
e« A e «Z}Av &} Y4 « A]JS8Z , uVC %°*C Z}o}P]
as having more than one dimension (Smith 2006) and they also conceive th
may manifest as affective/emotive and reflective/cognitive dimensions. In ta
% EZ %+ *]Ju%o0]*s] Al A }( (( 8]JA N A u]P
where we, as humas, make an emotive or reactive engagement with
%o @E& v }( v Z}SZ E[ ~% EZ % Vv Z]*S}E] o0 }
elements. This emotive domain may, consequently, be the location for
conscious and unconscious reactions to the plajttistoric others. This may b
where we attempt to identify or even align with past emotive states. Thi
because we might experience emotional contagion or even mirror tt

emotions we encounter.

1.5.X Evokeand identify the emotionsof an absentother

(( 83]JA N ]« }u$ 37 affgdtiveintergction with another person
For instance, ChristeMoore et al. (2014:6046« « ] 3Z & (( S3]A
unconscious (or what they term pureflective) processes, which can |
modulated both casciously and unconsciously. One of the effects of this is
we, as humans, can internally evoke the emotions and sensations of a pres
even an absent other (or even our own selves at another point in)timeis
means SZ S |v % 0}C]vPe W& can| Both Ndentify the emotions ¢

another and align our feelings with theirs.
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1.5.xii Alignmentbetween observerand observedand OHR
Affective empathetic deploymentan be expressed idifferent ways Chrigov-
Moore et al. (2014:607%tated that our response to the pain and distress
others can increase prsocial decision making. This is because, at its most t
(( 8]JA N Je ( *38 *3Jupopes EJA VvV E *%}ve §Z
the observer and the obseed. Zaki and Ochner (22) described this as kind
of emotional contagion; for instan¢a smile, anagnany such behaviouere done
without awarenessSchumannZaki and Dweck (2014:475/6) also consider t
N Ze+ v ]Jvv § Ju%lv vs Azl z v e v AZ v
u}szZ E[s AE%E *]}v }E ]Jv sZ u}s]tv o }vs
synchronise facial expressions, postures, movement or vocalisations. They
§% v3]}v 8} ZUul]EE}E]JVP[ Az E 2ffarifuueEpeliene
sharingwhich can occur evenvhen a person is under cognitive load (busy). |
possible, therefore, that these types of emotional alignments may be a featu

OHR.

1.5.xiii Ability to decouple our perception of ourselves from that of others

One of the criticisms of affective HEashbeen thought that it is difficult tc
modulate, thatstudentsare likely to project their own emotions onto those
past historical figures. However, it is the case that as humans we caougde
our own perceptions from those of others in other words it is natual to
understand th& another peson may be experiencing a different emotion frc

our own. The coupling of emotive states is a deeply embedded behaviou
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Christo¥Moore et al. (2014:604) state that the preconscious mechanisms w
underlie the sharing and mimicry of othérstates and behaviours is broad
U %% 8} (( 8]JA N v 8Z]s ]+ ¢} 18 A]3zZ
subcortical regions of the brain that are often associated with movem
sensation and emotion. But, impntly, thisis also linked to a mechanism fc
encompassing difference, in other words, decoupling. For example, Singer
(2013) demonstrated that if the right supermarginal gyrus is damaged
Zuu ve 0} SZ ]JE % ]SC (}E N eaenahles @s4q decpl
our perception of ourselves from that of others. When this part of the brain

disrupted subjects projected their own feelings and circumstances onto othe

1.5.xivConnecting with people in the past may be inevitable

Thus,w u C +« 3Z (( 3]A 3Ju%}v v3 }J( N =« % ES
for aligning one person with another. Indeed, experience of teaching history
*UPP 8 3} u 3Z 8 N Je uv]A E+ 0 J*%}*]8]}v
}(([ ~SZ § Ky psgavéipduse about the lives of the historical figures 1
astudentencounters). Thiratural ZHEP S} }vv S[ ] u}veSC
of Lockwood, Sear@ardoso and Vidin¢2014), Christo¥Moore et al (2014),

Mason(2011), and Roberts, Strger and Denhan014) who show that affectivi
N %0 Ces % }A E (-pazialbpbavipur tatEjay be partly unconscio
In historical terms, therefore, such an organic motivation may mean that

student]s SEC]VvP 8§} $Z]vl }usS v v }uvs i@ terdiseo o
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Like Levesque (2009:149) experience has also taught me that the uncon
elements of all types of empathy appeared to help leastwent towards an
appreciation of our shared humanity with past lives and further, that this cal
important in terms of understandinghe reality of past lives. As Smitp006:4

8), Christov Moore et al.(2014:6047) and Singer et al(2013) explainwe, as
humans, can internally evoke the emotions and sensations of an absent otl
away that is unconscious pre- }ve J}pueX dZpeU (( $]A N (}
part of our own organic background as we encounter past historical figures
through being in part reflexive or unconscious it may play a part in the encot
that is difficult to modulate. In oth® A}E U (( $]A N

subconscious component of OHR.

1.5.xvUnderstandingthe mental states, beliefs, intents, desires,perspectives
different from our own

Cognitivemechanisms for understanding the difference in dive states may be
helpfulbecause human beings often tend to offer evidence which hides elenr
of their true feelings (just as th&tudentssuspected that Harriet Arbuthnot did
To help understand this it is useful to consider the work of aan het Rot
Hogenelst (2014)who lke Zaki, Bolger and Ochsner (2Q08)plore how
% Ee% S]A 3§ I1]vPU dZ }E&C }( D]Jv ~5Z ]o]sC
states, beliefs, intents, desires, intentions and perspectives are different
v [* YAve v u% 3Z 3] pt@Eexplbre @hatreceivers of soci

and emotional information think about the senders. It is perhaps helpful to r
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that they found individuals with aAutistic Spectrum DisordéASD understand
the feelings of senders only if they are expressed wedlugh. Thus, individual
with sub-clinical autism suffer from reduced levels of empathetic accuracy
this increases with the spectrum. Where such an igdeaseful to this study is i
understanding that it is)atural to understand that mentadtates aredifferent.

The work abovealso leads uso considerthe clarity with which such states ce
be expressegespecially when they are dimly visible through time.

Smith (2006:4fie «5 § ¢« §Z § §Z Uu}®& }ve J}ue O U VS
functioning throughenabling us to understand and gaict the behaviour of
others. Aan het Rot and Hogenelst (2014) tell us that conscious empathy en
us to see situations from different perspectives. Zaki, Bolger and Ochsner (
discuss our consciousness that othensy see the world differently throug
Z AlvP ZdZ }EC }( D]Jv X[ "pn Z }ve J}ues & <}v]
in the kind of hypotheticaleductive and imaginative thinking regarding past Ii
which are encountered through types of artefacts ddsed by Cooper (1991:3:
41). In other words,imay Vv SUE o0 S} u%o0}C N }( }SZ I]
in both conscious and uncotisus dimensions of OHR. It mdpwever, also be
natural to understand that the thoughts of historical others may be differen

our own.

1.5.xviDefinition of OrganicHistorical Reasoning
Organic Historical Reasoni(@HR)s emerging from this debate as a process

natural reasoning about past lives which incorporates elements of Histc
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Empathy (HE)U HOSUE o Vv (u]oC IPE}uv U N
psychologicaprocessesEmpathy is a successful disposition because as hun
we have common, behavioural, social, biological, cognitive, affective, con
and spiritual needs (conative being dreams, goals;efétfacy and a need fo
control). This is something weh is intrinsic to the individual and humanity (Hu
2011). These visceral and cerebral zones of imperatives are almost in
% Ee+}v o o u vse }( v ]v ]A] p o[+ AE]*S v v
historical figures, may constitute anothdimension of OHR.

Important psychological componentsf OHR may, therefore, bine ability to
identify with others (because we share a common biology and psycholbgy
ability to decentre or project ourselves into another spheheough mental time
travel andthe ability to see ourselves as beings who exists in tihe are able
to think about the past and futurelt is also abouthe possession of a memoi
§Z7 & EpY * v}S ipes JUE }Av u ulE] + us Z }oc
locate us within our prceived culture.

These possible organic components, therefore, reflibet process ofnatural
thinking aboutpast lives. They are not competenciapplied bystudentsto
understand the feelings and thoughts and motives of great historical fig8resh
natural thinking wil| however,require a stimulus which can be applibdcause
of the student[s o]Ju]$ i i |vTharefor®, gcttion 1.6 argues tha
connections with people living in the past may be best stimulatedebghing

which utilizesmaterial cultureas evidence of the reality of past historical lives
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1.6 What are the benefits of applying OrganicHistoricalReasoningo material

culture?

1.6.i Artefactscanbe more powerful sourcesthan language

Jenkins and Bicklefd989: 1822) point out that the Medieval peasant or th
Viking had limited vocabulary and used limited language, artl} P v Z]:
understanding one must get inside their culture, via cultural artefacts, to
minds that infused them with life, to see the world as the}As] AXdfacts seem
to demonstrate some of the qualities required from evidence that promc
effective OHR. This may be because they offer an opportunity to incorpt
multiple perspectives into the teaching of history. | argue below that mate
culture, artefactsmayallow studentsto think about past lives through achievir
surpus meaning | also attempt to make the case that the presentation
artefacts enables nospecialist historystudentsto more readily reflect on the

reality of past live.

1.6.ii Waysin which OrganicHistorical Reasoningapplied to material culture
might enable these non-specialisthistory studentsto reflect on the reality of
pastlives

Overcoming problems of perspective by revisiting and reforming ideas

We canquedion whether artefacts will also allow trgudent to re-form and re
vigt their ideas about past lives. This may involve them in forming different i
about perspectiveTakefor example, one of the artefacts | use in my teachan:

pottery fragment fom a Roman olive oil amphora. It may seem, on 1
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acquaintance, to be a boring piece of broken potterjea@urelessdisembodied
handle. However, after receiving strong contextual information about

importance of the production of olive oil within ¢hRoman economy and its ro
in domestic life thestudentappearsto re-form ideas about what it represents
During activities to research trghape and fornof the amphoraand then through
making reconstruction drawings thetudentappearsto form ideasabout reality
of the lives of the Roman people who made it, touched it, and usékhis may
be a connection based upon a mutual experience of handling the same c

rather than an attempt to understand or enter the pastperience.

Making a connectiorbetween self and the artefact

Non-specialist historystudents may make a natural connection between
themselves and the artefact. Koopman (200E8-19) thinks about this anc
E (o 8¢ p%}v 3Z A}YEI }( " ESE ]Jv Z ]JvP v
questons the subjecbbject dichotomy in relation to different states of bein
This is in relation to how a subjegbject relationship can turn into a subjec
subject relationship. Koopman gives the example of a foot remaining as an «
of observation untiit kicks a ball, then it becomes a subjeef SZ %o (
attention. In other wordsfor the nonspecialisstudenthistory may be an objec
t they understandit exists but they are not fully conscious of it until it manife
itself to them. This mayda manifestation that can be brought about throu
artefacts. Busch (201193) also refers to the same work of Sartre, who descr

the past as falling from him without connections. Sartre tells us you cannot ¢
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the past becauseZSZ %o S ] etp>saythe Haktis ade factoreality. Sartre
goes on to say that the way to enter the past is through identification. Thu
the studentwho has few thoughts about historg S Z %cbe&aysdit is a reality
they understandit once existed butto them it currently has the status of ar
object. Thusin using a material culture artefact for instructing tsi@dentit may
be possible to make them more fully aware of the past, therefore, bring it
into their consciousnessCatalano (200%9) also rdects upon'Being and
E}SZ]JvPv e¢[ v Vv}S ¢« N ESE [+ HaeBrotldZShe @Ekm jtei
because our body istheway ifi8 dZ]e ] e (HO ] ]lv & (o

in conceiving dimensions of OHR we cannot ignore our own bidBagglano alsc
%o}]vSe }us N €SE [ ] §Z § A (JEP §Z ]vs oo

history. This brings us to another idea about the place of material culture as i
for thinking about history because many artefacts make it clear thepjeein the
past had the same bodies and needs as we thus they form intimate example
of the reality of past life. This makes sense if we reftecthe workof Koopman
(2015) and Busch (2011) where they discuss suispglofect relations anc
identification - in other words the past needs to acquire meaning for its struct
to interact with our own humanitylt is possible that the artefact may allow tt
past to acquire this meanin@hiscould be through a perception dfs function

as a toolt whereby the artefact is portrayed in its human sphere.alchieving
this the studentmay not necessarily know about the motives of the person v
used the artefacbut once theythink aboutit in relation tothe context of the

past they view the historical figardifferently. An artefact therefore,mayallow
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the studentto engage with the reality of a past figupg allowing them tdbecone

conscious ofheir physicakxistenceln other words, the artefact may not conve
any meaning until it is understood inlation to its context.In this way the
artefact and the context of the past are not separa@cethisis understood, it
allowsstudentsto form a link between the artefact, thegst figurewho used the

artefact and themselves as thegsent figurewho observes the artefact.

Overcoming problems of perspective through narrative-completion

Since the work of Cooper (1991) very little aiien has been paid to the kind ¢
]Jv] vS o, }E N 3§ ZAtuslenof history encounter past lives throug
evidence such as artefacts. This strand of thinking may, however, be import;
it could offer a way taeachstudentsabout past livesandsidegep the problems
inherent in HE./v N gained directly throughsuch material culture
evidence may promote awareness of the reality of past lives and catisgents
to make inferences about the similarities and differences between the pte
time and the past. These inferences about similarities and differences
involve thestudentin engaging with the material culture artefacts as contain
or offering a narrative of past lives. Direct contact with such evidence may
the dangers iz E v3§ A]8Z]v 8Z <} 00 Z% @E * vi]eu

Allerman (2003:108§ andVanSledrigh{2001:58) because thstudent may co

construct the narrative by calling on a range of contextual and private knowle
One of the ways in which presesitideas may be overcome is througtudents

re-forming their own ideas and narrative as they encounter the artefact.
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reflects the process of moderate hermeneutics proposed by Retz (2015) co
in section 1.6.ii. Research on the intersection betwesrtefacts and the

]*%}*]18]1}v (JE N ] }(8v VvSE }v 3z AC]v A
as part of a narrative. Indeed rGnis (2015:1802) discussed the way missit
narrative is both manifest and substantiated through artefacts. This is #eeod
narrative ceconstruction t where the viewer brings their own experiences
cues to partake in meaning makingro@is (2015:18aL88) thus discusses the
way harrativity is woven into the commercial environment and wonders how
might be applied@ using material culture artefacts as a storytelling mechani
Thus, the artefact may be subject both to idiosyncratic meaning as well as ct
meaningmaking. Objects, Chronis explains, can behave rhetorically and thr
research 1§.184) identifies hat that viewers of artefacts are using them to -
narrative gaps in a way which can constitute a+venbal and personal access
knowledge. The viewer of the material culture makes comparigprig85)and is
particularly impressed where something aemi (in this case Byzantine artefact
are broadly similar to something used now. It is, they point out (p.186) a wi
E o 3]vP 3Z ]*3 v3 % 3 8} 8Z A] A E[* }Av o
recognition of similarities. Objects, therefore, functias bridges between the
% *3 V 3Z % E * VE3X W }%o0 [+ }o0o S]A %o 35 ]«
re-contextualisation is where the viewer interprets the past through the len
the present without somef the dangers of presentismr@is (p.18) discusse:
§Z A] A E[e §Z}puPZse }pus E 3-contéeudlizaior@E which

involve shifts of meanings and through equivalencies which arefacressing
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from them to us. Artefacts, therefore, are not just about a reading of the past
a reflection on the present, the reontextualization illuminates the presen
Artefacts evoke the presence of the past through the imagination and allow
viewer to enter, just a little, into the life lived ithe past (p.187188). Indeed,
Qonis describedsome e i Se o JVP ZSE ve*% }ESThs iIs
because some people seemed actively to enter the past in their imagina
while others seemed to find that artefacts intensified their experience.

Thus, during natural thinkinghe nonspeciaist studentmay enter, just a little,
into the past through making comparisons and recognising similarities with t
past historical lives. This allows them toaentextualise their ideas about th
past through a shifting understanding of what the adeff demonstrates anc
then refocus from the past historical life to their own. In other wqritisnay be
§Z § §Z i6i6 18]}v }( Zt}} Jv tloo] [e[(arlelact 12,
appendix lallowsstudentsto view it in the context of the war and theo shift
focus between themselves in the present and his life in the trench.,Tous

moment they may sethe poetwhere he was.

1.6.1ii Rememberinghings not witnessedthrough material culture artefacts

CE}v]e[ ~Tiifie A}YEI A « }us 3atived%onfair®d i anef@ct:
through narrative ceconstruction, narrative completion, comparisons a
contextualisation. Could this, therefore, lead the rgpecialiststudenttowards
naturalthinking that may constitute a component of OHR? Bucciar2ng:4)

discusses the way museums use artefacts to construct narratives which c
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understood by their viewers. This is an ontological approach which centre
how artefacts encompass their own stories. Bucciantini reflects (p.6) or
nature of the athenticity of these stories and comments that objects hav
biography as they pass between the spaces that they encounter and comr
ontheworkof vi u]l]v ~i66d6« AZ} & u EIls §Z § ES (
gives a viewer the power to connect toems which are larger than it. This m
mean that during OHR the artefact connects ttedent to wider contextual
ideas which may relate both to their own ideas about the past and to the cor
of the time in which the artefact was constructedl.conceptbn of the potential
%}A & }( §Z]+ }vv 8]}v ]e }vs ]v Alsz]v E} A\
% Z}S}PE %Ze v U U}E] * }( $Z ,}o} pesX , &
(1993) about the shock that the artefacts provoke as creating a remembran
things not witnessed. The artefact is not (within museums) an unmedie
objectification of the past but it is interpreted in the light of presefay
discourses and through opening up an interpretive space around the artef.
achieves surplus meaning.

Thus, material culture artefacts presented alongside strong contexi
information can connecstudentsto powerful ideas and this may constitute
component of OHR. It is through this dimension of OHR that they gain acc
a potentially powerful experiencef the past, one where they may act as
Al8v e¢ 8} §Z]VvPe 8Z C Z A Vv}3 [E% E]v X dZ
for a vision of the past which do@®t call upon thestudentto attempt to enter

the mind of the past figure budllows them to think bout the reality of the past



99

1.7 Usingartefacts to teach students about past lives through pedagogically

well crafted activity

Writers such as Cogswell and McLachlan (201832siggestthat one of the
ways to avoidpupils becoming boredwhilst being taught history is through
affective engagement with historical figures. They argue that such affe
engagement can be achieved through the incorporation of drama techni
which will lead to meaningful engagement with past lives. Dietz (2018:
advoates the use of gambased roleplay in the teaching of history to scho
pupils which she argues offers the potential of embodied learning experiel
This is because the games, she asserts, are dynamic and embody the playe
actions and choices imahistorical contextDodwell (2017ndvocates the use o
extended roleplay which leads to the creation of scripted work as a way
exploring local folk tales and other historical events. In her work she outline
kind of dramatic project which couldesult in work lasting several week
Johnson (2015arefullydebated the use of renactment within the discipline o
history. She was interested in the notion of whether it can offer a collective
authentic experience of the past. She raised questi@bout its educative
potential because it may be considered overtly theatrical and affective. How:
later in her narrative shenade a consideration akasons whyuch activitymay
help historians to readdresthe notion of history as a subject disdipe. She
argues thisbecausere-enactmentmay offer a broader perspective and allc

He (MO VP u v3 A]JS8Z AZ § «Z § GBu+ §Z Z (( 3S[ A
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| have used drama techniques such asmactment during my past museul
career | am not pposing to use them in the context of this research. This is
two reasons. Firstly, both rolplay and reenactment involve elements of whe
Dietz (2018) calls scene setting. This is something which accords with m
museum experience because lundeyr v §Z § SZE}uPZz & ti§]
contextwithin which the reenactment or roleplay is embedded the educator
Z vP]v (&qpdasf world into which the student peers. This will, therefo
mean that the students are not looking at real pases$ but reconstructions of
them. In other words, it would be difficult to assert that the educator is

manufacturing the affective experience of examing those past liResiwell
(2017) provides a good example of why this type of approach could ¢
practice which may not be overtly historical. This is becauBist the script
writing she proposesnay have been related to historical events the result
work maybe little more than historical fantasyhe school pupils engaged in su
a project sinply would not have enough time to master the complexities of
and belief in the early seventeenth century to interpret the stofyhe pastfrom

anything other than their own (present day) perspective.

The second reason for not using these techniqwes pointed out by Johnso
(2015) who notes that such techniques are not well acceptétliin academic
networks Indeed authors such as, Davison (2017:149) had seen Histc
Empathy (HE) as a problem because it ledd¢bool pupils engagéng in over
idev3](C]vP A]8Z Z]*3}E] o Z E Slt@Eas also nombie[tha

educationists (Retz, 2012:41; Yeager and Foster, 2001; Cooper, 1991; Le\
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2008:152; Foster, 1999:18)l claimed that HE should not play out as an exerc
in imaginaton or through overidentification with an historical characte
Consequentlyin an effort to move awayhe kinds ofimaginative approacts
some authors have describéd}o CU 1iiiV W oo]PE]Vv}IU > it
is not intended to use dramar historical reenactment during thegaching phase
of this researchThis because it may lead to the students in attempting to c
identify with the historical characters they encounter. Rplay will only be usec
in a context where studentsead historical sourcessuch as diary entries an
contemporarynarrative as a performance faheir peers

These constraints may, consequently, strengthen the case for using artefac
way of examining past lives. This is because they offer the possibility aigrea
connection through evidence rather than dramatic technique or scene set
Careful thought musttherefore,be given to how artefactare used in order to
effectivelyteachstudentsabout past livesindeed it is notable that anumber of
commentabrson the teaching of primary history K[, E v K[, &E-I
72; Pluckrose 1991:2528, 9395; Hoodless, 2011:734; Blyth, 1989:2122;

Harnett and Whitehouse, 2017:33 Nichol, 2017:53%4; Temple, 2014:143
Cooper2012:121; Cooper, 2014:3;) havediscussedhe inclusionof artefacts
within taught sessions.

K[, & v K[, & -#)ipoived dut that children assimilate a view ¢
the world througha first-hand experiencesuch as the handling of artefactEhis
means that they are forced twe-evaluate their ideas in the light of ne

% E] v X dZ]e ]* *% ] 0oC SEu Az v AZ §



introduced in the form of artefactsthat, they say,can foster a sense o
chronology, change and developmein. this sensehe Zu} (Ev % Ehayc
describemay be artefacts such as a Roman diwgich is broadly similar to a
modern ong or those which are sufficiently familar to be interpreted in mode
terms, such as a Victorian dre3herefore, it may be useful to include afidets
of this type during taught sessions to promatigchthinking about past lives.
Cooper (2014:3) remindsus of of the words of Neil McGregor, the director
the British MuseumHe s that artefacts grant an immediate access to the ide
and concens of the people who made them and how they lived and what t
believed. Coopelinksthe sense of the past that artefacts convey to the idee
context and change over timdn other words,the use ofartefacts during
teachingcan provide thestudentwith a link to the story of the pasthis may
suggest that artefacts can be chosem éxtend astudent[s SZ]v B,
artefacts which provide a link to an event with whicktadentis unfamiliar (suct
as trench warefare during W\Wshould be soughtlt may be useful to do this
becausewell choserartefactscouldallow access and insights into the experier
of a soldier.Artefacts such as shrapnel from the battlefield or a contempor
rifle may,consequently promote strong thoughts about what it wasdiko have
been a soldierHarnett and Whitehouse (2017:331) alsodiscuss thadea that
artefacts of this type can allowschool children to develop and extend the
thinking to considepast perspectives.

Cooper (201217-21)has alssuggestdthat artefacts are likely tdve used during

teaching apart ofa process of historical enquiry and n{@y20) lead us to accef
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(¢%)

what we cannotfully know about the pastThis is because whilst traces of tl
past she suggestsS oo He *}u SZ]JvP }( %digtsomee fanf%bevesuly
know the thoughts and feelings that underpinned those actidiss is similar tc
§Z ] }( ZeZ & Vv}Eu o G[ ~ ES}v v > A.3]IU
§Z § §Z Z]*S}E] o S}E[s S]}ve u o vsehiEls. i
other words artefactscanactually foster a sense that the past was different ¢
partly unknowable This may, also allow for the inclusion of artefadiging
teachingwhere human agency is visible but is more difficult to interpret
modernterms. Thiscould be through the inclusion of ®ictorian ale mulleror
archaeological artefact®r instance.

Influential commentatoron the teaching of history and the humaniti@Rowley
and Cooper, 2009:8, Cooper,200814-15 Hoodless, 200812-44; K[, &
K[, & U :68i69)have offeredother insights into howit may be possible tc
teach studentsabout past livesn ways which are both effective in educatior
terms and a valuable and intellectually satisfying experieRosvley and Coope
(20M :4-5) for instance,discuss how history has a process dimension whic
associated with an inner dimensionhis statementrelates to the way in whict
the humanitiescan beassociated with the concept of was in educationFor
example, bey noted a satement fromthe 1948Universal Declaration of Hume
Rights that education shall be directedwards the full development of the
human personality whist maintaiimg respect for othersThey point out that the
process of enquiry in history and the humanrstigrings a special characteristic

the learning of historwvhich is associated with the concept of valnea way that
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seems to reflecsuch anaspiration It is, consequently, likely that the content
modules designed to teacttudentsabout past hisbrical liveshrough artefacts
may involve elements of enquiry learning thate intended to provide a ricr
experience of learning about the past that extends beyond the limitations
bare content driven curricuim. In other words the learning experieces will
incorporatea mixture of enquiry and other techniques to promateh thinking
about past livesHoodless (200812-44) also sees enquiry as a basic tool of
historian and considers thait should lie alongsideother skills such asn
awarenesf chronology Consequentlyit is thought that teaching about pas
lives should also be undepinned by a chronological framework that al
studentsto contextualise those past lives.

K[, & v K[, E:68)iake a pragmatic view of effective leargi
strategies in educatiorin their work thestudentis percieved as being an acti
learner who gains from interactive firbtand experiences. They also see the ve
of history as a social and cognitive collaboration with others. These si
philosophes of an interactive engagement with session content and mull
chances to engage in collaborative activity déwerefore,form a part of the gooc
practice that underpingffective teaching about past livegrough the use of
artefacts

One of the techiques which may be useful in the creationpgfdagogically wel
crafted taught history sessions where artefacts aredisethrough the telling of
personal story. This mdye of value where more modern artefacts are used sl

as the mobile phone collectiorHere i may be useful for students to tell storie
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of their own memories related towning and usingsuch phones. Aklayneset
al. (2008) point out this kind of personal narrative evidence allows
marginalised voices to be heard and offers the poBsibiof hearing
counternarrativewhich contrass with or reflectghe established narratives. Suc
stories also offer a chance to draw attention to the social and cultural dyna
by which individials construct their own selves as social acodsundersand

their place irrelation tohistory.

Well crafted handling activity.
Well crafted handling activities are important in allowing the student to m
Jvd 8§ A]J§Z v ES ( 8]v A C AZ] Z ul e o ve

K[, & U Tiir72WRltkose, 1991:2588, 9395; Harnett and Whitehouse
2017:3334 Nichol, 2017:584; Temple, 2014:143 Cooper, 2014:3; Cooper,
2012:1721). To achieve this the activity may also promote an understandir
the importance of the artefact. This could be aatad through gaining a sense
its value through cues such as the use of careful handling techniques and th
observing that it is protected by special storage and transit conditions, Richc

al. (1994:179186).

1.8 Constructinga possiblemodel of OrganicHistoricalReasoning
This review of literature related to a critique of Historical EmpatHi£)as a

problematic concepfor thinking aboutpast lives. It also involvesh exploration

of psychological @ % SZC ~N U v } v «gthetEpsy ¢hological
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processes involveith natural thinking about past livelt hasalso considexd how
artefacts may promote natural thinkirgnd gained a glimpse of how they mig
offer apowerful experience of the pasvhich sidesteps some of the perspecti
problems in traditional models of HE.

It seems possible, following this review, that there are natural alignm
between some of these different elements. Arguably there is a connec
between the affective elemvse }( }8Z |, v N vV SA v

identity, historical identity and autobiographical memory. This helps us
understand that any model which represents possible dimensions of OHF
not be as complex and diverse as might be assumed frortiténature.

In laying out thanodelbelow! outline 4 possible categories of thought that mic
constitute OHRHowever these are so grouped for convenience because

model that may arise from the data may be different in complexidmesefour

categoiresare:

Category A: Reflections which arise from hirstorical activityitself
In this categorystudents reflect on the historical processes they ha
encountered and may perhaps discuss their own historical knowledge. The
also reflect on the actities as a methodology for instruction in history.
X The nature of the subject and how the historian explores past |
(sections 1.1 and 1.2)

x Thoughts about context and knowledge (sections 1.1 and 1.2)



x The nature of the evidence as a way of understanciigiorical lives

(section 1.2)

Category B: Understanding the reality of the past

In this category the reality of past lives becomes fully apparent tosthdent
They may reflect on or even draw inferen@sutwhat the material culture car
tell themabout past lives. They may make judgements or logical inferences ¢
the past lives that they have encountered.

x Thoughts about théruth of past lives (section 1)6

x

Engaging with evidence to think about past actions (section 1.2)

x

Engaging in cognitiver eraditional HE (section 1.2)

x

vP P]JvP ]Jv }PV]S]JA N ~¢ &]}v iXde

x

Engaging with the reality portrayed by artefadiSection 1.6)

Category C: Sharing in the experience of the past or imagining the past
In this category thetudentu ¢ %o0}C (( 3]A , }E N ]v
they care for or about padives
dZ C u C SS u%sS S} Ju P]v JvP Jv §Z %o ¢S }E ¢
They may also attempt to draw inferences about the emotive or cognitive ¢
of the past figure.

x Entering the past (section 1.2)

x Imagning the past (section 1.2)

X Sharing in the experience of the past (sectiod) 1.



x

Engaging in affective HE (section 1.2)

x

Engaging in imaginative HE (section 1.2)

x

Engaging in progressive HE (section 1.2)

x

VP PJvP Jv N ~e¢ §]}v iX0d-

Category D: Thstudentrethinking themselves as a being in tinrethis category
the studentmay attempt to think about their own relationship to the historic
figure or the time in which they lived.

x Thoughts about identity (secti@1.5 and 1.6)

x Engaging with their autmogrgphical memory (section 1)5

X Thinking about themselvess a being in time (section 3.5

Table 1.2dentifies the four categories of thought which arose from the literatc

Category A This is thinking connec{ Category B This is connected t

to the historical activityitself. understanding the reality of the past

Category C: Sharing in the experielf Category D: Thestudent rethinking

of the past or imagining the past | themselves as a being in time.

Tablel.2 Subconceptsof OHR.

Table 1.2 Table sha@the subconcepts which create the concept of Orgal

Historical Reasonin®@HRhich emerged from the literate review sections 1.:

-1.6.
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Figure 1.1 outlines a possible model of QtdRstructed fronthe four categories

of thinking outlined in table 1.2.

Category A:

Reflections Category B:
which arise Understanding
from the the reality of

historical the past
activity itself

Category C:
Sharing in the
experience of

the past or
imagining the

past

Category D: The
ITE student
rethinking

themselves as a

being in time

Figurel.1l.Model Z iQHR
Figure 1.1. shows how the four categories of thinking identifiesin the

literature may link to the new concept of OHR/ u} d Zi

dz & 3]}v }( 8 v8 8]A u} o Zi[ ~(]P p@h refdtord
on the Iterature in Chapter 1. In this model OHR is broken into four strand
SZ]JvI]vP  }uS % S Z]*S}E] o (JRla@l toXthe hstbricat
activitythestudentsZ A v }puvs E X desBripgg®sgblgthoughts
related to the really of past 0] A X S Rip€ErDed ppssiblattempts to
make links with or imagine those past livés S P}EC Z [ S$Z}jud

E 035 3} 3Z % ES] ]% vS[* }Av IPE}uv X
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© HU%}v §Z]e & A] A }(0]8 & SUE 3Z W& BB\
has been tentatively outlined as representing four dimensions of natural thin
about past historical lives. These natural dimensions are posited as arising

as a result of encountering evidence that makes it clear that past lives wale

1.8.i Conclusion
Chapter 1 reviewed literature related to the research questi#it possible to
construct a new concept describing how aspecialist primary schoatudent
teachers can make historically valid connections with people who livetia
% *SM[ /8 JvA «3]P § Z}A 8§z A}EI }( zZX'X }
}veSEWM S]}v }( }v. %S vu U Z,]*S}E] 0 u% S
challenging for nosspecialiststudentsof history. The literature was explored f
consider wiether it might provide evidence to support the construction of a n
concept, which could enable emergent learners to make historically °
}vv 8]}ve A]S3Z % }%0 AZ} o]A Jv 8Z % *3X
]*3YE] o Z <}v]vP[ A « %ddgdstedXhatdheélprocess of Orgal
Historical Rasoning (OHRjpplied to material culture, reflects the ways in whi
studentsnaturally reflect upon and make connections with people who live:
past times Chapter 2 considers methodologies iforestgating the researct

guestion



Chapter2

Methodologyto investigatethe researchquestion

Introduction

Chapter 1 investigated litature relevant to the question 'Organic Historical

Z <}v]vPW & (]Jv]vP SZ }v %S }(Thisdhapt€Ecpnsidersi %o SZ C X[
method for investigatinghe naturalor organicthinking ofstudentsas they encounter
teaching about past historical livest is not proposingan examination of their
historical knowledge and understandinGhapter 2 section 2.1 considers hdhe
literature review informs the search for a methodology which will most effectively
investigate this question. Section 2.2 evaluates possible methodologies and explains
the reasons for the methods selected. Section 2.3 describes and evaluates tupijot s
and section 2.4 considers the implications of the pilot study for the main study. Section
2.5 describes the methods for data collection and recording data in the main study.

Section 2.6 discusses methods for data analysis.

2.1Howthe literature review informs the methodology

The research arose because my experience had taught me that HE may not be a full
explanation of how nosspecialisstudentsthink abouthistorical lives. The experience

also demonstrated thata student may naturally engage in beér types of thinking

when faced with teaching about past livésnally, my experience had also suggested
that artefacts may promptich thoughts about past lives.

Firstly, my reading had led me to the conclusion that the concept of HE in education

was il defined. Writers such asoster (199:19), Davis (2001), Lee and Ashby (2001)
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Shemilt(1980:37) and.ee and Shemilt (2011:448) advocated saalled cognitive HE

as a mechanism where, similarly to Collingwood (1946382, the studentattempts

toreen S SZ Z]*S}E] o S}EJ[e ul]v SZE}PUPZ Vv %% o0 S}
cognitive approach seemed to ignore the obvious psychological component of the
disposition and in any case may have been too challengirgfidents

Secondly my reading led toan understanding that some writers such as Rantala,
Manninen and VaenBerg (2016:324845), Barton and Levstik (2004) and Van
Sledright (2001) saw a role for affective elements of HE in education. Some, for
instance, Barton and Levstik (2013:8Yen argied that it can be deployedlongside

cognitive HES} P v (E § ]Jve]PZSes ]JvS} v Z]*S}E] o SIE](- g
discussing affective HE the dispositiorpsychological empathyte) did not seem to

be well understood. In particular, it was noted that whilst some writers such as
Cunningham (2007; 2009ppearedto be aware of thepotential breadth of the
dispositionbut others, such as Endaco{20109), seemed less cleaand had even

appealed to an encyclopaedia of psychology }@E& & S$} (Jv T X dZ]e u C
Ju%e}ES v He T %% @+ 3} Z A «SE}vVP o0]Pvu vie A]S.
Thirdly, my reading had also begun to suggest that other psychological mechanisms

u Z <+ T uiryolved innaturalthinking about past lives and therefore | decided

to pursue the possibility of creating a new model to describe this process. This model,

13 A e Z}% U u C 00}A (}JE 5Z +CVv3Z ] }( }8Z2 t v ,
incorporation of other psychological mechanisms. | decided to term this model of
thinking and reasoning about past liv€&rganic Historical Reasoning (OHR).

dZ 8 Eu ZKEP v] ,]*3}E] o0 Z <}Vv]VvP[ ~K,Z+ AaturaZ}e v = ]

human response to an emging understanding of reality of past lives. This may be
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through a variety of psychological mechanisms such as forming affective and cognitive

}Jvv §]}ve A] %°+C Z}0o}P] 0 U% 3ZC ~t ¢ Vv %}es] 0C A
~, X /8 u C o-}thnA}eR[ AGr@&ructing an awareness of the passing
of time through processes such as chronesthesia and anddssmnay be apparent
through a modification of thestudents[own awareness of their connections to past
historical lives possibly via theautobiographical and semantic memory. This study is
based on the recognition that it may be natural for a repecialiststudentto deploy

aspects of HE as a method for thinking about the reality of past lives.

2.2 Evaluation of possible methodologies for investigating ways in which non-
specialistprimary studentsnaturally think about the past

2.2i Positiveor interpretative methods?

| decided to develop a methodolodyased upon a grounded theory approaad

refine OHR as a possible model of rapeciaist thinking about past historical livels.

decided to undertake a cautisuapproach to designing a methodology.

Thomas (2013 iis A %0 Jve SZ § Z *]Pv (Eu [ P}A GEBve 3§Z
methodology and therefore, a key decision for this research plagsin whethethe

paradigm that governed the approach to this work be quantitative or qualitative
(Braun and Clark, 2006; 2016; Smith, 2017:129). The research was initially
designed to focus on developingv pv &E+S v JvP }( §Z % 0}Cu vs }(
component of HE. This would have been a study which was focussed on the
psychological nature of HE.i$loriginal studynayhave benefitted from a quantitative
methodological approachecause (somewhat naivelivanted to test the theory that

HE was inherently psychological in nature. In thinking this | had found that many
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Sp ] e}(t Z & §} <u v3§]sfos prampleGihgen &4q008; 2013
andMason(2011). However, the literaturenpsychoo}P] o u% SZC ~t « Jv Z 9
1 had led to ideas about it as a possible componen& oew concept of Organic
Historical Reasoning (OHR). Therefore, once the study broadened out to one centred
on generating embryonic theory rather than testing a theogyZ S ]+ Z A 0}%u v$§
v €& (Jvuvs }(K,Z « u} o (}& SZ]JvI]vP }uS % S Z]S}CE
methodology was sought. A consequence of this change towards creating a model for
thinking about past lives was that the study would now haveltaw upon multiple
fields of interest:
{ The teaching of history which leads to insights ip&st lives,
{ HE andfe as a component of student[s SZ}uPZ3s }usd % *35 0o]A «U
{ Other possible psychological mechanisms for thinking about past lives,
{ Material culture artefacts as stimuli for thinking about past lives.
This, therefore, initially felt like a study riddevith tensions, which became quickly
Al v3U A v ]Jv 8Z 8 Eu]v}o}P]l ¢ %%0] 8} $Z Ju%e}v VS
whereas writers such as Endacott and Brooks (20138&)1used the term affective
empathy others such as ChristoMoore et al. (2014:604) pe sSZ S (Bu Z% E
E (o 3]A [ v ~ul8)Zspeka iaf Wrdotional empathy in broadly similar
contexts. It thus became essential to understand that this was to be a study that would
echo the naturally chaotic nature of education, history and to an mxpsychology.
Any methodology was, therefore, likely only to provide a rich, textured discussion of
findings that may at best be tentative, ambiguous and fluid. In other words, using a
gualitative paradigm would allow the generation of tentativeas alout OHR but

would not allow for it to be tested in generalisable form. Thus, it was understood that
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such a paradigm for research, even if effectively conducted, would only allow for a
distillation of theory and reality that may possibly begin to refldwt true nature of
OHR.

Finlay and Ballinger (20067 had acknowledged the potential complexity of
engaging in studies of the social world. They noted the tension between researchers
who view the construction of the world through language, meanings and
interpretation and others who valued the existence of multiple realities and
subjectivities. They also acknowledge thecomstituted nature of research in this
field, which becomes a joint product of participants and researchers. Finlay and
Ballinger (200%-7) had consequently drawn my attention to two further
considerations for this kind of research. Firstly, it would be difficult to decide upon the
variables in advance because it would be an iterative prgcesereby
methodological adjustments may maderough reflection on participant interaction
over time. Secondly, it would be difficult for me, as researcher, to remain as an
outsider because | would be interacting with the participants.

Therefore, the pilot stage would have to do two things. Firstlwould requirethe
testing ofa methodology that had the potential to uncover the depth of thinking
involved in OHR. Secondly, it would have sfoow that the methodology was

sufficiently flexible to allow for unexpected components of OHR to be accodoted

2.2.ii Considerationof a phenomenologicabkpproach:

A postulate of this early phase of the study was that OHR would be principally
Ju%o}e 18Z }(t v , U Al3Z }8Z E %°*C Z}o}P] 0 }u%}v

minor role within the model. Thereforea methodology was sought that would allow
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for a qualitative study that was inherently psychological in nature. This would lead to
the trialling of a phenomenological approach during the first pilot phase. This seemed
to be a good fit for the data colleicin because phenomenology appeared to offer a

Zv 8} E u]lv 8Z % ES3] 1% v3Sokhandliy matEsbc@Eifev [
during teaching It was also thought that phenomenology maffer a chance to
explore any thoughts about past lives that aroseportantly this method of data
collection is centred on hermeneutics, intentionality (the relationship between
consciousness and the object of the thoughts) and wsidvjectivity (the relationship

SA v }v ([ eeo( o eepi 3§ v }3jEctE FhusAit wasthought the

% % E} Z Alpo o00}A (JE E] Z <« E]%S3S]}Vv }( 8Z % ES]
lives. Indeed, Koopman (2015:2/3) provided further reassurance for adopting this
approach by explaining that quantitative methods which thesmatise human
behaviour are inadequate in this kind of investigation and that phenomenology (within
a semistructured interview and questionnaire process) is a good way of gaining entry
to the inner world of participants. Koopman described this method @ 3$Z Zo]A |
experience of the participants is seen as the beginning and end of a process (p.4) and
pointed out that, while we are not explicitly conscious of our habitual actions or
patterns of mind, phenomenology allows for the exploration of the comssness of

% E] v (E}u v ]v ]A] p o[* %}]vs }( A] AX dZ]* u §Z} U
that it may allow me, as researcher, to gain insights into the psychological thoughts of

an individual as they reflected on the historical lives they hacbantered.
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Semistructured interviews
/I§ ¢ u o]l oC 82 § §Z *$ AC }( pv }A E]JvP 38Z Zo]A
phenomenologists such as Koopman (2014 2was through semstructured
interviews with the pilot participants. Support for using sunterviews also came
from Marshall, Kitson and Zeif2012:266% andCollingridge and Gan{2008). Indeed,
Kvale and Bondevik (2008) commented on the depth phenomenology allows in
exploring the perspective of those who are experiencing a phenomenon, whibfs

e« A« 5Z}uPZzZs 3} §7 % 0}Cu v3 }(t X WZ v}iu v}io}PCU
(}E& SZ % ES] 1% VvS[s A% E] v < §} /E %0} E HE §
the pilot study, semieSE P SHE JvE EA] Ae pe]vP % Z -shpwing}o}P C
}(8§8Z u §S & }( $Z]Jvl]vP[ ~, ECu v " D oGU 1iiiW]]V D}EP

main approach to gathering data.

Rationale for a case study.

The incorporation of senstructured interviews as a data gathering tool suggested
that this researchproject may be best constituted as a case studiiebe et al.
(2010:xxxii) identifya number of characteristics which define a case study. These are;
a focus on interrelationships in the context of a specific entity. Secondly, an analysis
of the relationslip between the contextual factors and the entity. Thirdly, using the
insightsgained abouthe interrelationships between the contextual factors and the
entitiy to generate or suggest theory.

Several factors, therefore, suggested that a case study woelldn effective format

for this research This is becaustne research is centred on two contextual factors

namely, teaching about past historical lives and artefacts as a vehicle for viewing those
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lives It isthen focused on the entity, the studentand their thoughts that arise as

they are taught about those past lives partly through the use of artefdeotthis case

the data may help the researcher to explore this interrelationshigs is becauste

data will comprise transcripts of sesiructured Jv EA] A }uS SZ eSpu v
thoughtsthat arose as a result of the teachinginally, it is intended to suggest theory

in response to acareful analysis of this datahrough pe]JvP & pv v o EI [~

(20062009) hybrid thematic gproachduring the mairstudy.

2.2.iii Therole of the researcher

Accordingly, it was felt that serstructured interviews concerning the hermeneutic
meaningmaking of the participantswith a focus on their intentionality and inter
subjectivity as they thought about past livegould require a very carefully designed
pilot study. Further careful thought was then given to my own role as the researcher
and how | may draw responses of sufficient depth to generate a model of OHR. Three
possibilities were consideredFirstly, that ahird party delivered the taught sessions

of the education courses thstudents were undertaking and | as the researcher
conducted the interviewsScondly, that a third party conducted the interviews whilst

| as the researcher delivered the taught sessiorhirdly, that | as the researcher
conducted both the taught sessions and the interviews.

After reflection it was felt thatto attain sufficient depth and insight during the
guestioning process | as the researcher should remain as a participant anefotiee
option three was considered to be the most viable. Indeed, Sloan and Bowe

(2014:1298) had showed the -wonstructed nature of knowledge, where the
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investigator remains part of the process, would allow for the best determination of
how the interviewis conducted and what questions are asked. This appeared to be a
good decision because it was decided that an iterative prqcedsereby,
methodological refinements could be made as a result of my own researcher
reflections during the pilot sssionswasdesirable. Sloan and Bowe (2014) had further
pointed out that human behaviour is determined by the phenomena of experience
v v} C}li 81A & o0]8] v Z E (EE 8} ,]]1PP E]J-
investigator being unable to remain detachedrfra phenomenon. In othrewords, it
was considerednlikely that using a third party would result in questions of sufficient
depth because he or she would be unaware of the nuances and complexity of teaching
about past lives that the subjects had experieticelowever, it was also realised that
this dual role may potentially influence the outcome of the study and consequently

any method would have to be applied rigorously and carefully.

Potential for interviewer effect Dadds (2008) describes practitioner easch as a
potent form of professional development that has transformative potential. In arguing
this she is asserting that it can lead practitioners into reconceptionalising their
IviAo P }( ZZ}A[ v 8Z & ep Z Iv}Ao P v 0 This} Z vP
would suggest that practitioner research is a good thing because it both allows them
to modify their own knowledge and then pass that knowledge on to others.
Conversely as Thomas2013:70) points out, knowledge is frail and not fixed and
personal inelvement in research should be critically questioned because it may affect
the veryaqusition of knowledge. In this way he argues (p.108) the researcher should

be disinterested in their own research becaiise their mly way to remove their own
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expectatons of their findingsHowever, many of the studies on HE have involved close
participation by the researchers themselves, for example: End426@0 and Lee,

Ashby and Dickensq997). Indeed,Thomagq2013:108109)himself laterargues that

the beneft of this kind of close participation lies in the nuanced observational
complexities which are available to the researcher who is pre3arg.level of possible
understanding is useful to me as a participatory researcher beadigsassions of the

student[+ € (o0 3§]}ve }v % 3 0o]A « u C A E] U 3§ ]o v
however, important to observe that | as researcher am not seeking (in this study) to
validate or apply ay particular theory to thestudent[« }Av $Z]vI]vP  }us$ % *3 0]
In other words, | do not bld a view for examplethat HE}E t AJoo V A %o v §
of the thinking thathas taken place. Instead, this research is seeking to uncover the
different ways in which thetudentmay be thinking and, therefore, the possibility of

bias in favour of one theory or anoth@whilst stil present)may belessened.

2.2.ivDataAnalysisConsiderations

Further thinking was applied to how sufficiently rich pilot data would be achieved
through phenomenological analysis and the work of Vagle (20181%3vas noted.

Vagle had explored Van Mande ~id6ie A] A 32 § 8Z E ]+ v} A C ¢
phenomenology without it being a semantic arsadyof language (you cannot pis

ovPu P V. u V]JVP % ES Z <+« ] X s Po o} ] SZ § ]v
approach the researcher is deeply committed te fphenomena investigated and this

is maintained as a thoughtful process during the data gathering. He said that one
«Z}uo 2% IEEE[ A]SZ E P € « 8} 8Z %Z Vv}u viv v e

much about it as possible. This was seen as entirelystensiwith the approach taken
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(JE 8Z « 3A} %]o}3 Jvs EA] A- He 13 A e /E% & s
empathetic thinking regarding past liveguld only become visible through being
open and responsive to the phenomenon and that this would be oleskthirough
language.

v. AVvSE P }( ue]vP s Po [* %% E} Z 8} %Z vipartv}o}PC o
AZ}o [ u 8Z} }gatheBng. Vagle (2014:97) argued that phenomenology
allowed for the possibility of triangulation and convergence across data amd als
meant that single statements which conveyed powerful meanings could be amplified.
Bryman (2004:455) suggests that triangulation can be achieved through a-iglow
process whereby emergent themes are pursued and checked and similarly to Loeschen
(2012) ad Kruger (2012) a multiple phenomenological case study design was initially
adopted. Thus, the rationale for the design would, it was hoped, allow for the

possibility for shifts in thinking regarding the composition of OHR.

2.2.vEthicalConsiderations

The British Educational Research Association guidelines (20Q)Lwlere drawn upon

in preparing for this study in terms of an ethic of respect for the person, knowledge,
democratic values and the quality of reseaf@imomas 2013:38)Participation in the
pilot and main study was voluntary and steps were taken to ensure that each
participant understood the process in which they were engaged was clearly
informed that their interaction was being monitored and analysed for the purposes of
research.

The researcher reflected upohis dualrole as teacher and research@loan and Bowe

2014)and ensured that the research process would not impinge onstuelent| ¢

121



progress through their course. The researcher also undertook to ensure that full
confidentialitywas maintained for all participants and that they fully understood that
they had the right to withdraw at any time without prejudice. None of those taking
part was classed as a vulnerable person.

The Cumbria University Research Ethics Policy document ollasvéd and the
principles for the integrity of research involving human participaartd points 3642
were applied.Consent was sought and obtained from Cumbria Universisgarch

ethics panel.

2.2.viParticipants:reasonsfor selection

Studentsstudyngteaching and educatioat a university in the North West of England
were chosen because it was felt that their maturity would allow for a sufficiently deep
examination of their thinking as a result of instructional activities on past historical
lives. Consequently, this work may also have an impact upon the teaching and
education ofschoolpupils studying history in primary school.

There was an opportunity to collect dabver a period of three years. This allowed an
opportunity to work with up to ten gpups of 13t 25 studentswho are nonhistorians

and studying educatiomainlywith the intention of gaining Qualified Teacher Status.
This provided a convenience sample of sufficient size to enable the research to take
place. The data obtained from thidt year of the study constituted the pilot sample.
Data fromyeartwo formed the main studyThere had beera potential to collect
further data during year three but it was not needé2hta were initiallycollected from

two pilot study participants (witha third interviewconducted later in the pilot study)



and 13 main studyparticipants The interview data from two main study participants
were rejected and thus only Ihain studyinterviews were transcribed and analysed.
The instructional opportunity wacentred on sessions intended to equip #tadents
with the knowledge and skills to teach history in a @ignschool. The sessions were
organised in multiple -3 hour slots, which allowed opportunities to engage in
workshop type activities as well agldctic teaching. The university timetable allowed
sufficient time for detailed interviews following the instructional activity.

| decided to undertake this pcess of research in two phas@$e plot phase, in year
one allowedfor a complete testing andefinement ofthe research methodology.

Phase two would constitute the main study and allow for the collection of data.

2.3 ThePilot Study

2.3.iTheTeachingProgramme

To develop and refine the model of OHR it was decided to carry out the following
Firsty, incorporate a programme of teachirgjudentsabout past historical lives into

a series of degree pathways for both education studies and QTS (qualified teacher
status)students The taught programme would allow for teaching about a variety of
historicd periods during discrete short (2 hr.) sessions. All taught sessions would
incorporate material culture artefacts as key evidence of past historical $esandly
design and carry out a set of sestructured interviews wittstudentvolunteers who
hadundertaken the taught programme.

Therefore, a programme was designed where 1specialist teacher trainees could be
effectively taught about past lives. @ programme was carefully designed to instruct
the studentson delivering the English National Cauium OfE 2013) which covered
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the period from the LowePalaeolithic (starting aroun®00,000 years before present)

to the Norman invasion of 1066. Byudent request it also covered the Victorian
period and WWI. Therefore, any contextual informationegiwas limited by the
nature of the timetable. Around 2 houvgere spent on each of the topics. There were
four topic sessions altogethdAppendix 2)which covered: 1. The archaeological
period to the end of the Iron Age. 2. The Roman occupation. 3. W\Whe Victorians.
During each of the sessions there were workshops on instructional methodologies
such as the effective use of timimes, the use of evidence and methods of enquiry.
Contextual information was presented that camesied an outline of eacperiod and

this includedreference to its chronological age, a narration of some of the main
events, andthe use of artefactsas evidenceof life during the period. The session
designs drew upomy experience obver 30 years as, initially a primary teaclieith

some secondary experience), museum educator &ndlly aspecialist university
lecturer in history education. This experience had suggested that some strategies were
more effective than others for teachingtudents about past lives. | therefore,
incorporated activities such as refgay, where documents sources and poemere

read and the use of feature film to develop a n@pecialiststudent[¢ pv &e*S v JvP
of the historicalcontext. | felt the retention othese strategies was necessary to eresur
that the programme, designed to teacktudents about history and history in
education, was fully effective. It was felt that this appch would be essentidb
promote a contextual understanding of past lives. A key part of each teaching session,
howeve, was the use and handling of genuine material culture artefacts as evidence

of past livesThe use of artefacts was repeated at stages through each lecihues
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there would be 46 different opportunities to engage with genuine artefacts during

each sesion.

2.3.iiKeyQuestionsto Research

dZ]e *3u C ]Jo Ius E (]v]vPrganicHstorcdl® |yPvB P[ ~K,Ze
model to explain how nowpecialist historystudentsthink about historical liveslt
sought toexplorenatural thinking about pst lives There were threareas of interest
First,what types of thinking arise during instructional acti?itgecondhow do the
studentsdescribe the process of connecting with past lives?d,are material culture
artefacts an effective part of thenstructional process leading to a developing
understanding of past lives?

| decided on a cautious approach to the methodolaegyl this resulted in the muki
stagepilot process laid out belovithepilot study interviews were thus conducted with

participants who had taken part in the programme outlinbdlow.

2.3.iii Teachingactivity

The teaching was centred on developing an understanding of past historical lives

through pedagogically wedlrafted activities where material culture artefacts played a

signficant role. Teachingactivity would be included as necessary, such as the use of

PowerPoint, film, documents and even rgiiay.

The researcher was able to draw upon large collections of-dpigity artefacts for
teaching usavhich represented the maiial culture of various periodscluding pre
and postRoman, British and world archaeology, Roraezhaeology, Victorian Britain
World War | and World War Il. Thesatefacts were broadly mapped to the
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requirements of the Primary National CurriculumfiD 2013).Some have been
illustrated in appendix I.

Plannedteaching content (Appendix 2)for the tasks was selected to allow for
contextualisation. This was achieved through activity that demonstrated the relevance
of the material culture artefact in irts chronologicaperiod. There was also a handling
opportunity to allow thestudent to have physical contact with the artefact. The
planning for the teaching sessions centred on instructional activities which were
developments of those described Ihystory educationalists such ag/allace (2011),
Cooper (2010rard (2010-11). Manythe strategies chosen libeen trialled and
published by the researchdiMoore 2004; 2009; 2012; 2013; 2014; 20{¥oore,
Houghton and Angus 2013), (Moore and Ashcroft (20@pore et al. (2013, 2017). In
addition, the researcher had good knowledge of the periods concerned and had taught
most of them on norspecialist history courses, amasoat history specialist level.
Threestudentstook place in the pilot interview@wo initially and one later in the pilot

period)and 8studentstook part ina pilot focus group.

2.3.iv ThePilot-study interviews

The semsstructured interview process was centred on examining the tentative
categories outlined in the literature review amad determining whether there were
any unexpected components of thinking about past lives. The first iteration of the pilot
study was conducted with two participants. This allowed the questioning process to
be developed and refined. One furthatudent was questioned during a second

iteration of the pilot study. This third interview allowed for a further refinement of the
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interview structure through a trialling of thematic analys@raun and Clarke2006;
2016) and it also allowed for checking emergentriies.

Interviews were conducted in an office away from the teaching area during the week
following the last teaching input. The interviews were each around 40 minutes long
and recorded on a digital recorder. Interviews were terminated when there appeared
to be a saturation of data.

An interpersonal interview technique attested by Collingridge and Gantt (2008) was
drawn upon to ensure validity and counter the scepticism noted by Lyons (2011)
which may be applied to qualitative research in a field suchsgshmlogyand other
social scienced conducted all interviews and applied the method in a coherent; non
directive and consistent mannéeFhe participants were asked to narrate their thinking
during the four taught sessions at the outset of the intervi€uestions and prompts
were used to encourage the participants to continue talk about their lines of thought.
During the first two interviews prompts were designed to achieve the depth required
by the phenomenological approach. During the thardd laterinterview broader lines

of thought were explored which @re not a match for a phenomenological interview
technique After all the interviews had been conducted they were then listened to and

then accurately transcribe.

2.3.vPilot DataAnalysis

The data from the first two interviewswere carefully analysedrollowing the
Literature Reviewt had beerpositedthat the types ofhaturalthinking thatcomprised
Organic Historical Reasoning (OHRuId be split into four categories, A,B,C,D

v

S P}EC Z [elatgd B the historical activity students have encountered.
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§ P} El@irgthoughtswhichmay@® o § 38} $Z E 0]3C }( 8Z}s O0]A <X
being §8 u% 3 3} ul o]vle A]S3Z }E Ju P]Jv 3Z}ebelages 0]A o
thoughtswhich mayto & o0 § 3} 3Z % ES3] 1% VvS[* }Av IPE}pv X
stage because the overwhelming focus of the educational literature was linked to
ideas around empathetic thinking was thought thathe data obtainedvould mainly
comprisecomponents othoughts whichwere linkedto both psychological empathy
( te) andHistorical EmpathyHB. Based upon the Literature Revigtherefore, it was
thought that the data would mainly comprise components of Category C thinking.
Zategory C: Sharing in the experiemdethe past or imagining the pa¥t[ /v S$Z]-
category it was proposed that thetudent u C %0}C (( 8]A , }E N
demonstrating that they care for or about a past life. They may attempt to imagine

JvP Jv §Z %o S }@E S} Z+« [ $2. PmrallySit (N ph@ughfthat ey
may also attempt to draw inferences about the emotive or cognitive state of the past

figure.

Table 2.1below E Ae p%}v 3 RJe@iyings¢vempossibletypes ofnatural

thinkingwhichit was feltmayoccurduringthe pilot study interviews

Commonality with people who had lived in the pasthis isn terms of behavioural
social, biological, cognitive, affective, conative (obtaining dreams, goals,

efficacy, need for control) and spiritual needs as lamsias shown by, Huitt (2011

12€



This may be demonstrated where an artefact prompttwdentto think about the
reality of past life, prhaps through observing a similarityith their own, for

example.

Adaptive guilt. Roberts, Strayer and Denham (20486) noted that moderate tq
high levels of empathy indicated an underlying feeling of similarity and security
others and similarly moderate levels of adaptive guilt suggest evaluatiof
responsibility. This may be demonstrated where an artefact prosiite student

to think about the experience of a WWI soldier, for example.

Artefacts evoke the pastCronis (2013.80-8) reported that artefacts evoke th
presence of the past through the imagination and allow the viewer to enter,
the life lived intZ %o ¢$X dZ J&E& sp i S Z E % }ES

past- some people seemed actively to enter the past in their imaginations
others seemed to find that artefacts intensified their experien€eonnecting with
someone in the pastThs may be demonstrated where an artefact such a

Victorian dress prompts thstudentto imagine the past figure, for example.

Emotional contagion Thiswas noted from Zaki and Ochner (2012) alebcribes
sensitivity to the pain and distress of othersmidSinger 2008782; 2013).Note
This has been regarded as unhistorical but as these interviews were desig
examine natural thinking it was important to understand whether this typs

thinking was taking place.

Appraisal of the self in relation t@thers and cognitive reappraisa{Eisenberg an(
Fabes (1992) and Lockwood, Se@adoso and Viding (2014:Hjscuss how

emotion regulation is important for linking empathy to psocial behaviour. This




about the way we adapt our own thinking to allosurselves to perceive th

experience of others.

Evoking the sensations of historical figures and mentalizing and mirrorihyg.
ChristovMoore et al. (2014:604) it is shown that preconscious mechanisms wi
underlie the sharing and mimicry of behaviogksown as mirroring) is broadly
mapped to affective empathy. There are also deliberative processes which thg

oo u vs o]l]JvP AZ] Z o §} Jv( E v « }us }3Z
beliefs and intentionsIt may be possible that some artets, such as poetry or
diary entries (for example) prompt th&udentto think to reflect on or even

unconsciously align with the emotions of the historical figure.

Experiencing thegain [of others. Christov Moore et al. (2014) show that we, :
humans,can internally evoke the emotions and sensations of an absent oth

importantly, even our own selves at another point in time.

Table2.1. Typesof thinking which might be anticipated during the pilot study

Table 2.1 identifies sevaomponentof natural thinkingwhich mayprovide examples
of 8§ PYEC Z [ $Z}uPZ5«X dZ during tie Lileransd Reviewt was

felt that this table may beusefulin reaching conclusions abotite types ofnatural

thinkingthat formed the principle componés of Organic Historical Reasoning (QHR)

It was anticipated that other types of thinking may also occur and, therefore, the

researcher wouldbe alert for any unexpected themes.
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The work of Vagle, (2014€8-100) wasused as a pattern for analysing thdgpidata.

He had outlined the followingixsteps, which were carefully adopteéa analysing the

w

S

X d 0o 1XTU }Hu&0]v s Po [+ ~Tiide ¢]/E 5 % (}JE §Z

Step one.A holistic reading of an entire transcript without tagi notes t to

reacquaint the researcher with the data.

Step two. First lineby-line reading, leading to careful note taking, to indic
where there may be initial meanings such as inductive reasoning (wh
studentuses their contact with an artefatd theorize about past lives). This w
also include making notes that indicate passages where there are quest
SZ]e - % E} ¢ SZ S s Po oo Z (E] o]vP]|

explored in a journal designed for this purpose. For examjple researche
noted thatstudent Z [ %o % &=+ §} vP P]JvP Jv v %

relation to historical figures.

Step three.Followup questions: the remainder of the transcripts are then r¢
in a similar manner and the margin notes for bare reviewed. This allowg
the researcher to craft followap questions, which clarified intentional meanin

which might be important to the analysis.

Step four. Second lindy-line reading. During this second reading there may
further articulationof thestudent[« SE ve E]%3X dZ v v A

where all the statements which may contribute to tlstudent[s S /A §
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collated, for example, through highlighting other statements which allud

studentZ [¢[ %% E ]* 0 }( » o(X

Step five.This analytic approach is continued in the third Hogline reading.

Step six Subsequent readings allow the articulation of themes that occur ac
subjects. For instance, the appraisal processes displaystudgnt Z [ v
be equated to that ofZ [ ¢ SZ C A% &E] Vv Zo]lvl g

historical figures they encountered.

Table2.2. s P o spestepsfor analysingphenomenologicadata.

d o TXi }uSo]v ¢ s Po [¢ ¢]&A *S % (}E VvV 0Ce]VP %Z v}u v}
were careflly followed in analysing the transcript data of pilot study participants 1

and 2.

2.3.viMain findingsof the first pilot study

Both participants engaged inatural thinking about past historical figures that could
be construed as being empathetic. Howevthis was less noticeable fparticipantA
than for participant B. The data appearedo demonstrate the followingypes of
§Z]vlilvP AZ] Zz A & o]vl Sharing irPtheEeRpetiehte & the past or
imagining the pasX [ & ] @mor@lily wth historical figuressecondly, imited signs

of adaptive guiltand thirdly, an @praisal of self in relation to others.



However, unexpected data also arostich did not seem to eanatefrom Category

Z. [For instance one participant made urprompted references to her own
background during the interviewsgarticipant A discussed the areatbe town where

her family hadlived for generations It was also noted thaboth participants had
clearly made a connection to the artefactwith participant B making strong
comparisons between the past and presgwhich did not appear to be empathetic
Participant B had also given thought to the pedagogical value of the activities in terms
of her own practice Finally, it was noted that both participaneppearedto be

interested in the authenticity of the artefacts.

2.3vii Evaluationof Pilot Study

After the pilot proces# was apparent thaturingthe initialinterviews the interviewer
had felt itdifficult to maintain the phenomenological stanbecause it apeared to

do two things Firstly, it seemed to limit the scope of the participant responses.
Secondly it appeared to encourage participants to overstate their empathetic
experiences.

Prior to the pilot study it had been thought that the principle compotseof Organic
Historical Reasoning (OHR) would belli $} t+ v , X dZdescAbe®Eduring
§Z >]8 € suE Z Al A « §PYEC Z [ 8Z]vl]lvPU Z~Z E]VP |
}E& Ju P]v]vP Bldweter,twas[found that thdirst two pilot participants made
references to other elements oheir interaction withthe taught sessions that they
were demonstrating strong thoughts abowther things for example, their own
locality, the authenticity of artefacts and the pedagogical activity itSgilese may

have been examples of other categofi } ( SZ]Jvl]JvPU § P}EC Z [ ]JvP & <
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historicalactivitystudentsZ A v }uvs E X vhi€hja@E@oughfs related

§} 8Z E 0]3C }( 8Z}+ O0]A XwhisShPhfER: oZ §[ 3 }3P Z%> ES] ] %o
own background. Indeed,he third interview which was conducted after the
phenomenological approach had been abandopgeared toreflect these broader
themes It was thought, therefore, in following up these responses, interesting
additional data may be yielded through adoptinguestioning strategy which as not
phenomenologicaind would allow for the broader themes to be explofecther.

This research had been designed to provide structured instructional activities for the
studentsto engage with material culture during a noamtaught course. This was
intended to allow them to link their intentional thoughts and internal dialogue about
the evidence provided. In doing so it was hoped that they deyonstrate Category

Z [ SC% SZ}uRBRZSwv ~)iodArds past lives thatauld be examined.

However, n the light of the pilot study the question of what the participants
intentionality related to was raised. Could their thinking, for example, be both directed
towards the real primary target (the past historical lives) afed be related to (in their
minds) something els@ For exampleSZ % &S] |% vS[e SZ}uPZSe }us S
location and family history It was felt therefore, that the main study methodology
should allow for thdurther exploration of any such unexpectéinking

It was also noted thathte pilot study participants seemed to be using the material
culture artefacts as a catalyst to engage in thinking about the past. In terms of using
activity to uncover intentionality towards material culture within educatithere is an
established repertoire ofuggestedactivity but very little research. Within museum
settings there has, however, been investigation into the relationship between the

museum visitor and the historical artefact exhibits on display (CrownsRa@7;
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Cronis, 2015; Bucciantini, 2009). Studies, such as those of Bucciantinit{a0e9&d

§} euPP «3]}ve 8Z 8§ 5Z A] A [+ 3Z]vI]vP u C ES v CH
encounter material cultureTherefore, it was determined that for the main study

may be useful to further explore the thinking of the participants in relation to the

artefacts.

2.3.viii Revisinghe methodology

Qualitative research is complex, diverse and nuanced (Holloway and Todres 2003) and
thus the difficulty now lay in relesignng the data collection process for the main
study to yield rich and meaningfdata that may help uncover theature of OHR. It

was felt that a semstructured interview process remained as the most likely to obtain
the required data but that a phenomenaaal questioning stance seemed to lead
participants to overstate some elements of their thinking about the instructional
activities. In addition, it was also noted that such a questioning stance may be hiding
the broad range ofhoughts that may be signdant components of OHR. Therefore, a

phenomenological approach was abandoned

Focus groups and autdriving were given a short trial

Further thought was then given to other methods of obtaining data that might be
appropriate to educational groups. Zabkpsand Milacci (2012:6)ad discussed the
idea of lenses through which the qualitative researcher views the detailed story of the
participant and this was of interest because it would allow participants to narrate their
thoughts about past lives through amtefact that they had chosen. It was hoped that

such an approach would give the participants a chance to discuss all areas of their
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engagement with past lives and, therefoodfer oV Al A}( 8z E}o }(t

HE. A similar methodology had alsgen outlined by McEachern and Cheetham (2013)
whereby a photograph had been used to allow the participant to control the interview.
It was felt that such a process may allow for the possibility of gaining rich insights into
the complex interaction betweethe participant and the material culture. There were
also further precedents for using this-salled autedriving from photos through
techniques such as photelicitation (Ryan and Ogilvie 2011) and phetice
Brunsden and Goatcher (2007). This suggk#tte possibility of an adaption to photo
elicitation where participants autdrive the interview via their own choice of
artefacts. This seemed to be a good idea because it was felt that the presence of the
artefacts that had been used during the teachimguld act as prompts and, thereby,
increase the depth of the participant responses.

Additionally, Levitt and Muir (2014:233) used prompts for focus groups who were
recorded as they took part in opeanded discussions through using artefact prompts.

It was thought that a group discussion would allow for a fuller examination of
background thoughts as it was hoped that peers would prompt each other. Therefore,
it was decided to combine the idea outlined above and to use artefacts to-dnite

the data gatheing during focus group sessions. A focus group of eight was then
convened to test the idea of usirsglfselectal artefacts to autedrive data gathering
interviews.

The focus group lasted for 45 minutes and yielded some potentially useful data, the
main findings of which are as followsirstly, material artefacts could lead to thoughts

about past historical livesSecondly participants applied their own background
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knowledge when thinking about past liveBhirdly, some participants appeared to
engage imentalizing about the bodily and affective states of the historical figures.
However, it was felt, through analysis, that this method may encourage the participant
to describe the emotions they ascribed to the user of the material culture without
reference to the contextual information presented during the taught session.
Additionally, this seemed to over focus the participants on particular artefacts or
material culture groupg in effect autedriving a response that narrowed rather than
widened potentialdiscussion around atudent[s $Z]vI]JvPX dZ]s u vsS §Z § ]
potentially lead to a narrower conception of OHR than would potentially be the case
if an effective individual interview process was used

Additionally, it was noted that the group almost seeu to be competitive as
participants appeared to want to demonstrate how muualstory they knew and this
meant that two of the participants were dominant whilst two others made very limited

contributions. For these reasons the focusuypapproach was alsmbandoned.

Overviewof the main methodology

The overwhelming focus of tHeerature reviewexploredhistorical empathy (HE) as a
way of explaininghow students may think abouytast lives. The focus of this study,
however, lay in attempting to uncover \ahmay constitute organic or natural thinking
about past livesAs part of this studyt was also thought that it would be important to
investigate whether such organic thinking resentbl¢E Thus it was noteable that
the pilot stagdhadappeared to suggs that the students engaged in a number of ways

of thinking about past liveshich only bore a limited resemblence I+E.



The main study interviews would, thereforallow for a fuller exploration of the
thinking uncovered during the pilot interviewand, importantly, allow for the
possibility ofuncoveringunexpected thinking about past liveSonsequentlya case
study approach was used, employing seatnuctured interviewslt was felt that this
would be the best way to uncover any natural and unexpddhinking.To achieve
this it was felt thatquestionsshould beprimarilyused as prompts to explore lines of
thought established by the students themselvather thanto direct the course of the
interview. It was felt that such lightly structured quésihs would avoid the danger of

prompting students to discuss themes which had been highlighted from the literature.

To allow for asufficientlyclose examination of theesultinginterview data themain
studyanalysis followed a route suggested by Brauma Clark (2006, 2009). This a
thematic analysis with a hybrid grounded first phaSable 23 (page #2) and Hgure
1.1 (page 109)had suggestedpotential themes based uponhe literature review
Figure 1.lidentified four categories of thinking whichu C & % & * vS$§ S
natural thoughts about past livelt.was felt thatthe dual approach to the data analysis
would allow for acareful investigatiorof all thesepossibilitiesin relation to the data
The grounded firstdata analysisphase was baxl upon the work of Holton
(2007,2010. It was felt that his carefulinitial coding of all incidentwithin the data
would additionallyallow for the detecton of further and unexpectedines of thinking
which were not coverethy Table 23 or Figure 1.1To achievesufficient deptha wide
ranging sweep of all the main study data was made. This involved generdéirgea
number of initial codeshrough examiningll the data incidentsecorded during the

interviews The grounded % GE} ++ }( Z }ve3 w§v[} 8% WEddar}the
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generation of initial themes whichvere suggestiveof what may constitutethe
student[+ v SuE o Acprdihyg B Xhomas (201339) grounded type theory lets
ideas emege from an immersion in the data and does not emmamate & set of
Z(1E£ [] =+ }us sz § X
Thematic analysiias similarities to grounded theory especially as it involves an
o uvsS }( Z }veS vS }lu% E]-]}re3s5-BRrauhandClaika, 2016). This
type of analysishowever s centred on a sach for data extracts which are related to
core shared meanings (Braun and Clarke, 2016). These themdkeareaptured,
recognised and noticed eairily the analytic process and emerge through engagement
with both theory and the data. Coding then beconeesearch for evidence of those
themes. A structured coding systehelpsto guide this process. Therefore, it was
S§Z}uPzs §Z § §Z pue }( & pv :8V) sixost@planalysi§ waoulte a
sutiable guide for this stage. Indeedwas thought thatthis form of analysisvould
allow for afurther refinement of those themeshat emerged both from the initial
grounded coding and the second stage thematic codsignificantly he final stages
of the six step analysis woulalsoallow for acomparison ofany overarchingghemes
whicheventuallyemerged from the data and thogskemes suggested by the literature
review.,
In this way it was felt that the hybrid thematpproach discussed abowsuld allow

for a thorough examination of the data.



2.3.ixThestrandsof thinking which a subjectmay apply to pasthistorical figures

The pilot study had been useful in that it suggested i@t use ofmaterial cultue
artefactsduring teachingcould promotenatural thinking about past historical lives
which may érm components of OHRHowever, the range of thinkingyas broader
than previously thought andeemed to }vv S S} SZ % @ livés and [«
backgroundslt was also noted thathe activities seemetb promote thoughts about
their pedagogical valuelthough it was not at this stage known whether this would

constitute asignificantcomponent of OHR.

2.3.xDatato be anticipatedin the main study

Based upon the pilot studies, my own experience and the reading discussed in chapter

1 the following datanay, therefore, be anticipated iNnAE % 0} E]JVP SZ % ES] ]% Vv
This suggests #re may bebroad alignments betweernhe data from the pilot study

andthe four categories of thinking which comprise} o ¥hch wassuggested as

a result of the literture in Chapter 1.
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Figurel.1from Chapterl showedfour strandsof thinkingwhich a subjectmay apply

to pasthistoricalfiguresand arosethroughthe literature.

Category A:
Reflections
which arise from
the historical
activity itself

Category B:
Understanding
the reality of the
past

Category C:
Sharing in the
experience of

the past or
imagining the

past

Category D: Theg
ITE student

rethinking
themselves as a
being in time

Figure 1.1p.102shows a ¢ntative modelwhichwas arrived at through reflection on
the models of thinking in Chapter 1.

In this model OHR is broken into four strands of thinking about past historical figures.

(7513

PYEC Z | ]vP (& lostérical &gtivity students have encountered.

P } Ei€thBugdhts related to the reality o8 Z}s 0]A X § P}YEC Z [ E

(7513

8} ul o]vle A13Z }E& Ju P]Jv 8Z}s % 5 0]A +X § P}EC Z
E o038 8} 8Z % ES] 1% vS[e }Av IPE}uv X dZ %]0}S *3u
suggested that the following may be important elemt® of studente phatural thinking

about paslives.Table 2.3 shows five orders of thinking which arose from the literature

review which may comprise OHR.
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Evidence of the way in which the participant made HE connections with
lives (Collingwood, 1939,946; Johnson, 19984; Henderson and Levisti

2016).

Al v }( 1t <+ Aoo e« +«Z G {cognjtiv® eonrEctiophs]witl
other lives, (Preckel, Kanske and Singer, 2018; Zaki, Bolger and Ochsner,

Lockwood, Sear&ardoso and Viding024:1-2 ; Singer, 2008:782, 2013).

Evidence of how OHR may involve processes suchrasdelling themselves i
time (Manning, Cassel and Cassel, 2013£238Vheeler et al. 1997:334;

Waytz, Hershfield and Tamir, 2015:336; Spzunar, 2011:409).

Evidenceof how OHR may make the reality of the past apparent to

participant, (Koopman, 2015:118, Busch, 2011:193).

Evidence for related pedagogical thinking.

Table2.3. Ordersof thinking suggestedoy the Literature Reviewandthe pilot study

that mayform componentsof OHR



Table 2.3 contains five orders of thinking that were suggested through the Literature
Review and the pilot study that may form components of Organic Historical Reasoning

(OHR)

2.4. TheMain Study

2.4.iSampleSize

It was thought hat the sample size for the main study would be significant i
determining the quality of thistudy. This was because where a large sample size may
provide a higher level of evidence about the nature of OHR it would allow for less detall
and, consequently fewer opportunities to uncover unexpected thinking. Since the
nature of natural thinking about past lives was unclear it, seemed that a small sample
size would allow fothe exploration ofmore detailed responses from the subjedis.

was noted that suftiently rich datavere achieved in similar studieghich used small
sample sizes, for instandg&unsden and Goatcher (200&hd Zabloski and Milacci
(2012)achieved saturation of data at between 4 and 12 interviews. The subsequent
design of study is, thefore, centred on an intended sample size ef@participants

who would be inited for individual interviews.

2.4.ii DataCollection

It was felt that the pilot studies hagrovided anindication ofsomethemes that may
constitute OHRuUt that the full sope of these was unclear. The potential themese

Historical Empathy HE and psychological empathy( te), other undefined

%°*C Z}0}P] 0 % @E} e+ sU A] E S8Z]VI]VP ~%}e*] 0oC
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knowledge, locality and other elements of their background) thoughts about the

reality of the past and, finally, pedagogical thoughts.

The pilot study had daeonstrated that a semstructured interview process which led

to a thematic data analysis may be effective in yielding the broad range of responses
which would be required for the main study. Therefore, a hybrid thematic analysis was
considered carefullyfE $Z]e %Z « U v u oC & pv vOoods E}EP~VijiioW
§Z u 8] Vv oCe]eX[ dZ]e A}po §Z u 8] %% EJg.lz A]sZ |
was thought that a grounded first codingould initially provide for a wide and
comprehensive sweep ohé data which would uncover any themes that niag

unexpected It was additionally thought thathematic analysis would allow for a

confirmation of the overarching themes that constituted OHR.

The research subjects

Thell research subjects were glarticipants in a range ofiormal taught sessions
centred on developing an understanding of past historical lives through pedagogically
well-crafted activity where material culture artefacts played a significant role. Othe
activities included as necessarythe use of PowerPoint, film, documents and even
role-play. The selection of participants was purposivethat students were only
selected to take part in the interviews if they had attended all the taught sessions and

did not hold a higher qualificationinr 3} EC spu Z « v Z [ 0o A oU 1 }E 7~}

The interviews
Thell interviewsan the main study(see Appendix 3anged between 14:04 and 33:58

minutes Similarly, to the pilot processiterviews were conducted in an office away
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from the teachimg area during the week following the last taught session. The
interviews were recorded on a digital recorder and terminated when there was a
saturation of data. As beforean interpersonal interview technique attested by
Collingridge and Gantt (2008) wased and questions and prompts were drawn from
a core listalthough followup questions could be fashioned in response to statements
from the participantsThe same basic framework of andepth discussion was applied

to all interviews. The framework was follows.

Qufficient time was takento establish a rapport with the interviewee (Thomas,
2013:194) and set them at their eapgor to the interview For examplethere wasa
discussn of topics which were unrelated to the interviews such as the wegnthe
health or other topics of interesBetting the interviewees at their ease wagjarded

as beingmportant because of the relatively unstructured format of the interviews.
Thisloose structurewvas a significant feature of the interviews becaitsgas elt that

to explore and detect unexpected amcpected lines of natural thinking required an
almost unpredetermined conversational approach (Thomas, 2013:197). Indeed, it
was thought that a structure where a set of pdetermined questions were asked
would be too rigid a forma{Thomas, 2013:198pr exploring unexpected lines of
natural thinking However, it was thought that some prompts would be needed, for
instance he intervieweeswere asked at the outset of the interviewto narrate their
thinkingwhich had occurredluring the four taught sessionQuestions and prompts
were thenused to encourage the participants to continue talk aboutglines of
thought. When the interviewer felt that a topic was exhausted he would use a further
guestion to pronpt possible new lines of thought. These questions may lirkhew

topic orsomething expressed earlier during the intervidwr instance where it was
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apparent that a participant had particularly engaged with the Victoriathe

researchemight ask hem what they were thinkingasthey handled the dress or the

photographs A range of prompts were used encourage the interviewee to discuss

or continue to talk about topics of interest

Examples oféy questions and prompts:

X

Can you describe your thinkiP pE&]vPY
That is interesting. Or, that is very interesting.
Z % S5]3]1}V }( %ZE ¢ pHe C EZ %o ES] ]% VSV |X X Zd:
JA 1] Clp ( o }puSYM KEU tZzCM
What else were you thinking about during the sessions?
Affirmatives; yes, ok, right et
v C}p S oo u }uSYM KEU d oo u }usyYM

}Ho Clpu v EE § Z}A Clu (08 }usyMm
What effect did it have upon you?
What did you see, or think?
Other questions which highlighted thoughts that the participant has already

alluded to.

| conducted all inteviews and applied the method in a coherent, rdinective and

consistent manner. All participants were encouraged to discuss any of the sessions

they wished to cover. For instance, they could focus purely on WWI if they wished to

do so. All participants &re encouraged to give full and detailed repl@$or to the

commencement of the interviewThe same basic framework was applied to all the

interviews. Notes were made about each interview and they were transcribed in
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batches as th interviews progressetb establish when a saturation of data had been
reached.

Note: 13 interviews were originally recorded but two were rejected. The first of these
rejections was a 19ninute interview with a male participant who made strong
references to sport throughout theonversation. References to sport were not
significant in any of the other interviews and, therefore, it was rejected. The second
interview was 9 minutes long and was conducted with a particularly reticent female
whom [, as the researcher, often had todeia her responses. Interview No.1 a female
(15.08mins) was also initially considered for rejection because the participant was un
responsive during the first phase of the interview which resulted in a high number of
prompts. However, after coding it wa®ted that her later replies (which were not
highly prompted) contained potentially useful data.

Four of the participants chose m&nto discuss the WWI session. For convenience

these interviews were transcribed as nos. 8,9,10 an¢s&& Appendix 3)

2.4.iii DataRecording

All interviews were recoded. As Holton (2007) advocated, field notes about each
interview were also made and used to establish when a saturation of data had been
achieved during the initial data collectiofhe interviewgtotalling 28960 (29,317)
words or 67 pages of A4 transcript) were subjected to anafyrsisvere transcribed

in batches in order to establish when a saturation of data had been relache



2.4.ivDataCoding

Coding Stage 1

The first exploratory analysis was conductgd|]vP ZP E} uv o A o[ }]vP -
(Holton, 2007265-289; 2010; Schreiber and Stern, 2001; Ralph et al., 20Hs)ton

provided reassurance thatuch an application ojrounded theory could leaglia a

process of ddimitation from the initial codedowards being able to define core
themes or conceptdt was important that dring the initialphase oo Z]v ] vse[ A E
codedto try and ensure that all possible themes had been uncovered from the data
When this was complete aZ }ve3 v§ }u% E nHertakanto establish
uniformity across the data and allow for the generation of emerging conciyaits

were a good representation of the interviewee responséhe emerging concepts

were then compared to the initial codes which allowed for the generatof
themes/concepts and hypotheses. Finally, the emerging concepts were compared to
each other to allow for the refinement of the initial hypotheses/them&kese were

then checked back against the data to ensure they welrist and a good fit. These

weE SZvesS ¢] (JEo0S E }lu% E]e}v 8} §Z « }v } JvP

(2010) methodology was not followed.

Data codng stage 2

During stage 2 the data was subject to a second inductivading processwhich

A eu} oo }v E puv v o EI [+ ~1110 8Z u 3] -coliiffy S %o V
was independent of the first and was undertaken 4 weeks after the origodihg.

This allowedme to re-familiarisemyself with the data as demanded by step one of

Braun and Clarke (2006). Thisceding was helpful as | wanted to ensure that no
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unexpected themes had been missed. The step 2 (second coding) allowed for the
generat]}v }( i6 } X &}00}A]JVP 8 % S3ZE }( E puv v o0 G
model the codes were then collated into potential themes. In order to produce the
collated themes the second coding was compared to the initial themes (concepts)

from the stage lifst coding. It was felt that aligning stage one and two provided a

good triangulation of the initial themes. Steps four and five then allowed for the
overarching themes to be defined and refined.

The defining and refining produced four overarching them&bese overarching

themes were then deductively fapplied, to establish their frequency across the

whole data set. This resting of the overarching themes indicated that the model of

OHR which emergl was a good fit for the data.

2.5DataAnalysis
Themain method of data gathering proposed was a modified version of Braun and
o EI[+ ~2016) six step approach to thematic analysis. This was done to enable
the determination of patterns and themes across the data. My method of analysis was
similar tothat used by Smith (2017:1123). Topics that can be examined through
thematic analysis include those where an understanding of experiences, perceptions,
and causal factors underlying phenomena is required (Fugard and Potts 2015: 669
670; Braun and ClarR013:4455). This makes it a suitable vehicle for examining,OHR
which may be constituted througla natural combination of§Z ep i $[¢ }Av
experienca and perceptios of historical lives.
Stage 1 of the analysmasthrough agrounded approach. ®undedtheorywas used

as a recipe to guide the initial inductive (without attempting to fit to the coding frame)
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analysis. This was because the pilot phases had demonstrated that OHR may be partly
composed of unexpected themes. Therefore, it was seen to be rtapothat the
research and refinement of OHR should be allowed to evolve through the initial coding
process (Braun and Clark, 2006:8raun and Clarke, 2016:74%2). This is

}v. % Su o] e v Z}EP v] $BraunsgndClarle(@oL6[73943)
which couldallow for an inductive phase which was inherently exploratory and
subjective. | used this for three reasoriarstly, to allow for the detection of any
unexpected themes which may be significant within OHR. Secandiyder develop
my own onfidence as a new researcher, (Smith, 2017:119; Braun and Clarke,
2006:78). Thirdlyto ensure that all themes are a close match for the data itself
(Schreiber, 2001:557; Braun and Clarke, 2006:80, 83). It was hoped that this
approach was consistent withe need for sound reasoning and clarity about how the
interpretation of the data has been achieved. This approach is also similar in style to
that of Fereday and MuiCochrane (2006:82) who advocated using both hybrid
deductive and inductive analysis gges. However, | decided not to use grounded
theory during the second stage of analysis becaus@d not seekingo determine
patterning or frequency across the data (Braun &idrke 2016:74%42). Nor was |
SEC]VP 8} ZP]A A}] [ } GSchreib@ranfi%tesn 80015t represent my

participants | waslookinginsteadfor themes that sbwed prevalence across the data.

2.5.iRationalefor the chosenmethodsof data analysis:Stagel, the groundedlevel
process
According to Schreiber and Stg2001:34) grounded theory is most often used when

investigating a behavioural concept or a behavioural phenomenon. This was originally
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designed as a process where the resulting theory which consists of phases or stages
and relates a basic social, psyadmtal or structural process. These would then
become a central theme which unites the categories and explains the variation in the
data. This is a trajectural way of obtaining data which should be temptosahilar
they say to stories with abeginningmio v v v v V}8 Zev]% % & S [ A
obtained in response to a question. This, they explain, leads to a preliminary
HV Ee3 v JvP }( 8Z Ju]v }E ZAZ § ]+ P}]JvP }v[X dZ C » C &
ZeV]% % S S | He SZ 3nthednddpth stories that are gained from
retrospective accounts of an experience. Schreiber (20027®bserves that it is an
intuitive rather than formulaic method where datare coded in stages that are
compared and allow the researcher to generdigpotheses that can be #ested.
They liken it to distilling an understanding of the experience of the participant.
Milliken and Schreiber (2001:178) argue that symbolic interactionism is a perspective
§Z § Z]oopu]v 8 « 3Z E o $§]}veals] %ad sacikty, vas] mepiaiedi by
*Cu }o0] Juupv] S]}vX[ dZ]e ]* Z 0% (po Jv 3Z 8§ 15 o00}A. p
beyond behaviour to the underlying meaning that motivates it.
Ralph et al. (2015) engage with the ongoing debate over grounded theoryi@mdtv

« Z AJvP }ve] E 0C A}oA «]Jv '0o e« E Vv "SE pe[ }JE]P
e 8Z 8Z }EC <+ Z AJvP Zu 38Z} }o}P] 0o CvVv u]eu[ ~%oXies v
individual researchers to have ontological and epistemologicalasedfeness (|2)
when applying it. This will be a particularly appropriate method of data analysis as |
already hold a strong ontological perspective grounded in my 30+ years of experience

as an educator.
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A grounded approach may allow for the breadth of data exploratieeded Firstly; it

could allow for an exploration of all dimensions of the particignt £ % E&] v U
particulady anyunexpected thinkingSecondlyit may allowfor data to be coded along
broad themeswhich would enable an examination of thinking thaas associated

with a developing understanding of past historical lives.

Johnson (2014jiscusssthe benefits of a mixed theoretical framework for collecting
and analysing data and reflects on the work of Charmaz as she debates
contextualisation and triagulation. Thus, an excellent product of this stage 1 coding
is that it may provide a useful triangulation of the thematic approach in stage 2. In
other words, it would provide reassurance that themes which were apparent through
the data had not been misge especially themes that may run counter oy own

ontological perspective.

2.5.ii Stagetwo of the data analysis thematic analysis
Thematic analysis would be used for the second stage of the main study. This is a
method of data collection that allowf my own researcher judgment (Braun and

o EI TiiowWoéiTsU }8Z ]Jv S8 Eu]v]vP §Z M EyEofthps8Z u « v
themes. Indeed, thematic analysis goes beyond thewmenting to allow for the
identification of both implicit and explicit idegdSugard and Potts 2015:669). Thematic
analysis would be employed to provide a rich and deep description of the whole data
set, whichis capable of reflecting the complexity of the responses. Therefore, mine
would be a theoretically flexible approach to aysihg qualitative data as advocated
by Braun and Clark (2006:77) in relation to different ontological and epistemological

positions. Braun and Clarke (2008) argued that thematic analysis can be a
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foundational tool 6r qualitative research thatrovides a sufficiently complex account

of the data.

In addition, during both the first and second stagtee analysis of the responses
would be considered at an epistemological level. In other words, how deeply would |
as researcherpursue meanings from the pécipants. Would latent or underlying
meanings be looked for (or interpreted) rather than semantic (surface) meanings?
(Braun and Clarke 2006:85). The guiding epistemological approach to the
interpretation of latent meanings was very carefully consider&tis was because
latent meanings are often explored from a constructionist point of viBwaun and
Clarke 2006:85). A constructionist epistemological approach posits that meaning and
experience are socially produced andm®duced rather than inherigin individuals
(Burr 2015) and this initially seemed most likely to explaingbssibledimensions of
OHR. In other words, OHR may have been best explained as a socially constructed
response to encountering historical evidence of past lives. Construsticgasoning

is, however, less likely to relate to individual psychologies. From a constructionist
perspective it would be most likely that the so@oltural context of OHR would be
explored rather than individual motivations or psychologies (Braun alauké
2006:85). However, a rexamination of the pilot data revealed two things. Firstly, it
was very difficult to ascribe latent meanings to the data and secondly, many of the
responses seemed to demonstrate a closer relationship to individual motivatidn
psychologies than sociultural responses. In  contrast, therefore, an
essentialist/realist epistemology would allow for the theorization of motivation,
experience and meaning in a straightforward way because a unidirectional

relationship would be assned between language, meaning and experience (Braun
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and Clarke 2006:85; Widdercombe and Wooffit 1995; Vagle, 20BL59an Manen,
1990). This had been tested during the pilot phase and was useful in informing the
sematic approach taken in analysing tHeematic data. Thus, meanings would be
ascribed to the data at a surface level. In other words, | would accept the surface
meaning of participant responses rather than trying to discover underlying or latent
meanings.

To provide an opportunity for analys{so as not simply to undertake a confirmation

of themes identified from the literature) great care was taken with the formulation of

a question (and suluestions)which may allow for an examination of all the
constituents of OHRAs this was examining natl thinkingl would especially be on

the alert for unexpected themeduring the interviews

Braun and Clarke (2006:87) propose the followingstep model for thethematic
analysis. They describe it as a recursive model whereby the researcher moves
badkwards and forwards through the steps to progressively refine ideas. The addition
of a second discrete coding process in my own data analysis may mean that the
generation of codes which are grounded in the original data can be iterative and
reflexive Feredy and MuirCochrang2006:83).Table 2.4 shows the six steps of Braun

V 0 El [» ~T1110WO66e o]/&E & % $Z u §] v 0Ce]eX

Step one Familiarize yourself with the data: transcribe the data and then read

re-read the data. Make notes about initial ideas.

Step two. Generate initial codes: code interesting features of the data

systematic fashion across the entire data set. Collate data relevant to each co
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Step three. Search for themes: collate codes into potential themes. Gather all

relevant to each potential theme.

Step four. Review themes: check to see if the themes work in relation to the ¢

EEE §+ v §Z VS]E § < &X'V ESE $Z u §]

Step five. Define and name the themes: undertake ongoing gsial to refine thg
specifics of each theme and the overall story the analysis tells. Generate

definitions and names for each theme.

Step six. Produce the report: this is the final opportunity for analysis. Select \
compelling extract sample&indertake a final analysis of the selected extracts
relate it back to the analysis, the research question and literature. Prodd

scholarly report of the analysis.

Table2.4. Thesixstepsof Braunand o & I(2006:87)thematic analysis.
Table 24 lists the sixstep analysis oBraun and Clarke (2006:87)his format will be

applied inanalysing the data from the main study.

2.6 Conclusion

2.6.i Discussiorof Validity and reliability

Weis and Willems (201224 point out that generalising anttansferring research

findings to other contexts and interpreting them so that conclusions can be e
aims of both quantitiative and qualitative researcine of the ways in which they
explainthat this may be done is through the creation of codingtegns and thematic

coding.This they said (p.231) would allow relevant topics which had been theoretically
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determined beforehand to be applied understanding data which arises frastudy.
This is because the categories would be developed inductivedy sfimmarising,
clarifying and differentiating the materialhomas (2013:275) relates the generalising
process to the drawing out of theory. By this he means that it is the links between the
mass of the data and theory that provides crystallisation gtmtvhich little theories
can attach themselves. €be he says are accretions of ideas and insights.

The method of data collection described abaweections 2.4.5is sufficiently robust
to investigate the research questiohhis is because thdata gathering approach was
tested during thethe pilot studiesand revealed a variety of examples efudent
thinking about past livednsights from the pilot study datll into different categories
(Figure2.1) which hadsimilarities to thosedentified in Z %. S Revidw & the
>]8 & .S In@&ddition, theReview of Literature suggested that a efdrange of
responses within these categoriegay also be possibleThe method of data analysis
is robust in that the first method of coding, at a groundewdd|, based on Holtog2007;
2010)is intended to capture alincidents from the dataThis would allow for the
crystallisation of both expected and unexpected resportsesause the information
noted from the literature review can then be inductively-applied to the data
through a further process of thematic analysi$iesecond independent method of
data coding, a thematic analysis (Based on Braun and Clark #0@&fore,will follow
the initial grounded codintp provideafurther opportunity for crystallisation Thiswill
allow for both theexpectedand unexpected themes to emergad be further refined
dZ]e ZulZE&£ u SZ} o[ %% E} Braun and Qlatke 2016:G393) and
Fereday and MuiCochrane (2006:82yho discuss the possibilitiesffered bymixed

organic and hybridohases of researchlThis multilevel exploration of emergent
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themes will allow for the possibility that theverarchingthemes whicheventually
emerge will be sufficiently robust to be generalisable to similar situatiamere
studentsare being taught about past lives.

It is, therefore, likely that replications of this atly would have similar findings. The
findings may apply to related settings where history is being taught.i¥bescause
both history teacher educats and their norspecialist historystudentshave similar
backgrounds. Those educating primatydentsnecessarily have experience of history
and of primary school teaching approachésis higHy likely that the pedagogical
approach taken herés simila other history education courses for generalist primary
students It is, therefore, felt that wher¢éhesenon-specialisstudentsare being taught
about history through a mixed pedagogical approach and using artefacts as evidence
similar research would gid similar findings.

Thestrength, transferability and impacbf qualitative research has been emphasised
by Dadds (2008)She refers t0Z u% 3Z 3] Avhizh, ]sh€ payscan make a
differencein terms ofboth connectedness and growth in human retatships within
the classroom. In this she is commenting on the idea that pratiased research is a
potent form of professional development that can lead to a methodology for change
that links the growth of mind, the growth of feeling and the phenomefduman
connectednessShe also discusselse idea thatmonolithic adultcentred views of
problems (as we may conceive HE to bah betransformed in the light of new
knowledge andhroughempathetic engagement with the world. In other wordsis
body d work may help the educator to move beyond their own frame of reference

and see the world through thestudent[e C % is because the orthodox



explanation of historical thinking about past lives (HE) may be reframed to offer a
better insight into howa student actually thinks about past historical lives.
For these reasons it is considered that the methodology devised for this study is both

valid, reliableand potentially useful
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Chapter 3

Analysisof the researchdatato identify keythemes

Introduction
This chapter describes the groundadd thematicapproach, used to analyse the data
in the main study. It reflects on the ssxage model of Braun and Clark (2066} the

grounded approach dflolton (2007, 2010) and others.

3.1 Descriptionof the data analysisof the main study

Tofamiliarise myself fullyith the data llistened carefully to all 11 interviews before
transcribing them.The interviews were transcribed in three batch&ghen all the
transcriptions were complete, they were read andread. At this stage the participant
numbers were applied. Following the final-reading the data were analysed and
coded twice to check for emergent themes.

The first open coding resulted in 72 initial open codes. This coding was then subjected
s} 2% E S]JA [ E u 8]JA v 0Ce]eX UE]VP 3Z]s Vv 0Cse]e
aligned were placed into 14 initial concepts.

During the second coding the dataeme subject to a second inductive 4@ding

% E} e+ AZ] Z A « u} oo }v E pvthematio st stdp andlysis..
This recoding was independent of the first and was undertaken 4 weeks after the
original coding. This allowed the researcher tefamiliarise himself with the data as
demanded by step one of Braun and Clarke (2006). Thisdiag was helpful as |
wanted to ensure that unexpected themes had not been missed. The second coding

allowed for the generation of 19 codes. Following step three of Braun and Clarke
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(2006) the codes were collated into potential themé@& produce the potenal
themes the second coding was compared to the initial concepts from the stage 1 first
coding. It was felt that aligning stages one and two provided a good triangulation of
the initial overarching themes. Steps four and five then allowed for the oveiragc
themes to be defined and refined.

The defining and refining produced four overarching themes. These overarching
themes were then deductively rappliedto establish their frequency across the whole
data set. This reéesting of the overarching themesdicated that the overarching

themes were a good fit for the data.

3.1.iTheFirstcoding.

dZ %opHE %} }( 3Z (]JE+3 ZPE}pyv 0 A o] % 38 Ev } JvP
meaningful incidents and link them to possible themes that may emerge ilatiée

data analysis. Holton (2007:2&89; 2010) was used as a pattern for the grounded
coding.Due to the constraints of a busy timetableetcoding was undertaken after all

the data had been collected. During the initial open dmeline coding all cgent

E %o0] « A E E (pooC }lve] E v 00 Z]v] VlEs[ A E F
was an iterative process (obtained after three sweeps of the data) whereby codes

were constantly verified against the rest of the data and memos were kept which
allowed patterns to emerge. Similarly, to Holton (2010) | noted that many of my open

codes were highly descriptive and somewhat repetitive. This was despite writing
memos of my analytic thoughts. Once the initial open coding had been done the

Z }ved v3 }APA (E% E} e+ A ¢ pe (po Jv E p Jv@isidal vpu E
themes or concepts/hypothese¥/here a subsequent reply appeared to be about the
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same thing it was given the same code. Where appropriate statements could be given
more than ore code. Codes were given on a semantic basis (according to the meaning
of the words rather than the latent meaning) (Braun and Clarke, 2006:85;
Widdercombe and Wooffit, 1995; Vagle, 2014%&8 Van Manen, 1990). For example,
early in the data analysis itag noted that many of the participants were displaying
Z]PZ o A o* }( % P}P] o A E v e¢X dZpue } itU Zs oy
Jve] E]JVP 8Z %}ee] ]0]8C }( EEC]VP }us 8z §]AlsC A
example of how decisions were madeyeeding the application of code numbers. For
example, in the following code 12 statement participant no. 2 indicates she is thinking
about how she might rereatean activity in her own practice
(2) It was an opportunity when you got the dress for meetanmagine that
lesson things that you could perhaps add to that lesson with the children
because they were year six and so it would be interesting to take some of those
ideas.
Not all code 12 decisions were as strafghward. In this reply participant N8.
appears to be expressing pleasure and has become interested in the way the
archaeology artefacts formed a tirime activity. This was a more difficult decision
but was recorded as a code 12 because the participant indicated that she had linked
the artefacts with the concept of a timbne:
(3) Emmm. They were like treasute%.] < }( SE& -pE v [ ] Vv[§ ]\
realise that it was umm a timelinéso that was interesting.
Some statements were hard to apply to a single code. Irstaementbelow ro. 4 is
thinking about the Roman didartefact 2, appendix Bnd relating it to a moern one.

This meant that iconstituted a code 6lwhich was about the nature of the artefact
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in relation to the present. However, here the mention of both foam dice arahy

schoolsubjectsin which it could be usedlearly indicatsthat she is considering how

she may use such an artefact in school and, therefore, it was also noted as a code 12.
~8e dZ 3[« AZ 8§ A Z A U 8Z §[« 8Z }voC $Z]JvP 8Z §[-
are bigger now. You can get big foam dice and stuffASd A %3S $Z ]
to whatever we wanted to fit. You can use it in sanm subjects as well the
dice.

This first coding process, therefore, led to the creation of 72 codes. The aim of this

coding had been to try and capture all possible themes that emerged from the data

and consequently a large number of codesrercreated. It was felt at this stage that

this high number would potentially allow for a deep examination of the emergent (and

possiby unpredictable) themes that may constitute OHRgure 3.1 shows the 72

codes which arose from the first codinghe codes have been shown aligned with

initial concepts and the number in brackets indicates the original code given.

x 1. Places:
o Reflection elated to things from their own locality. (1)
0 Reflection on museum visits. (37)
o0 Reflection on places visited. (2)
X 2. Family:
0 Association with people known to the participant. (41)
0 Reflection on stories about family or very close friends. (3)

x 3. Photographs



(0]

(0]

Reflection on the relationship between an artefact and a photograph.
(62)
Reflection on photos. (38)

Reflection on seeing past figures through photographs etc. (4)

X 4. Story:

0 An expression of the desire for story. (29)

o

o

(0]

o

(0]

Reflection on hearing stories frothe past. (5)
Reflection on story. (39)

Reflection on hearing a real story from the past. (7)
Reflection that the story can be powerful. (65)

Reflection on teaching and story. (67)

x 5. Film:

(0]

(0]

Reflection on the use of film. (19)

Reflection on watching filn{60)

X 6. Real lives:

(0]

(0]

(0]

Reflection on a separation from the reality of the past experience. (53)
Being engaged with thinking about past lives. (9)

Engaging with the reality of past lives. (10)

Reflection on understanding how something was done in the past. (6)
Reflection on the feelings of past figures. (24)

Reflection on the actions of past figures. (31)

Having ideas about the historic figures who used the artefact. (15)

X 7. Physicality of the artefact:

(0]
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Reflection on the physical properties of the artefact.)(25



o0 Reflection on the use of different senses in association with the
artefact. (52)
0 Enjoyed touching artefacts from the past. (13)
x 8. Other artefact thoughts:
o0 Reflection on physical contact with artefacts. (45)
o An expression of liking for an artefact. (20)
0 An expression of disliking an artefact. (27)
o A feeling of disengagement from an artefact. (28)
o Reflection on the difficulty of obtaining an artefact. (40)
0 An expression of feelings about an artefact. (30)
o Reflection on the relationship between artefact84y
o Reflection on the reality portrayed by the artefact. (65)
o Reflection that the artefact was powerful. (49)
o Reflection on a lack of engagement to the artefact. (51)
o Reflection on the nature of the artefact in relation to the present. (61)
o Reflection on onfused feelings about an artefact. (56)
o A reflection on replicas. (23)
o Enjoyed touching artefacts from the past. (13)
o Participant did not feel the need for contact with artefacts. (70)
0 Ambivalence towards genuine artefacts. (71)
x 9. Engaging with the past:
o A feeling of contact with the past. (14)
o Participant put self in the place of a past figure. (42)

o Participant connected with the past. (43)
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(0]

(0]

Participant was able to imagine the past. (16)

Reflection on reenactment. (72)

x 10. It is difficult to engage witpast lives:

(0]

(0]

o

Reflection that you cannot place yourself in the past. (46)
Reflection of the difficulty of engaging with the feelings of past figures.
(59)

Reflection that it is hard to empathise with past lives. (47)

X 11. Thinking about the activity:

o

o

(0]

(0]

Reflecton that the activity was powerful. (48)

Reflection on being drawn into the activity. (50)

Indication of a strong preference for an activity. (26)

Reflection on the challenging nature of the activity. (58)

Engaging with a thinking or logic activity. (11)

Reflection on the use of photographs of artefacts for an activity. (55)

Comparison with a past activity which the participant did not enjoy) (69

. School:

Reflection on how an artefact might be used in teaching. (54)
Reflection on how the activity mayehused in school. (57)

Enjoyed the activity and considering the possibility of carrying out the
activity with children. (12)

The activity reminded the participant of activities they had done at
school. (17)

There may be too many artefacts for one sess{66)



o Participant makes statement about the difficulty of doing an activity
with children. (44)
o Reflection on what a child might think about an artefact. (63)
o Participant has seen it done whilst on experience at a school. (22)
x 13. Participant reflects ore#
0 The artefact engaged the participant with own past. (21)
o Participant engaged in thinking about self. (32)
x 14. Thoughts about knowledge and knowing:
o Reflection about knowledge. (33)
o Participant makes a judgement. (34)

o Reflection on the differences betwa then and now(36)

Figure3.1Keyto the first codes

Figure 3.1 shows how the 72 first codes were aligned into 14 initial conCEpss.
coding of the datavasthen set aside and left for 4 weeks. This was to allow for a
discrete second coding. It wasoped that the second coding would assist in
highlighting the possible themes that may be obtained from the data. Therefore, the

thematic second coding process was undertaken without reference to the first coding.

Note on the transcription process

The cowentions used for reporting statements by participants are as follows
Participants are indicated by a numbewhich was first applied during the initial
coding. Statements used as examples are generally given in a fuller version than is
absolutely necessg as that may give the reader a better sense of the meaning that
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has been applied. Examples are reported as they were spoken and punctuation has

been carefully applied to help the reader make the best sense of what has been said.
Hesitations are indicatetly a dash-| and hesitations at the end of a sentence by a

dash and then a full stop.{. Where a truncated section of a statement has been used

§Z]e ] Jv] 8 C SZE +3}%e ~YeXtZE E |3 A}IE » %
this is to indicate th@resence of an inaudible or partially audible warith some cases

the likely word has been inserted in the brackets. Where it has been deemed necessary

§} B %}ES SZ «<p *S]1}v ¢l }( 8Z % ES] ]% vS /] vS](C u

Each statemenalso begins with a bracketed participant no. i.e. (2):

3.2TheSecondcoding
The thematic second coding was focussed on capturing emergent themes. It was
carried out four weeks after the first coding to allow the researcher to make a fresh
re-consideraton of the data. This second coding was discrete and carefully followed
& puv v o EI [estepithematicAnalysis. Again, the coding was carried out
systematically and again three sweeps were madeese were reflexive and allowed
for changesight up to the last sweep. This time it was interesting features of the data
that were coded (rather than all incidents) and this meant that the emergent codes
were cruder because alignments between the semantic meanings of statements were
looked for. It vas subsequently realised that this may help in signalling overarching
themes. For example, one of the expected themes which arose during this phase was
where participants indicated that they had somehow imagined a past existence. This
became noted as,cod ZV SZ Z/u%o0] S]}v SZ ]2 M]ES]S F%o BeeSe [
examining the data this code was applied where there was evidence thatticent
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was using imagination to envisage the past. This might be an indication that they had
imagined a past figeror even imagined being a past figure. For example, in this code
h reply participant no.1 is discussing visiting a historical location where she indicates
she has imagined what it may be like to be living as a lady in the past.
~ie / Alpo v[3 AwS3}$}3Z }%}}E % }%o /[ A v3 &} o]l
rich ones with the fancy ball gown and the corset and hair done and everything.
In this code h reply participant no.3 discusses deploying her imagination in a different
way. She is discussing the Neatitlaxe(artefact 3, appendix Where she indicates
that she has consé@ted imagining someone using it.
(3) I would possibly like to have seen pictures of how it was put together with a
sort of handle or even a fictional account of someone usitthat would mean
you could sort of visualise yourself watching someone you know.
Iv §Z]« } ZZ[ E %0C % ES] ]% vS v}Xd ]« JerpfeeivP SZ u
4, appendix land indicating that she has imagined the feelings of the Neanderthal
peoplewhoA E 3$Z}uPz3% 8} Z A Zuvs A]8Z 18X /v §Z]s + }
that the participant has shown feelings about the past, was also applicable.
~0- e U/ }v[$ IVIAU C}p $ 1] ua| (ER-CEBNISZ ]
frustration out onit - on a mammoth. They want to gang up on them.
Iv §Z]« } ZZ[ & %0C SZ ] » bdvause theRariguage(\Whsuodear
Here participant no.7 was discussing the experience of looking at the Victorian original
photograph collectior{artefact 5, appendix )Here her indication that when she was
handling the artefact she could almost imagine being present during the period was

taken as evidence that she was attempting to imagine the.past
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(7) It was the authenticity of knowing that was actooC ]SU C}u }v([S Iv]
Az §[» v ZVvP ~]vpglo A}YE + }v (E %0] us C}
vZv uvse AZ E + Clu[A P}$ 3Z 8 }E]P]vo v Clu
almost envisage yourself there.
It was also noted from this coding that many of tharticipants indicated that they
were aware of the past figure but had not attempted to imagine being there.
dZ E (}JE U 8Z]s A« %3SuCE C } Zv[ Z/u%eo] S§]}v §Z §
connectiond} $Z %o *3[X , & 3Z A}E }vtheydhhye puckiveia $Z §
relationship with the past figure but have not attempted to imagine their presence.
The relationship may be feelings of similarity or understanding of that past figure. For
example, participant no.1 is discussing her discomfort &tritgaga mobile phone whilst
on a visit to an historic site. However, this is different from code h, (imagined the past)
because, whilst she appears to have made a connection (she states she can feel what
it is like to live in a different time and even indies that she might have liked to live
then) she does not clearly indicate that she is imagining the past.
~fe / }V[8 IVIAU ipue3 $Z 813 ul s Clu( o o]l CIu[E o
And then, like you kind of weird to get your phone out thieyeu feel like they
] VIS8 Z A %Z}v s v ]85 I]v }( &1 « A-Gke(l&duld]s ]( C}i
Z A o]l 8}z A o]A | Z u AZ v ]88 A «v[8 0]l <} §
| $Z]vl /[u «<p]S8 SE& ]8]}v o v [/ o]l 8§} o}}l I X
It was often difficultto make decisions about this category. For example, in this code
n statement participant no.9 is discussing the WWI session wheresthéents
examined a dectivated WWI Le&nfield rifle(artefact 6, appendix IHe is indicating

that he has made a conn&]}v 8} 8Z +}o ] E[* A% E] v }( E ]A]
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comparing it to his own experience of first riding a moped. Rhetorical questions such
« /B[« IVIA]JVP §Z}+ §Z]vRveré taketods indicadng he was making a

connection with the expe} v AZ]l Z }ve8]18us } Zv[ & SZ &
imagination of the past. However, in this case it was also thought he may be imagining
the experience of the soldier (because he had thought about the act of receiving the
E](o » v U §Z E (}&Balso appliedz|[ A

(9) How has a conscript been introduced to that? Is it a rite of passaget?

an experience like getting your moped liceneg®@u know when you first get

one of those given to you, was everybody given one, were the people who

A & wvdry good given something that was good do you know what | mean?

/ § [ *owing those things | suppose...

Figure 3.2 shows theecond codethat were obtained after three sweeps of the data.
The second codes that emerged from this coding were as folloesg,vkrds are in
bold)

a. Method of delivery orctivity.

b. Reference to use d@rtefacts.

c. Reference tcstory.

d. Reference tdamily or close acquaintance.

e. Photographdeither use of or as artefact).

f. Reference to &isit.

g. Making acomparisonwith the present.

h. Implication that participant hasmagined the past

i. Reference tdilm.
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. Z (E®v S8} S8Z}uPzZSe }us bZalitho ES] % VS[*
k. Z (® v S8} % @&]pdsSko VvS[*

I. Reference to an activity ischool

m. Reference to the use oéplicas

n. Implication that the paticipant has made aonnectionto the past.

0. Participant implies thought abownowledge

p. Implication that the participant has showaeelings about the past

g. Reference to the use @bstumeas an artefact.

r. Reference to the use @oetry as an artefact.

s. Refeence to the use ofenses

Figure3.2Keyto the secondcoding
Figure 3.2 shows the 19 second codes which arose from the second data dduing.
second codes were then saside and the first codes were revisited in to prepare to

compare them with the seand coding.

3.3 Thefirst conceptswere comparedto the secondcodesto allow for the initial
collation of themes

Stage three of Braun and Clarke (2006) is about the search for themes. This is where
codes are collated into potential themes. It involvestgering all data relevant to each
potential theme.

The following comparison between the first concepts and the second coding was made
because the two codings had been discrete. It was felt that such a process may help in
triangulating any themes that emged from the data. To achieve this, the first
concepts were carefully compared to the second set of codes. The 14 first concepts
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were used because it was felt that there was a considerable numerical imbalance

between the 72 first and 19 second codes. Hogrewhere there was doubt that a

second code mapped against the first concept the first codes were viewed, thus for h,

§Z Z]u%o0] 8]}V §Z & §Z % EE] ]% vE Z » Ju P]v

0 S} Ju P]Jv SZ %o *S|

made. Table 3.1 shows how the 14 initial concepts were generated from the first and

second codings.

Initial concepts

Second coding (brackets indicate the link to
first codes)

1. Places

2. Family

3. Photographs

4. Story

5. Film

6. Ral lives

7. Physicality of the artefact

8. Artefact thoughts

9. Engaging with the past

10. Difficulty engaging with th¢
past

11.Thoughts about  thg
activity.

12.School

13.Participant reflects upof

themselves

a. Method of delivery omctivity. (11, 8, 7,5)

b.

-~ ® 2 o

S Q@

Reference to use ddrtefacts. (7,8,3)

Reference tatory. (4)

Reference tdamily or close acquaintance. (2,1)
Photographgeither use of or as artefact). (3)
Reference to aisit. (1)

Making acomparisonwith the present. (6)
Implication thad participant hasmagined the past
@)

Reference tdilm. (5)

Z (€& v §} S$Z}uPZzs- tus 8
locality. (1)

Z (E v 8} % @&]pdseo(2viR) -
Reference to an activity school (11)
Reference to the use oéplicas (8)

Implicdion that the participant has made
connectionto the past. (6,9)

Participant implies thought abolinowledge (13)
Implication that the participant has shovieelings
about the past (6,9,12)

§Z

u} v« 8\ddence fontlié cgmparison to be

%0 *S



14.Thoughts about knowledgl g. Reference to the use abstumeas an artefact. (8
and knowing r. Referenced the use opoetry as an artefact.(8)

s. Reference to the use sensey7,8)

Table3.1Theinitial collation of themes

Table 3.1 has been constructed to show how the initial concepts identified from the
first coding have been aligned with the second cgdiBach column has been shown

in the order that the concepts and codes arose from the data. The numbers in brackets
have been appended to the second codeslemonstrate how they were matched to

the first concepts during the initial collation of themes

3.4 A recursive examination of the aligned codes allows for the generation of
emergingthemes
This stage of the analysis involves checking to see if the emerging themes work in
relation to the coded extracts. This recursive and iterative collating proégkkdhted
where emerging themes could be generated through aligning codes. For instance, it
was noted that the following two initial codes may describe thoug¥tigcharose as a
result of the participant reflecting on their own background:

x 1. Places:

0 Refkction on museum visits. (37)
X 2. Family:

0 Reflection on stories about family or very close friends. (3)
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dZusU 8Z (}oo}A]JvP 3A} } « ZZ (0o &]}v }v upe pu Ale]de ~
%0 * Ale]8 ~7¢[ @ 083 8} u u}E] ¢ }(F&ho&Kag@pheré uloC
participant No.3 is discussing childhood visits to a museum which had gained a code
37 during the first coding.
(3) Yes, yeah, | think umm in Glasgow growing up they had err Egyptian stuff in
there. v. /[A « v «}u }( $Z pusplayssanduthirgs like that.
In this statement participant no.2 is discussing a school visit to a museum which also
gained a code 37 during the first coding
(2) | can remember a trip, having just been to Chester on Monday. | can
remember we went to Chestevhen we were kids, we must have done the
Zlu v A% E] v pHe / ] v[S €E uu E S$Z upe pux t
must have done (it) alt ]3 A ev[$ ( u]Jo] & ]Jv vGC A CX / 8Z]vl A
Zluv A% E]v X/ (Jvl]s oC & u u &sdmethmg }]ve Vv
§Z S upe3 Z A +8}} Ius8 8}l u }v3Z3EE]|% v [ SZ]vl /[
| see coins and like | remember something with Roman coins so | think we must
have done that.
Close examination of both of these code 37 statements revealedtiiegtare about
childhood memories and, therefore, may form part of a theme that constitutes
studentsmusing about their own background. In other words, the statements may
both represent evidence that the participant is engaging in thinking about seemingly
unrelated areas of their own background as a result of the activity. Therefore, during
§Z @€ 3]}v }( 8Z u Al8Z 3z A}EI]vP 3]3mpgedredtoP E}pv
encompass background thoughts that arose during the activity. This review was

carried out across the entire data set.
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3.4.iThemesbeginto emergefrom the thematic review

Stage four of Braun and Clarke (2006) is about reviewing the emerging themes. This

involves checking to see if the themes work in relation to the coded extractaands

§Z vVvs]E § ¢« 88X dZ]s & spuosSe ]Jv SZ P v & S]}v }( S8Z u

The comparison of the first concepts and the second coding had led, therefore, to the

generation of initial themes. These themes were arrived at through aatite and

recursive reexamination of the original data. During this-egamination careful

decisions were made about whether the emergent themes were a match for the data.

This careful approach was particularly important as some short statements could

demonstrate links to a variety of themes. As an example, no.9 (who is often hard to

follow because he seems to pursue several lines of thought at the same time) is

explaining his thoughts on film as a potential teaching aid in the statement given

below. Hidine of thinking is not very clear but, at times, he appears to compare film

to the photographs and the way they link to story. His last line also appeared to link

the idea story and narrative. This type of statement appeared to be widely reflected

in other interviews and thus it seemed to be linking to a potential overarching theme

Z+3}ECX[ ,JA A U }83Z E o0 u v3e }( Z]* *8 3 u VS %% E
u EPJvP }A E E Z]VvP 8Z u X &}E ]v+33¢ udaishtaken }( $Z

to indicatethat he is thinking about school children and pedagogical activity. Since this

again was something widely recognised across the 11 interviews it was labelled part

}( %}3 v3] o 8Z u U Z3§Zhistbfie® SYAISEZX[ ,}JA A EU Z o0}

to be Ju P]Jv]vP §Z Z]+3}E] o (]JPuE e« §ZltwouwAust bkhev Z < C

SZYUPZS 8Z 8§ %Z}8} JeVv[StA[EGQGuUPZ} 36 @ o}}I]vRhiEZ v §Z 3
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seemed, again to be similar to other statements across the 11 interviews and thus it
was link 8§} Vv}§Z & u EP]JvP } V Zo]vl 8§} % 8§ (]JPUE [X c
no.9 demonstrates links to three different themes:
(9)/ 8Z]vl 8Z puu]v 8Z «u AC « A S Z]JvP ,}ooCA}} (
enabling your audience to use their imaginatidostake the story on umm
§Z S[* P}3 %}A EX ps8 8Z v P ]Jv A]8Z ,}JooCA}} (Jou-
*3}JEC 8Z E [ pep 00C 15 82 v AZ & C}pu 8 oo A
SEW *S}EC }( o} o S§]}v 8Z E [+ pep 0AZ} CIH[AZ] Z
seen and what happenstory)and | think that was very similar in the same
ACCIn 38 p¥% » E § Zv]«p A]JS8Z]vX ~tZ-@@mee puu C
CIM[A P}8 «}u 8Z]vP AZ] Z %opo0oes SZ u o}vP B [«@E 0 §
Z E [+ %alyswhérg it went and obviouslghinking about thehistorical
activity) - but highly dramatic anyway given our universal debt anyviay,
how they came to that end could well be. It could just be he thought that photo
Jev[8 A &EC PtJY[ul(up ZterlI8oking than tha{links to past figures)
-it ud ]S8[ §Z A}EIBIP AJ¥ZP Clu }Av  o]v }( 8Z «3}(Q

supports the narrative(story)

Matching codes to new themes.
D vC ]*]}ve A E o0°} u lus Az 3z E, Spshlhedep Z
originally been given discrete codes, should be retained or would be better integrated
into other themes. This required some very carefubtiibutions. For example, the
E E%S (E}u viXi[e Jvd EA] A }u3o]v o} eing v }E]

related to film. However, during the recursiveegamination of the data it was noted
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that it may be a match for entirely different overarching themes. This excerpt from the
interview with no.5 clearly demonstrates that she is thinking about ifiiterms of its
potential value as a pedagogical activity (she is discussiid minute excerpt from
§Z ( SuE (Jou Z'o ] 8}E[ AZ] Z A « - HE]JVP §Z o ee]}
itwasre $SE] u8 8} 83Z %}S v8] o $Z u WisodcalaldyRISCXE §Z
JJA A EU ]8 A+ o0} v}3 oI woul f@el payi@Ef itmioreé « VP $Z 3]
v s@youcan see whatitwas alllikeu C Jv] § $§Z § «Z ]¢ }uu vS]JvP ]
potential to imagine the past figure which may have been pa# different emergent
§Z u U Z>]vle 8} 8Z %o 5 (]JPPE X[ ,}JA A EU =+ §Z]e u vVv]vP
stage it was not applied to that theme:
(5) Umm, oh the film, | really liked that.
Interviewer:Why?
(5) Umm just because/ }v[3 Iv}A [iké @ladiator- | think that gave a
E ooCU / }v[$ Iv}Aydualmoss ifB/oA were a child | think you
would feel like / }v[3 IV}IAU C}p Aluo ( as#eindtbad (k¢S u}E
you can have the pictures and the clothes but that@st brings it all together
SO you can see what it was all like.
After careful reexamination of the data it was also noted that participant no.1 had
mentioned that she liked watching film
~fe |/ '} <u]8 o]l % E]} € u -+ v eSafFreh theiped A 3
D JvP G®}A[ v 8Z &[+« P}} }v v pu/ o}A o]l 38z
v *3u(( o]l 3Z & Az & ]3|

Whenquestioned aboutvhy she had mentioned film no.1 gave the following reply:



~fe 1pe3 He ]8[+ o]l 3Z C «ZzZihd o€grphitetture atahd Z

Slu v ]&[+ o]l $Z ](( & v§ vE « A 00 §Z & C}u

people have this preconceived idea of what an English accent wilSle S|«
what they show. | just really like that and all the costumes and stuff.
E}Xi[s pe }( 37u R)@EHe@fore, seemed clearly to be more about making
links to the historical figures themselves and thus, this example of the original code

Z(Jou[ A« 33CE] ps8 8} 8Z %}3 v3] o JA & €& Z]vP 8Z u

This recursive rexamination led to many initial codes and concepts beingpglied
to different themes. This led to a dramatic reduction in their number and the following

five overarching themeappeared to arise from the data:

X

Links to past figures.

x

Sory.

X

Background connections.

X

Thinking about thénistoricalactivity.

X The material culture artefact.

Generation of the thematic map
Below is a thematic map to demonstrate how each of these five overarching themes

finally emerged from the data. Attributianof codes to themes were made on a case

by- case basis and considerable care was taken to ensure individual examples were not

misapplied. Therefore, the map below is a general indication of the links between
codes and themes rather than a rule for-a#ribution. Table 3.2lllustrates the
thematic mapwhich led to the five overarching themes.

17¢€
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Emergent theme:

Code 2 example:

First concepts an

second codes:

Implication that the participant ha
made aconnectionto the past.
Implication that the participant ha
shownfeelings about the past

Reference to the use senses

Thinking about thd Method of delivery omctivity. (a,11, 8,7,5)
historicalactivity: Reference tdilm. (i,5)
Refeence to an activity ischool (1,11)
Material culture| Reference to use dafrtefacts. (a,7,8,3)
artefacts: Photographg(as artefact). (e,3)
Reference to the use oéplicas (m,q,r,8)
Reference to the use a@bstumeas an
artefact.
Reference to the use gdoetry as an
artefact.
Links to past figures: | Reference to aisit. (f,1)
Making a comparison with the (9,6)
present. (h,9)
Implication that participant ha (i.5)
imagined the past (n6.9)
Reference tdilm.
(p,6,9,12)

(s,7,8)




Background Reference to family or close| (d,2,1)

connections: acquaintance. (f,1)
Referencdo avisit. (.1)
Reference to thoughts about th
va "M k2.12)
% @E3] |lefsaliny |
(0,13)

Z (E v 38} % @&H]pdko
Participant implies thought abol

knowledge

Story: Reference testory. (c.4)

Table3.2 Thegenerationof a thematic map.

Table 3.2. Shows a map of the second codes and the first concepts against the initial
JA E & ZJVvP 8Z u X dZ]e E % E  v3e §Z Z 5 (]3] l1*1}v

then applied to these themes.

3.4.ii Defining,refining and re-namingthe themes

"SSP (JA }( & puv v o EIl [» ~1110* 83Z u 8] Vv 0Ce]s % E}
re-naming the emergent themes. It also involves ongoing analysis to refine the
specifics of each theme and define the overall story the analysis telldyfinialvolves

generating clear definitions and names for each theme.

Reducing the number of overarching themes to four.
It had originally seemed as if material culture artefacts themselves would form a clear

§Z u X dZpeU §Z SZcultuBBrtes( EJepA o JveZER & (E}u 8 § L
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where participants articulated thoughts about the artefacts themselves. However,
when this theme was reviewed it was found the attributions were often crude and did
not seem to have fully captured the sentiment comid within the statements.
/v U (LESZ & o}+ A& u]v 8]}v }(ulite a¥¥Z3u( ZB[3EEA oo
that there were few comments which were directly applicable to the artefacts
themselves and that they mainly aligned with other themes. Thusag decided to
re- %% 0C $Z 3 § u v3e }vs ]v culhieszdr\s DS [B]} dZ u « AZ] 2
seemed more appropriate. Therefore, any comments about artefacts that were
% P}P] o ]v 8}v A E % %0] * %0 %o E}% E] StheC S} §Z
historicala $]A]SCX[ vC }uu v8e }us @ES ( 8+ 3Z 8+ u 3§}
§Z ue+s AE <Julo EoC E %%0] X &}E Jved v U V}IXB[e o
about the LeeEnfield rifle was rattributed and the reasoning was as follows. His
comparison of carrying a rifle and a baby may appear strange but in this case he
seemed to be reflecting on his own experiences and applying them to that of the
Z]*3}E] o (JPHE v U }ve <p v30CU 3Z]s }uu v3 A ¢ % %00]
Past Figure W |
~8e Y/ * A SZ %] SUE ¢ } A]}U*0C % }%0 % @E * VE3]VP C
§Z2 8§ 82 C Z A 8} EEC §Z}s 3Z]vPe Vv | % 3Z u %
% E » v3 A]S8Z <}u $Z]JvP $Z §[e o]l EEC]VP cC &
|l % $Z S 0o VvY
Oth E 8 8§ u vi3e AZ] Z Z v $3E] pd ZhtgrEaE&B ¢ D 3 E
seemed to be related to thetudent[ s %o P}P] o E -}v]vPX dZ & (}E& U
reflection those that appeared to constitute pedagogical reasoning were removed to

thetZ u Z&Z]vI]vP hisidricdlz $]A]§CX[ &) Ghis faterferd by
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participant no.1 which was about the Roman, Greek and Celtic ¢amefacts 7,
appendix I)seemed to demonstrate a clear link between her thinking about the
artefact and the pdagogical value of the activity:
() YA [A P}3 }]ve v 83Z C Z A V[S Z VP u <]A o0oC v
1(( & v v ](8Z C[A Z vP v AZ 5§ u \lkeP o]l ]-
Az v A A E o}}I]vP E}uv 3Z }]ve §Z Slédorde}u §Z]v
(Jvld oC } 8Z 8 A13Z 82 1] o[ us8 8Z v
Very many other statements which were originally coded as being about artefacts
seemed also to relate to their use as a teaching device. Here is participant no. 9 again
and this time he appearstodemorSE S Z ]* %% 0C]JvP Z]s Z &S ( S| ¢
a child might react to the photographs of WWI soldiers:
(9) To understand whether | would have the same reaction as a child in that
JveS v [/[u v}S 8}} pCE He / *3]o0 }wjduld\bpA z
able to look at the picture that was first shown to me and really get any further

- being able to understand those people were ok because when | look in stuff

/fTu oA Ce 8Z]vl]lvP « § Z €& Z}A Alpo /381 38Z § ]v

Renaming the em&EP v $Z u ZdZ]vI]vPhistofipal as¥]A]SC[ &}

ZW P}R] *dv]vPUJ

There SSE] usS]}v }( *Ju 38 § u vSecuftEEa®D (S &[] &} ZdZ]vI]vl
about thehistoricala $]A]S8C[ %% @& 3} ul 8Z $Z u }ve] E oC
within the data.lt seemed to be appropriatat this pointto re-label this overarching

theme PedagogicakéasoningThislabel maybe more &curatebecause it was felt that

the title Pedagogicaleasoning expressed the variety and breadth of thoughts that
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were being articulated as a response to the activitespecially those that related to
how the artefactscould be used within teaching. It had originally been thought that
Pedagogicaleasoning might be excluded from OHR because such reasoning would be
expected of educatiorstudents However, these statements make it clear that in many
cases the participant is engaging in such reasoning in the light of their thinking about
the experience of the past figure and how much they might know of it. For example,
no.3 is demonstrating that she would need more contextual knowledge to know more
of the figure who wore it:
(1)1 like the jacket but em um the jacket itself, how much is there to explore in
15 C}p IvIA }v Clu[A < v v P}3 18X /¥0oAbigger Z A 3§}
context you know what | mean, elaborate a story or something more umm you
know if someone was wearing it or umm
There was also a second compelling reason to retain Pedagoeasahing for further
examination and this was because the notesl memos which were kept as part of
the data examination were beginning to reinforce the view that it may form a
significant component of the data which was possibly equal to the other themes. Thus,
it was felt that further thought needed to be given as whether pedagogical
reasoning may form a natural component of OHR although it was not understood, at

this stage, why that might be.

3.5 Thestory of refining and re-defining the four overarchingthemes:
t]$Z2 sz E 3]}v }( 8Z 38Z ueasHWvPPI}PL® }A E E Z]vP §Z
remained:

X Backgroundtonnection.
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X Story.
X Links to pasfigures.
x Pedagogicaleasoning.
It was now felt that OHR may be best examined through a further close examination
of these overarching themes. However, it was felt that t8&Z u « ZA"S}EC[ vV

Z |IPEERvV S]}ve] ¢Z}po £ u]l]v (]JE&S « SZ C Z vV d

were not fully understood. It was also not understood whether these could be applied
S} D} S P}E] « }( $Z}aRlEXohplssidv v (]F

oZ|[ v 8Z (}uE

of Chapter 1.

Category A:

Reflections
which arise from
the historical
activity itself

Category C:
Sharing in the
experience of

the past or
imagining the

past

Category B:
Understanding
the reality of the
past

Category D: The
ITE student
rethinking

themselves as a

being in time

Figure3.3 (from Chapterl) Model Z id.102

Figure 3.3.In model Z iQHR was broken into four strands of thinking about past
Z]*S}E] o (]JPHE X dZ e« RefEctddhs which ps€ fr@m [thestorical

activity itself AZz] Z & @& o § 8} 8§z §]A]8C 82 C Z A v }uvs
Understanding the reality of the pasthich are thoughts related to the reality of past
o]A <X & BR4&ENQ irZthp experience of the past or imagining the whsth ae
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5 U%Se &} u |l o]vle AJEZ }E Ju P]Jv §Z}e % +&h@]A X

studentrethinking themselves as a being in &m

3.5.iThetwo unexpectedthemes

Unexpected themes were thought to be important because they may help in
determining thefull nature of OHR. For this reasahey have been explored first as it
was not initially known whether they constituted a link to the initial categories of

thought o ] }us ]Jv D[} &pPAIE iXiX

The two unexpected themes appeared to be:

X Backgrounaonnections.

x Story.
For example, it was not fully understood why the participants appeared to be referring
§} 3Z 1 z dpP@E}EY}ve] C E (E v 38} 8Z ]E }Av (uloCU o
childhood memories of visits to museums and historic sitesXetZ "$}EC[ A « o0}
deemed to be unexpected. This was because whilst many of the participants used the
AJE Z<S3}EC[ ]38 A+ v}S pv E+3}} AZ 8§ 8Z %o EQ] 1% vSe
Therefore, a closer examination of the unexpected themes would higtdighissues
or alignments with the initial conception of OHR outlined in the short discussion of

u} o Z [U &]JPpuE iXi }A X
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3.5.ii Referencesto family appear to form part of the unexpected overarching
theme, Z |IPE}Yvv S]}ive]
This theme had &&mpted to capture background thoughts of the participant as they
engaged in thinking about past lives as a resulthefinstructional activities. These
were background musings which seemed to emanate from the activity but were not
directly linked to theactivity. It was notable that this theme often seemed to capture
§Z}uPZ%« 3Z 8§ E 085 &8} % ES] ]% vS[* YAv (ulJoC v u}es
For example, the following three statements are examples of those applied to the
§Z u Z |P@hperS]ive[W
Participant no.1:
Q) Yo]l 0}3 }(uC ZJo Z}} A]S3Z uC PE v u ipes o]l 8§ c
justliket Z8Z €& [+ ds <]3 -sheWosldZell 8 random stuff and like
«Z [+ P}3 0]l U C}u IVIAU 8Z +u]s aMth€stuff idBikeutRez § Jv A]:
E o v oSu(( o]l 3Z 88U «Z [« P}3 }v A]3Z 8§}ve }( E v
*Z [00 ipe8 %opoo |5 }us A EC VIA v P ]Jv v § 00 pe 3
Participant no.2:
(2) I like hearing about the history of my loae¢a because my granddad used
§} AYEI Jv  o8}v[e ( S}ECX , pue &} uv P E }v }
08}veX v /[u (E}u "8} +} o0 }( 8Z €& ]+ A EC
Jvd E *3]vP 00 }u3 8Z 8§ ¢}ES }( +Su((tstoricsthr oA Co
§ o0 u Jus 00 }( 83Z }EV u vse Jv Z]e Z}ue }( AZ] Z Z

Participant no.6:
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(6) Yes, love it, like my Nan was emwacuated in the war and | heard the story

hundreds and hundreds of times but | would always ask her to tdbeceuse

it was just something | was so interested in.
It was thought that these thoughts may fit into Categd@ryecause they may reflect
8Z %o ES3] 1% vS[s 83 U%Se 8} §Z]vl }us8 8Z us oA «]Jv E o
In Chapter 1 Category Dawidentified asThestudentrethinking themselves as a being
in time: In this category thetudentmay attempt to think about their own relationship
to the historical figure or the time in which they liveithoughts about family and
grandparents may po#dy reflect thestudent[e S5 uU%.Se 5} SZ]vl }US SZ u-e
in relation to the historical figure but at this stage it was not understood why this
should be so.
To determine whether the participant was indeed thinking about themselves in
relation to the p 8 (JPUE 3Z $Z u Z}vviP&}uv[ A - E (pooc
investigated and unusual statements which may shed light on how the thinking had
arisen were sought. For instance, in this statement participant no.11 who has already
mentioned her paternal grandther is asked if she had thought about other members
of the family. In this reply she mentions her maternal grandfather and relates a
thought about the tattoos on his arm to a question that had arisen in her mind as to
whether any of the WWI soldiers théyad been shown photographs of had something
eJulo EX , E & SALWSSZ U %] SHE ¢« U P% V SE8IIE [« §Z]°
to imply that her question about the tattoos arose directly as a result of her seeing the
photograph of the WWI soldier:

(11) Umm, | thought briefly about my granddad on mume} SZ S[e uC

PE v }v uC [* ] U /[u op ICU /[A <3]Joo P}3 o0 u



PE v }v uC upufe ] UZ Ae]Jvsz EuC v E Z [-
all the way up his arm and he hadetn done- he was in Africa when he was a
CluvP o v Z Z S e SZuU Z *}opus oC Z § ¢ SZ ul
eCu }oe v Z A}v[3 8 00 VC}v AZ88Z C+C}E AZ § &,
i}l X v AZ vV 8Z U %] SHE * U H% VWESZUSE [ 3Z]-
§Z]vli]vP I A}jv. & AZ 8 8Z C[A P}§ Z] Vv u% 3Z |E E
was just a fleeting thought that | forgot until you asked me then, it was less,
less prominent. | was just thinking, you know that we make these assumptions
about theproper picture but you know
W ES] ]% vS vV}XO[e SZ}uPZSe o u S} «Z A v ulE o]PZ3§ }v
occur. His statement about his own background were slightly unusual in that they were
not about his grandparents but seemed to constitute the sakind of thinking. His
% Z@E*} $3Z }vv §]}v /[[A P}§ 3ZE}uP Zedns saZmphysthat hée E ]} [
is thinking about how he may be connected to the period in question:
~8e /[A U puu Z <SE}VP }v ¢« A]SZ «}Ju } C PE}A]VP u%
v 83Z ]E& 8Ju Az v 832 C A E o0]AJvP 8Z ]E o]( <} 8§
through to that time periodisnet]3 } ev[3 ( o0 o]l Z]*3}EC }( v} Iv}/
8}y Az}y /I u - % E-e}v He /[u % E} oCtimeo]S$So }
period intermsof myo [ ( Y
It was notable that 7 of the 11 interviewees made unprompted references to their
grandparents but none made reference to their parents. All 11 interviewees, however,
made some reference to elements of their own background. The words of nos. 11 and
9 seem to imply that they are attempting to make connections to the past through

their own family or other significant people in their lives. Indeed, in his statement no.9
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SH 00C pe » 3Z A}YE Z }vv 3[ 3A] X dZ]e-studéptsare}ve3E 3

referring to grandparents rather than parents. Thsuld represent a connection to
the oldest people they knowlo, understand whether this formed a component of
category D thinking about thetudentre-thinking themselves as a being in tinie
literature was carefully reexamined and it was noted th&trekel, Kanske and Singer
(2018)considered that culture required a conception of a relationship to both the past
and future This would require thatudentto reflect on who they are in relation to
othersthrough processes such as socmgnition Memory was also described as a
vital mechanism in providing a conception of who we are as human s&inglation

to history, culture and identity and Black (2014:7) reminded us that identities are
imagined and costructed rather than inherent. We may also remodekselves as a
being in history through mechanisms related to what was termed autobiographical
and semantic memory (Manning, Denkova and Unterberger, ZD4i3i, Peterson and
Smorti, 2014:2545; Graci andFivush, 2017:489). This represents the way we
construct autobiographical memory stories to shape our understanding of events.
Baron and Bluck (2009) explain that autobiographical memory stories may play a role
in seltdefinition. Through the reading it vgafelt that this constituted evidence that
the students may be rethinking their own personal identities. Therefore, it was
concluded that thoughts about family and grandparents may indeed form part of

Category D.



3.5.ii Thelogicfor re-namingthetheme v u Z IPE&¢pwv S]}asfenseof

sdf

" P (JA }( & puv v o EI [« ~Tiidoe 8Z u 8] Vv 0Ce]e ]-

refining and re (Jv]vP 8Z 38Z u X /38 A+ (08 8Z 8 8Z $Z u VvV U
clvv $§l}ve[ AZ] Z z E |atudet<IE } J eSiZee]}ve }( SZ JE& PE v %o

was a clumsy name. Whilst it expressed the type of background thinking that may form

a significant component of this category, it did not encompassstident[s * ve }(

self in relation to time, memory and culture hweh may also form components of this

category. Therefore, the theme was renamed Senswlbf

3.5.ivTheunexpectedoverarchingtheme, Z*"S} E C [
Story also seemed to capture another of the unexpected overarching themes that
emerged strongly through the itial coding processes. Below | have outlined the
original codes which related to the word story.
1. Narrative:
1. Reference testory. ()
2. Story:
0 An expression of the desire for story. (29)
0 Reflection on hearing stories from the past. (5)
0 Reflection on story.39)
0 Reflection on hearing a real story from the past. (7)
0 Reflection that the story can be powerful. (65)

o Reflection on teaching and story. (67)
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Z/S § oo+ *S}IEC]
dZ %Z@E * Z]S S oo+ *S}EC[ (JE+*S u 8} 8Z 385 vs]}v }(
interviews had been transcribed and during the analysis of the response of participant
No. 4. She was discussing the small battlefield artefacts taken from the Samine
the battlefield at YpresWhen the interviewer pressed her as to why she found the
remans of a hanegrenade(artefact 8, appendix Kp be so interesting she came up
with the following explanation
(4) Yes, | think it does tell a lot of stories.

/5 Aloo He (HoU 8Z & (}E U 8} JEERO}& 08Z o0FSS}0 vSUE
becau® this may relate to the way the participant is relating to the reality of the past

s %}ESE C C S$Z usS E] o pOSUE ES ( SX /( SZ |
articulated as a thought about the reality of the past then it may be connected to
Categoy B as it was defined in ChapterUnderstandiig the reality of the past: In this
category the reality of past lives becomes fully apparent todtuelent They may
reflect on or even draw inferencaboutwhat the material culture can tell them about
pad lives. They may make judgements or logical inferences about the past lives that
they have encountered.
JA A EU § §Z]e 8P ]Jv 8Z v oCe]e §Z (poo u Vv]vP }( 8
understood. This initiated a further review of the data which rbteat 10 of the 11
participants had used the word story in an historical context. For example, participant
no.2 made several ufo E}U%S €& ( E v « §} 3Z A}YE Z+3}EC[X /v
is discussing how the Victorian photographs prompted her to eohwith the people

in them.
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(2)...there were so many photos and they had got so many different stories and
there were so many different interpretations you could have of them um the
jacket was cool but | feel | could connect a bit more with seeing peoaide
e JVP %o }%0 [¢ ( *U % }%0 [* A% E <+]}ve E §Z E §Z
inside although you can imagine that story, having the pictures present and um
seeing the faces it perhaps what | connect with a bit more.
There were many further similaexamples. This is a reply by No.3 who is also
discussing the Victorian photographs
(3) I thought I could learn a bit more from that whereas photographs often tell
their own story and there were so many of them.
Participant no.4 also appeared to havedssomething similar when she was discussing
the Neolithic axe rouglout (artefact 9, appendix I). She appears to mean that the
rough out is unfinished and, therefore, links to both the story of its manufacture and
the reason it was rejected
(4) I'thinkitfs U}E %0 Jv AZ E =« / 8Z]vl 3Z] }v 15[+ P}3 u}(
1S v /[uu}E& ]Jvs E S ]v |8 pHe Clp Vv ¢}ES }( Pp
As had participant no.8, he is discussing WWI
~0e [/ 3Z]vl ]18[¢+ EuU «3}E] »+ E u}@d@abipAdeaipo AZ v
Jus 8Z %o }% o0 ]JvA}oA Jv 8Z u v % ES3S }( AZ v C}lpu
different senses the soldiers might have experienced
And participant no.9 who is also discussing WWI
~8e dZ ES ( 8 } ev[3 3 00 3Z <ZJBCIYP w(U W ]3]

introduced and the narratives as well...



The review of the data also noted the following unusual response to an interviewer
guestion where the word story had already been used. This response is by participant
no.6 who eventually refersit $Z (}}Su v[e i | §X
Interviewer: (following up heprevious statement)Vhat does the artefact do
to the story then?
(6) I think it validates itt | think so you can like
Interviewer:Even if the artefact (is) a bit
(6) Yes, you can stand ugfiont of a class of children and tell them, for example
§Z *S}EC }( $Z (}}SuvU 8§Z i I § }po ]Jlv § 8§ E-
elu $Z]vP 8} «Z}A §Z § }vv 3]}v[e u-Z ¥y CEZ]VV S oov
children, the story could be anythingtkas soon as you put something physical
there and say this was the coin that they used, this was the jacket that they
wore that then really puts it into context for children especially and | think it
iteS ul « ]S u}E u v]vP(po ]S8[ erpdiksly ivme@b&[E u}
then just being read a story | think.
, E AJ@® $Z2vl 13 A odeeded tp3donstitute evidence that there is a
Jvv §]}v. 3A v §Z &S ( 8§ v 8Z AYE Z.3}ECX[, E §Z
ZA o] the stpbry may als imply that the artefact offers evidence that the historical
«3}JEC ] SEpn }E @& sook as gou pYtEomething physical there and say
this was the coin that they used, this was the jacket that they wore that then really
putsitintocontextf}E Z]J]o E v <% ] ooC v [/ SZ]vl ]88 ipesS u | o ]¢
imply that thinking about the reality of past lives could be initiated through contact
with material culture artefacts. In other words, the artefact may be allowing the

studentto understind that the past was real. Further validation of this may arise from
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participant thoughts about authenticity. In other words, genuine artefacts may
confirm the reality of the story. For instance; real = rusty = not replica or nrot re
enactment but real. Hre, for instance participant no.8 is discussing the reality of the
WWI artefactqartefacts 10, appendix &nd their relation to reality:
(8) I find that | like seeing artefacts like that, physical thingslways like to
imagine that was, not necesshra replica but that was something that was
actually used, that was from that time, you can imagine, you know, you can
imagine the time they actually did explode or not being able to get there before
Z v U ]S8[+ 8Z +»u A]3Z }3Z E § Znerfened b&fopeogoifguU C}u
to museums and seeing replicas and thingg }v[S (]Jv S§Z § <« VvP P]v
because | like to be able to look at things and then imagine that was used by
somebody, you know, a hundred years ago, however long ago it was, that I find
moE |JvS E <S]JvP SZ v SZ]JvPe $Z § & E E& %o0] - }E
§Z ¢Z@E %vVv oU « JvP 13 Epuss U+ JvP 18 }0o Vv IV}A]VF
gained my attention more | think.
No0.10 is also discussing the WWI battlefield artefacts amdnseto imply that decay
and imperfection confers a greater sense of their validity. He employs an interesting
metaphor when he equates their physical weight to their cultural weight
~fie / §Z]vl 1(U 8§} I]Jv }( o} § uCe o( / ldold-joP S « ve
do because you get a sense of decay and you get a sense of the oxidation, you
P3§ eve §Z3538Z C[A o]J]A ]JvsZ PE}uv U SZ C[A o]/
V[S v o E]JOoC ES] po S ]85 pu 8$Z 8§ v e E]JOC I]v }
get a sense of, not only the kind of physical weight but the cultural weight |

think that it carries.
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No.7 tried to explain why she preferred the original Victorian photographs tepaing
of a work by the Victorian photographer Frank MeadBwtcliffe. Shemplies that the
JE]P]v o v 0 OZ}E A4+ P CluE- o( 3Z E X[W
~6e /35 A e 3Z u38Z v3]15C }( IVIAJvP 8Z 8 A+ 3p oo
Az §[» Vv Z VP ~ul]es]vP A}E - }v E %00 ] us C}
vZ v uvse AZ E -« Qhat[dkiginBl}dnd you can see, you can
almost envisage yourself therd love that.
No.8 is reflecting on a replica trench coat. He seems to imply that the replica (the
trench coat) has no story unlike the real artefacts:
(8)... for me and it may be juste, but the costume drama +@nactment style
ES ( S }v[8 Z A 8Z +u A]IPZE « «¢}u 3Z]JvP 8Z § }u
No.5 explains that she likes history because it is about real people rather than the
scenarios the group have been presented with dgrother university sessions:
~fie "YU AZVvVA[E 3 uv] v A[E Z AlvP 8} } E (o 3]
upchild- v / puv Ee3 v AZC A[E }]vP 8Z §X [/ o]l P}]v
AzZ & ]38[c o]l 8Z-A [E 6 ¥Ev]vPs. }us ( 8§
ThepZE& A FE o Ev]vP «pdenis to sdggest that no.5 is thinking about
past figures as being real. The statements of 7 and 8 may demonstrate that the reality
of the past can become apparent through artefacts. Collectively the statements may
also $iow that the participant is attempting to make connections between what is
learned and the reality portrayed by the artefact. In other words, the connection to
the reality of the past may be related to the idea of narrative whiwh participants

appear tobe describing athe storythe artefacttells. Therefore, the use of the word
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story seems to imply that the participant is thinking about the reality of the past and

thus is a match for Category B thinkitnderstanding the reality of past lives.

3.5.vThelogicof re-namingthe overarchingtheme Understandingof reality instead

of ZANS}EC

/3 A e« (0% 8Z & §3 E + E|%IEC[}A BHwessFandingZof

E 0]3CX dZ]e A -« He 13 A . JUJVP %% E vIESZ § §Z
that the participant was coming to terms with the reality of the past through
understanding something of the narrative context of that reality. It was noted that the
original conception of Category B thingirUnderstanding the reality of the pasin

this category the reality of past lives becomes fully apparent tcsthdent They may
reflect on or even draw inferences what the material culture can tell them about past
lives. They may make judgements or logical inferences about the past lives dyat th
have encountered.

It seems as if we may ask whether the participant is making a logical connection
between the existence of the artefact and the person who used it that adds to their
understanding of the past. It may be that this logical connectionlu@gwhat may be
deduced from the artefact. It may also be that the logic reflects the status of the
% ES] ]% vS[e }Av IPE}uv IviAo P v Iv}Ao P P ]Jv
As an example, the statement below seems to suggest that participanthas 2an
emerging sense of the reality of the past which has arisen through the Victorian
photographs. She demonstrates this logic by reflecting on the status of her own
knowledge in that she understands she cannot really know about those lives. However,

shedoes imply that she might think about what they are wearing and what she can
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glean about their feelings through looking at the photograph (although she does not
explain how she will do this):
(2) Laughs, I liked the photos, the photos were good becdusegdtual real
photos unlike the older photos were probably more interesting to me because |
was always thinking this was actually taken then. Erm, | do like replicas but the
actual real thing | go like this is old, this is and you kind of look into timg st
us } AJ}peoC Clpu }Vv[E Vv e E]JOC IVIA 8Z +3}EC }E §.
there but you can try and connect by what they are wearing and what like, they
might be feeling.
Aul]o BEoCU v}IXi ZE (Sew ¥2Z]%o }wand this h&f |ed ér to apply
what appear to be simple insights, into her thinking about the reality of the Neolithic
period:
(3) Yeah. I Like the craftsmanship on the axe actually it means that you can you
know history for me.
It may be, therefore, that thetudentsare beginning to apply thinking that relates to
their emerging understanding of the reality of past lives through seeing the artefact as
real. However, in seeing the artefact as real they may also deploy insights that reflect
§Z Z+3}EC[ }E v Eean s§demBiing fiam Qe artefact. The emergent
Z*3}EC[ u C o]Jvl 8} 8Z %o ES] 1% v3[e }Av IVIAo P v
taught session. This is demonstrated here by no.2:
~Te W }% o0 I]v }( o}}l | §} §Z | Z]*S}®&6GpectsClIu[E

v ( S}E-

(V214

Z 3% }uo $u 00C AZ 8 Z %% v *} o
v e &]oC IV}A 18[+ [v8 E +38]vP 8} ]+ pee |8 He Cly

Z %0 %0 V Vv SZ S u]J]PZS Z [ Z %0 %o Vv v SZ v C}lu SZ]\



CIM[A P}3 8Z wipC AZ 33 E He 3Z v Clu 8Z]vl
what happened.
It may also be that the authenticity of the material culture artefacts may help in
% E}u}S]vP 0}P] o Vv <}u 3Ju ¢ <pu]S %}A E(po Jve]PZ3e 1}
be applied to theoriginal user of the artefact. In this reply no.9 is discussing his
thoughts about a used bullet from the Somrfatefacts 11, appendix.l)
(9)...you can imagine that it hit someonithat it hit something, if it hit
*}u v ~8Z]e Jee Z}A[+ B CHpEP B & Ehudiragps a
PE 3§ E E 0 8]}veZ]% SA Vv 8Z % Ee}v AZ}[* } « EA]
This appeared to imply that Organic Historical Reasof®gR)may be partly
composed of thoughts arising from the material culture #atgs that link the reality
of the past to understanding the reality of historical figures themszle other
words, somebody was once alive who had worn the jacket or dress or may have been
killed by the bullet. We may recall from Chapter 1 that Koopr{2015) and Busch
(2011) demonstrated that the pastas manifested by evidence ando@is (2015:187
188) explained that artefacts can evoke the past whilst Bucciantini (2@)9:4
observed that artefacts can confer authenticity on those stories. This thehieh
JE]P]v 00C %% E 3§} Zuv E£% 3§ [ A eU p%}lv (MESZ
partial match for Category Bnderstanding the reality of the pagtn this category the
reality of past lives becomes fully apparent to #tadent They may reflectroor even
draw inferences what the material culture can tell them about past lives. They may
make judgements or logical inferences about the past lives that they have

encountered.
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3.5.viExamininghe dimensionsof overarchingtheme; Z > ] ¥d pastfigures [

dZ S§Z uw]UWleZS} % S (]JPUE [ Z]PZo]PZS E% & o]vle AZ]

making with the past and past lives. As such this could constitute the component of

K,Z AZ] Z uC Vv }u% e §Z ]*%}e]1S8]}ve }( %°+C Z}o}P] o

Histarical Empatly HE). It was therefore, thought that it may form part@ditegory C:

Sharing in the experience of the past or imagining the p@stthis category the

studentu C  %o0}C (( 3]A , }E N ]Jv u}veSE §]vP 8Z § §Z

thepasSs o]( X dZ C u C 88 u%S S} Ju P]Jv JvP Jv §Z %o S } E

in action. They may also attempt to draw inferences about the emotive or cognitive

state of the past figure.

We might recall from Chapter 1 that a number of writers discuds®eé-memory

which could be achieved through mental tirravel; which is a way transcending the

present to occupy a different time place or reality (Manning, Cassel and Cassel,

2013:234; Wheeler et al. 1997:33B5; Waytz, Hershfield and Tamir, 2015:336).

Szpunar (2011:409) and Wheeler, Stuss and Tulving (1997) also drew our attention to
ZE}U *83Z ] ~3Z A E v ee }( 8Z epi 8]1A 3lu v Az] z}

autonoetic consciousnegsvhere an individual is aware of their protracted existence

ov E ep i 3]A 3Ju X pd}iv} 8] }ve JIHev o o SZ ZeSE u

AZ] Z o00}Aes }v [+ (op] u}A uvsd (E}lu $3Z % 5 SZE}IUPZ &

again.

For example: Participant no.11 is discussing seeing the poet G.A. Sticoheredy

whose p} u ZtzZ §[ §Z '}} M[ A « & (E}u v }E]P]v o tt/ }%
ZZYuPZ ZZCu « &Gdbringva lecture(artefact 12, appendix .IHer thoughts

seem to constitute an example of mental tif@vel.
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(11) © me in my head | had this man sat theke with his mates around him, he
had like a cigarette in his mouth, cap was off and he was just writing and | think |
V[« AZ @ Z A e« 3/ Vv[E e us / v e o]l U SZ]eU
that was him he was there and he saw these thinggt is a factual piece ofnot
o]l vpu &< }E (JPUE * S *}u }v [¢ SZ}uPZSU <}u }v [
know.
These linked thoughts, however, may also represent a cognitive, imaginative or
affective engagement with the past historical life and ashsmay also represent

another important component of OHR.

Z>]vle S} %o ¢S &]PUE [ S$Z § %o %o stderi}s atterhpisg®Eo § SZ
connect to the experience of the past figure.
Z>\vle SHIBu® [ uC } p&E =+ }vv § S$Z}eP disieh argusS %o S
often prompted by the artefacts. In this statement participant no.7 is making a
cognitive link to past lives through reflecting on tWectoriansugar nippergartefact
13, appendix lin relation to her own subjective experiences
(7)Yestw [E +} op IC 83Z 8 A Z A ~AZ 3. A V %] | u% o
}u $Z]vP v }v[8 Z A &} pus 18 v ~P} 8} o00 3Z §
tZ E o A iues P} 8} 8Z +Z}% Vv UC ipes o]l % | v
Participant No.3 is discussingt E }o0]58Z] A& v Z & -#hetimeasd }pus Z
§Z ((i3@sd[giving a cognitive sense of connection to the experience of the person
who constructed it
~je [ §Z]vl ]8[+ P}3 0o}A oC oV puu ]S[e P}S V] oZ

look at ityou question why does it come around more on one side than the
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}SZ &M /S it mpkESYQ consider where how it was made and the time
and the effort that went into it and then what they would have used iffor
No.4 is discussing the WWI hand gade where she demonstrates some cognitive
insight into the experience of the person who had to throw it:
~0¢ / SZ]vl ]8§[e <pl]S < X
Interviewer:Yes. So, who do you feel sad for?
(4) The soldier throwing it.
Interviewer: The soldier throwing it?
(4) Becgue Z Z « S} §Z lv SZE}AJVP 18 v Z [+ E *%o}\
deaths. | feel sorry for him. | know some people have died or been injured but
Z[ Z A 8Z %8 Pulos v 8Z & *%}ve] ]o]3C v 3Z § A]s.:
Interviewer:So, it would sty with him?
~de z U AZ v CIu[E *}Jo] & 15 oA Ce «3 C A]3Z C

AZ § CYu[A Z & v 3p((X

(( 8]JA }vv 8]}ve 3} % 3 0]A » A]3Z]v 8Z 8Z u Z>]vle 8}
Some other participants clearly demonstrated that they Habn affected by the
situation of historical figures revealed by the artefacts. This is no. 6 discussing the
photographs of WWII German soldiers. She conveys that she has been moved by what
she has seen:
(6) I think that for me personally the photo thatw@ut up on the board
knowing sort of what had just happened and the history of the photograph,

why it was taken really, like | remember saying, | just got chilled just knowing
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AZ §3Z CZ iues }v }E AZ §3Z C A E Jus 8} P} v
to }ju v SZ S }uo *tu }jv [+ PE v }E }E
Interviewer:The German soldiers?
(6) Yes, and just knowing that really they just look like, if somebody saw a
%] SHE }I S§Z S[e ¢} v e}[s PE Vv v §Z §[« §Z |E
youwouldn[$§ §Z]vl vCS3Z]JvP }( 18 v 8Z v IVIAJvP AZ § §Z C
§Z C[E }us 8} U ]1S8[e ipeSU ipes 1§ « ECX
The interviewer then asked her about the impact the photograph had upon her
(6) Looking at it and holding it and saying these are just people and this,
§Z]*U o]l /<] J(C}u Z ip*3 PJA vV pe 3Z 8 %Z2}38} Alsz
Alo *3 %] SUE A E /[ Z A o0}} §15 v 8Z}ubPzs 82z
(ulJoC v ipues A ol]vP v 8Z C[E 3 I]V[RE vbdo %d 3udE.
Vv CIuIvVIA « AE o E ««ul]8 Z EC <}/ A}luo v[s8 Z A
it but then knowing, holding it in your hand it is sort of a piece of history and
knowing what they, these people on this picture in your hand did. | just think i
makes a really strong connection.
Others such as no.9 had clearly attempted to identify with the historical figures
SZE}UPZ $3Z JE }vd & AlS3Z §Z @ES ( 8+X ,]* A}EEY] v}[us 5
conveys the idea that he is using his own intritto gain insights into the life of a
WWI soldier:
(9TZ EJ(o 15[V 15[+ v}3 }(]vd E 58 5Z 5 ]85 A« A ECF
AZ 35 ] 13 u v ](8Z 8[+ C}uE 58 (E]vVv Jv SBSE v Z (}(
Many of the replies that fell into this category C  }veS]SusS }u%o}v vSe }( }SZ

and HE. For instance, in Chapter 1 we noted work by Chiidtmre et al. (2014:604)
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AZ] Z +Z}A 8Z § N % @ofia} &ind caofiefative behaviour through
forming the ability to predict and think about the behawuroof others. Sensitivity to
V}SZ E[e ]*SE +* ] o0°} Ju% v v8 }( SZ]e J*%}e]S]}v -
(ChristovMoore et al., 2014:604; Singer et al. 2008:782 and Singer et al. 2013) had
also showed that affective mechanisms which underlie therisgaand mimicry 6
others states and behaviourdlarsh (2018:11€115) also demonstrated that such
activity could occur from written accounts which would promote mentalizing or
thinking about the condition of another person. Similarly, HE maachéved hrough
making both cognitive (thinking) and affective (feeling) links to past lreegexample,
writers such a€ndacott and Brooks (2013:416) and Davis (2001:3) explain it is a
process of cognitive and affective engagement with historical figuresttenstand
their experiences, actions and decisioBadacott and Pelekanos (2015:2) also explain

that HE allows for the humanizireg historical figures.

3.5.vii A justification for re-namingthe overarchingtheme Kinksto pastf]P pu s« [
Perceptionof the historicalfigure.

Perception of the historicdigure was chosen as the final name for this theme because

§Z AYE Z% & %3]}v[ A« (0% 8§} ul}E (poosdERt[%oE « V3§
§Z}uPzse 3Z v §Z A}E Zo]vIX[ dZ AddEcormedtiohwheséas] « «}u
§Z A}E Z% & %3]}v[ Ju%eo] « 8Z 3U Jv *}Ju e« ve U 3Z C &E
For examplethe studentmay perceive the emotions or the presence of a past figure.

dZ A}E Z% E %3]}v[ u C o<} v }grEspeof sS@ast puedehee 3] A

Uul}& (( 8]A oC 8Z v 8Z A}E Zo]vIX]
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3.5.viii Theemergentthemesof interest were re-tested againstthe data.
Iv JE E 3} (}Jo0}A «3 P ]F£ }( E pv v o0 EI [¢ ~Tii0e ]/
Zrducing the repor{ | retested the data against the overarching themes to ensure
they were a good match and to establish their prevalence. Stage six also involves the
selection of vivid, compelling extracand thdinal analysis of selected extracts. These
extracts should relatdack to the research question and literature and enable the
production of a scholarly report of the analysis.
The data was then given a thematic-aeding to confirm whether of each of the
overarching themes existed widely across the data. This establibla¢@ach of the
four themes formed a component of all 11 interviews.
x Perception of the historical figure was widely present in all 11 interviews
except for that of no. 5 where it appeared to be very limited.
X Sense ofelf was present in all 11 interviewathough its presence was the
most variable of all the overarching themes. This established that whilst it was
a highly significant component of no.s 2,7,9,10 & 11 it was less prevalent in
that of no.s 3, 5 and 8.
X Understandingeality was widely presenh all 11 interviews
X Pedagogicaleasoning was widely present in all 11 interviews.
This thematic recoding was carried out to establish whether OHR consisted primarily

of these overarching themes.

3.6 Conclusion
Chapte 3 explains the process of codimgd recoding the data. The first stage used
grounded coding based upon Holton (2007,2010) and attempted to allow both
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expected and unexpected themes to emerge from the data. The second stage was a
dZ us] v oCe]e <« }v E pv V  O0CEESI(Z0606)] Ahie esBlteds E
finally, in four overarching themes. These overarching themes were, in order of
occurrence: Perception of thHastoricalfigure, Sense of self, Understandnaglity and
Pedagogicaleasoning. Despite some unexpected thinkihg tlata seemed to show a
generalalPvu v3 A]8Z §Z ]v]§JAo@i}]}e R(iK,Z ~AZ] 2 Z v
my reading in Chapter 1) and was shown in figure 2.1. During the coding process,
however, it seemed possible that there might be tentative coniters between these
themes.Chapter 3, therefore, has shown the overarching themes which are likely to
form OHRIt is, consequently hoped that orgoing analysis during Chapter 4 may
allow for further clarification in refining and developing the model aj&hic Historical
Reasoning (OHRYhapter 4will, therefore,explore this possibility further, discussing
ways in which the findings of the data analysis reflect the analysis of the Literature

Review inChapter1.
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Chapter 4

Analysisof researchdatato relate keythemesto literature review

Introduction

Four convenience categories of thinking that may represent OHR were identified from
my initial reading. These appeared to broadly align with the four overarching themes
identified in the data analysis chapter 3. Thus, category Rdflections which arise
from the historical activity itselfwas seen as being relatedttee theme Pedagogical
reasoning. Category B (thoughts relatinghe reality of past livesyas seen as related

to the theme RealityCategory C (attempts to connect with, or imagine past lives) was
seen as a similar to the theme, Perception of tieoricalfigure. Category Bs{udents
rethinking themselves in time) was seen as being related to the theme, Seasié of
However, whit these categories appear to allow for an exploration of the breadth of
thinking that may constitute OHR they do not explain the ways in wkiatdents
thought about these categories and themes. Therefore, a further analysis was required
to more fully eplain the nature of Organic Historical Reasoni@HR) Finally this

analysis provides clues which suggest how the categories relate to eaah othe

4.1Discussiorand analysisof CategoryA, (Reflectionswvhich arisefrom the historical
activity itself) and the theme Pedagogicateasoniry

It may be almost inevitable that student, (especially atudentof education), gives
thought to an activity they have encounterethus, whilst discussions of the pedagogy

were largely unprompted (because it was noteatral focus of this study) references
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to it were very common anil was discussed at some length by all 11 participants. The

theme Pedagogicakasoning may be split into two components.

Component 1 of the them@edagogical reasoning
This is about whetdr the activity had value to participants, through perhaps reflecting
on how it may beused in their own practice. Someomments reflecting this
component were uncomplicatedndalluded to simplistic ideagbout how the taught
sessions related to their thking about the pastFor instance, here is no.11 relating
her confusion as to hat a battlefield may look like andhZ v «Z pe « §ZgeA}E « Z
] She appears to be thinking abotlte retrieval of archaeological material from the
Somme and Ypres
(11)BBU A U A / Z A v[§ « Vv 30 (] o <} ]18[+ EuU [/
« o]l (}}3 00 (] o AZ] Z ] *8u%] u3 8Z C[E §Z
JHo V[S %] SpE Z}A-@efjt. }po ipes
Some comments were more sophisticated aredated the taught session to the
development ofstudents[ }rpedagogical understanding tainee teachers. Here is
no.10 discussingow the session influenceuis plans for teaching WWI
(20) (sigh) Umm | think really | was just kind of linking to my own mepeand
also linking to the other things that IdoC} i IV}A ]18[¢ }Ju]vP pu% 3} E}A
and | will be part of awill be part of a Remembrance Service Parddgill be
discussing with my group of kids why we are doing this and it kind of locates it
further- / u v ]18[* Z & 3§} A %o-especidlly yd] &ndl thiey feel
§Z 8§ SZ C <Z}uo }JvP SZ o SZ]JvPe He SZ & [-

that they should be doing these parades and we will er, you know, discuss the



significance of the gppy but to actually to have things there, you know it kind
of brings it home or brings it to a location in their own thought processes, that
can process these things.
No.3 was thinking about the taught content in relation to context. Like many of the
subgcts in this study she demonstrates an awareness of context that she cannot fully
articulate in the way which would be required if she was engaging in formal HE. In
these termsshe explainswhy she A v § §} A%o0o}E u}lE& }( $Z (}}Su
(artefact 14 appendix Ijhanwas discussed in the sessions:
(3) I like the jacket but em um the jacket itself, how much is there to explore in
15 C}p Iv}A }v  Clu[A <« v v P}§ 18X /8 Aluo Z A &}
context you know what | mean, elaborate arst or something more.
No.6 gies a broadeflection on the lecture series and elaborates her thoughts on how
what she has experienced may be transferred to children
~0« /[A 0]l ¢ JvP (E}u & Z E[* %}]vs }( Al A Z}A
work with diildren and how that matches to the curriculum that we have to
§ Z u% 0} 3Z ( 838Z 38} Allu*oC A[E v}S Zlo E v
e eu Z pus 87 §1A18]1 « A [A v A}EI (JE pe + A
interchangeable for groups of peopleva / 0]l 3Z § ]8[« A EC Z v * }v
These comments were a good match for the kinds of discussions that may have been
expected from edaationstudentsin that theydisplay evidencef thinking in relation

to practice and their own adequacy as an historian
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Component two of the theméedagogical reasoning
This component oPedagogical reasoning was different because here the reasoning
applied by the participant appeared to be more complex. It was about their how own
pedagogical understanding intertwined Wwitheir subject knowledge. The participants
demonstrated that they may be conscious that becoming engaged with thinking about
past lives is linked to their contextual understanding of the relevant historical period.
For instance, rmny of the participants éd thoughts about how they became engaged
with the past lives they encountered. Moreverted to discussing the activity several
times during his interview. It was very much as if he had a belief that pedagogical
reasoning was the subject of the intervieMe was particularly taken with the moment
when he became engaged with thinking about the past lives he had encountered. The
painting he refers to is by Richard Jack and is of soldiers at Victoria Railway Station
awaiting their return to the Front in lat&916 (It is on permanent display at York Art
Gallery.) His reply, as is usual for him, is often hard to follow but he seems to be trying
8§} E 08§ ZYA Z A« 7Z}} [ ]vs} 8Z]vI]vP }ud 8Z % <35 o]A
(9) Because the initial erm paintingaw/probably the thing that | would connect
least with- AZ] Z ipe$ He }( +8Co0]*3] % E+% S]A ]3¢
type that | would ever think of before so | would see it asiiamm the initial
eSJupopes (JE u % E} oC A «v][#hatd wouldZrealyhéailyw P
engage onto and latch onto. So obviously getting that initially and then
understanding it what then started to create more of a hook was when it was
the time period through te and then that contextualisation of that against

erm (the) pictures so it was-& was bringing me into something from probably



‘Ju AZ @ AZ & U ]v]&] 00CU / A sv[§ ]v]&] 00C =+ VP |

away thought that was the nsi interesting thing of all.

dZ A}E « }( VIXEZ)}}}Wo% ZE &)} & 00 pe §Z & & o}u %o}]vE Z

}v[ 8} SZ S} %] X «dZU4yu @y pe|calls 2, was achieved through looking at

the photographs (he calls therd %0 ] 9 ofhe WWI soldiers. No&xplained more

of this process of engagemelater in the interview. The first block of italicised text is

the latter part of a somewhat lengthy reply. Here he uses the wdrflu %o (o]

describe the effect the photographs had upon him. He also appears to tie this with the

contextual knowledge heeceived abouthe soldiers in the photographs.
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~8e Y/ SZ]vIl 18] «Zu A }v[§ IVIAU C}u IVIAX /| §7Z
interesting when you werewithin a couple of minutes you could contextualise

§Z $§30 }( $Z ~}uu v puuwhigh isprdbably [t a good

SZIvP 8} « C ]+ 13 « 18[*1lv }( Ju%e}ES3 vs AlS§Z]v }uE Z
it-3Z Jv8 E +3]vP SZ]vP (}E u A »|ihpdgut theudm IA v ([3$
$ZYuPZ3% 3Z %Z}3}e A E 0}3 U}E Ju%oevéaitloe *% ] o
technical reveal afterwards of where they were at that point in time and what

it would mean afterwards, that could have been enough for-fingot a great

deal from the last bit.

Interviewer:Tell me about the reveal.

(9) To, to try and imagin&ho people were and to notice detail and to start

to try and relate through to them through how they presented themselves and

the posture and the context of the photos and how they would be taken. And

8Z v 8} puv E+*3 v 8Z}+ %Z}3}e ub&en cdl@qted ards aBoA



they were taken a short period of time before they were to take part in
something that probably was life defining or ending. Erm so that, that reveal
left a gradual invitation to engage with who they were as people at that point
in time that was powerful for me asdening within that subject umm.
No0.9 appears to be making the point that for him the greatest impact came through
the moment when he was able to relate the WWI photographs he had been studying
to their context, which washe Battle of the Somme (where these particular soldiers
A E o]l oC 8} Z A ] X E}X0 lus}Asp &Eeveid@neg In
using this word he seems to be expressing that his own engagement was connected
to understinding the contexof those lives.
Thinking about past lives has often been investigated frora@ademicstance. This is
a concen also noted by Cunningham (20895) who observes that teaching content
is often considered not just in terms of factual knowledge but alsot\wha terms the
structures, processes and principles of the discipline of history. She says that in doing
this teachersoften appear to be making the assumption thastudent[s A& % E] v
of history would be more engaging if it mirrored what historians 8be also refers
(p.596 to the work of Gunning (1978) that school history need not be the same as
academic historyThe type of approach she refers to has been takeothgr writers
(Rantala, Manninen and van den Berg, 2016; Davis, 2001; Lee and A26bhy,
Shemilt, 1980;> v ~Z u]lo$ 1iiiv }o CU 1iiiV W oo]PE]V}U >
Seixas and Peck,2004:113, Sanehegusti and MigueRevilla; 2017; Perotta and
Bohan, 2018)This study investigategudents[natural thinking about past livesther
than their understanding of history as a discipline. Therefore,-examinng the data

0} § A]§Z]v $Z $Z u ZWIVIRFAU 4% A « JvE E «&]vP &)
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participants were, nevertheless, thinking a genuinéy historical way. Théollowing
extracts demonstrate that they were aware of the importance of context, the nature
of evidenceways in which the past was different from the present and of the process
of historical enquirylt wasfelt to be particularly important that the paitipants were

able to express their contextual engagement through using language that they chose
for themselves.This therefore, may allow for a broader understanding of how
historical knowledge functions within OHR than was the case in the studies cited
above.

Like most of thestudentsin the sample, no.9 is using what, at best may be described
as a restricted historical vocabulary. It has become apparent through my teaching that
many nonspecialiststudentshave restricted (academic) historical vocabigarand

that these can constitute a barrier to their thinking about and engaging with past
historical lives. However, avoiding an overtly historical vocabulary can also lead to
underestimating their historical thinking and can affect how we as educatocepe
astudent[s pv &S v JvP }( §Z %o *SX dZ]e ]* *Ju]lJo E 8} SZ]vl
(1991:347348) who made the point that the thinking of children is often sophisticated

if you listen carefully to what they sayd understandheir ability to expess this may

be constrained by a limited vocabulafyagy and Townsend (2012:994) have shown

§Z 8§ <H]E]JVP ep((] ] Vv8 Ju(}ES 8} Z A Z}Av E+Z]%][ }( v
difficult as the terms used are often (amongst other things) morphologicalnplex,
contain grammatical metaphor, have high informational density and are often based
on Latin and Greek rather than Germanic vocabulary. Many of the replies used in this
section may cause the reader to think that the participant lacks historicailetge

and understanding because their vocabulary is apparently restricted. However, many
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of their replies actually relate to complex activity that has encouraged them to gain
deep insights into life in the past. For example, no.6, like no.9, demonstrates
awareness that the artefact is evidence which provides a contextual link between the
% }%0 Vv SZ ]J]E % *SX dZ $1A18C A13Z 3Z (}}3u v[e i |
the students were asked to identify and date the crest on the buttpreghich
demonstated that the jacket belonged to a servant of theé"Barl of Derby and was
manufactured around 186@artefact 14, appendix 1) his involved translating a crest
which was written in both Latin and French. Through the identificationstinelent
thenwent}v 8} P ]Jv v pv &S v JvP }( SZ o]( }( busSu vX , (
uvslo C}p IVIA  }pus Z}A 18 A < u v AZC ]88 A seddEvV v §
to express that she now feels she has a knowledge about the footman:

(6) It put things in contexike because you can go to a museum and see it but

until you know about how it was made and why it was worn and things like that

and like. With the jacket of the footman likdv}AJvP /&£ S0oC AZ} 37 §[-

(E}u P Jv ]8[+ Iv}A]vP-thikissviias hedware, this is his life and

this is what he was about and I think that really engages people as well.
dZ]e » }v 33 uvs A« PJAv 08 E ]v v}Xo[s Jvs EA] A
unprompted return to the topic of the jacket. Here she again expretsgsshe feels
she has good knowledge of the footman and makes a specific link to the decoding
activity as being engaging. In discussing this it is also evident that she is considering
how she may transfer ideas about the reality of the past to childreémallly, her
reflection on difference may also demonstrate that she is conscious that the past was

different:
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~0e Vv 3Z v } Al}pueoC 8Z (}}8u v[e i I 88U o]l [/ ] U I
that was and where he came from what he did and knowing about &jshit
| think has a... knowing that was the real er actual jacket that he wore when he
was doing these different things and think children as well would really get on

} @ A]3Z +}u §Z]vP o]l 8Z § IVIAJVvP 8Z & Jsv[8 «}u 3Z]\
like - this is the actual jacket that he would have worn | think that does really

that gets people engaged and has an impact Ikhin

§Z 3 3 uvd O0}A E}XO6 ]* 0} ] pee]vP 8Z (}}8u v[e i |

imply that she has gained what she terr@s up Z ]v (} Efrors {evdctivity. She

is also remembering that the activity on which their session was based was reported

as being originally carried out by childreneTdmquiry activity with the mobile phones

that she refers to was also highly cplex as it involved research that resulted in the

studentsacting asmuseumcurators. Here she is also intimating that she is thinking

about how this could lead to teaching in school. Finally, she may also be demonstrating

a consciousnesthat the past wasdifferent when she talks about events being

forgotten:
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~6e dZ }o ] E[+i |8 v Z}A 8Z Z]o & v ] vs](] A:
looking at the buttons and | really enjoyed that. Something as simple as a
button could lead to so much information, $dli* 00 }uS V<«u]EC <l]Joo*X
enjoyed the mobile phone thing we did as well because that was using
*lu SZJvP ¢ eJu%oo0 e u} ]Jo %Z}v e ]S 00 E}uPZ3S p
E uu ES3SZS[ v 83Zv3SZ vAe v E -+ -GDdmwy 37 v £

*]PVv](] v8 8Z]vPe Z Z %% Vv 3Z 3 uC A[ (JEP}SS



put it in a timeline it was relevant to us which made it really good, | enjoyed

that.
It seemed to be important to study the true extent of thinking about past historical
lives that may constitute OHR and not to restrict the ideas expressed by participants
through using a specialist historical vocabulary. Indeed, Hoodless (2002:174) argues
that history is mainly taught through language. Thus, we may see specialist historical
vocabuo EC - ]JvP SC% }( Z poSuE o %]5 o[ ~Iv}Ao
connections) which was theorized by Bourdieu Wacquafg89 andJenking1992).

EveS Jv ~711iV i66is 0} Z ¢ eJu]Jo E ] ethopuatcésoto }E $

a language and vobalary that is valued among certain groups is restgto those
who have not been exposed to it. Participant No.3 also demonstrated that she was
trying to apply her thinking to understand the reality of past life in relation to the
Neolithic axe. Heideas are expressed simply but her thoughte about how such
distant lives were livednd would bebe complexand different fromher own

(3) You know if you can make something that you can wield and you can use

then you can survive.

Interviewer:Yes.

(3) If you take all the books and everything you read today. Where would you

10 Gt }ppo v[s (V2 (}JE& C}uE- o

In his usual roundabout way No.9 shows that he has begun to think about the WWI
figures in the context of their own history. As with the exaegghbove it is possible to
seethat he has been engagedtininking aboutthe connections he is making wigast

livesand their realityeven though he is not able to express them very well:
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(9) You would assume the different nations would have at timgs habbed
*Z}po @&+ C}u } A]}pueoC AZ & /[u » C]JvP AlpoveZ A |Iv}A
saw images of Australian soldiers who looked like they were ready and up for it
against ones that had been conscripted and looked like they were in somebody
o¢ [¢ }eSMWXS[s 00 §Z SU E]JvP]vP o00 8Z § 8§}P §Z &
me through the artefacts that came on later on, which was the shrapnel and
§Z poo 8¢ }( J(( E VS *Z % » 3Z 38 AE A Jo o X 7}
which again shows a sophisticatedson in terms of if you can start to chip off
all those different connections to make them see the sort of things that you
picked up as you go through eriput probably why, for me those type of things
like that | would have focus on more as opposed @ pv](}Eue AZ] Z ] v]
really engage me in the same ywa
Later in the interview N0.9 goes on to explain the following thoughts about context in
Azl Z 3Z +}o ] E[* o]A « A E o0]A W
~0e z o/ 3Z]vIl ]18[* 8Z 33U 18[* uv E+3 wnglthPugith $Z § «]:
people, to me, the objective of the thingvas to be able to contextualise the
experience of the people who were about to go in to fight war who had a
knowledge that already that most of the people who had got there had been
lJoo *} SPJVE Jvs} AZ § A « o]l v} Alv «]8pu 8]}vyY
No0.10 shows that he too has thought about the lives of WWI soldiers. Although in his
case he is able to draw upon multiple strands of his own learning to provide for a
strong context for the ideas he appearshie forming:
(10) During the poem | was kind of taken from a kind of literary side it made me

kind of slightly think of Kipling in a way because when | do think of war poems
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V %} 8¢ /[u I]lv }( & Av 8} <]%0]vP *% ] ooC A]3Z .
Kipo]vP[e *3}EC @&u AZ] Z ]* uC }Av % E} p §]}v Az] Z ]
US / 8$Z]vl %} us % ] ooC }v o]l 38Z 8§ AZ & ]138[+ c
very colloquial style. | think again kind-@frounds it a bit more especially in a
kind of area lik $Z]+ AZ & C}u[A |I]v }( P}& Lankashi@ E}
A[A P} A EC E} «ve }( v vi§ Eu Clu Iv}A /1 A
o]l Zo E3 v 8Z -X]}VE[AZE ue o]l 3z 38 Azl z E <
drawn in a very broad Lancashiaccent. It does help ground it especially when
Clpn 8 ol 8} eJu uvC 1] e v 8Z C[A I]lv }( P}§ v ] H(
<H]S (A3} 8Z (Jous C}u }po P} | 8} 8Z & [+ I]v
officer parts in a very uppeaiass accent and &t immediately grounds it if you
want to talk about class.
No.8 showed similar thoughts about the contextual connections he was making to past
lives. Again, he seems to be trying to relate the knowledge acquired to his own
background knowledge:
Interviewer. This was going through your mind as you were handling those
artefacts?
(8) Yes, whilst | was handling the artefacts and then even then especially with
reflecting on WWI, the kind of ]S[¢ ou}eS v e %}]vs (JE ]A]
especially modern cighation where before it you had this huge period of
E% ve]l}v v JVA ¢]}v v }( u%]E v ]3[* 00 EZ e
stretching all over the world and then it all collapses in on itself.
This interview process was not designed to uncover whatstihdents had learned

historically. However, in exploring the dimensions of OHR which related to pedagogical
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reasoning statements often conveyed a strong sense that their successful thinking
about past lives had been linked to ideas around the gaining andrstadheling of
historical context. In other words, thetudentswere thinking about how they had
gained an emerging consciousness of the past.
What comes through strongly in the above section is that almost allstbdents
mention the importance of seeinthe context in which an artefact existetheir
thinking about context often appeared to be related to things they are able to connect
with (war and fear; service, work in a great house and hunger in prehistory). This had
led me to a speculation that taugsessions using material culture may be successful
]Jv %o ®}u}S]vP Z]*S}E] o SZ]JvI]vEBZE us B ZR] |[ESZVEBZ C
rely on thenon-specialiststudent| devels of prior knowledge or the interpretation of
historically complex sourceBor instance, in the past | have attempted to analyse the
motives of Claudius with specialist hist@siudentsand we have used the work of
Cassius DioHistoria Romanayol. 60, 19 to understand the invasion of Britain.
However, | felt that such a socee was challenging for the specialist and may be like
trying to run before they can walk for the napecialist. Therefore, even for the
specialists | obtained authentic artefacts (in support of the source) that were tied to
this event, for example coinsfdhe Roman Emperor Claudius and Verica of the
SE § e+ ~53Z &E]8]*Z I]vP AZ} }YE]P]v 00C *}uPZ3 o p Jue]
felt that using such examples of material culture may allow the specsdlisentto
both engage with the vocabulary offenl by established historians and sources and
also to gain a powerful conception of reality of the historical figures themselves.
Indeed, in the past the criticism of Historical Empathy (HE) was that emergent learners

of history had insufficient knowledg® maturity to understand the contexts in which
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people in the past lived. However, thestudentsall mention the importance of
contexts, and were able to connect with them. They also demonstrated that they
recognized that the past was different from theegent without needing to discuss
values attitudes, beliefs and knowledge bases.

We should recall that these are napecialiststudent teachers whose ideas, my
experience suggests, are similarttese thatchildren express about people in the
past. Tale 4.3 (below) illustrates the different ways in whistudentsattempt to
make linkgo or imagine past lives and it is possible to speculate that these methods
may also work with childire

The quotationsabove show that both Category Ahinking, as derved from the
literature and the theme, Pedagogical Reasoning which was derived from theadata
closely linked. This is illustrated in table #dlow and justifies the inclusion of this

theme as a component of Organic Historical Reasoning (OHR).

Saliert features identified from CategoryZ [Reflections which arise from thi
historical activityitself [which arose from the literature were then comparedith

the data.

The categoryoriginally proposed that thestudentswould reflect onthe historical
processes theyhave encounteredto make further linksto their own historical
knowledge. In this categoitywas though that theymay also reflect on the activitie
as a methodology for instructiom history.Links between category A thinking al

the themePedagogical reasoning are shown in table 4.1



Reality

X Thestudentswere able to apply thinking to understand the reality of t
past.

x They demonstrated that they were engaging with the authenticity of

past.

Complexity
X Thestudentssometimes expessed ideas using a limited vocabulary wh
may underestimate complex thinking.

x They showed an ability to think through complex ideas about past live

Context
X The students saw obvious implications linked to the effect of pr
knowledge on learning alu past lives.
x They demonstrated that they were thinking about context &
demonstrated an awareness that past lives were different.

x They demonstrated an awareness of the value of contextual connecti

Table 4.1 Links between CategoryA derived from the literature and the theme

Pedagogicaleasoning.

Table 4.1shows salient features identified gtudents[ E *%o}ve « AZ] Z E o § §}
Category thinking, A as derived from the literature (related to the activity

encountered) and the theme pedagogicahsoning which was derived from the data
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4.2 Discussiomand analysisof Category B, (Thoughtsrelated to the reality of past

lives)andthe theme, Understandingof reality.

All 11 participants engaged in discussions which reflected the theme, Undersgand

of reality. Participants, 9,8,6,5,4 and 3 offered the most reasoning about this theme

whilst participants 1,2,10 and 11 gave the leaBhe datademonstrated that the use

}( 8Z A}E <3}EC u C o]vl 8} % ES] 1% v3[e @pastE«3 v JVF
which became the themdJnderstanding reality. This largely unprompted theme
demonstrates that the participants can gain an awareness of the reality of past lives,

or sometimes an emerging awareness of past lives, through evidence such as artefacts.

It may also be that they are beginning to use this awareness of reality to connect them

to the narrative of the past.

An example of how artefacts can prompt thoughts about past lives was discussed on

the BBCRadio 4programme ~Zt}E }( DJuesday 19 April 2016 at 4:0)

http://www.bbc.co.uk/programmes/b077ggvydre-accessed 20/04/20)6Here Ross

Wilson discussed the way in which the language of history may be used to differentiate

us as modern%o } %o 0 C Z £ op JvP }SZ €& SZE}uPZ o vVPu P [V
P }E& §Z El P «U[ Z ]VvP 18 }( Jvie WE }E E v E:S

}( EMPS 0]SC[X D] Z 0 Z}e v ~8Z % E * vS E- SZ,an ] pee

seeingthe Alfred Jewel in the Ashmolean Museum and how he felt misled about the

Dark Ages though seeing this incredible aftect, which caused him to rappraise the

period. A number of participants made comments which demonstrated how a past

figure could simarly come to life through the artefacts. It almost seems as if the reality
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of past lives can be hiddery the language of history and the artefact prompts them
to becomeapparentto the participant.
~0e z eU o} A E ]Jo v 3E 3§ ]|#etlngEthatyoushwas | S U
us today allowed us to understand more of the realit

History may represent a version of a collective memory as described by Habib
(2013:1011) and it may be possible to engage in thinking about how an individual
might respondo that collective memory. Part of this assimilation may be an increasing
consciousness of the reality of the past. In other words, this may represent the way
the studentassimilates the narrative of history and relates it to the reality of their own
lives and beliefs. Bruner (1991:30 ¢ e (E] §Z]e o (JE&uUu }( Zv C

JveSEQW 8]}v[ AZ] Z ]* Z}A Zpu ve JEP v]e $3Z ]E A% E] v
Z %% V]vVPeX[ dZ + & vVv}§ }veSEU S]}ve §SZ S E& P v E §
procedures. These narrative constructions can only achieve verisimilitude.
Verisimilitude within narrative is, therefore, not just a way of representing reality but
is a way of constituting reality, i.e. our narrative is built of the realities that we
perceive. This may ean that in constructing ideas about the past we may be forming

v Av EE S]A }(}PE Z}AV[ %0 Jlv  0]85C v AZ 3§15 u

culture and the continuum of past and presenthus, we begin to see history as a
subject with whichwe are intimately connected. It involves constructing a narrative of
our own existence which can be set against past realities.
The feelings of the participants were often expressed in ways which indicated that they
have thought about the reality of the pasnd begun to consider themselves in
relation to its narrative. These feelings are in some way different and more complex

than the simple affective connections worried about by Lee and Shemilt (2011). This is
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because there is some evidence set within thessatements that thestudentsare
beginning to think not just about reality of the past but also about themselves in
relation to the reality they perceiv@his engagement with the reality of the past may

be expressedisan understanding that they canndally know that truth. Here, for
example, no.11 who is speaking about what she has learned about the Somme battle
in 1916, is clearly affected by what she has discovered. She opens her statement with
a short sentence that indicates that she knows she camumty appreciate what it is

like to have lived through the battle. However, she is clearly considering her own self
in relation to this history because she indicates that she should honour the soldiers by
knowing more about what happened to them. Sheoadescribes her guilt which lies

in her ignorance of that plight. Finally, she says that she likes learning about the war

and wants to know more so that she can pass it on:

~iie /| % Ee+}v 00C 0A Ce+ ( o0 0]l C}u }Vv[8 Z A E]PZ3

- how can you? How, how can you feel sad just hearing about it because you
know, you should do everyone the honour of knowing as much as you can about
tand-/ (08 u EE »» 3Z 8/ 1-Wg[W}A Eus}( 3Z
Atuu us /] v[S I¥ZAVPYC IS 83U /[A ipes Z-. & }( ]8
Interviewer: That worried you?
(11) | felt like guilty.

Interviewer:Right.

~jfe dZ 8/ ] V[ IVIA }us ]85 & 00 puuU}vis BVBA [+ «}}

just, | love to learn things about the wan | was just trying to think just please

stay in my brain so then | can pass this to someone else and
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t ucC szZ]vl Jus Euv-@[f ~PViVy( Zv EE 3]A JveSE N
A% E] vV vV uUult@EC }( ZZpu v Z %tkdent]oeBirsXtp sEBpueU SZ
history as a subject to which they can be connected and thus constructs a narrative of
their own existence which can be set against the realities they perceive. Howleger,
is achievedn a knowing way anthe studentsare able to reflect thatheir knowledge
is incomplete. No.7 expresses this rather well:
~6+ z}u v o]l vis Ju PJv U he } Al}ueoC Clu[E v}$
put yourself in their time but you can start to think about the hardships maybe
and what people went through andtv life is very different.
E}Xii[* A}JYE o+« u E $3Z € %Z]0}*}%Z] o v améntde% E}e+ ] |
A}Eo }( Y%iesHn }thg photographs seems to express that he too feels an
awareness of his link to this diachronic narrative that reflettanges through time.
However, he also clearly feels distant from the historical figures and seems to confirm
§Z]e Az v z ko are |mmidently unfathomable because we never knew
S Z uTMpir deaths have muted them he observes but in acknowledigihg has
clearly thought about their story:
~fie Y 8Z v EZ E Je v VE]E A}EO }( % Ee+}v ]Jv §Z}-
kindof-8Z C  Vv[S %] | }usS He SZ C & Juu]v v80C pv( ¢
we never knew them and then they are suddenly kinthuted to you because
those people were dead very shortly after.
We can, therefore, assume that the ngpecialiststudent is aware that the past
existed but it is possible to speculate that they may not be confident of their historical
knowledge or hag acquired the vocabulary whereby they can easily reflect on the

reality of history. Material culture, however, may offer a different opportunity to
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intimately view past lives in a way that transcends the requirements for historical
knowledge and academimcabulary. This is because the material culture is connected
to a past reality which allows the participant to have some insights into the experience
of the historical figue. Once they have achieved this understanding of the past reality
it may be possile for them to reflect on their own connection to the historical
narrative. However, in doing this they have also made it clear that they are aware that
they cannot fully penetrate the reality of the padthis fiows ways in whicktudents

saw the past aa reality, in which people had onteen as alive as they are today

No]lvs ( SHE ] vS](] ( @®InderstandirjgdEh€ redlityZof the padt
which arose from the literature were then compared to the data his category was
held to be wherethe reality of past lives becomes fully apparent to ttedent It
posited that they may reflect on or even draw inferences concerning what the material
culture can tell them about past lives. They may also make judgements or logical
inferences about thepast lives that they have encounteredable 4.2 shows links
between Category B thinking based on the literature and the theme, Understaatling

reality, derived from the data.
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Artefacts

X Artefactsappearedto validatethe story of the past.

X Seeingan artefactallowsthem to re-appraisetheir versionof the past.

x The authenticity of the artefact relatesto the student[ sperception of
reality.

X Imperfectionsconfervalidity on the artefact.

X Thereality of the past can be unfathomablebut is glimpsedthrough
artefacts.

X Languageanexcludethem from the reality of the pastbut the artefact
mayallowthemto re-enterit.

X Artefactsappearedto allow them to enter the pastwithout beingaware

of the full contextin whichthey existed.

Mental movement
X Aperceptian of reality allowsfor mentalmovementbetweenthe pastand

the present.
X Sometimesa studentmaybe describedastouchinguponthe reality of the

pastratherthantrying to enterit.

Understandingthe reality of the past
X Theacceptanceof history asa fact maybe different to the perceptionof
its reality.
X Accepting reality may also confer the ability to take on different

perspectives.
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x Theycandemonstrateanunderstandinghat reality of the pastisdifferent
to the present.
x Thestudentmaydemonstratean understandinghat theyareonlygaining

transientglimpsesof reality.

Table4.2 Linksbetween CategoryB and the overarchingtheme Understandingof

reality.

Table 4.5hows howstudents] (E ¢ %o }ve « E (0 § }1sZz $§ P}EC SZ]v
from the literature review Znbughts related to the reality of past liv@nd the theme

Reality[derived from the data

4.4 Discussiorand analysisof the CategoryCthinking (attempts to make links with

or imagine past lives) derived from the literature and the theme Perceptionof the
historical figure derived from the data

Thoughts about the reality of past lives may lead to other thoughts and speculations
about what those lives were actually like. This is the area of the putative concept OHR
which most stragly reflects the concept of Historical Empathy (HE).dpdian of the
historical figure was a strong finding from the data. Indeed, all participants
demonstrated thinking that reflected this theme. Participants, 1,2,3,4,6,8,9 and 11
displayed similar leals of thinking and that from no.10 was the largest whilst 7 and 5
were the most limited. Theravere a number of ways in which the participants
demonstrakd their thinking and so | have broken the theme, Perception of the

historical figure into six sectios (4.4.i &). This section explores the relationship
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SA VvV %°*C Z}o}P] 0 uU% 3ZC ~t « v ,]*3}E] 0 u% S$ZC ~,
ReasonindOHR). It concludes that Organic Historical Reasoning (OHR) can involve
%*C Z}0o}P] 0 u% SZC omd contexts Historical Empathy (H&nd
sometimes both and sometimes neither.

a) Mental movement to think about the reality of the past.

b) Thoughts about differences and similarities with the past.

c) Statements that may demonstrate}SZ % *C Z}o}P] o0 )u% SZC
and HistoricalEmpathy (HE).

d) Historical Enpathy (HE) as part of the theme, Perception of the
historical figure.

e) WeC Z}0o}P] 0 Uu% SZC ~T1theme, RercEption (of it
historical figure

f) Imagination and the theme, Perception of the historicgufe.

Section 4.4.i(af) defines the scope of Perceptionf ¢he historical figureas a
component of OHR. This provides evidence that emergent learners of history can make
historically valid connections with people who lived in the past, through artefadot

doing so they appear toaturallyunderstand that the past was in some ways similar

and in others different from the present. Therefore, they may employ Historical
Empathy (HE) while avoiding the problem of limited contextual knowledge and/or
psychobgical empathy~ t because of aspects of shared humanity with people who

used the objects. There is evidence of thinking that they can only have limited
understanding of people in the past. Theréj$3o A] v }( 8Z Z(0o]PZ&« }( |

assumed byritics of the concept of Historical Empathy (HE). There is also evidence
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that non-specialisstudents v Z% E}i § $Z ue 0A ¢ Jv38} 83Z %o *3[ ]v A

critics of HE had feared that was unhistorical.
Iv Z]e A}YEI }v >}v PE v[e Z)»¥cHaitland @ROZ0:A)) ¥k the
following questions:
What is the method of human knowing? What is the difference between
description and explanation? What, if anything, constitutes lived history as a
drama so as to lend special validity to historicalrative?
Lonegran is thinking about the spontaneous enquirer who is attentive to their own
experience within the framework of their own horizons. In other wottdie human
understands that they do not live in isolation, that they are connected both to &t p
and the future. In my lecture series | sometimes explain that this is like the Roman god
Janus who looks two ways; both into the future and the past. This section, therefore,
is about how OHR may reflect such thoughts. How doessthdent begin to thnk
about past lives which are located within the continuum of human time? How do they
acknowledge and think about a presence which has passed? This important section
discusses the four aspects of the theme Perceptions of the historical frgtive

specificreferences to the literature and to the dat

4.4.ia Mental movementto think about the reality of the past.

In this section we note that grasping the idea that a past life was real may enable the
participant to mentally move between the past and presdn terms of psychology

we might recall from Chapter 1 that tirmeemory is an important adaption which
allows an oganism to learn from experien¢®anning, Cassel and Cassel 20013)ey

also (p.234) note the mechanism of maittimetravel in terms & thinking which
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involves memory. Wheeler et al. 927:331335) relate mental timdravel to the

]o]SC S} u vS 00C %o dn}ltimeSth(oughe the age of imagination. They
described episodic memory, which is a specific nexggnitive system thahas
evolved for the purposes of mental tim&avel. This was described by Waytz,
Hershfield and Tamir (2015:336) as sgelbjection which is a way of mentally
transcending the present toazupy a different time or placét. may be, therefore, that
imaginatve thoughts abouthe reality of the past require the abilitipr mental time
travelto think about that reality. It may also be that mental tir@avel which involves
the perception of the reality of past lives allows the perceiveretfbect on who they
are in relation to those historical others. This conception of a relationship with such
figures would be also achieved through the kind of s@tignitive processes described
by Prekel, Kanske and Singer (2018Wwas patrticularly notable, therefore, &t all of
the participants demonstrated that they had thought about the past lives they
encountered. It is equally interesting that they sometimes appeared to think about
them in ways in which indicated some kind of mental titreevel. No.11[ words below
concernthe poetG.A. StudderKennedy. Her statemergeems to demonstratéhat
she had engaged in imaginatitime-travel to think about him:

~ffe z eU /e« A ZJu pus8/ }po v[ise AZ E Z A U pus/
very scruffy...

What was remarkiale about the example given above was its rarity. It was one of the
few examples of an attempt to imagine the histofifigure in situation that seemed
to involvean element offantasy. It was notable that her later comments about the
poet were much moregrounded.Most examples of mental timgavel were very

different in complexionfor example here is no.10 talking about his vision of the WWI
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soldiers. He has, like no.11 demonstrated mental tinael to think about their
plight. He has also demonstrat § Z %0}Cu vS }( T <« Z SS u%Se S} S.
their emotions.
(10) I was very much thinking of that, I think stark fact, that very stark yact
know white on black wasyou know all these people would probably be dead
in the next few days or ve&s or months that does hit you with quite a bit of
forceand | think you know you cathe way in which you usetiwas quite you,
}v[S P Snot quite jov you know what do we think of these people? What
kind of emotions can you read in their fage&/hat do you think this person
A Y
There were strong indications from the data about the nature of thinking which
occurred when atudentwas considering past livels.often seemed as if thetudent
found that mental timetravel was a good way to thirkbout a past lifeThis no.2s
discussing the mobile phone timime. She seems to be implying that the opportunity
to engage in mental timé&ravel iswhat made the teaching more enjoyable.
~ 1 «alvhost like going back in time for yourself because you afre to see it
t alive for that bit.I liked how we put it in a timeline because it actually had
some purpose as well as not just revealing history but sharing history amongst
yourselves.
E}X0[+ ARE O} < I[u 8} Ju% oC &3 usvishe s glimpsed in the
Victorian photographs has prompted her to engage in mental tiraeel.
~0°Y 8§Z § ]8[* e Z 1P §Z]JvP 8§} § Z ulu v8 Jv %] $

v 8Z]vl A oo ]8[s 8Z - u
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4.4.i b Thoughtsabout similarities and differenceswith past lives as part of the
theme, Perceptionof the historicalfigure.
Sharing in the experience of the past.
Perception of the historical figure is where the learner begins to see the past and
reflect upon its realig. Thisnay lead to the possibility of *3 § u v3 spu Z « ZA « A
§Z u $Z & [ ]X X §Z wmsh&keun@h dlememt ofa paskperience. Sharing
in an experience may be as small as being aware that both they and the historical figure
have handled the same coin. It may lead also @ du P]Jv S]}v }( %o ¢S %o } %ot
emotions or motives as they carried out an action. This may be similar to the kind of
thinking proposed by Cronis (201B30:8) who reported that artefacts can evoke the
presence of the past through the imagination and allinve viewer to enter into the
life lived in the paststudentsappeared to dahis to different degrees rad most of
their insights were relatively simple. For instance, No.4 made the following comment
after seeing the dresg¢artefact 15, appendix Iand the photographs. This type of
statement indicates that she may have engaged in mental tirareel and thought
about the possible relationship between a Victorian woman and her servants
~8e | }Vv[E SZ]vl «Z [ Z A %}l v 8} §Z + Bkkdv3eU / §
themstuff- }J@E E& $Z u E}pv ps / 8ZJvl «Z2 [ Z A o0}}
because she can afford to have servants. So, she might have been lovely and
like speaking to them and stufbut she might have been penalized if she was
seen like speakingtservants and staff.
No 7 offers a much simpler insight into past life based upon an affective and bodily

}vv §]}v 8} AZ § 13 up+s Z A v o]l 8}y Z A A}YEvV 3Z (}]



again may possibly be displaying an element of mental-traeel kbut this time it less

clear:
(7) I think it was just the fact that it was heavy and makes you think about
UuGC 3Z 3[+ AZ 3 % }%o0 Alpo Z A v o]l ]Jv 8§8Z § S]u
to walk around with such a heavy jacket on it was...

All the studentsin the study alluded to the connections they were making with past

lives and these seemed to follow different patterns. Some of the simplest were

comparisons.

Making a comparison with past lives.
Making a comparison with past lives is an indication thatdhdent is thinking about
herself in relation to the past. Such thinking may be a demonstration of commonality
with historical figures in terms of behavioural, social, biological, cognitive, affective,
conative (obtaining dreams, goals, sefficacy, needor control) and spiritual needs
as humans as shown by Huitt (2011). In order to engage in such thinking it may be
important to understand that the past figure was real and then to intuit that the
person who inhabited the past is in some way similar tontkelves. No0.3
demonstrates that such a comparison can be as simple as spthiagn artefact
such as a Roman dice has not changed:
~fe /S uped Z A v A EC P}} ] He A [E +3]oo |
%0 C P u U &} }uvs v ig[iEo dodiled we n¥ed to do in
everyday life and.
Sometmes such phrases alsonvey an idea that thetudenthas looked back into the

past to forman dea.No.5 had expressed a strong interest in the photographs (she had
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00 SZ u Z%o hes pr@vioys tamark). Her remarks seem to indicate that she
is thinking about the differences between costume, actions and faces in the past and
thepresent Z E % ZE <P ZvU o0}}I]vP Seems]t@ronydy aridea that
she is looking back thugh time.
~fie v P ]JvU 0}}I]vP & 3Z ]E 0]A U [/ su% %} ]5[* 0}}
§Z C[E A E]JvP v }VP v ](8Z C 0}} Z %% CX
In the following statement no. 6 is thinking about the photograph of Nazi officers in
Russia and then riefcts on how this led to the chilling realisation that they were just
people who were not very different to those she knows now. This seems to convey
SA} «3E}VP | ¢ }ud Z E SZ]VvI|vVEX &|EFoC VY- & AE -
v S§Z S§[e §$Z YESZ ]E&E ipdicated that she has thought about the figures
in relation to her own life. Secondly; herwordd, v §Z v IV}A]JvP AZ § §Z C[A
JE Az § §Z C[E indijcate that sh¢ may be seeing the figures in the context
of their own time and thus, demonstrate that she has engaged in mental-tianee|
to think about them:
(6) Yes, and just knowing that really they just look like, if somebody saw a
%] SHUE }I SZ S[e ¢} v e}[e PE Vv v §Z §[* $Z |&E
youwouldn[§ §Z]vl vCS38Z]JvP }( 18 v 8Z v IVIAJvP AZ § §Z C
SZ C[E }us 8} }U ]1S[e ipeSU ipes 18 « ECX
The making of such comparisons and the sharing of experiences may also be linked to
the disposition opsychological empathyN ) which, the reader may recalallows for
the alignment of emotion in terms of forming affective links to the plight of others. We
might recall from tle literaturethat Singer et al., (2008:782) arilpberts Strayer and

Denham (2014:465) had noted th&#%o*C Z}0}P] 0 U% SZC ~N ¢ }po |]v
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Hv EoC]JvP ( o]vP }( Z+]Julo E]SC v + HE]SC A]3Z }8Z E-
% % E ]* 0 }( }v [+ « o( ]v E o 3]}v 8} }8Z E+X /v }8Z €& A}E

involve ideas about the expences of others in relation to ourselves.

4.4.i ¢ Making connections:statements that may demonstrate both psychological
empathy ~ N and Historical Enpathy (HE)and as part of the theme, Perceptionof
the historicalfigure.
InC3S§ P}EC Z Z stadéntdemddnstrated thoughts about the reality of past
lives. The data seemed to demonstrate that OHR may effectively be a frame of
reference that thestudentis constructing for thinking about past lives as if they had
been real. Thus, it would be naturldr an awareness of the presence of others to
prompt astudentto engage in empathetic reasoning and thinking. Lockwood, Seara
Cardoso and Viding, (2014), Chrisidaore et al. (2014:604and Roberts, Strayer and
Denham (2014) have demonstratdtht te is a key component of human socialization
and an instinctual tool for thinking about and engaging with others. In other words
when astudentbecomes conscious of the presence of an historical figure it may be
entirely natural to think about them in engphetic terms. No.6 seems to have modified
her normal feeling for others to encompass those in the past. For example, her words,
2nd | think history is just that on a bigger schlgu %0C SZ § «Z « ue §} 1} E
past figure a similar status to that af contemporary. She is suggesting that she is
encompassing people in the same way that she does the present:

~0° /[u %0 } %0 DI lo%e Kiowivg about people and their history and |

o]l % }%0 S o0o0]VvP u }us 32 A}v E (pioliveEdad® e $Z CJ.
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the experiences that have made them who they-aaad | think history is just
that on a bigger scale.
The data often seemed to suggest that the past figavald emerge through the
evidence and this would prompt thetudentto think about trem. No.9 demonstrated
§Z §epZ vZuE®PV [ }uo <u]s % }A E(po AE% E] v
(9) Yeah, | think after we looked at the photographs of course when we talked
about most of those soldiers and we assume were probably killed that was quite
powerful- erm considering we had just been trying to work out as much as we
could about these different soldiers]v  }( @&uU / }v[S IV}IA §Z u}@E
looking in detail of pictures of real people it suddenly puts the context of how
they were killed, it gives @ bit more- it gives it more gravity and you can
appreciate it more er and then getting the artefacts out erthings like the
shells you brought out as well, | found that quite powerful, you suddenly umm
begin to appreciate because of the er you know things that these soldiers
were probably going through and just er...
We now need to consider whether it is possible that the types of thinking that are
being deployed as thestudent perceives the past figure align with the various

conceptions of empathwhich were outlined in Chapter 1.

4.4.i d Historical empathy (HE)as part of the theme, Perceptionof the historical
figure.

The examples given in the section above from participants 6 and 9 demonstrated that
they had made some attempt to think about pdigures as having lived lives that were

real. It may be that these examples also demonstrate an element of empathetic
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thinking. Is it possible, therefore, to make any conclusions from the data about the

v SUE }( vC u% SZCU , M$Eis, pre@nt? For example doesthis

thinking about past lives constitute the natural deployment of Historical Empathy

(HE)? For instance, Endacott and Sturtz (2015:2,3) explain that HE can enable the

studenthistorian to see historical figures as human beings felved similar struggles

to those that we do today. This may be construed from thoughts outlined above where

students made comparisons or shared experiences with past lives. This is no.3

discussing the Egyptian "®ynasty necklacrtefact 16, appendix.|
~Te uu / *p%o %o} e He 1S[+ (u]Jo] & ps ]J(( & vsSU C}y
*}ju 3Z]vP A (Jv 8 8Z =« ] 38} C ]ev[ ]38 d)iKES }( puu.
the colours.

No.3 later went on to explain:
(3) Oh and the colours, you know you sortekd ] § ~A]3Z ]85+ }v[8 C}pu .
the colours and | saw it as Egyptian.

It is as if the necklace has enabled her to make a connection to the past through the

shared experience of either weariitgsomestudentswere allowed to place it around

their own necks during the sessionj perhaps looking at iand admiring the colour

Thisis best expressed when she explafis} i [IVIA Clp «}JES }( e} ] 8§ ~A]szZ

Clul [Zep% %o} e [S[e (u]o] & us J(( & v§]

Another of the ways we might cegnise whether thetudentsare deploying HE in a

more sophisticated and thoughtful way is if we can demonstrate they are conscious

that the historical life was different to their own. There were many examples of this.

For instance, no.7 also showed aale€onsciousness ogjectingwhat Brophy and

00 Eu v ~T1i0* 00 Z% & * vS]eu[ ]Jv SZ § «Z SZ}uPZs S$Z §
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her to imagine the thoughts of a past historical character because she was not present

at the time.
(7) Becauseyou cdrs % ZCe+] o00C P} | 3} §Z-cvdatedt-butv SEC 3§}
A Aloo v A E IVIA £ 30C AZ § ]3[« o]l X *} 08Z}uPZ

v J(( & v §Z]vPe v &S ( 3+ A V[S % ZCe*] 00C IV,
like unless we bring them bactoifn the dead and are maybe like talking to
§Z u }us AZ 5 18 A+ o}lAU Av[SVIBIA §Z &8 A [E P 8§38
A ECSZ]VP *% ](] ooC }Av 8} §Z u]Jv}E & ]Joe E]PZ:

be the same.

Indeed, thestudentswere often quite elogent in expressing a lack of confidence

about their ability to understand what the historical figure may have been thinking.

No.8 was asked about his reaction to the battlefield artefacts. He states that the

Z PE }( * %betlzeen|him[and the battlen some way removed him from the

full horror of what had occurred:
~0e @&u / A}po v[8 « C VvC }( 8Z u u u E }]o ]Jv 8§z
because there was still that degree of separation from the real horrors of the
battle, you were still just usingném to imagine what might have happenéd

Cooper (1991:33) made an observation that in interpreting historical evidence it is

necessary to understand that people may have thought and felt differently from us in

the past. Cooper (1991:42) also made the c#sa historical imagination is the

process that leads to Hihich is an understanding that people in the past may have

thought and acted differently. It is almost as if thieidentsare expressing cognitively

dissonant views in both thinking about whdtet figure might have felt and knowing

that they cannot know what they felt. Indeed, both no.8 (above) and no.2 (below)
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allude to the fact that although they know they cannot really understand what people
thought and felt in the past they had still attempmteo imagine what might have
} MEE X E}X06 pe yos deré\stlHustllising them to imagine what might
Z A Z %%wW IXT e ClUE 3 ol]vP SZE}IUPZ +% 3+ v ( 3}
Su 0oC AZ § Howdkeryaswith no.8, no.2akes it clear that she too
does not really know what happened:
~T¢ W }% o0 I]v }( o}}l | §} §Z | Z]*S}EC <} Clu[E
v ( 8}Ee 5Z § }po SH 00C AZ 8 Z %% Vv *} o©
V e E]JoC IV}A ]8[* JVE+E]8¥]VP &} ]+ n
A further example is no.6 who makes a very similar statement which conveys that she
has both thought about what the historical figure may have felt and knows that she
cannot know what they actually felt
(6) You can like, not imagine, because obvioly C}u[E Vv}S SZ E v C}}
put yourself in their timebut you can start to think about the hardships maybe
and what people went through and how life is very different.
This is a good example of what Endacott and Brooks (2043¥imay have been
discussing when they identified that HE may be composed of 3 endeavours. Two of
§Z ul]<2}E&] o }vS A sattempordlspns$e of the norms of the tinperiod
V Z% Ee*% S]tAuvS GyP[v JvP Vv}SZ EJ[* o]( A% E] v e vV
different to our own seem to be exemplified by the statements of 7,8,2 and 6 given
above. These are similar ideas to those of Barton and Levstik (2013:8) who identify
what they term an identification stance whichstudentsidentify with an element of
the past whikt understanding that the past wadifferent. As a further interesting

example, the next excerpt is a section of a lengthy reply by no.2. In it she gives a sense
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}(Z & AleZ 8}U 142 Voo oSt 1] 3 WS Z &Ad shé pEoQEes theond
Z }vv wBith seems to demonstrate an urge to identify with the past. However, she
also contextualises her answer by saying that a person will not fully understand the
AS}EC]
~i« Y GuU / } o]l & %.0] e+ S SZ Suol, Rsi® SZ]JvP |
v ClpIlv }( o}}l ]Jv8} §Z +8}EC p8 } AJtucoC Clp }v[:
story or the characters that are in there but you can try and connect by what
they are wearing and what like they might be feeling and | liked the one that
you pu on the board with the baby and trying to determine whether the baby
was laughing or crying and | thought that was really interesting for people to
have interpretations of their picture but | mean so many people have got so
UuvC JvS E% E S S]}veY
This typeof thinking may demonstrate that the participant is naturally aware of
perspectiveby showing that they are aware that the context in which the past life was
lived may be different from their own. In other words, it conveys the idea that Organic
Historicd Reasoning (OHR) may include thinking that demonstrates nieral

deployment of HE.

4.4.ie Psychologicaémpathy ~ t aspart of the theme, Perceptionof the historical

figure.

/v §Z]vli]vP }us t A v E (0 Ghist@Wodr et 4 }(@14p04)

who discussed deliberative processes which they termed mentalizing. Mentpis a

335 AZ]l]Z v o S} Jv( & v * }uS Vv}SZ E % E-}v[e } ]oO
beliefs and intentions. For exampighen participant no.3 is discussing the Celtic coin,
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her initial reaction to it is a sense that it has been treasurethéngast. When she asks
ZAZ § } « 37 3shel &8sl $6€ns to be reflecting on the beliefs of those past
people who originally used the coin. This may constitute an example of mentalizing
about what a coin meant to a very distant and possibly indistiedtic figure:
(3) Absolutely, I think you can sort of sense it being treasured but also you know
1S8[e VeZ E X dZ 8§ Z « Z]+8}EC 3Z § ]« 3}tyduA]l3Z %o }
« AZC Clp v }vv § 8§} ]8 He ]S[e «}ESdp( ( uJo] ¢
today.
Later she added:
~je N ve}EC Al C}p IVIA ]8[¢ ¢}u $Z]VP C}pn }puo Z v o
v S§Z v «}ES }( $Z & [+ <u]S 0}8 8§} SZ]Jvl }usSX z}lpu I
you know the patterns what does that signify? That kind of thing.
E } X&i fentiments, however, are tentative and her thoughts clearly are not fully
(JEU X dZ E A E uvC }3Z E %}*c] 0oC 0 E E /£ U%O0O
deployed towards more distinctive figures. However, these examples of empathy
often seemed to be compx. Indeed, Smit(2006: 48) describes empathy as a highly
complex behaviour which enables us to understand the behaviour of others. Like many
of the otherstudentsno.11 is also taken with the photographs. Here her thoughtZ
/f[oo § | §Z]e« (} Sujduafr indication that she has mentalized about what
the photographs may have meant to the soldiers. Her empathetic thoughts may,
however, be expressed in multiple ways even in this short section because the outset
Z & A}E - « }u?slko £em to be displaying the kind aidaptive guilt (an

underlying feeling of similarity and security with others) noted by Roberts, Strayer and

241



Denham (2014, p.465). No.11 seems to be displaying these thoughts in relation to the
fate of the WWI soldiers:
(11) Yeah, just, just pure sadness, you know, that these people had lives and
they probably were just you knovand they looked so younghey would be
ClpvP E SZ v pe v SZ C % @&} o0C ] ipes SZ]Jvl Z2}Z /]c
13 }(([ v 8Z C VWAEE R}G » v3 }(( v [ ipes 3Z] vl §Z &
sad that it happened again after that and it still happens.
Mentalizing is a cognitive response to the state of others, it is in essence, the conscious
thinking response rather than a reactive resige. ChristovMoore et al. (2014:604
7) explainthat mentalizing can lead to inferencdseliefs and intentions which are
E} oC u %% 3} Nowvpdemoristrates he may have been mentalizing
about the soldiers after hearing Studdet vv CJ[* %B}XXi[e ] E *%}ve §]
written material and Marsh (2018:11015) notes that writt@ narrative about pain
and suffering can elicit brain activity in areas that are involved in mentalizing. No.10
appears to be engaging in this type of mentalizing when he talks about an act of
Z $Z @anpeifbeingZA EC Z E 3} Z o (E}w WEideas dF%leddy v
more developed than those of no.3 given above:
~iie hu / «0]PZSoCU ]v IJv. }( ~u]ee]vP A}E « }v Z o :
A}] (E}u 8Z %} ue HS *% ] 0oC (}JE 3Z A E %} -
because so much of whahdy were writing about was about their own
Juu 18 A% E] vV v ]3[+ A &E€muhe &t of witihg@s«] e
an act of purging and an act of ]( v}S v ¢ (E]JOC Z o0]VP He
imagine- C}p Iv}A /[A v A &E - ]3]\ AfE@& hBal@Eom those

experiences but certainly an act of reflectionand an act of and also kind of



a way of these people being very aware of their own imminence of death and
their own mortality.
No.3, however, also indicates that she may be mentgjizind forming more complex
ideas about the archaeological figures with whom she is concerned. She seems to be
revising her opinions through handling the Neolithic axe which leads her to a clear
§Z}uPzZzs }us $Z Z]vsS oo]P v [ }( 8Z %o *SW
~j7e dZ ( talwaysfa sense of intelligence actuallyom history. And when
/[ « §Z]*U C}pn IVIAU / o]l [/ 8Z]vl puu 8Z E ]ev[$ P&
than craftsmanship.
E}X8[¢ v 0Ce]e ]+ 0]350 Z E &E 3} (}Joo}A pdendadfo EoC &
mentalizing about what it may be like to have had a member of the family fighting in
WWI. This statement is as a result of seeing the munitions and the photographs of the
soldiers:
(9) Erm, if I can have multiple things | think the umm the pistltieought were
very powerful because they enable to you to relate througihhm you know
C}u }tuo } 8Z 8 A1SZ %o }%0 }( ](( € vS8 P e ¢} 8Z § ]
brother- J( C}u[A P}$ v }o JECHRIAZ HS «}u } C o« ]v
family you can start to relate through people who were going to go and fight a
war. According to people who lived at that time and seeing the way they looked
- and understand the way they represented themselasd how they came
acr}ee 37 §[« A EC %WM8.A E(po (}E
No0.9 however, may also, be demonstrating that he is engaged in other forms of
%*C Z}0o}P] 0 U% SZC ~T X dZ]e ] %o}e*] O He v }u

soldier he may be attempting to share in the emotions of the historical figure. Artinger
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etal. (iide v}S SZ § §Z]+ ]e Ju vel}v }(t AZ & u}s]}lve G&E
interaction with people and the environment. Preckel, Kanske and Singer (2018:1)
describe this as sharing or resonating with the feelings of another person. This is the
kind of emmthy that can be contagious, (Zaki and Ochner 2012) and achieved almost
without awareness. We may also reflect on the workSofger et al. (2008; Singer
2013) who demonstrate that we can physically share some sensations such as the
reality of pain even win we do not experience it ourselves. No.8 seems similarly to
be attempting to share the emotions of the historical figure when he uses the words
Z SZ]vl ]S8[« SEC]VP 8§} %] $u@EdoinG 30 b€ npekes R ciedr]thé ¢he[
weight of the sh# parts had more impact on him than the cap badge of a soldier who
had trained in the location of the University and lost it at Ypres during WWI. This is
no.8 also indicating that he has attempted to picture himself as a soldier. He conveys
a strong sensghat he has attempted to think about what it must have actually been
like to be on a battlefield:
~0¢ [/ §Z]vIl 15[« SEC]VP 8§} %] SHE uCe o( pe]VvP SZ]VF
soldier who had died, imagining the emotions they were going through,
imaging some of the things they might have been thinking about so all the
§Z]vPe 0]l §Z SU §Z]vPe §Z S P ]Jv wu}S]}v §Z]JvPe SZ §
%% E ]38 U SZ C Z A vVv[§ }ve] E 8Z S upz (JE U
weight of the shell was more than | haglpected so that was quite interesting
whereas things like the badge on the cap was interesting to hear where it was
0]l  Ju]vP (E}u ]38 A ev[3 ¢} cpE% E]*]VP &} - e up Z

found it a bit less it grabbed my attention a bit ledswvould say.
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No.4[ thoughts are much simpler. She seems to be thinkingut the emotions of the
historical figure in the Victorian photographand displays a strong reaction to what
she had previously described as thée v A EC photegiaphsof the
{1v e u]oVicefian women.
(4) Yes, they wereSZ u v / ] v[S E o00C (]Jv SZ uv SZ § =
women they look very stern, very serious and strict.
dZ % ES] ]% v3 E %o0] » PIJA v }A « u 3§} }ved]8us §Z
directed towards an historical figure. They also demonstrate tinghly variable
complexity of these thoughts and demonstrate that it is possible to detect several
dimensi}ve }( t %00} C Av Jv }v 8 3 uvidX dzZ e+« E %

UuljveSE s U SZ E (JEUSZSt ucC (}J&EuU Vv SuyE o }u%e}v

4.4.if Imaginationandthe theme, Perceptionof the historicalfigure.
Some thoughtsfrom the theme Perceptions of thehistorical figure seem to
demonstrate that the participant is visualising or imagining the past figure rather than
attempting to engage with them through empathetic processes. | am calling this facet
of thinkingt ZJu P]v 8]}v[X / o] A 3$mMadinat&é redDiing ddodt an
historical figure can also constitute thinking about the past figure as being real without
§Z %0}Cu vs }( ]SZ E t }E& , X dz & & uC & o0
description of her imaginary vision of G.A. Studd€anedy in the trench:
(11)1« A Z]Ju pns8/ }po v[8+ AZ & zZ A+ p3/ }po = .
scruffy...
This seemed to imply that she had a clear vision of an historical figure in his own

context that was related to the evidence she had seen. Sinwaeys a strong sense
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that she is imaging the historical figure. No.11 had been led to her imagination through
an artefact tin this case the 1917 copy of the Studd&ennedybook (artefact 12,
appendix ) v Z]e %} u ZtZ §[+ $Z '}} [adAdujng th& ses@on. The
imaginative insightve gain from no.3 is different to no.11. She demonstrates a mental
*Z](S (E®}u }ve] E]JvVP SZ %o}e+] ]O01SC }( 8Z E }o0]5Z] yid
perfection to conveying a sense that she has imagined the diftame attempting to
make one.
~jez ZU C Z pu3 ]J( C}n ] V[8 8 00 u 38Z § 8Z]* A « }o
HCu Cu Zlv Clu IviA He ]S e <plsS % E( S ]v
you know the shape of it and um it would have taken a lot ififtekget it just
so particularly when you see the rough version. | can appreciate how many they
Z S8} P} SZE}uPZ 8§} P § 8} $Z]« A 15[
Theglimpsesos.11and3 demonstrateare quite differentand v } X i iifraginationis
byfarthe richest.However both studentsconveythe ideathat they arethinkingabout
the historicalfigure from the outsideandthey are not trying to enter their mind. This
remote imaginationof the pastfigure, literally, Z+ Jth&nm $Z &edmedto form a

keycomponentof the theme Perceptionf the historicalfigure.

Salient features identified from Category Z~Z E]vP Jv SZ A% E]

imagining the pastwhich arose from the literature were then compared to the dat
and the overarching theme Perceptiorf ¢the historical figure

This category was conceived as involving the possible deployohaffiective HE ot

T X /8 A« o0} 3Z}pRubidntight a¥sp be may attempt to imagine bei
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]Jv 8Z %o ¢S }E& S} Z¢ [ SZ %o S ,(f]Wgs@oudkt thaisthidextsé
may attempt to draw inferenceabout the emotive or cognitive statef the past
figure. Table 4.3 illustrates the different ways in whsfudentsattempt to perceive

the historical figure

Contactthrough the artefact
x Thinkingaboutthe pastfigure throughcontactwith the artefact.
x Afeelingthat they canrelateto the pastevokedby the artefact.

x Afeelingthat they have,for exampletouchedthesameZ }]v X|

Feelingsabout the historicalfigure
x Feelingcompelledor evenforcedto think about past historicalfigure by
becomingawareof them.
x Powerfulfeelingsabout the pastfigure asthey beginto emergefrom the
past.

x Feelinga senseof guilt aboutthe plight of a pastfigure.

A conceptionof selfin relation to the historicalfigure
X Asenseof uncoveringa pastexperience.
x Makingcomparisondetweentheir own anda pastexperience.
x Thinkingaboutthe similaritiesanddifferenceshetweenthe presentandthe
past.
X Thinkingaboutthemselvedn relationto the pastfigure.

x Understandinghat we havesimilarneedsto the pastfigure.




x Afeelingthat we mayhavefacedsimiar strugglego the pastfigure.

Thinkingabout the mental statesof pastfigures

x Cognitivementalizingto understandthe behaviorof others.

x

Anattempt to sharethe sensationf a pastfigure.

x

Aligningoneselfwith the emotionsof the pastfigure.

X There-enactmentof anhistorical (] P p @olights.

x

Concretethoughtsaboutthe past t Z S Zniésthave Zp E S X [

Imaginingthe pastfigure
x Enteringthe pastthroughthe useof imagination.

X Seeingahistoricalfigurein the pastfrom the outside.

Thinkingabout difference

x Aconsciousnessf the differencebetweenourselvesand pastfigures.

Table4.3 Linksbetween CategoryC and the overarchingtheme Perceptionof the
historicalfigure.

Table 4.3llustratesthe different ways in whiclstudentsattempt to make links with,

or imagine past lives (Category C derived from the literature) and the theme,

Perception of thehistorical figure derived from the data
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4.5 Discussiomand analysisof the CategoryD, (students rethinking themselvesas
beingsin time) derived from the literature and the overarchingtheme Senseof self
derivedfrom the data

All 11 participants u}veS@E SS ve Z}( * oWeMer, the level of reflection on
this topic was more varied than in the other three overarching themes. No®,207,
and 11 demonstrated high levels oBanse of self whilst, nos. 3 and 8 gave much lower

levels and no.6 demonstrated the lowest.

4.5.iMental time-travel.
It was an expected result of the research that the particigambuld show that they
thought of $Z us oA « « JvP 0o} § v §Ju X dz GE E u C E
about the feeling of being at Beamish Museum:
~ieY/ }Vv[S IV}IAU ipes 8Z 3 13 ul +» C}u ( o o]l Clu[E
time...
This seems to suggest that no. 1 has a concemtidrerself as a being located in time
and that the encounter has made her think about it. Szp#@t0:143 2011:409 has
drawn our attention to chromesthesjavhich is the sense of time and autonoetic
consciousness which is our awareness of self inestibg time. Spzunar (2011)
explained that this ability to think of ourselves in time is remarkable because it
connects to both imagination and memory. Szpunar (2011:409) also noted that
subjective time is something which is not clock or calendar timet a physical reality
but a product of the mind. The reader may recall that no.2 expressed a notion of
understanding herself as a being in time when she discussed the mobile phone

collection:
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(2) It was like our kind of personal history when we were thopkihlike the
songs that were from during that time and maybe celebrities and the news it
was really interesting going, almost like going back in time for yourself because
you were alivetoseeit 0]A (}E 32 § ]8Y
This sense of self in relation to thgast may also be related to autobiographical
memory. Some psychological conceptions of memory give a sense of how we relate
not only to our own memories but how we encompass a past which goes beyond us.
In other words, such thinking can relate to the wayvhich we construct a picture of
ourselves in relation to our own past and that of others. For instadeeeler et al.
(1997:3315) explained that mental timéravel is related to autobiographical memory
v §Z ]o]SC 8} u vS oo C %NoGffererd tihved threugh ihagination.
No.7 seemed to be demonstrating this type of mental movement when she referred
to her thoughts that arose from viewing the mobile phone collection:
(7) Yes, because we were thinking about the old, old things thdtagdeand
then it was just and everyone was like | remember having this and do you
remember and it brought backit was personal to us which is a great way of
connecting to history.
However, thoughts that showed a conception of themselves in time wears waich
wascontrary to the expectations at the outset of this resdardhe data appeared to
suggest that thestudentswere thinking about themselves in relation to their own

connections with the past.
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4.5.ii Thinkingabout a pastthat encompasseshemselves.
An unexpected result which arose from the data was thentioe of the participans [
grandparents and we now need to explore why this may have been such a notable
response. This may relate to mechanisms which allow the participants to share in past
experiences and then locate themselves in relation to the past. In other words, they
are thinking about a past that eompasses themselves. Through doihgs the
participants may be thinking back to their own most significant contacts with the past.
For example, no.1 once again allows us to have an insight into a special bond that she
has with the past. She is describing Beamish Museum where some of her own family
artefacts have been deposited:
(1) Ymy grandma and her great grandma had stuff there andgdja p%. Jv }v
of the housest ]8[¢ <u]S o} o S$Z]JvP §Z §[e P}S «]PV](] vV
Az v AE Alpo / P} 8Z E - Zlo v A 31 uC o]33c
}u AZ E 32 58/ oA Ce ]Ju P]v /[oo P}X
This may be an indication that the ngpecialist historystudentis looking for way$o
remodel their own thinking toencompass the reality of the past that they have
encountered. In doing this they seem to be making references to connections of their
own, connections that they have held preugly. These connections may be in terms
of their own previous experiences and knowledge as well as knowledge received from
family. No.10 explains rather perceptively (I think) that this is like a website inside his
head, a website which forms connectiorsdther things.
~ileY [/ §Z]vl §Z v <yu 00C ]S < %thG@ght pidcdssl pvthdt( E

thought map that kind of spreads ouélmost a kind of website from the inside,
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