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ABSTRACT 

A ‘Beaumont Hamel-centric’ myth of heroic, yet tragic, sacrifice surfaced following the 

Newfoundland Regiment’s July 1, 1916 advance on the first day of the Battle of the 

Somme. That myth continues to be central to Newfoundland and Labrador’s collective 

memory, reinforced in school curricula, public commemorations, and provincial 

museums. Grounded in interpretivism, and driven by case study research and narrative 

enquiry, this study employed document evaluations, exhibition examinations, interviews, 

and observations to explore the approaches The Rooms, Newfoundland and Labrador’s 

cultural hub, takes in several of its programmes to educate visitors about the 

Newfoundland Regiment’s Great War military engagements. Consistent with previous 

research about this war, my study demonstrates that The Rooms takes a didactic approach 

to its First World War education. The site offers remembrance education and heritage 

education as opposed to contemporary approaches to critical history education. The focus 

is on nation- or community-building rather than on developing facility with historical 

thinking and disciplinary processes.   
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Chapter 1: Introduction 

In 2012, I worked as a 

bilingual interpretive 

battlefield guide at the Canadian 

government-maintained Beaumont-

Hamel Newfoundland Memorial on 

the Somme (see Figure 1). During 

battlefield tours, I explained the 

Newfoundland Regiment’s (NR) 

experiences at Beaumont-Hamel 

(BH) on July 1, 1916—the first day of the iconic Battle of the Somme. I described the 

NR’s advance towards the German trenches as valiant but futile, and I detailed the flaws 

in the battle plan and the challenges posed by miscommunication and the terrain. When I 

was not giving tours or interacting with visitors, I read about the First World War (FWW) 

and the NR’s wartime experiences. Despite my extensive reading, however, I came 

across only one narrative of the Newfoundlanders’ assault at BH.    

My work term in France was life-changing. Upon returning to Canada, I began 

volunteering at the Loyal Edmonton Regiment Museum, assisted schools with organising 

Remembrance Day ceremonies, and made presentations about the FWW. I also continued 

researching Canada and NL’s involvement in the conflict. In July 2016, I participated in 

War and the Canadian Experience in France and Flanders, an educators’ professional 

development field course led by University of New Brunswick (UNB) professors and an 

award-winning History teacher from Ontario. One of the sites that my tour group visited 

Figure 1 The Caribou monument and the 
commemorative plaques at the Beaumont-Hamel 
Newfoundland Memorial commemorate 
Newfoundlanders and Labradorians who fell during the 
First World War. 
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was the Beaumont-Hamel Newfoundland 

Memorial. Upon entering the site, I was reminded 

of the spring and summer during which I led 

battlefield tours. The site was much the same in 

July 2016 as it had been in July 2012; however, 

since a ceremony commemorating the centenary of 

the first day of the Somme Campaign had taken 

place onsite less than two weeks prior to my tour 

group’s visit, the site was even more beautiful than 

it had been four years earlier. The trees and shrubs 

were in fine form and beds of flowers bloomed on the mound atop which the Caribou 

monument stands overlooking the battlefield. The wreaths that had been placed at the 

base of the ‘Danger Tree’ and the three plaques that list the names of the 821 

Newfoundlanders and Labradorians ‘Known Unto God’ further heightened the 

atmosphere of peace and solemnity (see Figure 2). 

Due to my single understanding of the NR’s engagement at BH, I was surprised 

when Dr. Lee Windsor, one of the tour directors, presented a different account of the 

regiment’s experiences at BH. Instead of describing the Newfoundland (NL) soldiers as 

victims of bad planning and preparation, Dr. Windsor explained that the NR’s assault was 

purposeful, necessary, and successful when considering the Allies’ objectives. Upon 

learning that there is more than one interpretation of the NR’s assault at BH, I became 

curious about the role public history education plays in shaping the narratives associated 

with the NR’s 1914–1918 military engagements. Specifically, I wondered whether 

Figure 2 The ‘Danger Tree’ in July 
2016—two weeks after the centenary of 
the first day of the Battle of the Somme. 
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museum exhibitions, public programming, and learning resources designed to educate 

individuals about the NR’s FWW experiences are in fact forms of commemoration. I was 

eager to learn what narratives educational institutions convey about the NR’s FWW 

combat experiences. I was also keen to learn more about historical thinking and to delve 

deeper into the ties between critical history education, commemoration, and 

remembrance. I wondered whether museums present visitors with one narrative of 

Newfoundlanders’ experiences at BH or whether they engage visitors in thinking 

historically about this iconic event.  

To satisfy my curiosity, I applied to pursue research-based graduate studies at 

UNB under the supervision of Dr. Alan Sears, an Education professor who specialises in 

civics, citizenship, and history education. My journey into educational research began in 

September 2017 when I completed a review of history education literature for a course 

entitled An Introduction to Research in Education. This thesis is the culmination of two 

years of learning, as well as my first venture into academic research. 

Research Objectives 

My aims in completing a thesis-based Master of Education were the following: 

● To learn more about the NR’s experiences at BH on July 1, 1916 
 

● To gain insights into NL’s collective memories of the FWW and of the NR’s 
FWW experiences 

 
● To study current trends in history education and to gain a better understanding of 

Peter Seixas and Tom Morton’s (2013) historical thinking conceptual framework 
 

● To discover approaches that heritage sites take to educate visitors, particularly 
school groups, about the FWW, the NR’s military engagements, and the unit’s 
advance at BH 
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● To discover the extent to which museums integrate dominant narratives and 
historical thinking into the historical interpretations they present in FWW 
exhibitions and during onsite FWW programming 

 
● To gain research-related knowledge and skills that will allow me to pursue 

doctoral studies 
 

● To complete a study whose results can inform educators and learners’ endeavours 
to think historically about the FWW and the NR’s wartime experiences 

 
While my original plan was to study Newfoundland and Labrador’s (NL) Social 

Studies and History curricula, the focus of my research evolved into a study of a heritage 

site’s museum exhibition and onsite school programme about the FWW. My research 

took me to The Rooms, which is NL’s provincial archives, art gallery, and museum. 

Through examining The Rooms’ Beaumont-Hamel and the Trail of the Caribou: 

Newfoundlanders and Labradorians at War and at Home 1914–1949 (BHTC) exhibition; 

observing the delivery of and studying documents accompanying the school programme 

Soldiers’ Stories: Newfoundlanders and Labradorians at War (Soldiers’ Stories); and 

interviewing staff, I learned how the site engages visitors and students in learning about 

the FWW and the NR’s 1914–1918 military actions. Thanks to my interest in the NR’s 

experiences at BH, I paid particular attention to museum displays and the parts of the 

school programme related to the NR’s assault at BH.  

Research Questions 

The questions below informed my selection of research methodologies and 

methods, and they guided my data collection, analysis, and interpretation: 

1. What public history education about the First World War does The Rooms offer 
onsite? 
 

2. What approach does The Rooms take to educate visitors about the Newfoundland 
Regiment’s First World War military engagements in Beaumont-Hamel and the 
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Trail of the Caribou: Newfoundlanders and Labradorians at War and at Home 
1914–1949?  

o What are the overarching themes of BHTC? 
o Does BHTC include critical history education? 
o To what extent is historical thinking, as outlined in Peter Seixas and Tom 

Morton’s (2013) The Big Six: Historical Thinking Concepts, incorporated 
into BHTC? 
 

3. What (if any) are The Rooms’ historical interpretations of the Newfoundland 
Regiment’s First World War military engagements?  

 
4. During Soldiers’ Stories: Newfoundlanders and Labradorians at War, what 

approach does The Rooms take to educate school groups about the Newfoundland 
Regiment’s First World War military engagements? 

o What are the overarching themes of Soldiers’ Stories? 
o Does Soldiers’ Stories facilitate students’ engagement in critical history 

education? 
o To what extent is historical thinking, as outlined in Peter Seixas and Tom 

Morton’s (2013) The Big Six: Historical Thinking Concepts, incorporated 
into Soldiers’ Stories? 
 

Although The Rooms offers various forms of public history education regarding 

the FWW, my thesis examines only the approaches taken to history education in the 

BHTC exhibition and in Soldiers’ Stories. Analyses of two educational initiatives made 

for a manageable thesis project. Also, I was unable to collect sufficient data to complete 

comprehensive examinations of all of The Rooms’ onsite FWW education. Moreover, the 

narrow focus allowed for more in-depth discussions, a key feature of qualitative studies.  

My thesis study is the first to examine current public history education about the 

NR’s FWW combat experiences. It is also one of only a few studies that looks at the 

integration of historical thinking into museum exhibitions and into onsite staff-delivered 

programming. Curriculum developers, teachers, and heritage site staff can all use the 

findings and conclusions outlined in the chapters that follow to inform the history 

education they develop and deliver. 
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Overview of the Newfoundland Regiment in the First World War  

In 1914, NL was an independent dominion of Great Britain. It had its own 

government, Prime Minister, and currency (The Rooms, 2016a, “Home Front: A War 

Brings Many Changes” [text panel]). While NL had control over its internal affairs, it did 

not have any say in its external affairs (Beaumont-Hamel Newfoundland Memorial 

Summer 2019 student guides, personal communication [observations], August 6 – 16, 

2019). Consequently, NL was at war as soon as Great Britain declared war on Germany 

on August 4, 1914 (The Rooms, 2016a, “War is Declared” [text panel]). As many 

Canadian student guides say during their tours at the Beaumont-Hamel Newfoundland 

Memorial, NL contributed “men, money, and munitions” (personal communication 

[observations], August 6 – 16, 2019) to the war effort. Newfoundlanders fought with the 

British Expeditionary Force (The Rooms, 2017, “Newfoundland Regiment” [text panel]). 

The NR formed part of the 88 Infantry Brigade in the British Army’s 29th Division 

(Harding, 2006).  

After training in NL and Great Britain, the NR received its baptism of fire during 

the 1915 Gallipoli Campaign (The Rooms, 2016a, “Caribou Hill” [text panel]). The ridge 

upon which the NR fought in the campaign was renamed Caribou Hill in the unit’s 

honour (The Rooms, 2016a, “Caribou Hill” [text panel]). After evacuating Gallipoli in 

early 1916, the NR travelled to France where they prepared for the Battle of the Somme 

(The Rooms, 2016a, “Beaumont-Hamel, July 1st, 1916: ‘The July Drive’” [text panel]). 

The NR took part in the first day of the Somme Campaign at BH (The Rooms, 2016a, 

“Beaumont-Hamel, July 1st, 1916: ‘The July Drive’” [text panel]). The unit contributed to 
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the battle once again in October 1916 at Gueudecourt, which is located east of BH 

(Nicholson, 2006).  

Other campaigns in which the NR fought were the April 1917 Battle of Arras (at 

Monchy-le-Preux, France), the November 1917 Battle of Cambrai (at Masnières, France), 

and the Last Hundred Days Campaign (at Courtrai, Belgium) (Nicholson, 2006). A 

Caribou monument commemorates the NR’s military engagement at each location 

mentioned above (The Rooms, 2016a, “The Trail of the Caribou” [map]). The route along 

which the five Caribou memorial sites are located (see Figures 3 and 41) is known as the 

Trail of the Caribou (The Rooms, 2017, “The Trail of the Caribou” [text panel]). A 

Caribou monument, three commemorative plaques identical to those at BH, and a statue 

called The Fighting Newfoundlander are located in Bowring Park in NL’s capital city, St. 

John’s (Higgins, 2015; Nicholson, 2006).  

 
 
 
 
 
 
 
 
 
 
 

Figure 3 This map is on display in the BHTC exhibition. The orange and blue lines 
delineate the NR’s 1914–1918 travel routes. The red dots indicate the locations of the 
battles that the NR participated in.   
Reference: The Rooms (2017) 
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The Rooms 

The site at which I conducted my research was The Rooms, a building that houses 

NL’s archives, art gallery, and museum. The Rooms features “collections [and] exhibits” 

(The Rooms, n.d.c, para. 3) that highlight NL’s culture, heritage, natural history, and 

human history. The Rooms delivers public programming and hosts both cultural and 

community events such as film screenings and lectures. 

I chose The Rooms for my thesis study because in 2016, the site unveiled a new 

permanent exhibition about the FWW: Beaumont-Hamel and the Trail of the Caribou: 

Newfoundlanders and Labradorians at War and at Home 1914–1949. This exhibition 

“shares the thoughts, hopes, fears, and sacrifices of Newfoundlanders … who 

experienced [the] tumultuous years [of 1914–1918]—through their treasured mementoes, 

their writings and their memories” (The Rooms, n.d.a, para. 1). That same year, the site 

launched Soldiers’ Stories: Newfoundlanders and Labradorians at War, an onsite 

programme that educates classes about Newfoundlanders’ FWW experiences (The 

Rooms, n.d.b). Meanwhile, in 2017, The Rooms launched an online exhibition that has 

the same name as the permanent exhibition: Beaumont-Hamel and the Trail of the 

Caribou: Newfoundlanders and Labradorians at War and at Home 1914–1949 (The 

Telegram, 2017, April 13, sub-title). This bilingual (English/French) exhibition features a 

range of interpretive media, Newfoundlanders and Labradorians’ biographies, and a 

three-dimensional virtual tour of BHTC (The Telegram, 2017, April 13, para. 1).   

Outline of my Thesis 

 My thesis includes five chapters. Chapter 2 is a synthesis of literature that has 

been written about topics related to my study. Chapter 3 outlines the theoretical 
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framework and methodologies that informed my research, the data collection and analysis 

methods I employed, and my research participants. Chapter 4 describes my findings. 

Chapter 5 sets my findings among scholarship that exists about FWW public history 

education. As well, the chapter discusses the implications of my study.  

Important Information to Note 

Throughout this publication, I use educators to describe the teachers, museum 

staff, and other heritage site staff who develop and deliver history education; visitors and 

learners to describe members of the general public that visit museums and other heritage 

sites; and school groups, students, and learners to describe classes of students that visit 

museums and other heritage sites to gain knowledge about past events and figures and to 

learn skills related to the discipline of History. I use exhibition and gallery to describe 

entire human history exhibition halls, and I use exhibits and exhibition spaces to 

designate specific rooms, sections, or areas of focus within galleries. Furthermore, to 

reduce confusion, I use BHTC and the BHTC exhibition to describe the permanent FWW 

museum exhibition at The Rooms; meanwhile, I refer to The Rooms’ online FWW 

exhibition as The Rooms Great War Exhibit Online, which is the title The Rooms uses on 

their Exhibitions webpage (The Rooms, 2017). Since the BHTC exhibition features both 

artifacts and reproduction artifacts, in the chapters that follow, I write (reproduction) 

artifacts and (reproduction) primary sources.  

In December 1917, Great Britain’s King George V bestowed the title Royal on the 

Newfoundland Regiment (The Rooms, 2017, “Royal Designation” [text panel]). Despite 

their Royal designation, throughout this document, I refer to the now-Royal 

Newfoundland Regiment as the Newfoundland Regiment (NR), because this was the 
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unit’s title during its advance at BH. As well, while Canada’s most eastern province is 

currently termed Newfoundland and Labrador, this was not the case during the FWW. 

Between 1914 and 1918, what is now Canada’s tenth—and most eastern—province was 

called Newfoundland. For this reason, and to reduce wordiness, henceforth, I use the 

terms NL and Newfoundlanders to describe the dominion, province, and its people. 

Unless otherwise indicated, images included in this thesis come from my own collection. 

Finally, I took every precaution to ensure the anonymity of research participants. To 

protect participants’ identities, I replaced actual names with pseudonyms.  

As I wrote above, a goal of conducting research was to develop a document 

whose results can be accessed by educators to inform their practice. I recognise that not 

all museum and heritage site staff have a background in education. The next sections 

outline two education-related topics with which some readers might be unfamiliar.   

Curriculum Categories 
 

Figure 40 in Chapter 4 illustrates the intended curriculum, enacted curriculum, 

lived curriculum, and learned curriculum. I refer to these inter-related curricula 

throughout this thesis. Often referred to as the official curriculum, the intended 

curriculum is written in official documents (Con Aguilar, 2019). It outlines what 

educators are expected to teach learners (Con Aguilar, 2019). In Canada, where education 

is overseen by provincial governments, schoolteachers are required to base their lessons, 

units, assessments, and pedagogical practices around “standardized curricular guidelines” 

(Marsh, 2009, p. 3) outlined in government-developed programmes of study.  

The enacted curriculum, which is also known as the implemented curriculum, 

describes the curriculum that educators implement to facilitate learners’ achievement of 
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the intended curriculum (Con Aguilar, 

2019). Educators choose specific learning 

outcomes (as outlined in the intended 

curriculum) for their students to fulfil over 

the course of a learning session (Marsh, 

2009). They derive learning objectives 

from the learning outcomes and then use 

their knowledge of subject-specific 

pedagogy to determine how best to 

facilitate learners’ achievement of the learning objectives (Marsh, 2009).  

The lived curriculum, which some refer to as the experienced curriculum, 

describes what actually happens during learning sessions (Marsh, 2009). The lived 

curriculum often differs from the intended and enacted curricula because learning “is 

individual, ongoing, and unpredictable” (Marsh, 2009, p. 4), and teaching and learning 

often takes unexpected turns during learning sessions.  

My research questions resulted in my analysis of the intended, enacted, and lived 

curricula. Nevertheless, a fourth curriculum category, the learned curriculum, exists. The 

learned curriculum describes what learners actually learn and take away from the learning 

session. Although many combine the lived and learned curriculum into one category, I 

consider them to be different because what occurs in a learning space often differs from 

“what is achieved by the students in terms of actual learning” (Con Aguilar, 2019, p. 57). 

 

Figure 4 This image, adapted from TIMSS 2015 
Assessment Frameworks, shows the links between 
the intended, enacted, lived, and learned curricula.  
Reference: Mullis, I. & Martin, M. (Eds.) (2013) 
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Bloom’s Taxonomy 
 

Conceptualised in 1956 by Benjamin Bloom, Bloom’s Taxonomy (formally 

known as the Taxonomy of Educational Objectives), is a renowned learning theory that 

outlines hierarchies of affective, cognitive, and psychomotor learning (Centre for 

Teaching Excellence, n.d.). Each hierarchical level corresponds to a different degree of 

learning and thinking (Centre for Teaching Excellence, n.d.). More complex thinking is 

required as learners move up the hierarchy (Centre for Teaching Excellence, n.d.). 

Bloom’s Taxonomy is most commonly associated with cognitive learning. Educators 

frequently refer to the taxonomy when developing learning outcomes, learning 

objectives, learning activities, and assessments (Centre for Teaching Excellence, n.d.). 

The 1956 taxonomy of the cognitive domain comprised the following levels (from the 

lowest to highest orders of thinking): knowledge, comprehension, application, analysis, 

synthesis, and evaluation. 

In 2001, David Krathwohl and Lorin Anderson introduced a revised version of the 

1956 taxonomy of cognitive learning (Centre for Teaching Excellence, n.d.). As shown in 

Figure 5, the updated taxonomy uses verbs instead of nouns to reflect “active 

performance of … learning” (Centre for 

Teaching Excellence, n.d., para. 4). 

Krathwohl and Anderson (2001) eliminated 

synthesis, moved evaluation from the highest 

to second-highest level of the hierarchy, and 

listed create as the highest level of cognitive 

learning (Centre for Teaching Excellence, 
Figure 5 This infographic depicts the revised 
version of Bloom's Taxonomy. 
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n.d.). The levels of the revised hierarchy (from the lowest to highest orders of thinking) 

are remember, understand, apply, analyse, evaluate, and create. Analysing, evaluating, 

and creating require higher-order thinking and result in more in-depth learning (Centre 

for Teaching Excellence, n.d.). As shown in Figure 6, Terry Heick (2019) developed an 

infographic that lists verbs related to the hierarchical levels. Educators can use the 

suggested verbs to write learning objectives that facilitate learners’ thinking at the 

different hierarchical levels.

Figure 6 These verbs describe actions that correspond to the six hierarchical levels of 
Bloom's revised taxonomy of cognitive learning.  
Reference: Heick (2019)  
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Chapter 2: Review of Literature 

Introduction 

The University of Exeter’s Dr. Catriona Pennell is a leading scholar of FWW 

history education. In her 2018 study entitled “British Youth and First World War 

Centenary Battlefield Tours,” she outlines her findings from a mixed-methods study she 

conducted to determine “the tensions within the blending of education and remembrance” 

(Pennell, 2018, p. 83). The U.K.’s Department for Education paints a vivid picture of 

quality history education in the National Curriculum History Programme of Study for 

Key Stage 3. The description incorporates several elements of Seixas and Morton’s 

(2013) historical thinking framework: 

A ‘high-quality history education’ will help pupils gain a coherent knowledge and 
understanding of Britain’s past and that of the wider world. It should inspire pupils’ 
curiosity to know more about the past. Teaching should equip pupils to ask 
perceptive questions, think critically, weigh evidence, sift arguments, and develop 
perspective and judgement. History helps pupils to understand the complexity of 
people’s lives, the process of change, the diversity of societies and relationships 
between different groups, as well as their own identity and the challenges of their 
time. (National Curriculum History Programme of Study for Key Stage 3, 
Department for Education, September 2013, cited in Pennell, 2018, p. 85)  

 
However, as Pennell (2018) and others have discovered, integrating critical 

history education into studies of FWW history is easier said than done. In this chapter, I 

review several relevant studies in fields related to my thesis research. 

Selection of Studies 

While synthesising studies, I discovered that the lines between public history 

education and commemoration are blurred. These two research fields overlap with 

historical consciousness, heritage, legend and myth, memory, and remembrance. I also 
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learned that there are two different, but interconnected, bodies of scholarship related to 

my thesis project. One collection consists of analytical, qualitative, and mixed-methods 

studies that discuss the presence—or absence—of historical thinking, collective memory, 

commemoration, and remembrance in educational settings. The other comprises 

analytical and qualitative studies that offer suggestions as to how educators can foster 

more critical studies of historical topics. This chapter reviews literature from both bodies 

of literature. Most are studies conducted by researchers at universities in Commonwealth 

nations. As part of the former British Empire, Commonwealth nations have “comparable 

[First World War] histories” (Clark, 2009, p. 748). As well, during the interwar years 

(1919–1939), the governments of the Commonwealth nations fabricated nationalistic 

myths around their FWW experiences to benefit their economic development (Harding, 

2004).  

The FWW centenary (2014–2018) inspired the publication of many studies that 

examine commemoration and remembrance as they play out in public history education. 

The centenary also generated action research reports that recommend strategies to 

facilitate historical thinking about the 1914–1918 period. Since my thesis involves an 

examination of public history education related specifically to the NR’s FWW military 

engagements and their commemoration, many of the texts included in the sections that 

follow present information specifically about the 1914–1918 conflict.  

Pertinent Definitions 

The concepts of history, history education, and enquiry-based learning; public 

history and public history education; historical consciousness; heritage and heritage 
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education; legends and myths; memory; and commemoration, remembrance, and 

remembrance education are all pertinent to my study.  

History, History Education, and Enquiry-Based Learning 

History is an “evidence-based investigation of the past” (Seixas, 2014, p. 12) that 

encourages criticism and questioning. History evolves as new interpretations arise with 

the discovery of new evidence (Seixas, 2014). History is also a “form of social 

knowledge that enables people to locate themselves as individuals in time” (Conrad et al., 

2013, p. 152). Conrad et al. (2013) write that history is a phenomenon that solidifies 

people’s identities and memberships in groups. They also posit that history arms people 

with the knowledge, skills, and attitudes they require to defend their ideas (Conrad et al., 

2013). They explain that academic history exists because people recognise connections 

between the past and present, are cognisant of changes that have taken place over time, 

and are aware of their role as influencers of change (Conrad et al., 2013).  

Nigel A. Raab (2016) argues that critical thinking is no longer an appropriate term 

for academic historians to use to describe their work. He explains that the phrase is 

overused and is “a defensive term” (Raab, 2016, p. 90). He recommends that academic 

historians describe their endeavours as “critical exploration[s]” (Raab, 2016, p. 90) 

because historians do much more than just think. Like sleuths, they adopt dynamic 

approaches and collaborate with professionals in other fields to acquire knowledge and 

skills to piece puzzles of the past together (Raab, 2016). Throughout this thesis, I follow 

Raab’s (2016) suggestion, using critical exploration(s) and critical examination(s) 

instead of critical thinking.  
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History education is the study of past events and historical actors in and through 

educational institutions such as schools and museums. Current trends in Canadian, 

Australian, New Zealand, and British history education encourage educators to facilitate 

learners’ acquisition of both content and procedural knowledge through engaging learners 

in historical enquiries. Enquiry-based learning requires learners to make hypotheses and 

use source evidence to respond to questions, solve problems, and draw conclusions 

(Kitson, Sheehan, & Harcourt, 2019). While many people equate enquiry approaches 

with 100% student-centred learning, enquiry-based learning in fact involves a 

combination of educator- and learner-led activities (Kitson et al., 2019). Historical 

enquiries can include educator-led, whole-group instruction and discussions; however, 

effective enquiries also offer learners “the space, at appropriate moments, to wrestle with 

a problem, analyse information critically or reach a conclusion independently” (Kitson et 

al., 2019, p. 2). 

Canadian educators are increasingly adopting 

aspects of Seixas and Morton’s (2013) historical 

thinking framework, which outlines six concepts 

designed to enable youth “to be active ‘history-

makers’” (Conrad et al., 2013, p. 23). According to 

Seixas and Morton (2013), historical thinking is the 

“creative process that historians go through to 

interpret the evidence of the past and generate the 

stories of history” (p. 2). They write that to begin to 

do the work of historians, learners must “establish 

Figure 7 By employing Seixas and 
Morton’s (2013) six historical 
thinking concepts, learners begin to 
‘do’ academic history. 
Reference: Centre for the Study of 
Historical Consciousness (n.d.) 
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historical significance, … use primary source evidence, … examine continuity and 

change, … analyze cause and consequence, … take historical perspectives, … [and] 

attempt to understand the ethical dimension of history” (Seixas & Morton, 2013, pp. 5–

6). Gosselin (2010) offers descriptions of the six historical thinking concepts (HTCs) 

shown in Figure 7: 

● Historical significance: refers to what is considered worth including in a historical 
narrative. … Employing this concept while engaging with historical accounts 
means considering how and why historians selected certain events or issues and 
not others. 
 

● Evidence: refers to the learners’ ability to locate, select, contextualize and 
interpret primary and secondary sources in a historical argument.  
 

● Continuity and change: [refers to] determining elements [of the past] that have 
changed and aspects that have not.  
 

● Causes and consequences: involves [enquiring] about the “who and what” that 
provoked changes in the past as well as the repercussions of these changes. … It 
means establishing links of causality between events, changes[,] and agents and 
identifying underlying factors influencing changes. 

 
● Historical perspective: requires adopting the viewpoint of historical individuals 

and groups in an attempt to understand the social, cultural, intellectual[,] and 
emotional context that shaped people’s lives and actions. 

 
● Ethical judgment: involves making an ethical assessment about the relative merits 

or downfalls of historical actions while considering the historical context in which 
these actions took place. It is also about assessing responsibility for past actions to 
historical figures, or at times, collectives.  

 
(Gosselin, 2010, pp. 26–27)  

 
The Big Six: Historical Thinking Concepts (2013) outlines questions (see Figure 

8) and guideposts that accompany each of the six HTCs. Educators can use these 

questions to guide their teaching and assessment of disciplinary knowledge. 
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Public History and Public History Education 
 

Public history is history that is available to the public in everyday life (European 

University Institute, n.d.). It connects academic historians with “the broad population 

interested … in historical inquiry” (J. Winter, 1996, p. 169). Public history is collective in 

that it comprises a construction of the past “into history and heritage through a practice 

that involves people, communities, and nations” (European University Institute, n.d. 

[quote]; J. Winter, 1996). School-based history education is one of the most common 

means by which public history is spread (Conrad et al., 2013). Schools influence 

students’ understanding of the past, their historical consciousness, their identity, and their 

acquisition of content knowledge (Conrad et al., 2013). Public history education 

comprises multimodal forms of education that “support citizen engagement with [and 

understanding of] the past” (Conrad et al., 2013, p. 11) at schools, museums, and other 

educational institutions.  

Historical Consciousness 

For Conrad et al. (2013), historical consciousness refers to “how [people] use and 

think about the past” to understand and shape their current lives (pp. 6–7). Chapman and 

Facey (2004) add that historical consciousness facilitates individuals’ understanding of 

Figure 8 The six HTCs and their accompanying questions. 
Reference: Seward, Brown, Sears, & Windsor (2013) 
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their place “in relation to the past” (p. 36). FWW history education scholars, myself 

included, tend to study historical consciousness as “shared (meta) narratives” (Wallace-

Casey, 2017a, p. 5).  

Wallace-Casey (2017a) explains key differences between historical consciousness 

and historical thinking. While historical thinking is overt, historical consciousness is 

invisible (Wallace-Casey, 2017a). Acceptance of the HTC principles means that 

historical thinking can be assessed whereas, due to its tacit nature, historical 

consciousness cannot be evaluated (Wallace-Casey, 2017a).   

Heritage and Heritage Education 

OpenLearn’s (n.d.) Dr. Rodney Harrison explains that there is ‘top-down’ heritage 

and ‘bottom-up’ heritage (OpenLearn, n.d., “2 Explaining Heritage” [online course]). 

‘Top-down’ heritage, also known as official heritage, is the selection, promotion, and 

protection of places that states believe to be important and deserving of preservation 

because they “[embody] regional, national or international values” (OpenLearn, n.d., “2 

Explaining Heritage” [online course], para. 8). Meanwhile, the ‘bottom-up’ approach, 

which is often referred to as unofficial heritage, describes the links “between individuals, 

places, and memories … (usually) at the local level” (OpenLearn, n.d., “2 Explaining 

Heritage” [online course], para. 8). ‘Bottom-up’ heritage is the one pertinent to my study.  

Grever (2017) writes that heritage includes both tangible and intangible “traces 

[of the past] such as annual rituals of commemoration, written and audio-visual sources 

stored in archives, artifacts displayed in museums, [and] other remnants [showcased] in 

public spaces such as statues, monuments, cemeteries and memorial sites” (p. 34). 

Meanwhile, Seixas (2014) describes heritage as “relics and historic sites” (p. 12) and 
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other elements of the tangible past that work to transmit and maintain collective 

identities. Harrison supports both Grever (2017) and Seixas (2014), explaining that 

buildings, objects, and invisible cultural practices such as speaking certain languages are 

all forms of heritage (OpenLearn, n.d., “2.1 What is Heritage” [online course]). Harrison 

writes that a key aspect of heritage is that “traces, relics, and records” (Seixas & Morton, 

2013, p. 40) of the past are passed on from one generation to the next (OpenLearn, n.d., 

“2.1 What is Heritage” [online course]).  

Seixas (2014) posits that heritage distinguishes between us and them, fostering a 

sense of belonging among community members and an obligation to preserve the 

community’s “‘inheritance’ [or] a past that is bequeathed to [community members]” (p. 

12). Seixas (2014) cites authors that have contributed to the understanding of heritage. He 

quotes Grever, de Bruijn, and van Boxtel (2012), who explain that heritage “refers to 

direct encounters, emotions and veneration, not to arguments or examination” (Grever, de 

Bruijn, & van Boxtel, 2012, p. 878, cited in Seixas, 2014, pp. 12–13). Seixas also shares 

Lowenthal’s (1996) definition: “Heritage is ‘tribal, exclusive, patriotic, redemptive, or 

self-aggrandizing[’] [and] counts ‘not on checkable fact but credulous allegiance’” 

(Lowenthal, 1996, pp. 120–121, cited in Seixas, 2014, p. 12).  

Lowenthal (1997) argues that heritage and history are different. He contends that 

“[heritage] is not an inquiry into the past, but a celebration of it ... a profession of faith in 

a past tailored to present-day purposes” (Lowenthal, 1997, p. x, cited in OpenLearn, n.d., 

“2.1 What is Heritage” [online course], para. 4). Grever (2017) contests Lowenthal’s 

understanding of heritage because it separates critical and uncritical history. Meanwhile, 

Grever (2017) supports Seixas’ thoughts regarding the connection between heritage and 
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identity. However, Grever (2017) goes farther, citing Laurajane Smith (2006), whose 

understanding of heritage includes connections with sites, commemoration, and 

remembrance: “[H]eritage is a performance of selecting, conserving, managing, visiting 

and interpreting that ‘embodies acts of remembrance and commemoration while 

negotiating and constructing a sense of place, belonging and understanding in the 

present’” (Smith, 2006, p. 3, cited in Grever, 2017, p. 34). 

Seixas (2014) explains that heritage education works to solidify the collective 

identities of group members, as well as their sense of belonging to that group. Grever 

(2017) meanwhile describes heritage education as educational experiences at museums 

and heritage sites that evoke the past and connect the past to the present. She explains 

that heritage education at war museums combines storytelling with “ultramodern 

[interpretive] techniques such as augmented reality” to make “history come alive” 

(Grever, 2017, p. 35).  

Myths and Legends 

In his defining work Imagined Communities: Reflections on the Origin and 

Spread of Nationalism (1983), Benedict Anderson writes that nations are imagined 

communities—communities whose members do not necessarily interact with, or even 

know of, one another but who feel a sense of connection because they envision a certain 

communion (Anderson, 1983, cited in Grant, 2017, p. 13; Anderson, 1991). Members of 

imagined communities are unified through common languages, races, and pasts 

(Anderson, 1983, cited in Grant, 2017, p. 13). Myths, legends, and symbols exist in all 

nations to foster order and cohesion among members and to facilitate members’ trust in 

“dominant cultural and historical values, attitudes and beliefs” (Cook, 2017; Grant, 2017, 
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pp. 16–17 [quote]). They are simplistic and exaggerated reinterpretations of the past that 

are communicated through words and objects (Grant, 2017). Nevertheless, myths include 

some “historical reality” (Grant, 2017, p. 16) to ensure they are believable. Myths 

influence people’s judgements and perspectives of the past (Grant, 2017). They can also 

create divisions among communities within nations (Cook, 2017). For example, although 

the myths surrounding the Battle of Vimy Ridge have created a sense of unity among 

English-speaking Canadians, they have led to tensions between Québec and the rest of 

Canada (Cook, 2017). 

Memory 

Memory is closely linked to myth. It instils in individuals a sense of belonging to 

social groups such as families, regionalities, and nationalities (Conrad et al., 2013). 

Scholars use many terms including public memory, collective memory, social memory, 

and cultural memory to describe “a group’s shared memory” (Szpunar, 2010, p. 380). 

Harding (2004) writes that societies construct memories, altering them as social 

environments change. He also posits that memory is a “nation-building device” (Harding, 

2004, p. 33) that changes to ensure that a country’s national narrative remains resonant. 

Like Harding (2004), Szpunar (2010) suggests that memories are shaped by the social 

groups to which they belong. He writes that memories can be manifested in gestures, 

habits, and cultural artifacts such as texts and monuments, as well as in “practices, 

relations, and interactions … constrained and guided by the particular configuration of 

place and space” (Szpunar, 2010, p. 380). Szpunar (2010) uses preeminent historical 

consciousness scholar Maurice Halbwachs’ (1992) term landscapes and renowned 

memory scholar Pierre Nora’s (1996) term lieux de mémoire to encapsulate Hutton’s 
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(1993) understanding of collective memory as “an ‘elaborate network of social mores, 

values, and ideals that mark out the dimension of our imaginations according to the 

attitudes of the social group to which we relate’” (Hutton, 1993, cited in Szpunar, 2010, 

p. 380). 

Contemporary FWW memory scholar Jay Winter (2014) distinguishes between 

cultural memory and other types of memory. His understanding of cultural memory 

overlaps with Szpunar’s (2010) understanding of memory. J. Winter (2014) explains that 

cultural memory has resulted from the fact that all those who experienced the FWW have 

died and thus, there is no one left to share stories about the war. Consequently, societies 

must rely on cultural memory—“storytelling, imbedded … in documents, in historic sites, 

and in … rituals and ceremonies” (J. Winter, 2014, p. 173)—to understand the conflict. 

In this regard, cultural memory is static and is closely linked to heritage.  

Nora (1989) explains that history and memory are in opposition to each other. He 

describes history as an intellectual reconstruction of past events that provokes analysis, 

criticism, and interpretation, whereas memory is an ever-changing phenomenon that is 

tied to the present (Nora, 1989). He explains that societies create, manipulate, suppress, 

and revive memories to suit the collective (Nora, 1989). These cultural expressions result 

in remembrance (Grant, 2017; Nora, 1989; Szpunar, 2010). 

Commemoration, Remembrance, and Remembrance Education 

Merriam-Webster’s online dictionary (n.d.) defines to commemorate as “a call to 

remembrance, … to mark by some ceremony or observation, … [and to memorialise].” 

Few scholars whose studies I read offer a detailed definition of commemoration; 

however, the contexts in which they use the word suggest that commemoration refers to 
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honouring tragic events and figures that feature prominently in a society’s memory and 

historical consciousness. J. Winter (2014) explains that commemoration results from 

groups giving “a specific meaning or moral value” (p. 172) to past episodes. He also 

posits that commemoration is not static; it changes to meet groups’ shifting 

understandings of war and the suffering caused by conflict (J. Winter, 2014). He offers 

the example of FWW commemoration, which in recent years, has shifted from notions of 

martyrdom to pacifism in the western world (J. Winter, 2014).     

In the context of my thesis study, commemoration takes the form of 

remembrance. J. Winter and E. Sivan (1999) posit that remembrance is “public 

recollection[,] ... the act of gathering bits and pieces of the past, and joining them together 

in public” (J. Winter & E. Sivan, 1996, p. 6, cited in Pennell, 2018, p. 85). J. Winter 

(2014) points out that remembrance is also a business. Individuals, institutions, and 

organisations make profits from leading battlefield tours, organising pilgrimages, 

curating and installing museum exhibitions, writing books, and creating “toys, … films, 

… and many radio and television” (J. Winter, 2014, p. 166) programmes.  

Commonwealth nations use the term remembrance both to describe the formal act 

of commemorating war dead in a public context and to connote the act of preventing 

current and future generations from forgetting about the sacrifices made during wars 

(Davison & Sheehan, 2017; Harding, 2004, 2006; Morgan, 2016; Pennell, 2016, 2018). 

Claire McKay (2017) uses the term active remembrance to describe “purposeful and 

valued remembrance” (p. 20). She explains that active remembrance takes place when 

people understand and appreciate historical consciousness, which in turn enables them to 

link objects of remembrance to their current circumstances and their “place in history” 
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(McKay, 2017, p. 20). In other words, active remembrance requires individuals to delve 

deeper into studies of war, think historically about conflicts, and actively participate in 

remembrance activities—instead of passively attending commemorative events and 

accepting historical interpretations at face value. 

Pennell (2018) distinguishes between critical history education and remembrance. 

For Pennell (2018), history education requires learners to think independently and to 

question what they learn. Remembrance, on the other hand, hinders historical thinking 

because “the object that is to be remembered is pre-defined” (Pennell, 2018, p. 86). This 

in turn discourages the study of multiple perspectives and historical interpretations 

(Pennell, 2018). Many educational programmes, including Veterans’ Affairs Canada’s 

(VAC) (2019a) Canada Remembers programme, pre-define which historical events and 

figures need to be remembered. The title of the Canada Remembers (2019a) programme 

indicates that its purpose is to facilitate remembrance. The educational resources 

disseminated through the programme, such as fact sheets and documentaries, cover 

certain Canadian—and Newfoundlander—military assaults, thereby defining what 

military actions are deserving of remembrance (VAC, 2019b). The resources offer only 

one interpretation of the conflicts, thereby deterring learners from studying multiple 

historical perspectives (VAC, 2019b). 

J. Winter (2006) encourages the use of the term remembrance rather than memory 

when discussing commemorations, citing that remembrance connotes action (J. Winter, 

2006, cited in Pennell, 2018, p. 85). Since commemoration and remembrance are 

frequently “emotion-laden[,] … patriotic, … [and include] the valuing of relics and 

historic sites” (Seixas, 2014, p. 12), and since individuals and communities feel an 
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obligation to commemorate and remember prominent historical events and figures, 

commemoration and remembrance are examples of heritage, not history.  

Karel Van Nieuwenhuyse and Kaat Wils (2012) use the term remembrance 

education: the sense of obligation that governments and organisations feel to educate 

youth about “‘dark chapters’ from the past” (Van Nieuwenhuyse & Wils, 2012, p. 157). 

These scholars explain that since remembrance education enforces morals and ethics, it 

blocks historical thinking (Nieuwenhuyse & Wils, 2012). Although I did not come across 

the phrase remembrance education in other scholarship, it is pertinent to studies of FWW 

public history education.  

Newfoundland’s Collective Memory of the First World War 

Robert J. Harding (2006) explains the collective memory that shaped NL during 

and following the FWW. He also describes the myth that surfaced in the aftermath of the 

NR’s advance at BH on July 1, 1916—one that continues to “[provide] a national 

foundation myth” (Candow, 2016, p. 371). Meanwhile, Olivia Huybers (2015) outlines 

the evolution of NL’s collective memory. She reiterates some of Harding’s (2004, 2006) 

research and discusses the significant changes that NL’s memory underwent after NL 

confederated, becoming Canada’s tenth province in 1949. 

Newfoundland’s Collective Memory Pre-Confederation 

Harding (2006) posits that between 1916 and 1925, remembrance of BH primarily 

comprised “honouring conjured mythic images of the attack” (p. 27) rather than 

commemorating war dead. He explains that immediately following the NR’s advance at 

BH, NL’s press, government, clergy, and Great War Veterans’ Association (GWVA) 
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disseminated a “‘Beaumont Hamel-centric’ Great War myth” (Harding, 2006, p. 4). They 

held commemorative ceremonies, wrote and published war literature, and initiated the 

establishment of memorial sites to counter Newfoundlanders’ grief (Harding, 2006). The 

press, state, church, and GWVA portrayed the NR as “Christian knights” (Harding, 2006, 

p. 8) who demonstrated courage, determination, and loyalty to the British Empire in their 

attempt to accomplish an inspirational mission (Harding, 2006). Memorial Day ceremony 

organisers and speechmakers emphasised the noble elements of the ‘Beaumont Hamel-

centric’ myth to incite in Newfoundlanders an obligation to actively commemorate, 

remember, and model their behaviour after the soldiers who fell on July 1, 1916 

(Harding, 2006).  

Harding (2006) writes that the lack of war literature published in NL between 

1916–1925 also worked to solidify a myth-based version of FWW memory. During and 

immediately following the FWW, authors published only certain versions of the NR’s 

experiences to persuade Newfoundlanders that “Beaumont Hamel was the country’s 

defining wartime moment” (Harding, 2006, p. 14). Writers and veterans provided 

evidence to support the ‘Beaumont Hamel-centric’ myth, placing blame for the assault’s 

failure on the terrain and German defences at BH (Harding, 2006). Writers and 

commentators also explained that the NR’s sacrifice was necessary in order for the 

British and French Armies to make gains in the southern sector of the Somme, where the 

British and French troops had achieved some of their objectives on July 1, 1916 

(Harding, 2006). They further claimed that the NR’s success at Gueudecourt in October 

1916 resulted from the experience that soldiers gained at BH (Harding, 2006).  
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Harding (2006) provides evidence that the Beaumont-Hamel Newfoundland 

Memorial further strengthened the ‘Beaumont Hamel-centric’ myth. Unveiled on June 7, 

1925, the memorial site provided the Government of NL with the opportunity to solidify 

the dominion’s heritage, national identity, and collective memory of the FWW (Harding, 

2006). The site’s monuments, landscape, and preserved battlefield terrain “symbolized 

Beaumont Hamel as a victorious and inspiring achievement” (Harding, 2006, p. 18), and 

the solemnity of the site conveyed “the cohesiveness of a nation united in common 

memory” (Harding, 2006, p. 18). Moreover, for Harding (2006), the site’s grandeur 

represented NL’s newfound prestige in the British Empire. Meanwhile, the strong- and 

distinguished-looking bronze Caribou monument symbolized the gallant sacrifices of the 

NR, as well as the importance of remembering the combatants and preserving the 

battlefield for eternity (Harding, 2006). 

The Evolution of Newfoundland’s Collective Memory  

Huybers (2015) writes that after NL confederated in 1949, Memorial Day became 

a solemn day. Ceremony hosts no longer described the NR’s advance at BH as 

inspirational and triumphant; instead, they depicted the assault as a tragic event that had 

many negative consequences (Huybers, 2015, p. 60). Huybers (2015) cites Harding’s 

(2006) article in which he writes that after 1949, BH became “a painful reminder of an 

incurable wound suffered by a dead country” (Harding, 2006, p. 24, cited in Huybers, 

2015, p. 60). For instance, academic literature about NL’s involvement in the FWW 

changed, and after 1949, scholars examined the horrors that the NR faced during the 

conflict (Huybers, 2015, pp. 60). Harding (2006) writes that today, Newfoundlanders 

approach BH critically and perceive the events that transpired there with “tragic 
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nostalgia” (p. 25). He further explains that current generations view BH as an event that 

did not result in glory, but instead led to NL’s downfall as a nation (Harding, 2006). 

Although the narrative and collective memory concerning the NR’s July 1916 

experiences at BH have evolved since 1949, the “sombre tone of remembrance” 

(Huybers, 2015, p. 60) continues. Evidence of this is seen in veterans’ testimonies 

(Huybers, 2015). For example, in 1991, Ed Mullen explained that BH was “a mistake, a 

big mistake [that] should never have happened” (Beaumont Hamel: A Battle Remembered 

[Film], 1991, cited in Huybers, 2015, p. 61). The evolution is also evident in recent 

popular and academic literature, public history education offered by organisations such as 

VAC, and the deletion of the word Park from the title of the Beaumont-Hamel 

Newfoundland Memorial. To further the standard narrative of remembrance at BH, the 

Government of NL’s Honour100 Campaign organized “pilgrimages, re[-]enactments, and 

remembrance ceremonies to bring the memory of the war back to life” (Huybers, 2016, 

pp. 61–62) during the FWW centennial years.   

Governments, Nationalism, and Public History Education 

Governments endeavour to construct and disseminate specific nation-building 

narratives, national identities, and collective memories by organising and hosting 

celebrations and commemorations; by investing in cultural products such as memorials, 

paintings, and heritage sites; and by developing—or supporting the development of—

educational resources (Conrad et al., 2013; Harding, 2004; Morgan, 2016; Pennell, 2016; 

Seixas, 2009; Szpunar, 2010). Since the Second World War (SWW), Canadian 

governments have made use of heritage to build “national unity and [further] national 

aspirations” (Conrad et al., 2013, p. 13). Conrad et al.’s (2013) research reveals that 
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Canadians support states’ and organisations’ efforts to foster nation-building narratives 

through public history initiatives. This is evidenced by people’s attendance of events that 

are organised by such associations as The Vimy Foundation and the Juno Beach Centre.  

Schools, universities, and other public history institutions play important roles in 

creating national identities and memories, and textbooks, curriculum documents, teaching 

and learning resources, educators, and learners give rise to nation-building narratives 

(Conrad et al., 2013; Davison & Sheehan, 2017; Morgan, 2016; Pennell, 2016; Seixas, 

2009). Seixas (2009) writes that nineteenth-century efforts to establish universal 

schooling in Canada were part of a nation-building endeavour, and even today, Canadian 

schools serve the purpose of constructing a specific nation through disseminating mythic 

collective memories. Morgan (2016) supports Seixas’ (2009) findings, explaining that 

Canadian school districts promote nationalism by naming schools and school groups after 

people and events that have shaped Canada’s collective memories. For example, Vimy 

Ridge Academy, an Edmonton Public Schools’ sports school, is named after the April 

1917 Battle of Vimy Ridge. The secondary school includes the frequently-cited myths 

associated with the battle in its rationale for the school’s name and nickname (The 

Raiders): 

OUR NAME: It was at Vimy Ridge, France, during World War I that Canada 
shaped its identity as a nation. It was the first time that an all-Canadian group of 
soldiers from across our country, representing many cultures, worked together in 
unison. The efforts of [the] Canadians bonded our country … and established our 
nation as a world symbol of strength, unity, honour and integrity. The qualities of 
leadership, citizenship, commitment, perseverance, ingenuity, physical fitness[,] 
and high performance displayed by these Canadians are those that we strive to 
develop in all our students … (Vimy Ridge Academy, n.d., para. 1) 
 
WE ARE RAIDERS: Our Canadians took part in trench raids, a concept that was 
“developed and perfected by the men of the Dominion.” … As the war progressed, 
the Canadians became relentless raiders, where they would rush the enemy trench 
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in brave and selfless assaults with the hopes of capturing enemy territory. These 
raids were essential in the preparation and execution of our important victory at 
Vimy Ridge. (Vimy Ridge Academy, n.d., para. 2) 

 
Conrad et al. (2013) learned that following the publication of Jack Granatstein’s 

(1998) Who Killed Canadian History?, Canadian school boards and universities 

reassessed their history curricula and courses. They developed new curricula and 

encouraged students to take History courses, thereby exposing students to specific 

narratives of Canada’s past . The scholars—known as The Pasts Collective—also 

discovered that public history works to create “communities of remembering” by 

exposing Canadians to specific histories of Canada. For instance, the Canadian 

Broadcasting Corporation (CBC) and the History Channel produce television shows and 

films that convey specific understandings of Canada’s involvement in military conflicts 

such as the FWW . Schools are the greatest source of public history, offering many 

opportunities for commemoration, because they often include the study of family history, 

personal history, and ethnicity (Conrad et al., 2013).  

Nationalism and War Commemoration 

Nations rely on rich memories that consist of past suffering and past heroic deeds 

(Pennell, 2016). Governments and nationalists employ myths, legends, and “(master) 

narratives” (Van Havere, Wils, Depaepe, Verschaffel, & Van Nieuwenhuyse, 2017, p. 

272) to foster a shared understanding of a nation’s past and to solidify national “identities 

and loyalties” (Conrad et al., 2013, p. 157 [quote]; Cook, 2017; Grant, 2017; Pennell, 

2016). Dominant narratives about nations’ wartime experiences and war 

commemorations are particularly pertinent in efforts to promote nationalism, for wars and 

war remembrance lead communities to unite as “a homogenous national ‘we’” (vom Hau, 



 

 
 

33 

2013, p. 146 [quote]; Pennell, 2016) against a shared enemy. Memories of war conveyed 

through cultural artifacts such as memorials are an excellent way for governments to 

cultivate national stories because civilians continue to feel indebted to those who fought 

to protect and re-establish peace and freedom for their nation (Seixas, 2009). As Benedict 

Anderson (1991) explains, “[t]ombstones and cenotaphs of unknown soldiers are the 

most ‘arresting emblems of the modern culture of nationalism’” (Anderson, 1991, p. 9, 

cited in Pennell, 2016, p. 37). 

Tim Cook (2017) explores governments’ use of myths, legends, and master 

narratives in Vimy: The Battle and the Legend. He discusses how Canadian nationalists 

and past Canadian governments have employed Vimy to foster nationalism. For example, 

he writes that by 1967, which was the fiftieth anniversary of the Battle of Vimy Ridge 

and the centenary of Canadian Confederation, the world had begun to view Canada as a 

peacekeeping nation, Canada had adopted new national symbols, and there was growing 

tension between English Canada and French Canada (Cook, 2017). The Battle of Vimy 

Ridge highlighted unity: English-Canadian, French-Canadian, and Indigenous 

combatants joining forces for a victorious assault against an oppressor (Cook, 2017). 

Consequently, the federal government once again adopted the battle as a representation of 

“the ‘birth of a nation’” (Cook, 2017, p. 324) to foster cohesion among the different 

nations within Canada and remembrance among generations that did not live through the 

1914–1918 war (Cook, 2017). During an address, then-Prime Minister Lester B. Pearson 

stated, “‘Vimy was more than a battle. It has become for Canada a symbol. It is … a 

coming of age of Canada as a nation, … which was brought to birth … with a unity 

sealed in blood’” (Cook, 2017, p. 325).  
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More recently, during the ninetieth anniversary commemorations of the Battle of 

Vimy Ridge in April 2007, then-Prime Minister Stephen Harper described Vimy “in 

biblical terms as ‘[Canada’s] creation story’ (Grace 2014, page 217)” (Grant, 2017, p. 

36), thereby perpetuating the ‘birth of a nation’ narrative (Cook, 2017). Harper’s 

government desired to portray Canada as a country with a strong military, and the 

ninetieth anniversary occurred while war was raging—and Canadian troops were 

fighting—in Afghanistan. The federal government “[re-]framed the historic [B]attle [of 

Vimy Ridge] to meet the needs of the present” (Cook, 2017, p. 362). They employed the 

symbol of Vimy to highlight Canada’s past and present military strength as opposed to its 

peacekeeping (Cook, 2017). On April 9, 2007, then-Minister of Foreign Affairs Peter 

MacKay explained, “‘The Vimy memorial service today will pay tribute to those fallen 

heroes and in Afghanistan we see the willingness of Canadians in modern times to fight 

for those same sacred values’” (Cook, 2017, p. 362). 

Szpunar (2010) describes monuments and memorials as material manifestations of 

collective memory that “‘house memories in a durable fashion, anchoring the transient 

and variable nature of memory itself’” (Zelizer, 1995, p. 232, cited in Szpunar, 2010, p. 

381). During his analysis of the two discourses that arose following three youths’ 

urinating upon Canada’s National War Memorial on July 1, 2006, Szpunar (2010) 

explains that one group, which included then-Prime Minister Stephen Harper, considered 

this episode to be a one-time—albeit thoughtless—incident. Those who held this view 

believed that youth needed to recognise and repair the damage and then “the media and 

Canadians [needed to] ‘get on with life’ [Russell, 2006]” (Szpunar, 2010, p. 387). 

Meanwhile, people who supported the second discourse maintained that the youth who 
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urinated on Canada’s National War Memorial had done so to demonstrate disrespect to 

the Canadian Armed Forces and to protest the war in Afghanistan (Szpunar, 2010). Those 

who held this view also held that the perpetrators needed to be harshly punished for their 

disrespect (Szpunar, 2010). They accused the government of not doing enough to address 

this and other disrespectful incidents that previously had occurred at places of 

commemoration (Szpunar, 2010). Furthermore, as evidence of the interconnectedness of 

education and memory, they criticised the government and the education system for 

neither teaching young Canadians enough about their country’s history nor instilling in 

them a strong collective memory and national identity (Szpunar, 2010).  

Public History Education About the First World War 

The state develops school curricula, textbooks, and supporting educational 

resources; funds several educational foundations, museums, and other heritage sites; and 

therefore, public history education plays a major role in fostering national unity, national 

identity, and remembrance among youth (Conrad et al., 2013; Cook, 2017; Van Havere et 

al., 2017). Since the FWW, many educational institutions such as schools and libraries 

have been named after battles and individuals who fell during that war (Cook, 2017). 

Moreover, many schools memorialise pupils who fell during the FWW on plaques, 

thereby ensuring students’ ongoing exposure to remembrance and national unity (Cook, 

2017).  

In 1992, VAC’s Commemoration Division introduced the Canada Remembers 

programme, which provides teachers with lessons and supporting resources that in turn 

facilitate students’ remembrance of the FWW, SWW, and more recent conflicts through 

learning specific nationalistic historical interpretations of certain battles (Cook, 2017). 
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This tendency of governmental and organisational involvement in developing war-related 

educational resources is seen in other Commonwealth countries as well. When planning 

FWW commemorations, the Government of the United Kingdom and the British 

Broadcasting Corporation (BBC) created educational resources aimed specifically at 

youth (Pennell, 2016). Two examples are the BBC’s development of free online learning 

resources and their conception of three special episodes about the FWW in the Horrible 

Histories series (Pennell, 2016).   

During his examination of Mexican, Peruvian, and Argentinian school ceremonies 

and government-sponsored history and civic textbooks, Matthias vom Hau (2013) learned 

that the three countries’ public schools promote nationalism and collective remembering 

of “independence struggles and international wars” (p. 161). vom Hau’s (2013) research 

supports Harding (2004, 2006) and Cook’s (2017) claims that collective memories of war 

change as societies evolve. He explains that while late nineteenth- and early twentieth-

century memory discourses attributed wartime successes to elite populations, late 

twentieth-century memories credited military victories to entire societies (vom Hau, 

2013). This evolution of memory coincided with increased independence for Mexico, 

Peru, and Argentina (vom Hau, 2013). Similarly, Canadian school history textbooks 

disseminate certain FWW narratives, which evolve as myths and memories of the FWW 

change in Canada (Cook, 2017). While Canadian history textbooks published in the 

aftermath of the FWW gave equal status to the 1915 Second Battle of Ypres and the 1917 

Battle of Vimy Ridge, more recently-released textbooks give prominence solely to the 

Vimy Campaign (Cook, 2017).  
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Recognising that youth not only preserve, but transmit societies’ collective 

memories, governments also frequently involve youth and young adults in work at 

heritage sites, and they target youth when planning and executing celebrations and 

commemorations (Davison & Sheehan, 2017; Harding, 2004; Morgan, 2016; Pennell, 

2016; Seixas, 2009). For example, Parks Canada and VAC convey narratives to younger 

generations that foster particular national identities, historical consciousnesses, and 

collective memories when they hire high school and postsecondary students to work at 

Canada’s national parks and historic sites. VAC’s European Operations branch hires 

university students every four months to work as bilingual interpretive battlefield guides 

at the Canadian National Vimy Memorial and the Beaumont-Hamel Newfoundland 

Memorial (VAC, 2019c). As a Summer 2012 guide, I can attest to the fact that my 

colleagues and I received training that required us to narrate a single, nationalistic 

account of Canadians and Newfoundlanders’ FWW experiences at Vimy Ridge and BH 

respectively. I also can confirm that full-time staff selected guides to accompany them to 

commemorative ceremonies as Government of Canada representatives. Moreover, I can 

verify that the full-time VAC staff engaged guides in remembrance education by taking 

them on a tour of the most well-known memorial sites along the Western Front and by 

having them research and present information about these sites to their peers.  

Pennell’s (2014, 2016, 2018) scholarship sheds light on topics included in and 

excluded from classroom- and battlefield-based FWW history education. She writes that 

the results of the 2013 First World War in the Classroom: Teaching and the Construction 

of Cultural Memory survey showed that when planning what to teach students about the 

FWW, British History teachers generally opt for topics traditionally associated with the 
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conflict (Pennell, 2016). As shown in Figure 9, the survey results showed that 96% of the 

261 History teachers who responded to the question “What topics do you teach in your 

classroom?” teach about trench warfare, 94% teach about the causes and origins of the 

FWW, 85% teach about the Western Front, and 65% teach about the consequences of the 

war (Pennell, 2014). A much smaller 

percentage of respondents reported to teach 

topics that are excluded from British 

popular memories of the FWW. For 

example, only 24%, 21%, and 17% elect to 

teach their students about the war at sea, 

other fronts, and colonialism/decolonisation 

respectively (Pennell, 2014). 

During her analysis of the data she 

collected to learn about students’ 

perspectives on the First World War 

Centenary Battlefields Tour Programme 

(FWWCBTP), Pennell (2018) discovered 

that the tour emphasises the Somme 

Campaign, “Britain as the main protagonist, 

and the main actors involved as the soldiers 

and the soldier-dead” (p. 88). She also 

learned that the tour privileges the Western 

Front and focuses on the loss of men 

Figure 9 This table, which reflects the results of 
the First World War in the Classroom: Teaching 
and the Construction of Cultural Memory survey, 
shows that British teachers prioritise teaching 
topics commonly associated with the FWW. 
Reference: Pennell (2014) 
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(Pennell, 2018). Pennell’s (2014, 2016, 2018) studies reveal that many British students 

learn “a limited ‘menu’ of available FWW history topics” (Pennell, 2014, p. 38), many of 

which are included in The Rooms’ FWW exhibition. 

Davison and Sheehan (2017) conducted a two-part study of 13- and 14-year old 

students to discover whether New Zealand youth uncritically accept the dominant 

narratives and cultural memories of the FWW, particularly as they relate to the 

experiences of the Australian and New Zealand Army Corps (ANZAC) during the 1915 

Gallipoli Campaign. Upon reviewing the results of 1,453 surveys and 345 elicitation 

tasks—students were required to select three of six images depicting aspects of the 

Gallipoli Campaign that best represent why it is important to remember the ANZACs at 

Gallipoli—the researchers learned that young people can in fact think historically about 

the ANZAC experience in the Ottoman Empire (Davison & Sheehan, 2017). They also 

discovered that most students (78.8%) believe that the Gallipoli Campaign is important to 

remember because thousands of soldiers died during that conflict (Davison & Sheehan, 

2017). Although Davison and Sheehan’s (2017) study provides valuable insights into 

FWW history education, one of their survey questions is not well-phrased. Specifically, 

while the survey question asks students to consider what aspects of the Gallipoli 

Campaign are most important for New Zealanders to remember, the survey responses 

available to students correspond more to the question “Why is it significant to remember 

Gallipoli?”  

Despite educators’ best attempts to facilitate learners’ historical thinking about the 

FWW, educators face many hurdles. FWW myths are solidified by and transmitted 

through films, television shows, and public history texts such as Steven Spielberg’s 
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(2011) War Horse, Julian Fellowes’ (2010–2015) Downton Abbey, and Pierre Berton’s 

(1986) Vimy respectively (Pennell, 2012). These media often portray the FWW 

incorrectly, and they offer narrow understandings of the conflict (Pennell, 2012). For 

example, War Horse (2011) depicts trenches as straight (as opposed to zigzags). FWW 

myths are also perpetuated through popular culture, which generally facilitates 

presentism—“the imposition of present ideas on actors [and events] in the past” (Grant, 

2017; Seixas & Morton, 2013, p. 136 [quote]). Due in large part to mass media and social 

media, populations are frequently exposed to popular culture, and thus, to FWW legends 

instead of realities (Grant, 2017). Moreover, the prominence of dominant, nationalistic 

narratives and the “group mentality of socially constructed and politicised rituals of 

remembrance … [lead] to a ‘one size fits all’ response of ‘we will remember’” (Pennell, 

2018, p. 86). This, combined with the emphasis on sacrifice and the emotion-laden nature 

of remembrance, significantly reduces youths’ critical examination of a diverse range of 

topics related to the FWW (Kitson et al., 2019; Nemko, 2009; Pennell, 2018). 

Newfoundland’s Public History Education About the First World War  

Harding (2004) discusses the remembrance education offered by the Government 

of NL during the FWW and the interwar years. During the war, NL secondary school 

curricula promoted “British imperial supremacy” (Harding, 2004, p. 26). Both before and 

after the conflict, the curricula fostered a nation-building collective memory that 

emphasised the prominence of the first day of the Battle of the Somme (Harding, 2004). 

To facilitate the transmission of a nationalistic memory after the FWW, the Government 

of NL organised youth involvement in FWW commemorations. It even provided 

childcare for young children so that parents and older children could attend Memorial 
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Day ceremonies. Moreover, ceremony hosts offered one narrative of NL’s contributions 

to and sacrifices during the FWW, thereby disseminating a specific memory to younger 

generations (Harding, 2004).  

Huybers (2015) describes the recent actions of the Government of NL to promote 

remembrance education. She writes that as part of the Honour100 campaign, the 

government organised study tours of the Western Front for school groups to attend the 

centenary of the first day of the Somme Campaign (Huybers, 2015). The government also 

“[reinforced] the curriculum in secondary schools across the province to focus on NL’s 

contributions during the war” (Huybers, 2015, p. 62).  

Although Harding’s (2004, 2006) research is relevant to my thesis, his studies are 

over ten years old and they only cover the time period of 1916 to 1949. As well, 

education is not the focus of his research; therefore, his descriptions of commemoration 

in NL’s educational institutions are brief. Like Harding (2004, 2006), Huybers (2015) 

reveals important information about the evolution of NL’s collective memory, 

commemorative activities, and remembrance education. Nevertheless, her study lacks 

detail about the province’s current memory. Also, she chiefly cites secondary sources as 

opposed to primary ones. Consequently, more research must be conducted to discover the 

current memories and narratives about NL’s FWW experiences.    

Heritage and Public History in the Canadian Context 

Seixas (2014) describes the Conservative Party’s relatively recent promotion of 

the two-hundredth anniversary of the War of 1812 as the “origin of Canadian national 

identity” (p. 14). He also discusses the Government of Canada’s efforts to commemorate 

the prominent anniversaries of Canadian Confederation, the Charlottetown Conference, 
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the breakout of the FWW, and the Battle of Vimy Ridge. Following these discussions, 

Seixas (2014) summarises a key challenge of heritage in Canada: the several nations 

within Canada, each of which has distinct languages and values. He writes that the three 

most prominent nations are the anglophone nation, the francophone nation of Quebec, 

and the First Nations . Each nation has distinct traditions, celebratory heritage, and 

commemorations, as well as different understandings of Canada’s past and their place in 

it. This multinationalism results in neither a single understanding of Canadian identity 

nor a strong national narrative. It also leads to “ours and not ours … mingling [and] we 

and they … cohabitating” (Seixas, 2014, 13–16), thereby creating multiple Canadian 

heritages.  

Despite the complex nature of heritage in Canada, many Canadians promote and 

are actively engaged in learning about the past (Conrad et al., 2013; Szpunar, 2010). 

Conrad et al. (2013) ascertained that Canadians are “heritage enthusiasts” (p. 8). 

Canadians read books, watch television shows and films about history, and visit museums 

and heritage sites (Conrad et al., 2013). Numerous Canadians also “[trust] museums and 

historic sites above all other sources of [historical] information” (Conrad et al., 2013, p. 

17). A majority of respondents to The Pasts Collective’s survey considered museums 

(65%) and historic sites (55%) to be “very trustworthy” (Conrad et al., 2013, p. 77). 

Australians and Americans also consider museums to be “trusted and reliable” (Seixas & 

Morton, 2013, p. 187) sources of historical information (Gilbert, 2016). Respondents 

acknowledged two reasons for their trust in museums and historic sites as conveyors of 

accurate historical information: First, these sites employ experts to curate and install their 
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exhibits, and second, the displays include artifacts, which are primary source evidence of 

life in the past (Conrad et al., 2013).  

Commemoration: A Hot Topic in Public History Education 

The FWW centenary resulted in the publication of studies about FWW memories, 

misconceptions, commemoration, remembrance, and history education. Although 

Canadian historians such as Tim Cook (2017) contributed to historical enquiries, FWW 

history education was not a focus of Canadian scholars during the centennial years. 

Nevertheless, many history education scholars have written extensively about the 

integration of historical thinking into teaching and learning. For example, while he does 

not examine commemoration in FWW public history education, in 2017, Lindsay Gibson 

published two articles that explain how educators can use recent controversies around the 

commemoration of preeminent Canadians to engage learners in thinking historically 

about commemorating Canada’s past.  

In “Thinking Historically About Canadian Commemoration Controversies,” 

Gibson (2017b, December 4) recounts Western University Ph.D. candidate Elliot 

Worsfold’s argument that “historical figures do not have a single ‘principal legacy,’ but 

rather … [a] legacy … shaped by multiple and often diverse perspectives, beliefs, and 

values within Canadian society” (para. 8). Gibson (2017b, December 4) then outlines 

how the six HTCs in Seixas and Morton’s (2013) historical thinking framework can 

facilitate learners’ critical exploration of Canadian commemoration controversies. 

Specifically, he lists 19 questions that educators can pose to stimulate learners’ critical 

examinations of commemoration (Gibson, 2017b, December 4). Although these questions 
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do not target FWW commemoration and remembrance specifically, they do lend 

themselves to thinking historically about this conflict. (See Appendix D.) 

Meanwhile, in “The Ethical Dimension of Canadian Commemoration 

Controversies” (2017a), Gibson outlines a specific commemoration controversy that 

recently arose in Regina, Saskatchewan, Canada: the renaming of Regina Public Schools’ 

Davin School. The school was named in honour of Saskatchewan politician Nicholas 

Flood Davin, who advocated for women’s rights and French education, but whose 

political actions also resulted in the creation of residential schools (Gibson, 2017a). 

Gibson (2017a) suggests that educators bring the public debates surrounding renaming 

controversies into learning spaces. He posits that participation in debates enables learners 

to develop the skills they require to make ethical judgments about historical 

interpretations. Using Davin School as a case study, Gibson (2017a) suggests an 

additional five questions (accompanied by discussion points) that educators can use to 

guide learners to formulate ethical judgments about who and what to commemorate. (See 

Appendix D.) 

First World War Commemoration Controversies 

For decades, FWW commemoration has been controversial, both in Canada and 

other parts of the Commonwealth. Cook (2017) offers multiple examples of controversies 

related to FWW commemoration. For instance, he describes the animosity that arose 

between French president Charles de Gaulle and the Government of Canada when de 

Gaulle discovered that the Department of Veterans’ Affairs had extended an invitation to 

Her Majesty Queen Elizabeth II to attend the ceremony commemorating the fiftieth 

anniversary of the Battle of Vimy Ridge (Cook, 2017). Feeling that he should have been 
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the one to invite Her Majesty the Queen to the ceremony at the Vimy Memorial, de 

Gaulle “ordered that no senior-ranking French … official … attend the Vimy ceremony, 

and [he] even denied a French honour guard” (Cook, 2017, p. 320). Meanwhile, Grant 

(2017) writes that the prominence of the “negative [w]ar myth” (p. 28) in Great Britain 

heightened in the 1990s. He cites the Daily Express’ 1998 campaign to remove the statue 

of 1st Earl Douglas Haig from Whitehall as one manifestation of the “futility myth” 

(Grant, 2017, p. 28). FWW scholar Gary Sheffield (2018) offers further details about this 

controversy, writing that the Daily Express argued that Haig’s statue was “an insult to the 

memory of those who died through his ineptitude [so] should be torn down from its 

plinth” (p. 43). 

As I explained previously, 

educators face obstacles when 

facilitating critical examinations of the 

FWW. Nevertheless, thanks to the 

historical thinking that Gibson’s (2017a; 

2017b, December 4) questions facilitate, 

educators can engage learners not only 

in analyses of commemoration 

controversies, but in examinations of the 

complexities surrounding FWW interpretations and remembrance. For instance, both 

teachers and museum and heritage site educators can introduce learners to the 2013–2016 

controversy surrounding the installation of the ‘Mother Canada’ statue in the Cape Breton 

Figure 10 The Never Forgotten National Memorial 
Foundation’s proposal to install a 25-foot ‘Mother 
Canada’ memorial with arms outstretched to the 
Canadian National Vimy Memorial in France led to 
several years of controversy. 
Reference: Penner (June 7, 2015) 
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Highlands National Park (see Figure 10). Educators can pose the following questions, 

which facilitate historical thinking and corroboration of evidence:  

• What claims about the event, people, or groups being commemorated are being 
made? 
 

• What does the commemoration reveal about the values, beliefs, and attitudes of 
the people or groups who created the commemoration? 
 

• What primary and secondary sources can be used to support or refute the 
interpretation of the event, person, or group being commemorated?  

 
(Gibson, 2017b, December 4, para. 15) 

Education and Commemoration: The Case of Museums 

History museums are sites of memory that commemorate historical events and 

figures and “‘reflect a host of social, cultural, economic, and ideological underpinnings’” 

(Barton and Levstik, cited in Seixas & Morton, 2013, p. 187). In addition to being 

considered trustworthy transmitters of historical information, museums offer continual 

learning opportunities for those who do not pursue History studies at the postsecondary 

level (Wright-Maley, Grenier, & Marcus, 2018). They also lend themselves to educating 

people about the discipline of history (Wright-Maley et al., 2018). For example, they 

offer visitors opportunities to hold and examine artifacts and artwork unavailable in most 

learning settings which can result in visitors developing their own historical 

interpretations (Wright-Maley et al., 2018). Moreover, museums sometimes expose 

visitors to historical perspectives with which they are unfamiliar (Wright-Maley et al., 

2018).  

Some researchers argue that in the twenty-first century, history museums are 

unsuccessful at targeting an increasingly globalised audience (Boix-Mansilla, 2012, p. 
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270). They reason that many museums focus too much on general “national or global 

histories” (Boix-Mansilla, 2012, p. 270)—thereby fostering strong national identities and 

national unity—and not enough on the histories of the civilians who live in and around 

the sites. Meanwhile, other museums concentrate too narrowly on local and personal 

histories, neglecting to situate information and artifacts within a larger context (Boix-

Mansilla, 2012). Scholars posit that today’s museums need to offer education that 

facilitates visitors’ learning of local, national, and international histories through enquiry 

(Boix-Mansilla, 2012). This in turn will enable visitors to think more historically and 

acquire more “nuanced and inclusive understandings of the past” (Boix-Mansilla, 2012, 

p. 271). The FWW gallery at the Imperial War Museum (IWM) London excels at 

offering relatively inclusive understandings of the 1914–1918 conflict (Kitson et al., 

2019). The exhibition incorporates information about the wartime experiences of Great 

Britain’s combatants, non-combatants, and civilians, as well as information about the 

wartime experiences of combatants from other parts of the British Empire (Kitson et al., 

2019). 

Education and Commemoration: The Case of First World War Museums 

Despite the tendency of many museums to offer ‘edutainment’ (a combination of 

education and entertainment), war museums about the FWW primarily function as sites 

of remembrance (C. Winter, 2018). When Caroline Winter (2018) compiled the survey 

data she collected from visitors to the Fromelles (Pheasant Wood) Museum and the 

Memorial Museum Passchendaele 1917, she discovered that people primarily visit the 

two museums for commemorative reasons rather than to learn about FWW history. J. 

Winter goes so far as to posit that war museums are “‘sacred sites’, because they 
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represent ‘the stories we tell ourselves about who we are and how we have come to be 

who and where we are’” (J. Winter, 2012, p. 152, cited in C. Winter, 2018, p. 213). In 

fact, when he spoke at the 2018 Curating the Great War conference at the IWM London, 

he described sites of FWW memory as “the cathedrals of today” (J. Winter, personal 

communication [conference presentation], 2018, September 13), because people visit 

them as pilgrims.  

Kitson et al.’s (2019) findings support C. Winter (2018) and J. Winter’s (2012) 

claims. During their study, Kitson et al. (2019) assessed the degree to which British and 

New Zealander students’ prior experiences conducting historical enquiries enable them to 

critically examine dominant FWW narratives presented in museums and other heritage 

sites. During their interpretation of the data they collected from students who visited 

IWM London and the National Army Museum in London, and the Gallipoli: The Scale of 

our War and the Pukeahu National War Memorial Park and Great War exhibitions in 

New Zealand, Kitson et al. (2019) discovered that the majority of student participants 

viewed the dominant narratives they confronted during their museum visits through the 

“lens of sacrifice, duty and heroism” (pp. 14–15). Students generally did not think 

historically. For example, most English and New Zealand students did not examine 

continuity and change. Also, the students who were surveyed following their visit to the 

IWM London did not demonstrate understandings of the multiple perspectives offered 

throughout the FWW exhibition hall (Kitson et al., 2019). The scholars further learned 

that students were hesitant to question and critique the exhibition by offering their 

thoughts on what content the displays were missing (Kitson et al., 2019).  
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Barnaby Nemko’s (2009) findings were similar to those of Kitson et al. (2019). 

During his study entitled “Are We Creating a Generation of ‘Historical Tourists’?” 

(2009), Nemko learned that the emotional responses that battlefields and other FWW 

sites of memory evoke hinder historical enquiry and impede historical thinking about 

commemoration, memorialisation, and ‘big ideas’. While analysing and categorising the 

photographic displays that his students completed after visiting the Ypres Salient, Nemko 

(2009) discovered that secondary students frequently approach commemorative sites 

along the Western Front as historical tourists: people who neither question nor critically 

examine what they see and experience at sites because they view the sites as reverential. 

Nemko (2009) concludes that students’ historical tourist approach to visiting sites of 

FWW memory prevents them from understanding that sites are constructs designed to 

foster remembrance and to convey specific, often nationalistic and politicised, 

interpretations of the FWW.  

Due to war museums’ focus on remembrance and (to a lesser extent) on 

‘edutainment,’ and due to the fact that war museums generally display politically-charged 

information and nationalistic narratives, preparing educational initiatives that facilitate 

critical examinations of ‘big ideas’ related to FWW history poses challenges for staff (C. 

Winter, 2018). Perhaps this is the reason why some war museums, such as the Historial 

de la Grande Guerre in Péronne, France, only offer self-guided tours to school groups 

(Kitson et al., 2019).  

Integrating Historical Thinking into Museum Exhibitions 

Gosselin (2010) discusses important findings about museum visitors’ trust in 

exhibitions, as well as the presence and absence of historical thinking at museums. 
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Through conducting individual interviews with the developers of the Unnatural History 

of Stanley Park (Museum of Vancouver, Vancouver, September 2008 – February 2009) 

and the Being Irish O’Québec (McCord Museum, Montreal, March 2009 – September 

2010) exhibitions, she learned that curators and other members of exhibition development 

teams view themselves as “rigorous storytellers” (Gosselin, 2010, p. 30) whose job is to 

transmit knowledge and influence visitors’ perspectives through providing up-to-date 

historical interpretations. In other words, exhibition developers view history as “an 

informational subject rather than an educational subject” (Gosselin, 2010, p. 30). 

Gosselin (2010) also ascertained that while visitors trust information presented in 

exhibition halls and accept exhibitions’ overarching themes, they are capable of critically 

examining displays. She gathered that in the absence of intentional integration of 

historical thinking into exhibitions, many visitors think historically (Gosselin, 2010). For 

example, one visitor recognised and critiqued the absence of the Indigenous voice from 

the Unnatural History of Stanley Park exhibition (Gosselin, 2010).  

In her PhD dissertation, Gosselin (2011) notes that not all museum staff have a 

background in education and historical thinking. To ensure that exhibition developers 

create displays that incorporate historical thinking, Gosselin (2011) advocates for 

consistent dialogue among team members about “the exhibition themes and messages in 

terms of substantive and procedural historical knowledge” (p. 175). She also suggests that 

team members adopt common history-related vocabulary and point out their use of the 

HTCs during the curation and installation of exhibits (Gosselin, 2011). She argues that 

these actions might lead team members to adopt common understandings of exhibitions’ 

interpretive and educational purposes (Gosselin, 2011).   
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When developing an exhibition and its accompanying educational resources, 

museum staff must make decisions, including what overarching themes drive the 

exhibition’s creation. Staff can choose for exhibits to have a commemorative focus, but 

many do not. For instance, the team that developed the Being Irish O’Quebec exhibition 

opted against commemorating the Irish community in Quebec (Gosselin, 2011). Instead, 

they displayed information and sources that narrated the “integration of Irish immigrants 

and their contribution to the … fabric of Quebec from the era of New France to today” 

(McCord Museum, n.d., para. 1).  

To increase historical thinking at museums, Gosselin (2010) further suggests that 

exhibitions include “historical wayfinders” (p. 33). She describes historical wayfinders as 

individuals who “make the ‘how’ of history more explicit” (Gosselin, 2010, p. 33). In 

other words, she proposes that staff members and/or volunteers who know how to 

facilitate historical thinking be stationed inside exhibition halls to interact with visitors, 

guiding them to think historically about the narratives and objects on display (Gosselin, 

2010). Gosselin’s (2010) suggestion of involving historical wayfinders in museum 

exhibitions is excellent, because it facilitates collaborative learning and provides 

scaffolding to those who are unfamiliar with “the ‘how’ of history” (Gosselin, 2010, p. 

33). As well, historical wayfinders give visitors ‘voice and choice,’ and as War and the 

Canadian Experience tour director Blake Seward repeated during the 2016 and 2017 field 

courses, offering learners ‘voice and choice’ increases learner engagement and facilitates 

higher-order thinking (personal communication [discussion], July 2016, July 2017).  

Museum education scholar Lisa Gilbert (2016) argues for critical enquiry during 

field trips to history museums. She uses the term museum literacy to describe students’ 
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interrogation of “not only the narratives on display, but also the institutions that house 

them” (p. 53). She explains that museum-literate students understand that museums are 

institutions inscribed with authority; therefore, during museum visits, they critically 

examine and question the historical interpretations on display (Gilbert, 2016). Similar to 

Gibson (2017a; 2017b, December 4), Gilbert (2016) outlines enquiry questions that 

educators can pose to students before, during, and following field trips to history 

museums. (See Appendix E.)  Some scholars such as Marisa Gonzalez de Oleaga, Mikel 

Asensio and Elena Pol recommend that curators also make their curatorial decisions 

explicit (Boix-Mansilla, 2012). Specifically, they posit that exhibition developers should 

offer insights both into how they researched the information and objects included in the 

exhibitions and how they arrived at the featured historical interpretations (Boix-Mansilla, 

2012). Inclusion of this information reduces the chance that visitors will view the 

narratives presented as authoritative historical truths (Boix-Mansilla, 2012). Another 

benefit of historical wayfinders is that they shed light on curators’ approaches to 

exhibition development. To encourage visitors to consider multiple viewpoints and gain a 

more inclusive understanding of the past, exhibition developers can present historical 

interpretations from different communities’ perspectives and can offer multiple 

interpretations of (reproduction) artifacts (Boix-Mansilla, 2012; Gosselin, 2011).  

During fieldtrips that entail self-guided tours of museum exhibitions, it is not 

effective for teachers to march students through exhibition halls, expect students to read 

everything, and have students hunt for information and complete scavenger hunts (L. 

Gilbert, as described in Krutka & Milton, 2017, June 3; Wright-Maley et al., 2018). 

Wright-Maley et al. (2018) posit that scavenger hunts limit students’ museum 



 

 
 

53 

experiences in that students only acquire knowledge that corresponds to the questions in 

the scavenger hunt. They also explain that “[students’] head[s] [are] so into the clipboard 

that … [they miss] the breathing in of the air and the seeing and the smelling and the 

feeling” (Wright-Maley et al., 2018, p. 212). Gilbert argues that teachers should engage 

students in meaningful experiences during self-guided gallery tours (L. Gilbert, as 

described in Krutka & Milton, 2017, June 3). Meaningful tours as those that allow 

students to read and research what interests them, as well as those that inspire students to 

learn more about the topic (L. Gilbert, as described in Krutka & Milton, 2017, June 3).  

Integrating Historical Thinking into Museum Programming 

 While many history education and museum education scholars have researched 

historical thinking in school settings and museum exhibitions, few have studied the 

integration of historical thinking into staff-delivered onsite museum programming. 

Despite the lack of literature concerning historical thinking as it is incorporated into 

educational programming, one thing is clear: It is important for teachers and museum 

staff to communicate and collaborate before school groups’ arrival at sites (L. Gilbert, as 

described in Krutka & Milton, 2017, June 3; Wright-Maley et al., 2018). During their 

discussion with Gilbert, Krutka & Milton (2017, June 3) learned that teachers and 

museum educators often have different understandings of how best to engage students in 

learning during museum visits. They discovered that teachers often have preconceived 

notions about both the purpose of museum programming and what best museum 

education practices entail (L. Gilbert, as described in Krutka & Milton, 2017, June 3). 

Many teachers assume that best museum education and school education practices are the 

same, when they are not (L. Gilbert, as described in Krutka & Milton, 2017, June 3). Due 
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to the differing understandings, as well as teachers’ general desire for students to learn 

content and processes that align with curricula, teachers and museum staff benefit from 

corresponding prior to field trips (Wright-Maley et al., 2018). If given enough notice, 

sometimes site staff can tailor programming to specific curricular objectives (Wright-

Maley et al., 2018).  

Wallace-Casey (2017a, 2017b) conducted a 14-week study in New Brunswick, 

Canada to determine the links between historical thinking and historical consciousness in 

museum settings. The study involved a grade 7 class and five adult volunteers who 

collaborated to conduct historical enquiries using a local history museum’s collection and 

an adapted version of Elliot’s (1994) Material History Framework for Historical 

Thinking (Wallace-Casey, 2017a; 2017b). Students first studied the narratives presented 

in the museum’s displays, then examined the primary and secondary evidence that 

informed curators’ narrative constructions, and finally “reinterpreted their findings as 

exhibit projects” (Wallace-Casey, 2017a, p. v).  

Over the 14-week period, Wallace-Casey (2017a, 2017b) observed shifts in 

students’ understanding of knowledge construction and historical consciousness 

(Wallace-Casey, 2017a; 2017b). She watched students blossom into historical thinkers 

(Wallace-Casey, 2017a; 2017b). The historical enquiry process armed students with the 

skills to “[discover] and [deconstruct] the narratives that they encountered within the 

museum” (Wallace-Casey, 2017a, p. v); investigate, ask questions about, and draw 

evidence from primary sources; corroborate evidence; make inferences and draw 

conclusions; and construct historical interpretations based on evidence (Wallace-Casey, 

2017a; 2017b). Wallace-Casey (2017a) observed that students constructed “hybrid 
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narratives [partly their own and partly that of the museum]” (p. v), but that as weeks 

passed, students’ “remembering [of] the past” (p. v) incorporated more nuanced and 

unique understandings as opposed to just traditional and popular ones.  

Wallace-Casey (2017a) also noted changes in the adult volunteers. They shifted 

from delivering content knowledge to becoming active collaborators who responded to 

students’ questions, modelled historical thinking, and viewed students as fully-fledged 

researchers (Wallace-Casey, 2017a). Interestingly, despite their participation in historical 

thinking activities, adults’ perceptions of source authority and the social constructionist 

nature of history, and their understanding of “Canada’s past and New Brunswick’s past” 

(Wallace-Casey, 2017a, p. v), remained consistent during the 14-week study. Based on 

her findings, Wallace-Casey (2017b) recommends that to increase students’ historical 

thinking, museum staff “[empower students] to become active members of [the 

museum’s] community of inquiry” (p. 1).  

Integrating Historical Thinking into First World War Museum Programming  

David Johnson and Nicole Gilbertson (2010) explain that Generation Y students 

benefit from analysing visual primary source evidence. They outline a framework entitled 

The 6 C’s of Primary Source Analysis, which educators and learners can use during 

enquiries into FWW memorialisation and the memories transmitted through cultural 

artifacts such as those featured in museums (Johnson & Gilbertson, 2010). As outlined in 

the table featured in Appendix F, the six C’s refer to content, citation, context, 

connections, communication, and conclusions (Johnson & Gilbertson, 2010): 

• Content concerns the main idea(s) conveyed by the visual primary source. It 
requires students to describe what they see. 
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• Citation refers to students’ discovery of the source’s creator and creation date. 
 

• Context requires students to study and reflect on the events that took place at the 
time and in the region in which the source was crafted. 

 
• Connections involves students linking the primary source to their prior 

knowledge. 
 

• Communication obliges students to determine the point of view and bias of the 
source’s creator. 

 
• Conclusions compels students to consider how the visual primary source 

contributes to their understanding of history.  
 

Like Seixas and Morton’s (2013) framework, Johnson and Gilbertson’s (2010) 

framework is well-suited to museum programming. During a 90- or 120-minute 

programme, students can enquire into the 6 C’s so as to gain insights into what messages 

and memories are encapsulated in and transmitted through cultural products.  

Gaps in Research 

 While synthesising literature, I noted several areas that require further research. 

Since there is no “hard and fast dividing line” (Van Nieuwenhuyse & Wils, 2012, p. 157) 

between the study of commemoration and history, it will be beneficial for researchers to 

delineate what commemoration encompasses in their scholarship. Likewise, it will be 

helpful for scholars to distinguish between historical consciousness and the different 

types of memory such as collective, public, and cultural memory.  

Despite Harding (2004, 2006) and Huybers’ (2015) findings, more academic 

historical research must be undertaken—using a more diverse range of research 

methodologies and methods—to determine the NR’s involvement in the FWW and the 

evolution of NL’s collective memory and commemorative practices related to the 1914–

1918 period. As well, since the NR’s July 1, 1916 advance at BH holds such a prominent 



 

 
 

57 

place in NL’s collective memory, further research into school-, museum-, and other 

heritage site-based education about this event is necessary. Moreover, scholars must 

conduct enquiries into the presence and interconnectedness of nationalism, memory, 

public history education, and remembrance in NL’s educational institutions. 

While Canadian history education scholars are renowned for their research into 

historical thinking, scholarship regarding Canada’s history education about the FWW and 

its commemoration is lacking. As I explained at the beginning of this chapter, most of the 

FWW-related research included in this review of literature came out of England. 

Although her findings are noteworthy, Canadian scholar Cecelia Morgan’s (2016) 

research, as outlined in Commemorating Canada: History, Heritage, and Memory, 

1850s–1990s, is more public than academic in nature. It focuses more on the evolution of 

history education rather than on the manifestation of commemoration in Canadian 

educational institutions. Furthermore, Morgan’s (2016) discussion of history education in 

anglophone regions of Canada primarily concentrates on education offered in Ontario, 

and it largely centres around textbooks. Moreover, her research does not offer detailed 

information about commemoration at museums and other heritage sites. Scholars must 

make further enquiries into commemoration and nationalism as they appear in the 

intended, enacted, lived, and learned curricula at Canadian sites of FWW memory.   

I did not find articles about public history education prepared and delivered by 

museum and other heritage site staff. Most studies about historical thinking in museum 

settings examine exhibitions, not educational programming. As such, my thesis research 

is an important addition to current scholarship. Hopefully, my examinations of staff-
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delivered FWW history education offered at The Rooms will inspire others to study 

historical thinking in programming offered at sites of memory.   

Finally, research into public history education, memory, commemoration, and 

remembrance must be expanded to include a diverse range of research methodologies. As 

I read through the texts included in this literature review, I realised that most of the 

studies fall into the analytical and qualitative research paradigms. As such, more critical, 

quantitative, and mixed-methods educational research is required.  

Conclusion 

 The scholarship reviewed in this chapter offers insights into Canada and NL’s 

collective memory and public history education about the FWW. It also outlines the links 

between nationalism, history education, public history education, heritage education, 

historical consciousness, memory, commemoration, and remembrance. The ties between 

history education and commemoration, particularly between FWW education and its 

remembrance, are complicated. Among other factors discussed in this chapter, dominant 

FWW narratives are so engrained in Commonwealth nations’ collective memories that it 

is challenging for history educators to facilitate learners’ critical explorations of non-

traditional topics related to this conflict. The prevalence of social and mass media, which 

generally transmit dominant historical interpretations, and the emotional responses that 

pre-defined narratives and remembrance activities trigger, result in further barriers to 

critical examinations of the FWW (Grant, 2017; Kitson et al., 2019; Nemko, 2009; 

Pennell, 2018).  

More research into FWW public history education and commemoration in the 

Canadian and NL contexts is required. Further examinations of the inclusion of historical 
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thinking in museum and other heritage site settings are also necessary. For this reason, 

my research into the public history education designed and delivered onsite by The 

Rooms’ staff is an important contribution to the canon. 
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Chapter 3: Research Methods and Methodologies 
 

Introduction 

 This chapter discusses the paradigm, theoretical lens, research methodologies, 

research methods, and data analysis strategies I applied to my thesis project. It also 

describes my research participants and the approach I took to recruiting them.  

Theoretical Framework 

Della Porta and Keating (2008) write that “interpretation is often dependent on the 

values and concerns of the historian” (p. 25). History museum staff, likewise, develop 

exhibitions, programming, and other educational initiatives with specific—and often 

preconceived—historical accounts in mind. These include their own understandings of 

the past and the historical interpretations adopted by the sites at which they work. In other 

words, those who develop public history education construct specific historical 

consciousnesses of the past, thereby “[linking individuals] to particular histories” 

(Morgan, 2016, p. 36). Since narratives are “subjectively constructed, and consist of 

many interpretations and understandings” (Sloat, 2018c, p. 1), and since one aim of my 

research study was to understand The Rooms’ interpretations of the NR’s FWW military 

engagements, I applied a social constructionist lens to the design, enactment, and 

presentation of my research.  

As Patel (2015) describes, the social constructionist paradigm aligns with the 

interpretivist perspective. As such, my research is situated in the interpretivist theoretical 

framework (Sloat, 2018a). Analyses of the data I collected via document evaluations, 

exhibition examinations, interviews, and observations enabled me not only to determine 



 

 
 

61 

The Rooms’ interpretations of the NR’s FWW military engagements, but to understand 

the approach the staff takes to educate visitors about these historical episodes. 

Furthermore, my analyses allowed me to understand the extent to which Seixas and 

Morton’s (2013) historical thinking framework is integrated into the Beaumont-Hamel 

and the Trail of the Caribou (BHTC) exhibition and into Soldiers’ Stories: 

Newfoundlanders and Labradorians at War. As I explained in Chapter 2, the theoretical 

framework of my study was also driven by research about historical thinking, public 

history education, and heritage, as well as by research into “commemoration, 

remembrance, and memory as they pertain to shaping civil and political communities” 

(A. Sears, personal communication [discussion], February 14, 2018).  

Research Methodologies 

My research employed a case study design (Cranton & Merriam, 2015). The unit 

under investigation was The Rooms’ approach to public history education in the BHTC 

exhibition and in Soldiers’ Stories. Since my research involved examinations of both The 

Rooms’ interpretation(s) of the NR’s military assaults and the site’s incorporation of 

historical thinking into BHTC and the school programme, I analysed the discourse of 

research participants, the interpretive media in the FWW gallery, and the documents that 

accompany Soldiers’ Stories. Given that my research fell into the social constructionist 

and interpretivist paradigms, and included examinations of historical interpretations and 

the integration of historical thinking into education, the methodologies of case study and 

narrative enquiry were well-suited to my project (Cranton & Merriam, 2015). The 

triangulation of both research methodologies and research methods resulted in more in-
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depth descriptions and “validate[d] interpretations of findings” (Thurmond, 2001, pp. 

255–256), for the different data sets reinforced my analyses and conclusions.  

Case Study Research  

As I previously explained, few academic historians have conducted research about 

the NR’s experiences in the FWW and at BH, and no one has analysed museums’ 

interpretations of the 1916 Battle of the Somme as it took place at BH. Furthermore, few 

scholars have studied staff-developed and staff-delivered educational programming, and 

few have examined the incorporation of historical thinking opportunities into museum 

exhibitions and onsite programming. Since case studies lend themselves to the 

exploration of “[areas] … not well researched or conceptualised” (Cranton & Merriam, 

2015, p. 59), my study was well-suited to the case study methodology. 

According to Baxter and Jack (2008), case studies offer flexibility in the 

examination of “a phenomenon within its context using a variety of data sources” (pp. 

544–545). Thanks in large part to the cooperation and helpfulness of staff during and 

following my fieldwork at The Rooms, I employed four data collection methods: 

document evaluations, exhibition examinations, interviews, and observations. The 

multiple methods in turn “[provided] a more ‘convincing and accurate’ case study” (Yin, 

1994 and Casey & Houghton, 2010, cited in Houghton, Casey, Shaw, & Murphy, 2013, 

p. 12). Baxter and Jack (2008) also explain that case study research is suitable when the 

unit under study is linked to the context. The phenomenon I studied—the approaches The 

Rooms takes to educate learners about the NR’s FWW military assaults—is definitely 

closely connected to NL. Since The Rooms houses NL’s provincial archives, art gallery, 

and museum, many individuals, families, and school and community groups from all over 



 

 
 

63 

the province visit the site to explore the galleries, participate in onsite programmes, and 

conduct archival research. As well, as evidenced by Memorial Day and the existence of 

both the Beaumont-Hamel Newfoundland Memorial on the Somme and the Trail of the 

Caribou route along the Western Front, the FWW, the NR, and the regiment’s assault at 

BH continue to feature prominently in NL’s collective memory.  

Another reason why I chose to employ case study research is that this 

methodology enables novice scholars to acquire research-related knowledge and skills 

(Flyvbjerg, 2006). Flyvbjerg (2006) writes that the “concrete, context-dependent” (p. 6) 

nature of case study research, the closeness of researchers to actual situations, and the 

detailed analyses and descriptions that result from case studies allow first-time 

researchers such as myself to develop knowledge and competencies that will benefit their 

future research endeavours.  

Flyvbjerg (2006) quotes Hans Eysenck (1976) who explained that “‘sometimes 

we simply have to keep our eyes open and look carefully at individual cases—not in the 

hope of proving anything, but rather in the hope of learning something!’” (Eysenck, 

1976, p. 9, cited in Flyvbjerg, 2006, p. 7). My desire to gain rich knowledge also drove 

my decision to study a phenomenon. As I wrote in Chapter 1, two reasons why I pursued 

research-based graduate studies were to acquire knowledge about subjects of interest to 

me and to gain skills that will allow me to pursue doctoral studies and potentially a career 

in academia. My goal was never to prove a hypothesis.  

Two final reasons why I chose the case study methodology are that case studies 

are generally more accessible to the public, and they facilitate action because findings can 

be “put to use” (Bassey, 1999, p. 23). As I explained in the previous chapter, one of my 
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goals in pursuing a research-based degree was to write a document that educators and 

curriculum developers can access and use to inform the public history education 

curricula, programmes, and resources they develop and deliver.  

Narrative Enquiry 

Heilbrun (1988) writes, “We live our lives through texts. … Whatever their form 

or medium, … stories have formed us all” (Heilbrun, 1988, Writing a Woman’s Life, p. 

37, cited in Clandinin & Connelly, 1990, p. 2). This claim is pertinent to studies of the 

FWW, a conflict that left an indelible mark on Newfoundlanders and on the international 

community. Education about the FWW is both an academic and public historical 

“construction and reconstruction of personal and [societal] stories” (Clandinin & 

Connelly, 1990, p. 2). Fictional and nonfictional accounts of the FWW have influenced 

our perception of it, as have oral histories, news stories, and interpretations featured in 

museums and other heritage sites. Curators and other members of FWW exhibition 

development teams reconstruct both personal and societal narratives, telling stories that 

connect with visitors and encourage visitor interaction (Clandinin & Connelly, 1990). 

Exhibition developers are historical interpreters, many of whom view themselves as 

storytellers (Gosselin, 2010). Since the role of narrative researchers is to examine and 

detail stories of people’s lives, and since The Rooms employs teams that “tell stories of 

[individuals and groups’ lives]” (Clandinin & Connelly, 1990, p. 2), narrative enquiry 

was a fitting methodology to apply to my study.   

I also chose narrative enquiry because it lends itself to interdisciplinary studies 

such as history education (Clandinin & Connelly, 1990). As well, it aligns with 

interpretivism and social constructionism, both of which informed the design and 
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enactment of my thesis project (Clandinin & Huber, 2010). Narrative enquiry also 

worked well because my research facilitated “collaboration between researcher and 

participants … in social interactions with milieus” (Clandinin & Connelly, 1990; 

Clandinin & Connelly, 2000, p. 20 [quote]). I interacted consistently with my research 

participants during, and in the months following, my ten days at The Rooms.  

My research focus and questions also required me to study “textually situated 

narrative[s]” (Bruner, 1991, p. 5). Clandinin and Connelly (1990) describe this process as 

“inquiry into narrative” (p. 2), which they classify both as a phenomenon and a research 

method. Specifically, to understand The Rooms’ interpretations of the NR’s FWW 

military engagements, I carefully analysed the text and other media featured in the BHTC 

exhibition. I also studied research participants’ discourse during interviews and 

observations to determine their own and The Rooms’ understandings of the NR in the 

FWW. These analyses allowed me to understand NL’s collective memories of the FWW, 

to consider how these memories have shaped Newfoundlanders’ identity, and to 

determine opportunities for historical thinking in BHTC and in Soldiers’ Stories (Bruner, 

1991; Clandinin & Huber, 2010; Cranton & Merriam, 2015; Daiute & Lightfoot, 2004). 

In conclusion, my critical analyses and subsequent interpretation of the narratives 

presented in my data will benefit and hopefully inspire other researchers and educators 

(Clandinin & Connelly, 1990). 

Research Participants and the Recruitment Process 

Studies that fall within the interpretivist paradigm generate more “in-depth 

responses and interpretations” (Cranton & Merriam, 2015, p. 103). This necessitates 
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fewer research subjects. To learn about the public history education offered in BHTC and 

Soldiers’ Stories, I recruited three research participants from among The Rooms’ staff. 

According to Clandinin & Connelly (1990), narrative enquiry involves 

researchers and research participants negotiating “a shared narrative unity” (pp 3–4). This 

requires trusting relationships and equality among all (Clandinin & Connelly, 1990). To 

foster professional relationships and “narrative unity” (Clandinin & Connelly, 1990, pp. 

3–4), to practise respectful research and “contextual sensitivity” (Tilley, 2016, p. 16), and 

to give possible participants time to ask clarifying questions, I contacted The Rooms via 

email two months prior to my research trip. Following the procedure I outlined in my 

application for research ethics’ approval, I enquired about the possibility of conducting 

qualitative research onsite and about the staff’s interest in partaking in my study. To 

enable staff to gain a more nuanced understanding of my thesis project, I attached the 

Research Ethics Board-approved information package and consent form (see Appendices 

A and B) to my email. Nathalie1, a member of The Rooms’ Education and Public 

Programming team, responded to my email almost immediately expressing interest in my 

study and suggesting that I visit The Rooms at the beginning of March 2019. Nathalie 

also shared the dates school groups were registered for Soldiers’ Stories. This 

information allowed me to determine dates for potential observations and to finalise the 

dates of my trip: March 3 – 13, 2019.  

In the weeks leading up to my research trip, Nathalie and I exchanged several 

emails. She suggested I recruit research participants prior to my arrival in NL. As such, 

she distributed the information package to her colleagues, two of whom expressed 

 
1 To maintain confidentiality, I replaced research participants’ names with pseudonyms. 
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interest in my project (Elizabeth and Nicole). Upon my arrival at The Rooms, I provided 

Elizabeth, Nathalie, and Nicole with hard copies of the information package, and I 

answered their questions. They all signed consent forms prior to completing interviews 

and observations.  

Elizabeth, Nathalie, and Nicole were born and raised in NL. While Elizabeth has 

lived in NL her entire life, Nathalie and Nicole pursued postsecondary studies outside of 

the province. After being away for a few years, both returned to NL for reasons related to 

work and family. Elizabeth, Nathalie, and Nicole all have family members who 

contributed to the FWW—both overseas and on the home front. In fact, the stories of at 

least one participant’s ancestors are featured in the BHTC exhibition! While Elizabeth’s 

ancestor was killed in action in 1916, Nathalie and Nicole’s relations survived the war.  

Elizabeth, Nathalie, and Nicole are all highly qualified professionals. One 

participant has a Master of Arts in Museum Studies, while another has taken Master-level 

courses in a field related to museum education. All three worked in heritage settings for 

several years before transitioning into their current roles at The Rooms. As well, all have 

completed professional development related to their positions. One participant was 

involved in the interpretive planning of BHTC. Meanwhile, another did a walk-through 

of the exhibition as it neared completion so as to begin planning public programming.  

Research Methods 

As previously mentioned, I employed four data collection methods: interviews, 

exhibition examinations, document evaluations, and participant observations. The 

sections that follow explain my rationale for choosing these research methods. They also 

detail the approaches I took to analyse the data I collected. Due to the cost of purchasing 
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data-analysis software programmes such as NVivo, I studied the data by hand (Tilley, 

2016). To determine the big picture and to corroborate data, I analysed the data sets both 

separately and together (Tilley, 2016). 

Before proceeding, it is important to note that even before I began my graduate 

studies, I knew that my identity, world views, “cultural and historical formations” (Tilley, 

2016, p. 13), and ties to BH would influence my data analyses and interpretations. 

Consequently, before, during, and following my fieldwork, I practised critical reflexivity 

with the goal of accurately interpreting the data (Tilley, 2016). I began questioning my 

beliefs and understandings of the NR’s engagement at BH during the Winter 2018 term, 

when I designed my initial research plan for an assignment in course Qualitative Methods 

of Research in Education (Tilley, 2016).   

Interviews 

Since my study was grounded in interpretivism and included narrative enquiry as 

a methodology, and since interviews elicit stories, the interview method lent itself to my 

research (Cranton & Merriam, 2015). As I explained earlier, I interviewed three 

individuals who work at The Rooms: Elizabeth, Nathalie, and Nicole. All of the 

interviews took place in meeting rooms onsite. Interviews were 50 to 90 minutes in 

length. I used the computer application QuickTime Player, the iPhone application Voice 

Memos, and a Sony digital voice recorder to record the dialogue.  

Interviews enabled me to “[gather participants’] opinions and facts” (Cranton & 

Merriam, 2015, p. 117), which complemented the data I collected during observations: 

research subjects’ characteristics, behaviours, and historical interpretations. I conducted 

semi-structured interviews, because their flexibility facilitated natural, yet directed, 
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conversation that allowed me to probe deeper (Cranton & Merriam, 2015; Sloat, 2018b; 

Tilley, 2016). To gather more data and to seek clarity, I constantly asked follow-up 

questions. To remain as objective as possible, I constantly reflected on my bias and the 

influence of my “historical and cultural [positioning and identity]” (Tilley, 2016, p. 13) 

on my understanding of and response to the information that Elizabeth, Nathalie, and 

Nicole shared.  

During their interviews, Elizabeth, Nathalie, and Nicole provided information 

about The Rooms’ FWW public history education; explained BHTC’s exhibition 

development process, goals, themes, and content; and outlined the objectives and format 

of Soldiers’ Stories. The interviews also helped me gain a nuanced understanding of NL’s 

collective memory of the 1914–1918 period, The Rooms’ interpretations of the NR’s 

military engagements, and the extent to which historical thinking is incorporated into 

BHTC and Soldiers’ Stories.  

Data Analysis. In the weeks following my research trip to NL, I listened to the 

recordings of Elizabeth, Nathalie, and Nicole’s interviews. Before transcribing the 

interviews, I listened to the recordings for content. When I began the transcription 

process, I listened and re-listened to each recording to ensure that I had recorded the 

correct ideas and transcribed the correct words and phrases. I primarily transcribed word-

for-word; however, since syntax was not relevant to my study, at times, I noted ideas. For 

example, I summarised the interviewees’ nationality and postsecondary education.  

I transcribed each recording in full before moving onto the next recording. After 

completing the initial transcriptions, I re-listened to the recordings a final time to ensure 

that my transcripts were accurate and to note “participant quotes … that [struck] me” 



 

 
 

70 

(Saldaña, 2009, p. 16). For ease of data analysis and interpretation, I transcribed the 

interviews in a four-column table. One column listed my questions and possible follow-

up questions, while three columns listed my participants’ responses. After transcribing 

the interviews, I printed off the transcripts and began analysing them.  

I completed content and narrative analyses of interview transcripts (Tilley, 2016). 

Before beginning the coding process, I read through each interview transcript in its 

entirety. I then read each row of interview questions and answers, noting similarities and 

differences between interviewees’ responses. After reading through the table twice, I 

realised that the a priori codes I had developed while drafting the interview discussion 

guide did not fit the participants’ responses regarding The Rooms’ FWW public history 

education; therefore, I created several new inductive codes (Tilley, 2016).  

The a priori codes I had developed related to Seixas and Morton’s (2013) six 

historical thinking concepts (HTCs). For example, two a priori codes were HS and MP, 

which denoted historical significance and multiple historical perspectives respectively. I 

primarily applied the a priori codes to the responses to the questions “How would you 

describe history?” and “How would you describe heritage?”. Meanwhile, the codes I 

used when examining Elizabeth, Nathalie, and Nicole’s responses to the other interview 

questions related more to The Rooms’ FWW educational initiatives and objectives. Two 

of the codes I applied most frequently were connections and remembrance. 

After I completed the initial coding process, I re-evaluated the codes, adding new 

and altering existing ones (Tilley, 2016). When I was satisfied with my coding, I 

examined the frequency of codes and noted those that were similar (Tilley, 2016). Then I 

“[collapsed] similar codes … [and conceived] categories based on the final codes” 
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(Tilley, 2016, p. 155). The categories I created were connection, didactic, disaster, 

heroism, remembrance, and sacrifice. From these categories, I derived overarching 

themes and formulated conclusions, which will be discussed in later chapters.  

Unobtrusive Observations: Exhibition Examination and Document Analyses 

Cranton and Merriam (2015) define unobtrusive observations as examinations of 

“documents, records, and artifacts” (p. 124). They write that these observations align with 

“methodologies in the interpretive … paradigm” (Cranton and Merriam, 2015, p. 124), 

particularly the case study methodology. Bowen (2009) supports this claim, explaining 

that document examinations are well-suited to case study research and “historical and 

cross-cultural research” (p. 29). Since these were features of my study, and since written 

evidence verifies data collected via other methods, I conducted unobtrusive observations 

in addition to interviews and observations (Bowen, 2009; Cranton & Merriam, 2015). In 

fact, the codes and categories I applied during my analysis of the BHTC exhibition, and 

the themes that stemmed from them, guided my examination of observational notes 

(Cranton & Merriam, 2015).   

Exhibition Examinations. When I was not conducting interviews and 

observations at The Rooms, I spent my time in the BHTC exhibition. I read all of the text, 

examined all of the (reproduction) artifacts, listened to and watched all of the audio-

visual sources, and tried out all of the interactive activities. I also photographed text and 

(reproduction) primary sources relevant to my “research problem and purpose” (Bowen, 

2009, p. 33). The exhibition provided invaluable insights into The Rooms’ interpretation 

of the NR’s FWW military engagements and NL’s collective memory of the 1914–1918 
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period. To some extent, the displays also allowed me to understand the staff’s approach 

to history education in Soldiers’ Stories.   

To facilitate the coding and categorising processes, when I returned home at the 

end of my research trip, I printed the photographs I had taken. I also reviewed and printed 

sections of The Rooms Great War Exhibit Online. I am grateful that The Rooms 

developed a virtual exhibition, for its ‘displays’ were much clearer than those depicted in 

many of the photographs I (a novice photographer) took. During the analysis process, 

which I discuss below, I examined the data in the photographs alongside the data 

provided in the virtual exhibition. This triangulation ensured accuracy of the information 

captured in the less-clear photographs (Yin, 1994 and Casey & Houghton, 2010, cited in 

Houghton, Casey, Shaw, & Murphy, 2013, p. 12).       

Document Evaluations. A lesson plan, worksheets, and soldier biographies 

accompanied Soldiers’ Stories. The Rooms’ staff shared these documents with me, 

asking that I only divulge their contents in publications related to my study. The lesson 

plan allowed me to understand the school programme’s intended curriculum. Meanwhile, 

the worksheets and biographies helped me to gauge whether the programme facilitates 

historical thinking. Similar to the approach I took when examining BHTC, I printed off 

the lesson plan, worksheets, and biographies prior to beginning the coding process.  

Data Analysis. After an initial review of the data I collected via exhibits in 

BHTC, ‘displays’ in The Rooms Great War Exhibit Online, and documents 

accompanying Soldiers’ Stories, I performed both content and thematic analyses (Bowen, 

2009). I identified and coded important information in the data. I then categorised the 

information according to themes I discovered during my multiple reviews of the content 
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(Bowen, 2009). I used the same codes and categories I used while analysing interview 

transcripts. I also used PT (for present-tense verbs) and FP (for first-person pronouns).   

Participant Observations 

I employed participant observations to collect data about Soldiers’ Stories enacted 

curriculum (Cotton, Stokes, & Cotton, 2010). As I explained earlier, I had strong 

emotional connections to and preconceived notions about NL and BH before beginning 

the data collection process. Cotton et al. (2010) write that observational field notes “in the 

raw form” (p. 465) are generally influenced by researchers’ biases less than data collected 

via other methods. This is an one reason that I opted to conduct observations.  

I observed three Soldiers’ Stories programmes, one on each of the following 

dates: March 5, 7, and 12, 2019. Nicole facilitated all of the programmes—for grade 8 

school groups from out port communities of NL. To facilitate natural behaviour from 

Nicole, I became acquainted with her prior to the first programme (Kawulich, 2005). In 

the few minutes leading up to the observations, I noted the physical environment … [and 

staff’s] organization and preparation” (Cotton et al., 2010, p. 464). I wrote my notes by 

hand, because I write notes faster by hand than on the keyboard.  

I had intended to conduct observations as an observer-as-participant so as to 

remain as neutral and objective as possible (Kawulich, 2005; Sloat, 2018d). However, 

due to Nicole’s need for assistance from volunteers during the research activity in the 

Provincial Archives, I conducted both observer-as-participant and participant-as-observer 

observations (Sloat, 2018d). Specifically, during the first part of Soldiers’ Stories, I stood 

among the students and observed Nicole as she delivered a guided interpretive tour. I 

situated myself in different locations during each tour so as to observe environments, 
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behaviours, and interactions from different perspectives. To ensure that students had the 

best view of Nicole and of the displays, I stood behind or to the very left or right of the 

students (Kawulich, 2005). During the second part of the programme, I assisted students 

as they worked through a research activity in the Provincial Archives. Similar to the other 

volunteers, I helped students find information and decipher handwriting so that the 

students could complete the worksheet that Nicole had assigned to them. I also assisted 

with cleaning up the space after students left the archives to begin the third part of 

Soldiers’ Stories (an exploration of the BHTC exhibition). During the exploration, I 

walked through the BHTC exhibition, observing how students, teachers, Nicole, and 

volunteers spent their time. When students and teachers approached me with questions, I 

responded accordingly. At the conclusion of the programme, when Nicole gathered 

students at the Flowers of Remembrance wall, I reverted back to being an observer-as-

participant (Sloat, 2018d). 

During all three of the Soldiers’ Stories programmes I observed, I noted Nicole’s 

talk and behaviour, as well as her interactions with students and chaperones. Due to my 

lack of fine motor skills and to the fact that observing Soldiers’ Stories required walking, 

I was unable to write detailed field notes. My research participants permitted me to make 

audio recordings of observations using the Voice Memos application on my iPhone and a 

Sony digital voice recorder. Tilley (2016) writes that how a “camera … is pointed [can 

affect the interpretation and construction of] the meanings of the actions and talk 

recorded” (Tilley, 2016, p. 119). As such, my use of an audio recorder (as opposed to a 

video camera) potentially enhanced the neutrality with which I approached the data 

analysis process. More than any other data set, observations enabled me to understand the 
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approach The Rooms takes to educate students about the NR’s FWW battle experiences 

during Soldiers’ Stories. They also allowed me to determine the extent to which the site 

integrates historical thinking into the school programme.  

Data Analysis. Due to the unstructured nature of observational field notes, the 

data analysis process was complex (Cotton et al., 2010). During the weeks following my 

research trip, I re-listened to each observation I recorded three times. During each listen, I 

fleshed out my observational notes and highlighted pertinent quotations. I recorded my 

observational notes in a table similar to the one I created when I transcribed interviews. 

My table comprised three columns—one for each observation.  

I performed content, narrative, and thematic examinations (Bowen, 2009; Tilley, 

2016). I was particularly interested in Nicole’s interpretations of the NR and whether she 

posed questions during Soldiers’ Stories. After initially grouping my observational notes 

into the broad categories of “setting and appearance[,] … acts [and] behaviours[,] … 

processes[,] … [and] talk” (Cranton & Merriam, 2015, pp. 144–145), I examined the 

notes “in parallel with” (Cranton & Merriam, 2015, pp. 145–146) the interview 

transcripts, document evaluations, and exhibition examinations. I used the codes and 

categories I applied to the other data sets to guide my analysis of the observational notes 

(Cranton & Merriam, 2015).  

Important Note 

Although my study falls into the educational research category, throughout my 

Master’s degree, I read several secondary sources about the FWW, the Battle of the 

Somme, and the NR’s FWW military engagements. Since authors of archival data and 

secondary historical sources have different background knowledge and biases that 
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influence their interpretations of historical events and figures, and since “the past cannot 

be replicated and [researchers] can never have complete faith in the facts found in 

primary sources” (Cranton & Merriam, 2015, p. 68), I read multiple sources of the same 

events. My reference of several sources also reduced my chance of applying presentism 

to my understandings of the Somme Offensive and the NR’s advance at BH (Cranton & 

Merriam, 2015; Seixas & Morton, 2013). Three notable secondary sources I read were 

Gerald Nicholson’s (2006) The Fighting Newfoundlander: A History of the 

Newfoundland Regiment, Gary Sheffield’s (2018) Forgotten Victory: The First World 

War Myths and Realities, and William Philpott’s (2011) Three Armies on the Somme: 

The First Battle of the Twentieth Century (A. Sears, personal communication [interview], 

February 10, 2018; L. Windsor, personal communication [interview], February 26, 2018).   

Conclusion 

 As I outlined in this chapter, I applied two research methodologies and four 

research methods to my study. Thanks to the cooperation of Elizabeth, Nathalie, Nicole, 

and other staff at The Rooms, I collected a wealth of data, only some of which appears in 

this paper. I will use the remainder of the data I collected in scholarly publications.  



 

 
 

77 

Chapter 4: Findings 

Introduction 

My research trip to The Rooms revealed how the site approaches public history 

education about the NR’s involvement in the FWW. This chapter details the discoveries I 

made while analysing the data I collected via document evaluations, exhibition 

examinations, interviews, and observations. Since there was crossover between data sets, 

it was not always possible for me to discuss the sets separately. To facilitate organisation, 

I responded to my research questions using the questions as section headings.  

The chapter begins with an overview of The Rooms’ onsite FWW public history 

education. The remainder of the chapter is dedicated to responding to my final three 

research questions. The interpretations and artifacts presented in exhibitions influence the 

historical interpretations tour guides give. Since the first part of Soldiers’ Stories 

comprises a guided tour of the BHTC exhibition and the final part gives students a 

chance to explore the exhibition, I first describe the education offered in BHTC—with a 

particular focus on the “Beaumont-Hamel, France: July 1st, 1916” exhibit. I then detail 

how The Rooms approaches history education in Soldiers’ Stories. Although my response 

to the question “What is The Rooms’ interpretation of the Newfoundland Regiment’s 

military engagement at Beaumont-Hamel?” is incorporated into my response to the 

second research question, before I discuss the history education offered in Soldiers’ 

Stories, I summarise The Rooms’ narratives of the NR’s experiences at Gallipoli, 

Gueudecourt, Monchy-le-Preux, Masnières, and Courtrai. Unless otherwise stated, my 

findings are drawn from the four data sets outlined in Chapter 3. 
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Response to Research Question 1 

What public history education about the First World War does The Rooms offer onsite? 
 

All of the public history education offered by The Rooms promotes lifelong 

learning and NL’s history and heritage. Since many of The Rooms’ visitors are seniors 

who have lived in NL most—if not all—of their lives, much of the site’s public history 

education includes topics that elderly Newfoundlanders will remember. The public 

programmers strive to provide adult visitors with new information that expands their 

current understandings of NL’s history and heritage. Meanwhile, the education aimed at 

younger generations is designed to educate them about The Rooms’ role in preserving 

history and artifacts, to introduce them to important parts of NL’s past, and to teach them 

art skills and how to read both art and text panels.  

The Rooms’ staff have developed various onsite learning experiences that include 

learning about the FWW. The main goals of The Rooms’ FWW programming are to 

foster new knowledge of the war and its impact, to help visitors build connections with 

the war, and to encourage remembrance. Nathalie explained the overall goals as follows:  

[The First World War history education] is much less about the logistics of the 
battles and what happened on what day. It’s much more [about] … 
[Newfoundland’s] [heavy involvement] in the First World War and [the war’s 
effect on] people here both in a negative and a positive way. … Thinking about 
those who died and the families that had loved ones die. And the people who came 
back changed. Just the overall knowledge that [the First World War] happened and 
we shouldn’t forget it. (personal communication [interview], March 8, 2019) 

 
The FWW public history education designed for youth and school groups aligns 

with NL’s Social Studies and History curricula. Since many NL youth know very little—

if anything—about the FWW, the education that targets them primarily offers an 

introduction to NL’s contributions to the war effort. It also encourages them to think 
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about how they might be connected to the conflict—even though they comprise the “sixth 

postwar generation” (Pennell, 2016, p. 39). Nicole explained that another key aspect of 

the FWW programming developed for youth is to “spark [youths’] interest so they will 

come back” (personal communication [interview], March 5, 2019). 

In addition to BHTC and Soldiers’ Stories, staff conduct guided tours of the 

FWW gallery for school groups throughout the school year and for the general public 

during the summer and over the Remembrance Day weekend. According to Elizabeth, 

although teachers can choose which gallery they would like their students to tour, “more 

often than not, the teachers will choose … the FWW gallery” (personal communication 

[interview], March 7, 2019).  

The Rooms’ staff also organise and host cultural 

events that relate to the FWW, including book launches and 

public talks. Additionally, staff curate and install temporary 

exhibits that showcase information about NL’s involvement 

in the FWW. For example, to commemorate the centenary 

of the NR’s contributions to the 1915 Gallipoli Campaign, 

they developed an exhibit entitled The Newfoundland 

Regiment and the Gallipoli Campaign (see Figure 11).  

The Rooms’ staff have put together interpretive 

carts that allow visitors to handle and discuss reproduction 

FWW artifacts. During the summer, the carts are available 

between 10:00am and closing time. They are placed outside 

of the FWW gallery to whet visitors’ appetites before they 

Figure 11 The Rooms' Fall 
2015 Visitors’ Guide featured 
this description of The 
Newfoundland Regiment and 
the Gallipoli Campaign exhibit.  
Reference: The Rooms (2015) 
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begin their tour of the exhibition. According to Elizabeth, volunteers known as Cultural 

Ambassadors “are trained to use the materials in the cart” (personal communication 

[interview], March 7, 2019). They interact with visitors who stop to examine objects. The 

cart is also available to students during Soldiers’ Stories. Similar to the Cultural 

Ambassadors, programme volunteers manage the cart and facilitate object handling. 

On Memorial Day, The Rooms opens at noon. Nathalie explained, “We target a 

local audience for our July 1st celebrations … We try to make the space theirs” (personal 

communication [interview], March 8, 2019). The staff also target descendants of 

Newfoundlanders who contributed to NL’s FWW effort. The site does not charge any 

admission fees on Memorial Day, thereby making the BHTC exhibition accessible to 

everyone. The staff invite people who contributed artifacts to the displays to come to The 

Rooms to share stories about their family members’ FWW experiences. Staff also plan 

special events such as film screenings for Memorial Day. Generally, the events target 

adults; however, one year, the staff organized a craft related to signal flags for children.  

In March 2019, The Rooms was about to launch a programme for cadets, boy 

scouts, and girl guides, targeting the different groups’ badges and learning needs. 

Elizabeth explained, “The programme brings in youth … from ages … 13 to 17. [There 

is] a tour and a time for [participants] to reflect on conflict in the world and what we can 

do … to change things and how … we see peace in the world” (personal communication 

[interview], March 7, 2019).   
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Response to Research Question 2 

What approach does The Rooms take to educate visitors about the Newfoundland 
Regiment’s First World War military engagements in Beaumont-Hamel and the Trail of 
the Caribou: Newfoundlanders and Labradorians at War and at Home 1914–1949 
(BHTC)?  

• What are the overarching themes of BHTC? 
• Does BHTC include critical history education? 
• To what extent is historical thinking, as outlined in Peter Seixas and Tom 

Morton’s (2013) The Big Six: Historical Thinking Concepts, incorporated into 
BHTC? 
 
Located in the Royal Newfoundland Regiment Gallery (RNR Gallery), BHTC is 

The Rooms’ newest permanent exhibition. The development of a new permanent 

exhibition about NL’s FWW involvement, and the inclusion of Beaumont-Hamel and 

Trail of the Caribou in the title, establish that The Rooms perceives the FWW and the 

NR’s military engagements along the Western Front, particularly the unit’s advance at 

BH, to be historically significant events. After taking in the entire exhibition, I learned 

that the exhibition development team took a didactic approach to the FWW public history 

education on display. In other words, the displays present particular historical 

interpretations of NL and the NR’s FWW experiences. The gallery primarily recounts the 

NR’s participation as heroic sacrifices that must never be forgotten. The historical 

accounts in the “Beaumont-Hamel, France: July 1st, 1916” exhibit align with much of the 

public history literature about this event. They narrate the first day of the Somme 

Campaign as a futile battle with tragic consequences. Given its expository nature, BHTC 

does not offer visitors historical thinking opportunities. The section that follows explains 

BHTC’s goals and development. The later sections provide in-depth responses to the 

above research question and sub-questions.  
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Background 

The exhibition development team included “two curators and a number of 

researchers and collections managers” (Nathalie, personal communication [interview], 

March 8, 2019). No history educator or museum educator was part of the group. During 

the exhibition development process, the team sought the expertise of a FWW advisory 

committee, which comprised members of the Royal Newfoundland Regiment, staff from 

the Newfoundland Regiment Museum, professors from Memorial University of 

Newfoundland and Labrador, and local politicians with in-depth knowledge of the FWW. 

Nathalie explained that the exhibition developers’ objective was to  

Present … the actual facts. … We’re not going to make a commentary on [the First 
World War] ourselves from the museum point of view. We’re just [going to] state 
[the war] became important to the people of Newfoundland. … [We’ll] let the 
readers take it from there. (personal communication [interview], March 8, 2019)  
 

Two goals of the BHTC exhibition are to foster visitors’ connection with the 

content and to encourage reflection and dialogue. The exhibition developers drew first-

hand accounts for the text panels from Nicholson’s (2006) The Fighting 

Newfoundlander: A History of the Royal Newfoundland Regiment and from CBC 

interviews that took place in the 1970s and 1980s. After drafting the historical 

interpretations for the panels and the labels, the writers sent the text to the FWW advisory 

committee for review. The interpretive plan reveals that BHTC’s development team 

decided to build stories and quotations into the exhibition so as to reach a diverse 

audience, add “emotion and authenticity to [the] exhibition[,] and help illuminate a black-

and-white past” (Nathalie, personal communication [email], August 12, 2019). 
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Before Entering the Beaumont-Hamel and the Trail of the Caribou Exhibition 
 

Before they arrive at the RNR Gallery, visitors pass a wall entitled “Where Once 

They Stood We Stand” (see Figure 12). The wall lists the donors who contributed to The 

Rooms’ Centennial Campaign for First World War Commemoration. Individuals, 

corporations, and governments all contributed to the multimillion-dollar campaign. The 

Government of Canada contributed $1,000,000.00, making it one of the top donors. The 

wall is noteworthy because it suggests that The Rooms’ FWW educational initiatives 

have a commemorative focus. The wall also evidences that governments, which generally 

promote strong national identities and nation-building narratives, are stakeholders.  

Text and image panels, which offer insights into NL’s collective memory, are 

located in front of the wall. One panel, entitled “Where Once They Stood We Stand: The 

Rooms Centennial Campaign for First World War Commemoration,” includes an 

archival photograph of the June 7, 1925 unveiling of the Beaumont-Hamel 

Newfoundland Memorial. The panel explains that “Beaumont-Hamel, France … has 

become a poignant symbol of the extraordinary 

sacrifices made … during the First World War 

(1914–1918). It remains the iconic event which 

defines the history and cultural identity of the 

people of Newfoundland and Labrador …” This 

description caught my attention because it 

describes the NR’s assault at BH as NL’s most 

important nation-building event. The description 

Figure 12 The “Where Once They Stood 
We Stand” wall signals that the RNR 
Gallery is a commemorative site. 
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implies that memories of BH will continue to be passed down to future generation 

because it had a devastating effect on a society’s future.    

Another text/image panel, “Site Development,” includes the following quotation 

from the Chair of The Rooms Corporation’s Board of Directors, Tom Foran: “ … 

Commemorating our province’s sacrifices and contribution to the First World War helps 

create the confidence with which we approach the future, knowing that the character of 

Newfoundland and Labrador has been tested and never found wanting.” This quote 

describes Newfoundlanders as heroes during the FWW and implies that NL gained 

prominence internationally thanks to Newfoundlanders’ wartime contributions. 

Furthermore, it indirectly advises that current and future generations can—and even 

should—look to Newfoundlanders who contributed to the FWW for inspiration and a 

moral compass.  

The final text/image panel in front of the wall, “The Royal Newfoundland 

Regiment Gallery” (see Figure 13), features a picture of forget-me-nots and a portrait of 

the NR’s Private Saul Keefe. The panel’s text includes a quotation from Dean Brinton, 

the CEO of The Rooms Corporation and the great-nephew of Pte. Keefe. After describing 

the FWW’s negative impact on the Keefe family, Brinton explained, “… There is hardly 

a family in Newfoundland and Labrador untouched by the First World War.” The panel 

also advises visitors to 

… follow the Forget-Me-Nots representing the almost 2,000 young 
Newfoundlanders who lost their lives in the First World War to the Royal 
Newfoundland Regiment Gallery… The exhibition … documents and explores the 
effects of the First World War on what was then a small nation of 240,000, on those 
who fought and the families and communities they left behind.  
 
We Remember Them. (The Rooms, 2016a, “The Royal Newfoundland Gallery” 
[text/image panel], paras. 4–5) 
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The image of NL’s flower of remembrance, the portrait, and the text in this panel 

signal that The Rooms, particularly the BHTC exhibition, is a commemorative site. The 

panel also highlights BHTC’s themes of heroic sacrifice, disaster, and remembrance.  

Immediately before entering the BHTC exhibition, visitors enter into a space that 

includes an introductory panel (see Figure 14), a glass display featuring the NR’s mascot 

Sable Chief (see Figure 42), text panels, and a painting, July 1, 1916, by artist Jean-

Claude Roy (see Figure 43). Immediately under the title of the panel at the entrance of 

the gallery is a 2013 quote of General (Retired) Rick Hillier, a former General and Chief 

of Defence Staff in the Canadian Armed Forces: “Where once our [ancestors] stood, we 

do indeed now stand. It is our duty to honour them and to ensure that this important 

moment in history is not lost to future generations.” The strategic placement of a quote 

from a well-respected Newfoundlander and army general at the entrance of the RNR 

Gallery sets a tone of solemnity and patriotism; communicates the gallery’s themes of 

heroic sacrifice, tragedy, and remembrance; and emphasises the historical significance of 

the FWW to NL. The quote immediately ascribes meaning to the BHTC exhibition, 

which in turn influences visitors’ ability to think historically about what they will read 

Figure 13 This panel is one of three positioned in front of the “Where Once They Stood We Stand” wall. 
All three panels communicate to visitors that the RNR Gallery is a site of FWW remembrance. 
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and view during their gallery visit. My own 

experience after reading Gen. (Ret.) Hillier’s 

quote was the following: I immediately felt 

that I was entering a site of memory and 

reverence and that I must be on my best 

behaviour. I felt as though I should not 

question historical interpretations presented.     

The text that immediately follows 

Gen. (Ret.) Hillier’s quote explains that the 

FWW was “a defining event for 

Newfoundland and Labrador” and that the 

exhibition features “the stories and words of 

Newfoundlanders and Labradorians who 

experienced the First World War and all that 

our sacrifices brought us.” This panel introduces visitors to the social constructionist 

nature of exhibitions and briefly explains the historical significance of the FWW in NL. 

The text reveals that the exhibition development team chose to construct BHTC’s 

historical interpretations around written and oral records of several Newfoundlanders 

who lived through and/or had ancestors who contributed to the 1914–1918 war. This 

aligns with part of BHTC’s interpretive plan:  

To engage a broad public, our story of the First World War will be told through 
personal accounts of those involved in and affected by the war. … Technology will 
help bring voices from the past alive, while large historical photographs and 
handwritten documents will provide a visual connection to the people from the era 
… (Nathalie, personal communication [email], August 12, 2019). 

 

Figure 14 This panel, taken from The Rooms 
Great War Exhibit Online, is almost identical to 
the one at the entrance of the RNR Gallery. The 
text ascribes historical significance and imposes 
a duty to remember the FWW. 
Reference: The Rooms (2017) 
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The Rooms employs quality history education practices by disclosing that the 

BHTC is a construct. This disclosure indirectly communicates to visitors that the 

exhibition offers one interpretation of the FWW as opposed to the truth. It also reflects 

the historical thinking concept (HTC) evidence, one guidepost of which is “[h]istory is 

interpretation” (Seixas & Morton, 2013, p. 10). However, the panel’s prescription of 

historical significance does not invite visitors to think historically about the conflict.  

The use of the word sacrifice in the introductory panel highlights the RNR 

Gallery’s overarching themes of sacrifice and tragedy, as well as its function as a site of 

remembrance. Two other words to note are our and us. The exhibition development team 

chose to include these first-person plural pronouns throughout the gallery because many 

Newfoundlanders, including those involved in BHTC’s curation, use them when 

discussing the NR and other Newfoundlanders’ contributions to the FWW (Nathalie, 

personal communication [email], August 12, 2019). Nathalie explained,  

When it came time to craft the text [panels], it felt appropriate to use [the first-
person] because [BHTC] is an exhibition that was chosen and created with the help 
of the people of our province. We, as researchers, curators and writers, were 
representing the thoughts of the public who donated the artifacts and stories. 
(personal communication [email], August 12, 2019) 

 
The use of first-person pronouns both inside and outside of The Rooms’ walls 

highlights the continued prominence of the FWW in Newfoundlanders’ collective 

memory, historical consciousness, and heritage. This semantic choice also impacts 

visitors’ historical thinking. The first-person viewpoint brings immediacy and connects 

visitors to the FWW. In other words, the first-person perspective makes NL’s FWW 

involvement visitors’ involvement. The connection fosters emotional responses and an 
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obligation to remember. It does not encourage visitors to examine whether the FWW in 

fact deserves to be remembered, which is an important component of historical thinking. 

Inside the Royal Newfoundland Regiment Gallery 

As shown in Figure 15, the BHTC exhibition 

includes eight themed exhibition spaces: “Faces of 

Valour,” “Home Front,” “Overseas,” “Beaumont-

Hamel, France: July 1st, 1916,” “The War 

Continues,” “Consequences at Home,” 

“Contemplative,” and “Lest We Forget.” BHTC 

incorporates ‘edutainment’ and fosters inclusion, 

offering visitors a multimodal learning experience. 

Interpretive media include didactic text panels, 

quotations, archival images and documents, costumed mannequins, reproduced artifacts, 

audio-visual materials, and interactive stations. These media, along with the large floor 

spaces and the audio-visuals accompanying interview transcripts and subtitles, enable 

even those with physical disabilities to learn about NL’s involvement in the FWW.  

At the entrance of each of the eight exhibition spaces is an introductory didactic 

panel that offers an overview of the space. A few of these panels, including that of the 

“Beaumont-Hamel, France: July 1st, 1916” exhibit, feature white text on red 

backgrounds. The white and red colour combination conjures images of blood and the 

Red Cross, both of which Canadians associate with war on the Western Front. The colour 

scheme of the introductory panels changes in the final three exhibition spaces 

(“Consequences at Home,” “Contemplative,” and “Lest We Forget”). These exhibits’ 

Figure 15 “Story Map,” which appears 
in the “Faces of Valour” exhibit, shows 
the layout of the RNR Gallery. 



 

 
 

89 

introductions feature white text on blue backgrounds. Since blue represents constancy, 

faith, tranquillity, and sincerity, the white-on-blue panels communicate that 

Newfoundlanders were loyal, patriotic, and community-oriented. They also suggest that 

the FWW was a tragedy fought by heroes (Color Wheel Pro, n.d.; Rose, 2011). The 

portrayal of combatants as heroes deters visitors from viewing them as complex agents 

with both good and bad characteristics. These associations foster sympathy and a duty to 

remember, both of which close down, rather than facilitate, historical thinking.  

Placed among the historical interpretations are reproduction artifacts and their 

labels, filmed re-enactments, and quotes and recollections of Newfoundlanders who 

experienced the FWW. BHTC’s content is inclusive, providing information about the 

wartime experiences of Newfoundlanders who remained on the home front and of the 

different units that went overseas. The exhibits showcase stories and recollections of 

men, women, and children; Indigenous soldier Lance Corporal John Shiwak; and officers 

and soldiers of different ranks. Nevertheless, BHTC showcases comparatively more 

information about the NR than it does about other groups.   

There are seven interactive stations located throughout the RNR Gallery: Do You 

Measure Up?, Photographs to Remember, Protecting Information, Morse Code, The 

Memory Hub station, the Flowers of Remembrance wall, and the interactive cart. As the 

term interactive suggests, these stations provide hands-on activities. Some of them also 

allow visitors to interact with reproductions of primary sources. For example, Protecting 

Information gives visitors the chance to decipher coded messages. Meanwhile, the 

interactive cart allows visitors to handle and examine multiple reproduced artifacts used 

during the FWW, such as hand-knit socks. The interactive stations reflect the BHTC 
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exhibition development team’s consideration of the HTC evidence. However, the 

questions that accompany the activities do not encourage critical examinations of primary 

sources. For example, the staff would like visitors to reflect on the following while at the 

Memory Hub station: what primary and secondary source documents visitors see on the 

computer screen, whether visitors know of FWW mementoes that their families have 

kept, and what these keepsakes mean to them. These reflections speak to heritage rather 

than critical history because they require visitors to think of examples of the tangible past 

and to consider their sense of belonging. Since learners require instruction to consciously 

think historically about sources, unless visitors have received training in historical 

thinking or historical wayfinders are present to engage visitors in enquiries, the 

interactive stations do not promote deep engagement with evidence.  

The first exhibit, “Faces of Valour,” sets the stage for the story-focused exhibition 

and for the themes of heroic sacrifice and loss. The title is noteworthy, because it labels 

Newfoundlanders who lived through the FWW as courageous. This deters visitors from 

seeing Newfoundlanders as complex beings. As shown in Figure 16, the exhibit features 

hanging portraits, stories, and quotations and reflections of Newfoundlanders who 

experienced the war. Oral histories are also incorporated into this space.  

If feelings of reverence have not already surfaced, they do upon seeing the 

portraits, reading the text, and hearing the testimonies. For example, Heather Morgan’s 

recollection, “My aunt would always say, ‘We were never married, dear, because there 

just weren’t enough young men left.’”, stood out to me, because I am a young woman. As 

Nemko (2009) and Pennell (2016) discuss, veneration does not lend itself to historical 

thinking. The emotions and feelings of duty to remember that arise as visitors pass 
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through “Faces of Valour” reduce visitors’ critical examination of the stories, archival 

images, and oral histories on display. 

“Faces of Valour” also includes a text panel entitled “How do we Choose Which 

Stories to Tell?”. This panel describes the story selection process: “Our call to share 

personal stories for this exhibition was met with an overwhelming public response. … 

Faced with making choices, we selected images and artifacts that could suggest the broad 

range of experiences within each themed area.” The panel also describes the evolving 

nature of the exhibition, advising that The Rooms is open to receiving more stories and 

artifacts: “Do you have stories, photographs or memorabilia to share? Please let us 

know.” This panel also highlights the social constructionist nature of curation, which in 

turn implicitly addresses the HTCs historical significance and evidence. Moreover, it 

educates visitors about the curatorial process: Curators must consider an exhibition’s 

purpose(s) and theme(s); choose which events, figures, and primary sources are relevant 

to and historically significant enough to feature in displays; and research and decide 

which historical interpretations to present.  

Figure 16 An image depicting the entrance of the "Faces of Valour" exhibit.  
Reference: The Rooms (2017) 
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Similar to “Faces of Valour,” the 

final exhibit, “Lest We Forget,” emphasises 

the themes of heroic sacrifice, tragedy, and 

remembrance by delineating the importance 

of remembrance and Newfoundlanders’ 

continued efforts to commemorate NL’s 

sacrifices during the FWW. As shown in 

Figure 17, the introductory text panel 

includes a quote that the Colonial Secretary 

wrote to the father of Lieutenant Stephen 

Norris in October 1916: “My sincere sympathy in the great loss which you have 

sustained—a loss that is not only yours, but the whole country’s.” This quote, written by 

a government official to a father who lost a son in the latter part of the Battle of the 

Somme, illustrates that the international community recognised the NR’s valour and 

respected Newfoundlanders for their heroic sacrifices during the FWW.  

The introductory panel also includes the following interpretation: 
 
The Great War ended in 1918 but it is with us to this day. It’s in the fabric of our 
world: plaques, monuments, institutions and buildings, streets that carry the names 
of far-off battles and places. … We see meaning in the symbolic caribou and make 
pilgrimages to the now peaceful battlefields. We marvel—with pride, sorrow, 
horror and astonishment—at the immense effort. And we wonder at the meaning of 
the sacrifices. (The Rooms, 2016a, “Lest We Forget” [text panel], paras. 1–2) 

 
This narrative reflects the exhibition developers’ consideration of the HTCs 

historical significance, continuity and change, and the ethical dimension of historical 

interpretations. Specifically, as Seixas and Morton (2013) write, “the ethical implications 

of history can inform us of our responsibilities to remember and respond to contributions, 

Figure 17 The introductory panel of the “Lest 
We Forget” exhibit reflects heritage education 
and evokes a duty to remember.  
Reference: The Rooms (2017) 
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sacrifices, and injustices of the past” (p. 184). The panel reflects heritage education as 

opposed to critical history education. The first-person perspective speaks to national unity 

and a sense of belonging. Meanwhile, examples of the tangible past reflect inheritance 

and communicate an obligation to remember the FWW. As well, the narrative prescribes 

meaning and ethical judgements, and it implies that the FWW is reverential. The text 

does not encourage visitors to determine whether the FWW is historically significant and 

deserving of remembrance, nor does it invite visitors to make their own ethical 

judgements.  

Close to the entrance of the “Lest We Forget” exhibit, there are descriptions of 

and archival images related to the construction of NL’s National War Memorial in St. 

John’s and Lieutenant-Colonel Thomas Nangle’s efforts to develop NL’s 

commemorative sites in France and Belgium. Nearby, there are remembrance-themed 

objects and images: mementoes that family members kept to remember their loved ones 

who died during the FWW and contemporary images depicting well-known symbols of 

remembrance. These include a photograph of one of the bronze Caribou monuments in 

Europe and a child touching the war 

grave of an ancestor who fought 

with the NR (see Figure 18).  

The space also includes two 

remembrance-themed text panels. 

One, entitled “Lest We Forget,” 

explains how the war “is with us 

[Newfoundlanders] to this day.” 
Figure 18 The caption of this image reads “Daniel 
O’Regan: Reaching out to touch the grave of his Great-
Great-Grand Uncle. Newfoundland Memorial Park 
Beaumont-Hamel, France Credit: © Danny O’Regan” 
Reference: The Rooms (2017) 
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This panel reflects the exhibition development team’s consideration of the HTCs 

historical significance and continuity and change; however, the team’s attribution of 

meaning to the FWW hinders visitors’ critical exploration of these HTCs. The second 

panel, “Flower of Remembrance,” describes the forget-me-not as NL’s flower of 

remembrance. The panel begins with a quote taken from the July 1924 edition of The 

Veteran: “[The forget-me-not] cannot fail to bring back the remembrance of those loyal 

and true citizens of Newfoundland.” (The Veteran, “Wear a Forget-Me-Not on July 1st,” 

July 1924). It describes this flower as an “[emblem] of emotion, given when speaking of 

love and grieving death. To remember war and all its sacrifices …” Both the quote and 

interpretation evoke emotional responses and exemplify heritage. They also reflect the 

themes of loss, devastation, and remembrance. The depiction of Newfoundlanders as 

honourable and genuine, and the description of the forget-me-not as a symbol of love, 

imply that current generations have a duty to live up to those who went before them and 

to embrace their inheritance. Meanwhile, the reverential nature of the text might lead 

visitors to feel guilty about asking questions and challenging what they read. In other 

words, the interpretation closes down historical thinking. 

The “Flower of Remembrance” panel is located next to the Flowers of 

Remembrance wall—a magnetic board on which visitors can post their reflections at the 

end of their tour of the RNR Gallery. I read several of the messages. Most of them were 

messages of thanks and remembrance and reflected reverence. For example, one read, 

“Thank you for your bravery. You will always be remembered.” Another read, “Thank 

you for all your sacrifices. Lest we forget.” The gratitude and remembrance expressed in 
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many messages evidence the power of BHTC’s displays to influence visitors’ responses 

to what they read, hear, and view.    

Just before leaving the “Lest We Forget” 

exhibit, visitors pass a wall on which is written 

one phrase: “The war to end all wars?” (see 

Figure 19). The general public knows that a 

second world war, as well as other serious 

conflicts, followed the FWW so the question 

results, of course, in a resounding “No” based 

on prior knowledge. However, while it does not 

necessarily facilitate discussion about the 

causes, consequences, continuity and ethical 

implications of war, the question’s placement at the end of an exhibition that highlights 

the horrors of the FWW and Newfoundlanders’ heroic sacrifices forces visitors to reflect 

on what they have seen and make a decision based partly on their new experience. This is 

particularly true considering that the two exhibits that visitors pass through immediately 

before they enter “Lest We Forget” (“Consequences at Home” and “Contemplative”) 

narrate the negative impact of the FWW on NL and emphasise visitors’ duty to remember 

the 1914–1918 period.  

A section of the introductory panel (see Figure 20) at the entrance of 

“Consequences at Home” reads,  

The end of the war brings … a great reckoning. People speak with pride about ‘our 
boys,’ of what they did and how they fought. But a heavy awareness of war’s cost 
blankets daily life—and the cost grows as time passes. Many of those who return 
from overseas are wounded in body or in spirit. The focus at home turns to caring 

Figure 19 Visitors pass this wall and 
enquiry question just before they exit the 
RNR Gallery. 



 

 
 

96 

for them and honouring those who have died. We grieve, hold services and build 
memorials … [O]ver time, troubles keep mounting and answers are few. Many 
people lay the blame for our failure to prosper at the feet of the Great War.” (The 
Rooms, 2016a, “Consequences at Home” [text panel], paras. 1–3) 

 
This panel describes the FWW as 

a loss and tragedy with both short- and 

long-term consequences. In other words, 

it speaks to the HTCs cause and 

consequence and the ethical dimension. 

Nevertheless, the text does not invite 

visitors to consider the war’s 

consequences and to form their own 

ethical judgements. Part of another text 

panel in this exhibit explains, “Many of 

the wounded cannot take up their old work or need care. They cannot cope with their 

haunting memories or their next steps. Families are without fathers, brothers and sons.” 

The two panels’ use of the present tense and first-person also hinders visitors’ 

questioning of the war’s impact and ethical implications, for these semantic choices 

foster immediacy and imply that the FWW continues into the present. This in turn 

imposes a responsibility on current generations to remember and reconcile with the 

past—a primary component of remembrance education. Nathalie explained that 

Present-tense was suggested by our writer as a way to connect the visitor with the 
first-hand accounts we were relying upon to inform the curatorial text. We felt it 
would help the visitor feel the immediacy with the journey they take through the 
zones of the gallery that match the time periods of the war. (personal 
communication [email], August 12, 2019) 

Figure 20 The introductory panel of the 
“Consequences at Home” exhibit. 
Reference: The Rooms (2017) 
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The exhibition developers sought feedback before finalising their decision to 

incorporate present-tense verbs into the text panels (Nathalie, personal communication 

[email], August 12, 2019). Most of those who gave feedback responded positively to the 

switch between past and present. Interestingly, it was mostly academics who responded 

negatively to the inclusion of both verb tenses. The reasons for this negative reaction by 

some scholars would make for an interesting study. 

“Consequences at Home” also recounts the development of new hospitals in NL 

in the aftermath of the FWW. One panel, entitled “Hospitals: A New Need Arises,” 

explains that several new and existing hospitals were opened to care for “veterans with 

missing limbs, ‘shell shock,’ wounds, disfigurement and diseases.” The exhibit also 

incorporates many stories of wounded combatants. For example, the space features the 

story and prosthetic arm of the NR’s Private Frederick George Roberts, whose arm 

required amputation following the NR’s assault at 

BH (see Figure 21). The historical interpretations 

and reproduced artifacts throughout 

“Consequences at Home” reinforce the idea that 

the FWW was a horrific event fought valiantly by 

heroes. The historical interpretations of wounded 

soldiers and of care facilities hamper visitors’ 

historical thinking because the tragedies featured 

evoke sympathy rather than questioning.  

Similar to “Consequences at Home,” the 

“Contemplative” exhibit primarily sheds a negative 
Figure 21 This portrait of Pte. Frederick 
George Roberts is accompanied by a brief 
biography and Roberts’ prosthetic arm. 
Reference: The Rooms (2017) 
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light on the FWW and its consequences. It also leads 

to uncritical responses from visitors. The introductory 

text panel begins with a May 1920 quotation from 

Fanny Pitcher, the mother of the NR’s Walter Pitcher: 

“Regret I am unable to put a verse on the headstone as 

I am only a poor widow and my means can’t afford it 

just now.” This immediately sets a sombre tone and 

evokes sympathy and compassion. Meanwhile, the 

panel that describes the ‘death penny’—“a memorial 

plaque … sent to every family in the British Empire who lost a loved one in the First 

World War” (see Figure 22)—is entitled “A Penny For a Life.” While the description of 

the ‘death penny’ is informative, the title speaks of victimisation and reflects the 

infamous FWW ‘Lions Led by Donkeys’ myth, which highlights that inept officers 

thoughtlessly sent brave, everyday men into futile battles while they remained safely 

behind the lines (Kramer, 2016).  

Like the “Lest We Forget” exhibit, the “Contemplative” exhibit includes enquiry 

questions. For example, the questions “How do you measure the cost of a war?” and 

“What words could ever capture what just happened?” are written immediately below 

Fanny Pitcher’s quote. Meanwhile, “Can we ever know the cost of war?” is written on a 

wall immediately above a timeline and a didactic panel that discusses the outbreak of the 

Second World War (SWW). Similar to “The war to end all wars?”, these questions have 

the potential to foster historical thinking; however, the artifacts and the narratives that 

surround the questions, as well as the choice of words used in the questions, result in 

Figure 22 “A Penny for a Life,” the 
title of the panel that accompanies the 
‘death penny’ artifact, supports the 
‘Lions Led by Donkeys’ myth.  
Reference: The Rooms (2017) 
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prescribed answers and thus, reduced critical examinations of different viewpoints. The 

phrase ever capture in “What words could ever capture what just happened?” 

immediately caught my attention. Ever changes the tone of and response to the question. 

While “What words could capture what just happened?” offers opportunities for 

discussion, the addition of ever makes the question loaded and leads to specific responses 

such as tragedy, disaster, and horror.  

The panel entitled “Political and Economic Impacts [of the First World War]” 

explains, “Our booming economy slows while demands on the public purse grow … The 

fishery collapses … and our public debt mounts just as government resources dwindle. … 

We give up self-government in 1934, then war returns in 1939.” Like other panels in the 

BHTC exhibition, this panel is written from the first-person present perspective. While 

the interpretation speaks to the exhibition developers’ consideration of the HTC cause 

and consequence, the team’s semantic and interpretive choices reflect victimisation. The 

narrative also results in sympathetic responses from visitors, which hinder discussion 

about the impact of the FWW on NL.   

Before discussing the “Beaumont-Hamel, France: July 1st, 1916” exhibit, it is 

important to discuss some elements of “The War Continues” exhibit, for it offers 

invaluable insights into the overarching themes of BHTC. The introductory panel 

describes the FWW as a never-ending tragedy after BH: 

Battles ended—but new ones began. Men were wounded and killed, replacements 
arrived, more men were wounded and killed. Through 1917 and 1918, the Great 
War ground on relentlessly, always calling for more. More people, more training, 
more support, more sacrifice. (The Rooms, 2016a, “The War Continues” [text 
panel], paras. 1–2) 
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The interpretation of the battles as relentless and the inclusion of the phrases 

ground on and sacrifice communicate the popular perception of the FWW as a fruitless 

conflict. “The War Continues” exhibit also explains what came to be known as The Trail 

of the Caribou. The 1917 excerpt from The Daily News that opens the “The Trail of the 

Caribou” panel (see Figure 23) reports heroic sacrifices made by the combatants: “A 

story … of … great deeds … of an unconquerable and irrepressible spirit and of sad 

losses.” Similar to the introductory panel of the exhibition space, the historical 

interpretation presented in the first paragraph of “The Trail of the Caribou” panel 

describes the FWW as a relentless experience: “… our men fight in battle after battle…” 

Meanwhile, through the use of the terms pride, tough, brave, and skilled, as well as 

through the description of the NR’s Royal designation, the second paragraph speaks 

specifically of the NR’s heroism. Similar to many other panels throughout BHTC, this 

panel prescribes historical significance to the FWW, thus hampering visitors’ historical 

thinking. 

Interestingly, the descriptions 

of the battles in which the NR 

fought after BH are brief. I detail 

The Rooms’ narratives of these 

battles later in this chapter; however, 

the fact that the interpretations are 

only a single paragraph in length—

while an entire exhibit is dedicated 

to the NR’s experiences at BH— Figure 23 This text panel appears next to a map of the 
Trail of the Caribou, an image of which appears later in 
this chapter. 
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highlights the notion that BH holds a more prominent place than other battles in NL’s 

collective memory and Newfoundlanders’ historical consciousness. Furthermore, the 

absence of narratives related to the 1916 – 1918 experiences of other military units from 

NL in the “The War Continues” exhibit evidences the privilege that The Rooms gives to 

the NR and the Western Front. This echoes the British and Canadian tendency to 

privilege the Western Front over other ‘big ideas’ related to the FWW in public history 

education. The missing narratives also result in fewer opportunities for historical thinking 

because the absence of voices prevents visitors from determining for themselves what 

events are historically significant and deserving of remembrance.   

Heroic sacrifice and tragedy are also illustrated in the multiple biographies and 

descriptions of honours displayed throughout “The War Continues” exhibit. One space 

within the exhibit is dedicated to describing the honours bestowed on members of the 

NR. The introductory panel of this display is entitled 

“Honouring Service and Sacrifice,” which reflects not 

only resilience, but loss (see Figure 24). Meanwhile, the 

following interpretation, included in the first and second 

paragraphs of the panel, speaks of the heroic sacrifices 

made by Newfoundlanders: “Medals are awarded for 

gallantry in action. … When the war ends, new ways 

are found to mark service and sacrifice. War medals and 

Victory medals are given to honour those who ‘gave 

their all’ to the Great War.” The phrase gave their all 

caught my attention, because invokes an obligation to 

Figure 24 Sgt. Walter Pitcher was 
awarded a Military Medal after 
stopping Germans troops from 
capturing Monchy-le-Preux during 
the 1917 Battle of Arras. 
Reference: The Rooms (2017) 
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remember sacrifices made by “young Knights … [on] a quest for the Holy Grail” 

(Harding, 2006, p. 8).  

The “Honouring Service and Sacrifice” section of the exhibit features stories of 

Newfoundlanders who received honours for their heroism. The NR’s Victoria Cross 

recipient Sergeant Tommy Ricketts and Military Medal recipient Sergeant Walter Pitcher 

(see Figure 24) are two men whose stories are featured. The exhibit also includes a flip 

book that outlines the honours and awards received by members of the different units that 

NL sent overseas. The biographies and flipbook are informative, but do not encourage 

research and corroboration of evidence, two important aspects of historical thinking. 

Exhibition Space 4: “Beaumont-Hamel, France: July 1st, 1916”. As Candow 

(2016), Harding (2004, 2006), and Huybers (2015) highlight, the NR’s July 1, 1916 

advance at BH is an important part of NL’s nation-building narrative, and it features 

prominently in NL’s collective memory. Nathalie reinforced these scholars’ claims 

explaining, “If you're here in Newfoundland and Labrador, [the FWW and the battle that 

took place at BH are] synonymous—whether or not you understand the battle” (personal 

communication [interview], March 8, 2019). Consequently, the centrepiece of the BHTC 

exhibition is the “Beaumont-Hamel, France: 

July 1st, 1916” exhibit. In fact, as shown in 

Figure 25, staff unveiled the RNR Gallery 

in the presence of the NR’s current 

Honorary Colonel, Princess Anne, the 

Princess Royal, on Memorial Day 2016—

exactly one hundred years after the NR’s 
Figure 25 Princess Anne, the Princess Royal, 
made a speech prior to the opening of the BHTC 
exhibition on July 1, 2016. 
Reference: Tobin (2016, July 1)  
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famous assault. In the section that follows, I discuss observations I made during my 

examination of “Beaumont-Hamel, France: July 1st, 1916.”  

“Beaumont-Hamel, France: July 1st, 1916” is the fourth exhibit on visitors’ tour of 

the eight exhibition spaces. At the entrance of this area is a corridor that represents a 

trench. It helps large groups understand the tight quarters in which soldiers lived on the 

Western Front (Elizabeth, personal communication [observation], March 12, 2019). The 

introductory text panel, entitled “The ‘July Drive’”, sets the scene for visitors. It gives 

brief overviews of the NR’s move to France following their early 1916 evacuation from 

Gallipoli, the planned Somme Offensive, and the NR’s preparations for this campaign. 

As visitors continue further into the exhibit, they pass many visuals: maps, including a 

1916 map of the trenches at BH; reproduced artifacts such as a trench sign and written 

correspondence; archival photographs such as the one featured in Figure 26; and a 

mannequin wearing the same infantry uniform that Newfoundlanders wore at BH. 

Visitors also pass didactic panels, which include timelines outlining key events that 

occurred during the evening of 

June 30, 1916 and the morning 

of July 1, 1916. 

There are no interactive 

activity stations in “Beaumont-

Hamel, France: July 1st, 1916;” 

however, the exhibition space 

does incorporate audio-visual 

material. It features an emotion-Figure 26 A wall-sized copy of this archival photograph, which 
depicts a shell exploding at BH in December 1916, is on display 
in the “Beaumont-Hamel, France: July 1st, 1916” exhibit.  
Reference: The Rooms (2017) 
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laden, filmed re-enactment of batman (messenger) Sergeant Anthony James Stacey’s 

observations in the aftermath of the NR’s advance. More than once, the actor describes 

the enormous numbers of dead British combatants whose bodies were piled in heaps and 

strewn across the BH battlefield. Another audio-visual resource is a 03:15 video that 

includes both archival footage and an animated map depicting the machine guns aimed at 

the NR during their advance at BH. During the video, the narrator explains the seven-day 

bombardment leading up to the first day of the Somme Offensive, chronicles the NR’s 

advance, and presents recollections of the action.  

The didactic text panels provide brief explanations of elements of warfare 

commonly associated with the Western Front, the Battle of the Somme, and the NR’s 

experiences at BH: trench warfare, stalemate, skirmishes, challenges arising from poor 

communication, the weight of soldiers’ uniforms and equipment, and soldiers’ thoughts 

of and letters home on the eve of battle. These topics are pertinent to the study of the 

FWW; however, they do not reflect important revisionist histories, which offer 

alternative perspectives on the FWW. 

During their interviews, Elizabeth, Nathalie, and Nicole explained the main 

information presented in the exhibit: 

• The lead-up to July 1, 1916, including the NR’s evacuation from Turkey, their 
arrival on the Western Front, and their preparation for the battle at BH 
 

• Soldiers’ thoughts of and letters home in the hours leading up to the July 1, 1916 
battle 

 
• The logistics of the Battle of the Somme as it took place at BH on July 1, 1916 

o The exhibit explains what was supposed to happen and what actually did 
happen. 
 

• The problems that resulted from the “breakdown in communication” (Nathalie, 
personal communication [interview], March 8, 2019) during the battle 
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• The overall chaos of the July 1, 1916 battle at BH 

 
• The losses that NL and the NR suffered as a result of the battle 

 
• The ‘Danger Tree’  

 
• The memorialisation of the events that took place at BH, including Memorial Day 

 
These topics are all common takes on the NR’s experiences at BH. The exhibit 

also describes what men were feeling at BH. As such, portraits, brief biographies, 

recollections, and artifacts of members of the NR are interspersed among the historical 

interpretations. Similar to the rest of the BHTC exhibition, some of the men featured in 

the exhibit are more well-known members of the NR such as Private Francis Thomas 

Lind, while others are lesser-known members of the unit such as Private William 

Sheppard. The exhibit also presents a reflection of a German soldier who was at BH.  

The biography of Great Britain’s Lieutenant-Colonel Arthur Hadow, who led the 

NR on July 1, 1916, explains that Hadow was strict and “inspired mixed feelings in the 

Regiment.” Meanwhile, the biographies and written correspondence of Newfoundlanders 

evoke sympathy and depict Newfoundlanders as courageous, down-to-earth, 

hardworking, and thoughtful men. For example, the biography of Private Ernest Chafe, 

who died at BH, explains that “[j]ust days before the battle on July 1st, he [Pte. Chafe] 

wrote to his mother saying that if he was ‘knocked out,’ it would be for a good cause. … 

These are his last words.” This difference in depictions of the British officer and 

Newfoundland soldiers supports the popular ‘Lions Led by Donkeys’ narrative, as well as 

the theme of the NR’s heroic sacrifice.  
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In 1916, the NR was comprised of two battalions; however, only the 1st Battalion, 

which included Companies A, B, C, and D, was at BH on July 1, 1916. Nevertheless, 

mention of the 1st Battalion occurs only once in the exhibit—in the “After Shocks” panel 

(see Figure 28): “July 1st had been the bloodiest day in the history of the British Army. 

The 1st Battalion of the Newfoundland Regiment was all but gone.” Perhaps the absence 

of this detail in the exhibit’s earlier displays was an oversight, but it maintains the 

misconception that the entire NR was at BH, and thus, the entire unit was decimated on 

July 1, 1916.  

In any event, it is interesting to note the use of the present tense of verbs in this 

and certain other didactic panels in the exhibition space. For instance, one panel, which 

describes the NR’s advance at BH, reads, “Having gained no ground, the few survivors 

take cover in the shell holes or crawl cautiously toward safety. Any movement attracts 

Figure 27 The “Beaumont-Hamel, France: July 1st, 1916” exhibition space depicts 
British officers and Newfoundland soldiers differently. 
Reference: The Rooms (2017) 
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enemy fire. A new kind of hell begins: 

snipers, shelling, hot sun and thirst.” The 

NR’s actions are always described in the 

present in the timelines. For example, 

“July 1, 1916: … 9:15 a.m.: Our regiment 

emerges into a firestorm of bullets. The 

only ones moving, they aim for the gaps in 

Allied barbed wire. The enemy guns are 

blazing.”  

The final quote in the previous 

paragraph addresses another significant 

feature of selected text panels: the use of 

first-person plural pronouns in place of 

Newfoundland, Newfoundland Regiment, and Newfoundlanders. Two other instances 

where our is used in text panels are the following: 

• In the “After Shocks” panel: “… July 1st, 1916 quickly became a symbol of our 
courageous service, unwavering commitment and huge sacrifice. …” (see Figure 
28) 
 

• In an untitled panel that explains that only 68 of 801 members of the regiment 
answered roll call on July 2, 1916: “Of 801 men, only 68 answer the Regiment’s 
next roll call—heartbreaking losses and just a small portion of total Allied 
casualties on July 1st. The Battle of the Somme rages on for months while our 
Regiment rebuilds. …”  

 
As I wrote earlier in this chapter, the use of present-tense verbs and first-person 

pronouns were curatorial decisions intended to foster closeness and reflect the voice of 

current Newfoundlanders (Nathalie, personal communication [email], August 12, 2019). 

Figure 28 This panel describes BH as a failure.  
Reference: The Rooms (2017) 
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These curatorial choices, as well as the use of sacrifice, draw readers in, but they do not 

encourage critical reflection. Instead, they promote the ‘disaster’ narrative commonly 

associated with the NR’s advance at BH, and they foster national unity, collective 

responsibility for the FWW, and a duty to remember. In other words, the semantic 

choices result in heritage education and remembrance education as opposed to critical 

history education. 

 As exemplified by the quotations above, many narratives on display in the 

“Beaumont-Hamel, France: July 1st, 1916” exhibit focus on the heroic sacrifices made by 

the NR. The exception to this is the discussion of the NR’s preparations for the Somme 

Campaign. These historical interpretations depict Newfoundlanders as strong and 

persistent. For example, the introductory text panel reads,  

To prepare for this attack, the Newfoundland Regiment helped build and fortify 
trenches, dugouts, roads and railways. The men move supplies to the front line and 
cut gaps in their own wire to let advancing troops quickly move into ‘No Man’s 
Land.’ In early June, relentless training began for their role in the assault … (The 
Rooms, 2016a, “The July Drive” [text panel], para. 3) 

 
Another panel, entitled “Battle Ready,” explains, 
 

Along with a heavy wool uniform and helmet, a soldier at Beaumont-Hamel was 
weighed down with 29kg (65 pounds) of standard equipment, and often more. He 
carried a rifle fixed with bayonet, ammunition, grenades, gas mask, wire cutters, 
food, a water bottle and “an entrenching tool” (shovel). (The Rooms, 2016a, “Battle 
Ready” [text panel], para. 1)  

 
Many of the quotations and recollections included in “Beaumont-Hamel, France: 

July 1st, 1916” also speak to the NR’s readiness, determination, and bravery leading up 

to, during, and following their July 1, 1916 advance. The exhibit features a 1921 

recollection of Major and Adjutant Arthur Raley who stated, “If ever a regiment was fit 

for battle, the Newfoundland Regiment was that day.” Another one of Raley’s quotes 
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speak of the NR’s resilience and courage at BH: “They [Newfoundlanders] all 

instinctively tucked their chins into an advanced shoulder as they had so often done when 

fighting their way home against a blizzard …”  

The exhibit also incorporates quotations that exemplify the NR’s gallantry. Two 

of those included in the space are frequently cited in public history texts: 

• Field Marshall Sir Douglas Haig’s, “Newfoundland may well feel proud of her 
sons. The heroism and devotion to duty they displayed on 1st July has never been 
surpassed” (see Figure 28).  
 

• British 4th Army General Aylmer Hunter-Weston’s, “It was a magnificent display 
of trained and disciplined valour, and its assault only failed of success because 
dead men can advance no further.”  
 
Quotes that highlight the NR’s gallantry and heroism also appear in the exhibit. 

For instance, in the 1950s, the NR’s Lieutenant Ken Goodyear remembered, “We were 

just sitting ducks …, but the boys [Newfoundlanders] did not falter one iota.” (see Figure 

30). Located close to this quotation are copies of newspaper articles, three of whose titles 

also highlight the NR’s resilience and valour: “Were as Cool as Veterans” (Daily Star, 

1916, July 5), “The Boys of Newfoundland Set Example of Fortitude” (Daily Star, 1916, 

July 13), and “The Dash of the Newfoundlanders: No Thoughts But to Get Through” 

(Evening Telegram, 1916, July 28) (see Figure 29). 

 The two other articles featured among the ones listed above have titles that 

emphasise the tragedy of the NR’s advance on July 1, 1916: “Eight Officers of Nfld. 

Regt. Die in Action” (Daily Star, 1916, July 6) and “4 Casualty Lists Come In” (Daily 

Star, 1916, July 6). The exhibit also features numerous quotations that highlight the 

futility and catastrophic effects of the Newfoundlanders’ action at BH. Sgt. Stacey’s 
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recollection, “This was a proper trap for our boys, 

as the enemy just set the sights of their machine 

guns on the gaps in the barbed wire and fired.” and 

Lt. Goodyear’s reflection, “The best of 

Newfoundland’s manhood were killed that day. … 

It was a terrific calamity to Newfoundland” (see 

Figure 28) are just two of many examples. The 

inclusion of photographs and information about 

the infamous July 1, 1916 deaths of four members 

of the Ayre family is a further illustration of The 

Rooms’ interpretation of BH as a catastrophe for 

NL (see Figure 44). The loss of four members of 

the prominent Ayre family on July 1, 1916 is 

renowned. In fact, while working as an interpretive 

guide at the Beaumont-Hamel Newfoundland 

Memorial in 2012, I spoke of the Ayre family’s loss during many of the tours I led.   

A few historical interpretations in the “Beaumont-Hamel, France: July 1st, 1916” 

exhibit suggest that the British advance should not have happened on July 1, 1916. The 

text panel entitled “Stalemate” includes the following description: “During a weeklong 

bombardment of the Germans, the Newfoundland Regiment participates in raids and 

intelligence gathering to see if the bombs are destroying enemy defences. They are not. 

The battle proceeds anyway.” The addition of anyway in the final sentence reflects the 

popular perception that the British should not have advanced on July 1, 1916; British 

Figure 29 Published in the July 28, 1916 
edition of the Evening Telegram, this 
article depicts Newfoundlanders at BH as 
determined and resilient. 
Reference: The Rooms (2017) 
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officers should have held off the assault because they knew the bombardment had not 

destroyed German defences. Meanwhile, some sections of the timelines clearly illustrate 

the common narrative that the planning and execution of the July 1, 1916 battle at BH 

were poor. The italicised sections of the following phrases evidence this:  

• “July 1, 1916: 8:20 a.m.: The [Newfoundland] Regiment’s orders are changed. 
The attack isn’t going as planned.”  
 

• “July 1, 1916: 8:45 a.m.: The order to advance arrives by telephone. The front line 
trench and four lines of barbed wire lie ahead.”  

 
The exhibit emphasises the common understanding that the July 1, 1916 battle at 

BH was a failure. As shown in Figure 30, the following appears in the exhibit: “Colonel 

Hadow reports: the advance was a failure.” Another strategy used to communicate utter 

failure is seen in the “After Shocks” panel (see Figure 28). It explains, 

At first British authorities boasted of a great victory—an attempt to keep up morale. 
Then, with the casualty lists, came the unthinkable truth: July 1st had been the 
bloodiest day in the history of the British Army. The 1st Battalion of the 
Newfoundland Regiment was all but gone. (The Rooms, 2016a, “After Shocks” 
[text panel], para. 1) 
 

The phrases bloodiest day and all but gone, and the panel’s red and white colour 

combination, communicate blood, death, and devastation. The depiction of British 

authorities as dishonest—albeit to maintain high morale—also caught my eye because 

this dishonesty reflects the ‘Lions Led by Donkeys’ narrative.  

Some interpretations that convey the failure and tragedy of the July 1, 1916 

advance are accompanied by descriptions of the NR’s gallantry. As shown in Figure 30, 

the sentence “They [the Newfoundland Regiment] push on until none are left standing.” 

appears immediately before Colonel Hadow’s report. Meanwhile, the later paragraphs in 

the “After Shocks” panel read,  
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… People were stunned by shock and 
stilled by mourning, even as they 
worked to rebuild the Regiment. July 1st 
quickly became a symbol of our 
courageous service, unwavering 
commitment, and huge sacrifice. To this 
day, many people in Newfoundland and 
Labrador feel that the events at 
Beaumont-Hamel are part of our 
collective consciousness, deeply 
connected to our sense of who we are.  
(The Rooms, 2016a, “After Shocks” 
[text panel], paras. 3–4)  
 

While the term consciousness is 

relevant to the field of history education, 

these paragraphs do not invite consideration 

of possible causes and consequences of the Somme Offensive and the NR’s July 1, 1916 

advance. Instead, they prescribe historical significance to the NR’s assault. The use of 

collective consciousness and first-person pronouns evoke emotional responses, national 

pride, and a duty to remember, which are features of heritage education and remembrance 

education, not critical history education. 

As I explained in an earlier paragraph, some of the quotes on display from 

Newfoundlanders who were at BH describe the battle solely as a disaster. In the 1960s, 

Sgt. Stacey recollected, “We [Newfoundlanders] picked up quite a few men. Some were 

shell-shocked and could not speak. We recognized our own by the letter ‘N’ on their steel 

helmets.” Meanwhile, in 1966, Captain Sydney Frost explained, “Our battalion was 

wiped out before we got to our own front line.” Interestingly, as shown in Figure 31, both 

these recollections appear against the backdrop of enlarged archival photos that illustrate 

traditional topics associated with the Battle of the Somme: trench warfare; bleak, muddy 

Figure 30 This historical interpretation 
appears after the June 30, 1916 – July 1, 1916 
timelines. 
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landscapes; and death. The quotes and images strengthen the idea that the July 1, 1916 

battle at BH was a failure. 

The centrepiece of the “Beaumont-Hamel, France: July 1, 1916” exhibition space 

is a life-sized replica of the ‘Danger Tree’ (see Figure 32). Nearby, there is a text panel 

that includes the words tradition and symbol: “Tradition holds that the Danger Tree … 

marked the furthest advance of the Newfoundlanders on July 1st … [I]t became a 

powerful symbol of what was achieved and what was lost at Beaumont-Hamel.” 

Tradition and symbol signal that The Rooms acknowledges that myths surround the 

‘Danger Tree.’ Two wall-sized archival photographs—one showcasing the ‘Danger Tree’ 

in the 1920s and the second depicting the barren battlefield at BH—make up the walls of 

this round space. Lt. Goodyear’s description of the significance of the ‘Danger Tree’ is 

featured in the upper-right corner of the latter photograph: “… the Old Danger Tree … a 

landmark between the German trenches and our own, and anybody who got there got 

killed or hit anyhow. …” Acknowledgement of the legend surrounding the ‘Danger Tree’ 

Figure 31 The archival photographs against which Sgt. Stacey and Capt. Frost's quotes appear 
strengthen the narrative of utter failure. 
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demonstrates that the BHTC exhibition developers were aware of the contested nature of 

its history. Nonetheless, instead of offering visitors opportunities to grapple with the 

historical significance of the tree, the space reveals a single, common understanding of it. 

Designed to draw attention to the tin triangle that Newfoundlanders wore during  

their advance at BH, this circular centrepiece also features a window that allows visitors 

to view a mannequin dressed in an infantry uniform. Next to the case is a 1966 

recollection of Capt. Frost, who explained the negative effect of the tin. He recalled that 

while the tin triangles were intended to distinguish the NR and other units within the 

British 29th Division from their opponents, “… [t]his disc—when a man became 

wounded and turned over—would shine in the bright sunlight and snipers would get him 

Figure 32 The replica of the ‘Danger Tree’ is surrounded by two wall-sized archival 
photographs. The space includes a window through which visitors can view a uniformed 
mannequin carrying kit. 
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and so he couldn’t crawl in …” This quote supports the common perception that the first 

day of the Somme Campaign was poorly planned and executed.  

Immediately before entering the circular space, there is a text panel entitled “The 

Deadliest Fire,” which explains that the Germans had more weaponry than the British on 

July 1, 1916. One such weapon, a German machine gun (a Maschiningewehr 08 [MG 

08]), is on display in a glass case directly behind the text panel (see Figure 33). Two 

wall-sized archival photographs—one depicting British soldiers on their hands and knees 

next to barbed wire at BH and the other featuring members of the Red Cross tending 

wounded British soldiers near BH—frame two sides of the case. Embedded in the latter is 

the only Axis perspective offered in the exhibit: the aforementioned recollection of the 

German soldier who was at BH on July 1, 1916:  

It was unbelievable! The British attackers picking their way through their own dead 
and wounded, bayonets held high, coming down the slope toward us. We simply 
opened fire once again. In half an hour, they were all dead and dying or pinned 
down and unable to move. (The Rooms, 2016a, “Wounded British Soldiers” 
[archival photo]) 
 

Figure 33 “The Deadliest Fire” panel is positioned directly in front of and below the German 
Maschiningewehr 08. 
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Despite the fact that he fought for the opposing forces, the German soldier’s quote 

reflects The Rooms’ interpretation of the first day of the Somme Campaign as a tragedy. 

In other words, even the perspective of an opponent of the Allied troops supports the 

narrative that July 1, 1916 was a disaster. The German machine gun, the archival 

photographs, “The Deadliest Fire” text panel, and the German soldier’s quotation also 

communicate German aggression. Specifically, the following interpretation, included in 

“The Deadliest Fire,” implies that the Newfoundlanders were victims, while the German 

troops were assailants: “At the Somme, the Germans had four times as many machine 

guns as the British. … When the men of the Newfoundland Regiment emerged, they were 

cut down in minutes.” (see Figure 33).  

While the exhibit showcases a German machine gun, it does not display large 

British weaponry. I found the exclusion of 

large British weapons an interesting curatorial 

choice. It paints a picture of the German Army 

as the antagonist and the British as defenceless. 

It also reflects the immediate misfortune the 

NR faced during their advance—as opposed to 

the British efforts to fight back. The single 

view showcased hampers critical examinations 

of the British and Germans’ perspectives and 

actions on July 1, 1916.  

 “The Charge of the Hero Band,” which 

is featured in Figure 34, caught my eye. 
Figure 34 This is an excerpt of the 1918 
poem “Charge of the Hero Band,” which was 
inspired by the events at BH. 
Reference: The Rooms (2017) 
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Appearing at almost the end of “Beaumont-Hamel, France: July 1st, 1916,” it summarises 

the legacies that The Rooms conveys regarding the NR’s assault at BH:  

• “…No braver charge in history, …/Could e’er excell in gallantry/Those boys from 
Newfoundland. …” supports the perception that the NR was heroic.  
 

• “… In many homes in Newfoundland,/Are broken hearts today./There mothers 
cry o’er darling boys/So early called away. …” conveys the tragedy resulting 
from the NR’s advance. 
 

• The description of combined sadness, joy, and pride, and the line “To think they 
weren’t too cowardly/To fight a righteous fight.”, suggest that the members of the 
NR were “Christian knights” (Harding, 2006, p. 8) whose example visitors should 
follow.  

 
“Charge of the Hero Band” is a form of heritage, not critical history education. It 

hinders historical thinking. The poem’s heartfelt stanzas evoke reverence and strong 

emotional reactions, which close down questioning and promote a duty to remember.  

Response to Research Question 3 

What (if any) are The Rooms’ historical interpretations of the Newfoundland Regiment’s 
First World War military engagements?  
 

The BHTC exhibition provides a relatively detailed overview of the NR’s 

experiences in Gallipoli and at BH; however, it includes only brief descriptions of the 

NR’s participation in the latter part of the 1916 Battle of the Somme, the spring 1917 

Battle of Arras, the fall 1917 Battle of Cambrai, and the 1918 Last Hundred Days 

Campaign. During my data analysis, I noted that The Rooms interprets the NR’s post-

July 1916 military engagements as heroic sacrifices and disasters, the impacts of which 

continue to be felt. In the sections that follow, I describe The Rooms’ interpretations of 

the NR’s experiences at Gallipoli, Gueudecourt, Monchy-le-Preux, Masnières, and 

Courtrai.  
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Narratives of the Newfoundland Regiment in Gallipoli 

 The “Overseas” exhibit includes information about the NR’s experiences in 

Gallipoli. Participants of the Soldiers' Stories programme also learn about Gallipoli. 

The Historical Interpretation Featured in the “Overseas” Exhibit. The 

description of the NR at Gallipoli opens with Private William Gellately’s mid-1900s 

recollection: “We were all green … they start to shell, and we were there in the open … 

didn’t know what to do!” This quotation immediately sets a sombre tone, as does the 

historical interpretation that accompanies the recollection: “trench warfare … ‘dirt, 

disease, hunger, cold, fear, [and] death.’”  

Next to the above-described text panel is an archival map of Turkey. As shown in 

Figure 35, Gallipoli is circled in red, allowing visitors to easily locate where the NR was 

stationed. Close to the map, there is an orangey-red panel that features Private James 

Francis Hibbs’ recollection: “We had a brutal time at Suvla Bay … We were hungry, 

thirsty, and lousy. We suffered dysentery, interic [enteric] Fever, Yellow Jaundice, 

Trench Feet and a lot more of Hell.” The panel’s colour and the quote speak to grave 

illnesses, which support the disaster 

narrative commonly associated with 

the Gallipoli Campaign.  

Archival photographs and 

captions complement the historical 

interpretations about the NR’s 

involvement in the Gallipoli 

Campaign. Many images emphasise Figure 35 The red dot and circle on this archival map of 
Turkey show where the NR was stationed during the 
Gallipoli Campaign.  
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Newfoundlanders’ hardship and sacrifice. For example, one image features a trench with 

determined-looking soldiers, and the picture’s caption reads, “Newfoundland Regiment, 

1915, Conditions were sweltering hot during the day and bitterly cold at night.” Figure 36 

shows another photograph that is featured in the displays about Gallipoli. It depicts 

torpedoed ships in Cape Helles, Gallipoli in 1915. Its caption explains that “[n]aval 

offensives to secure the Dardanelles failed, forcing an Allied attack by land.”  

Contrary to the interpretive 

media described in the previous 

paragraph, “Caribou Hill,” the text 

panel that appears above the archival 

photograph featured in Figure 37, 

details the NR’s heroism. It explains 

that three members of the unit 

received medals for their gallantry 

and that “‘Caribou Hill’ was named 

on maps to honour this first battlefield success.” To further emphasise the NR’s valour, 

the panel includes the following quote from the article “Newfoundland Losses in the 

Advance” (London Times, 1916, July 8): “They boast that they reached the nearest point 

to Constantinople—a hill which they captured, called by them Caribou Hill.” 

Nevertheless, the displays about the NR’s experiences in Gallipoli do not stray 

from the themes of disaster and sacrifice. Another recollection of Pte. Gellately’s reads, 

“We didn’t know what was happening, mostly shrapnel. Shells would burst overhead and 

Figure 36 This image, which depicts torpedoed ships in 
Cape Helles, conveys tragedy. 
Reference: The Rooms (2017) 
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there were razor blades and tops 

of scissors … in the shell, and 

they’d scatter.” Meanwhile, the 

label that accompanies pieces of 

shrapnel explains, “Exploding 

overhead, artillery shells rained 

hot metal fragments (shrapnel) 

down on soldiers, causing 

horrific wounds.” 

The Historical Interpretation Offered to Students During Soldiers’ Stories. 

As I explain in my response to the final research question, Soldiers’ Stories begins with a 

guided interpretive tour of the BHTC exhibition. During my three observations of the 

tour, Nicole, the programme facilitator, interpreted the NR’s involvement in the Gallipoli 

Campaign as a heroic, but devastating, sacrifice. While standing at the archival map 

featured in Figure 35, she explained that the campaign was the unit’s baptism of fire, and 

she pointed out where the campaign took place. Although Nicole described the success of 

Newfoundlanders’ combat at ‘Caribou Hill’ and concluded her historical interpretations 

of the NR at Gallipoli on a positive note—for example, during my March 5, 2019 visit, 

she explained that the unit “won the battle and moved on,” Nicole focused on the 

negative elements of the Gallipoli Campaign rather than on the positive ones. She 

detailed some of the horrors that the NR faced. For example, during my March 5, 2019 

observation, she explained,  

[Gallipoli] was a real eyeopener because ... [the NR was] prepared for the battle but 
… not prepared for frostbite ... and a lot of disease ... and illnesses. … They didn't 

Figure 37 The NR’s Captain Gerald Whitty took this 
photograph when he visited ‘Caribou Hill’ in 1921. 
Reference: The Rooms (2017) 
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deal with the dead very quickly and disease spread that way. (Nicole, personal 
communication [observation]) 
 

Nicole also detailed her great-uncle’s suffering. She explained that due to the use 

of infected horsehair—and possibly infected horsetails—in brushes, her great-uncle and 

other members of the NR contracted anthrax in Gallipoli. She explained that while her 

great-uncle survived, many others died of anthrax. Nicole’s emphasis on the negatives of 

the NR’s experiences in Gallipoli reinforces the general understanding of the Gallipoli 

Campaign as a disaster. 

Narratives of the Newfoundland Regiment at Gueudecourt, Monchy-le-Preux, 
Masnières, and Courtrai 
 

During the tours I observed, Nicole did not 

detail the fall 1916 – fall 1918 battles that the NR 

participated in. However, “The War Continues” 

exhibit features brief historical interpretations of these 

conflicts. Archival photographs that feature the 

Caribou memorials at the combat locations accompany 

the text (see Figure 38). 

The Rooms depicts the NR’s assault at 

Gueudecourt on October 12, 1916 as heroic. The text 

panel explains that the unit’s advance was “the day’s 

only real success.” It also describes the NR’s determination to get revenge, explaining 

that the battle offered the unit an opportunity to avenge Beaumont-Hamel. The Rooms 

interprets the NR’s April 14, 1917 advance at Monchy-le-Preux as heroic, with nine 

members of the NR “[saving] Monchy.” Meanwhile, the site depicts the NR’s November 

Figure 38 Shot in 1921, this archival 
photograph features the Caribou 
monument at Masnières during its 
construction. 
Reference: The Rooms (2017) 
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20–29, 1917 action at Masnières as a success. The text explains that the NR “[earned] the 

title ‘Royal’” after the battle because they successfully “captured Masnières and defended 

Allied gains.” Finally, The Rooms interprets the NR’s assault at Courtrai as a heroic 

sacrifice and the unit itself as determined and resilient. The brief description of the NR’s 

14–19 October 1918 experiences at Courtrai reads, “The Regiment was in the forefront of 

the British push to victory. Heavy losses, much resistance but eventual success.” 

Similar to the displays about the NR’s experiences at Gallipoli and BH, the 

displays about the NR’s fall 1916 – fall 1918 assaults feature archival photographs, 

(reproduction) artifacts, and soldiers’ portraits and brief biographies. These interpretive 

media also communicate the NR’s determination, heroism, resilience, and sacrifice. For 

example, the biography of Sergeant John Slattery explains that Slattery “was shot in the 

arm [at Monchy-le-Preux], earning [him a] wound stripe” and that after recovering, he 

was promoted to Sergeant, “earning 

[him] the right to carry a swagger 

stick” (see Figure 39). Meanwhile, 

the biography of Private Charles 

Forsey explains that Forsey’s leg 

required amputation after he 

suffered an injury while rescuing 

his comrades during a shelling 

attack in Belgium.  

 

 

Figure 39 Sgt. Slattery's wound stripe pin, swagger stick, 
and Sacred Heart pin are on display above his biography. 
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Response to Research Question 4 

During Soldiers’ Stories: Newfoundlanders and Labradorians at War, what approach 
does The Rooms take to educate school groups about the Newfoundland Regiment’s First 
World War military engagements? 

• What are the overarching themes of Soldiers’ Stories? 
• Does Soldiers’ Stories facilitate students’ engagement in critical history 

education? 
• To what extent is historical thinking, as outlined in Peter Seixas and Tom 

Morton’s (2013) The Big Six: Historical Thinking Concepts, incorporated into 
Soldiers’ Stories? 
 
Soldiers’ Stories: Newfoundlanders and Labradorians at War is a two-hour 

programme offered two mornings each week between October and June. It uses primary 

sources and exhibition spaces to teach students about Newfoundlanders’ experiences 

overseas and on the home front during the FWW (The Rooms, n.d.b). While examining, 

coding, and categorising the data I collected during document evaluations, interviews, 

and observations, I discovered that The Rooms primarily takes a didactic approach to 

educating Soldiers’ Stories participants about the NR. In the sections that follow, I detail 

my specific discoveries. As 

depicted in Figure 40, document 

evaluations provided information 

about Soldiers’ Stories intended 

and enacted curricula, and 

observational notes and interview 

transcripts offered insights into the 

programme’s lived curriculum. The 

transcripts also provided 

background information about the 

Figure 40 This image, adapted from TIMSS 2015 
Assessment Frameworks, shows the links between the 
intended, enacted, lived, and learned curricula, as well as 
the links between the different curricula and my data sets. 
Reference: Mullis, I. & Martin, M. (Eds.) (2013) 
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programme. Since I did not interview, observe, or survey students or chaperones, my data 

did not reveal the learned curriculum. This, however, would make for an excellent study. 

While Soldiers’ Stories offers students opportunities to learn about NL’s FWW 

experiences, since my research examines public history education about the NR’s 

military engagements, the sections that follow focus on the parts of the programme that 

include learning about the NR’s combat experiences.  

Findings from Document Evaluations 

The Rooms’ staff shared the documents that accompany Soldiers’ Stories with 

me. As I explained above, these documents provided insights into the programme’s 

intended and enacted curricula. Delivered by either an Education and Public 

Programming Officer or a Visitor Services staff member, Soldiers’ Stories takes place in 

both the RNR Gallery and in the Provincial Archives. Since topics related to the FWW 

are listed among the Specific Curriculum Outcomes in the Grade 8: Newfoundland and 

Labrador History, Canadian History 1201, Newfoundland and Labrador Studies 2205, 

and World History 3201 Programmes of Study, grades 8, 9, 10, 11, and 12 Social Studies 

and History classes comprise the main audience for Soldiers’ Stories. Nevertheless, the 

programme is available to other grades.  

The research questions guiding Soldiers’ Stories are “How did the First World 

War impact Newfoundlanders and Labradorians overseas?” and “How did the First 

World War affect families and societies at home?” These questions lend themselves to 

historical thinking because they are enquiry-based. They encourage discussion, primary 

and secondary source analysis, corroboration of evidence, and examinations of the 

FWW’s consequences. The three main objectives of the programme are the following: 
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a. To assist students in understanding the significance of the FWW to NL and 
Newfoundlanders 
 

b. To engage students in considering how a war that took place over a century ago 
relates to their own history 

 
c. To ensure the continuation of NL’s memory of Newfoundlanders’ contributions to 

and sacrifices during the FWW  
 

Objectives (a) and (b) reflect elements of critical history education—namely 

historical consciousness and the HTCs historical significance, cause and consequence, 

and continuity and change. The two objectives lend themselves to research, collaboration, 

and students’ formulation of evidence-based historical interpretations. They also invite 

debate about whether and how the FWW should be remembered. On the other hand, 

objective (c) suggests that Soldiers’ Stories is a form of heritage education. It reveals a 

desire to narrate a specific memory of the FWW and to foster national unity. It also 

suggests a duty to remember the FWW and to pass specific memories of the war on to 

future generations. 

Soldiers’ Stories comprises three parts. It begins with the programme facilitator 

delivering an approximately 30-minute guided interpretive tour of the BHTC exhibition. 

The tour includes an introduction to the RNR Gallery, as well as historical interpretations 

of displays in the first four or five exhibition spaces. The goal of the tour is to assist 

students in understanding the significance of the FWW. Although this goal reflects the 

HTC historical significance, it prescribes significance to the FWW as opposed to letting 

students determine whether the war is—or should be—important to Newfoundlanders’ 

history.   

Following the tour, students participate in an approximately 45-minute hands-on 

research activity in the Provincial Archives’ Reference Room. During the first ten 
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minutes, the programme facilitator explains the purpose of archives and describes some 

of the documents that The Rooms holds. During the remaining 35 minutes, students learn 

about military service files and work in pairs to research one of eight members of the NR 

whose wartime experiences are featured in the RNR Gallery: Corporal Frank Best, 

Private Ernest Chafe, Private Charles Forsey, Private Hazen Fraser, Private Harold 

Hutchins, Lance Corporal John Shiwak, Sergeant Anthony James Stacey, and Private 

Edward White. This activity aims to teach content and facilitate critical examinations of 

primary sources. Key goals are to assist students in making connections to the past and to 

help learners understand the NR’s 1914–1918 experiences. These objectives reflect the 

programme developers’ consideration of historical consciousness, as well as their desire 

for learners to conduct primary source research. The research activity promotes the HTC 

evidence, because it gives students the opportunity to use archival documents to find 

answers to questions on a worksheet.  

The service files of soldiers vary. Among other documents, the files can include—

but are not limited to—“Attestation Papers,” a “Statement of Service,” a “Company 

Conduct Sheet,” a “Casualty Form,” a “Medical Examination Form,” an “Allotment 

Form,” an inventory of effects, telegraphs, and wills. Volunteers play an important role 

during the research activity: They help students decipher cursive writing and facilitate 

conversations to help students discover what they learned while completing the 

worksheet. . To initiate discussion, volunteers can ask guiding questions such as “What is 

the most interesting thing you learned about the soldier you researched?”.  

Due to the differences between the eight soldiers’ service files, the worksheets 

that student pairs complete vary. Nevertheless, all of the worksheets are double-sided and 
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are broken into sections according to the page(s) on which students will find responses. 

For example, the worksheet that accompanies Cpl. Best’s service file is broken down into 

the following sections, each of which includes a series of questions: “Attestation Papers,” 

“Statement of Services,” “Extracts,” “Medals and Awards,” “Wills,” and “Letters and 

Correspondence.” While examining the worksheets, I noted that the questions fall into the 

remembering and understanding hierarchical levels of Bloom’s Taxonomy (see Figures 5 

and 6). Students need to look for, find, and write responses to the questions. For example, 

two questions included in the worksheet that accompanies Cpl. Best’s service file are the 

following: “Frank Best left St. John’s for the U.K. on October 3, 1914.  What was the 

name of the ship that he sailed on?” and “How long did Frank serve in The First World 

War?”. In other words, the activity is similar to a scavenger hunt.  

The worksheets that accompany the service files of Cpl. Best, Pte. Chafe, Pte. 

Fraser, Pte. Hutchins, L.Cpl. Shiwak, Sgt. Stacey, and Pte. White also include a section 

entitled “Time for Thought.” This section asks student pairs to think of a question they 

would ask ‘their’ soldier were they able to meet him in person. It also asks students to 

consider how they would react if they discovered NL was at war and was sending troops 

overseas, how they might contribute to the war effort, and why they might choose this 

contribution. These questions go beyond the remembering and understanding levels of 

Bloom’s Taxonomy and require reflection. Nevertheless, they do not encourage historical 

thinking because they do not require interrogation of displays or source evidence.   

At the end of the research activity, student pairs receive a pre-written biography of 

the soldier they researched. The biographies vary in length, but they are all between three 

and five paragraphs. In keeping with the inclusive nature of the BHTC exhibition, the 
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soldiers that students research had different roles within the NR; enlisted at different 

times; and survived, became casualties of, and/or died during the FWW. Four of the 

soldiers (Pte. Forsey, Pte. Fraser, Sgt. Stacey, and Pte. White) survived the FWW, while 

four did not (Cpl. Best, Pte. Chafe, Pte. Hutchins, and L.Cpl. Shiwak). Two of those who 

died (Pte. Chafe and Pte. Hutchins) did so at BH, and Pte. White’s biography explains 

that “his brother Fred was killed in the Regiment’s memorable action at Beaumont-

Hamel, France …” Sgt. Stacey survived the war, but he was at BH as a messenger. The 

phrase “He [Sgt. Stacey] later wrote down his memories of this dreadful day for 

Newfoundland [July 1, 1916].” in Sgt. Stacey’s biography is noteworthy because like the 

prior quote, it prescribes meaning to the NR’s assault at BH. The former describes the 

NR’s advance at BH as memorable; the latter labels the event as dreadful. Cpl. Best 

participated in and survived the NR’s July 1, 1916 assault, but he was wounded in the 

right leg and sent to England on July 5, 1916 to convalesce.  

While reading through the biographies, I observed that none of them consider 

positive elements of the FWW such as camaraderie. I also noted that all of the 

biographies evoke emotional responses. For example, my immediate reaction to reading 

who Pte. Chafe, Sgt. Stacey, and Pte. White listed as their next of kin was, “Those poor 

parents!” Meanwhile, when I read of Pte. Forsey and Pte. White’s amputations, I 

reflected on the futility of war. Pte. Forsey’s biography stood out to me, because it evokes 

sympathy and reflects reverence and heroic sacrifice. The story opens with, “The 

challenging and surprising events Charles Forsey endured during the war strengthened 

his religious faith.” It goes on to explain that Pte. Forsey was wounded at Cambrai in 

November 1917. While recovering in Scotland, he composed a poem, “A Soldier’s 
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Prayer,” on a page in his Bible. When Pte. Forsey returned to the NR, he was wounded a 

second time and needed to have part of his right leg amputated. The final passage of Pte. 

Forsey’s biography provokes reverence: 

… But—he [Pte. Forsey] later discovered—his life had been saved by his pocket 
bible. Opening his personal effects while he was convalescing, Charles saw that his 
bible and pay book were embedded with shrapnel. Had they not been in his pocket, 
the shrapnel would have lodged in his chest and killed him. (The Rooms, n.d., 
“Charles Forsey” [biography], para. 3) 

 
“In the Gallery,” a section that includes both instructions and questions, appears 

underneath each of the pre-written soldier biographies. “In the Gallery” directs students 

to certain exhibits and displays in the RNR Gallery, and it includes questions for students 

to answer. For example, the first part of the “In the Gallery” section that accompanies 

Pte. Fraser’s biography instructs students to “approach the [RNR] Gallery entrance, [and] 

stop to take a look at the photos of Sable Chief and Private Hazen Fraser.” Students are 

then asked to answer three questions related to the photograph, including “Do you think 

the patients in this photo were happy to greet Sable Chief and Hazen?”   

As I read through all of the “In the Gallery” sections, I noted that a few questions 

facilitate higher-order thinking. For example, one question that follows Sgt. Stacey’s 

biography is “Listen to the narration from the digital character of [Sgt.] Stacey. What can 

you infer about how the war impacted Stacey? Do you think the War affected others the 

same way?” Nonetheless, the majority of the questions neither facilitate higher-order 

thinking nor foster historical thinking. Many questions fall into the remembering and 

understanding categories of Bloom’s Taxonomy. For example, the “In the Gallery” 

section that follows Pte. Forsey’s biography instructs students to “approach The Trail of 

the Caribou map, [and] … to … look at the map highlighting ‘The Western Front:  
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Northern France and Belgium’.” (see Figure 41). It 

then poses two knowledge-level questions: “Where 

is Cambrai?” and “Where is Ypres?”. Several other 

questions evoke emotional responses. For example, 

the “In the Gallery” section that follows Pte. Chafe’s 

biography directs students to the “Beaumont-Hamel, 

France: July 1st, 1916” exhibit. It then instructs 

students “to read the letter that Ernest [Chafe] wrote 

to his mother on June 28, 1916, just two days before 

the big battle” and to respond to the following 

question: “Imagine his mother reading the letter. 

How do you think she would have felt?” Meanwhile, 

many other questions prescribe historical significance and/or speak to heritage. The “In 

the Gallery” section that follows L.Cpl. Shiwak’s biography includes one such question: 

“What has become the symbol of the fighting Newfoundlanders[’] identity and pride?”  

While the research activity facilitates collaboration and allows students to use 

archival documents and images, both of which are important components of historical 

thinking, the activity does not facilitate deep engagement with primary sources. As I 

explained in Chapter 1, activities that fall into the remembering and understanding levels 

of Bloom’s Taxonomy do not facilitate higher-order thinking (see Figures 5 and 6). 

Meanwhile, deep engagement with evidence requires learners to “[ask] good questions 

about a source[;] … [to infer] from the source the author’s or creator’s purposes, values, 

and worldview” (Seixas & Morton, 2013, p. 40); and to corroborate evidence.  

Figure 41 This map of the Trail of the 
Caribou is featured in “The War 
Continues” exhibition space. 
Reference: The Rooms (2017) 
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During the third part of Soldiers’ Stories, students return to the RNR Gallery 

where they have the opportunity to explore the eight exhibits and interactive stations. 

Students also continue to learn about the soldier they researched in the Provincial 

Archives. Specifically, following the instructions outlined in the “In the Gallery” section, 

students find the display that showcases information about ‘their’ soldier, read and view 

the information presented, and orally respond to the questions listed. Both the programme 

facilitator and volunteers play a role during this part of the programme. They guide 

students to find ‘their’ soldier’s biography, interpret information and artifacts on display, 

and discuss items in the interactive cart.  

Soldiers’ Stories ends at the in the “Lest We Forget” section of the RNR Gallery. 

Standing opposite the Flowers of Remembrance wall, the programme facilitator guides 

students through a discussion of the impact of the FWW on NL and of the ways 

Newfoundlanders currently remember and commemorate their ancestors’ sacrifices 

during the conflict. The facilitator also invites students to describe symbols of 

remembrance that they have observed in their communities. The programme’s conclusion 

is a form of heritage education and remembrance education as opposed to critical history 

education, because the discussion fosters patriotism, unity, and belonging through 

conversation about shared traces of the FWW. As well, it imparts on students a duty to 

remember. 

Findings from Interview Transcripts 

Nathalie, Elizabeth, and Nicole assisted me to better understand Soldiers’ Stories 

by sharing information about the programme’s development and lived curriculum. As is 

frequently the case when museums develop programming for school groups, Soldiers’ 
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Stories aligns with certain Social Studies and History curricular outcomes. When 

designing the programme, the Public Programming Officers considered that while some 

teachers schedule field trips to The Rooms at the conclusion of their classes’ study of the 

FWW, others register their classes for Soldiers’ Stories as a way to introduce students to 

the conflict. To target classes’ diverse learning needs and background knowledge, the 

programme developers opted to design Soldiers’ Stories as an introduction to the FWW. 

Their primary goals of the programme are to introduce students to NL’s involvement in 

the FWW; to ensure the continued remembrance of the sacrifices that Newfoundlanders 

made both overseas and on the home front; and to create awareness that even a century 

after the war’s end, many Newfoundlanders—and perhaps even programme participants 

themselves—still have ancestral connections to the conflict. A few of the programmers’ 

others aims are to spark students’ interest in both The Rooms’ collections and NL’s 

history and heritage, to correct misconceptions about NL’s FWW experiences, to whet 

students’ appetite so they continue to learn about the war, and to encourage students to 

investigate whether they have family connections to the war. While the aims of 

introducing students to the FWW and correcting their misconceptions reflect history 

education, the aims of linking students to the FWW and encouraging remembrance 

reflect heritage education and remembrance education. These latter goals speak to 

fostering national unity and imposing a duty to remember NL’s past sacrifices.  

Soldiers’ Stories offers insights into individual Newfoundlanders’ stories. Similar 

to the BHTC exhibition, the programme provides more information about the NR’s 

experiences during the FWW than it does about other groups’ involvement in the conflict. 

Nicole, who facilitates many Soldiers’ Stories programmes, explained that when she 
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learned that BHTC would centre around stories, she “[took] the theme and grabbed it, … 

[using] her family’s stories … to give [her] own slant” (personal communication 

[interview], March 5, 2019) to her tours. Recognising the importance of making learning 

meaningful, while developing her tour, Nicole considered what adolescents might 

connect with and be drawn to in the exhibits. When choosing what to interpret, she 

decided to include topics she knew students could relate to and would remember. For 

example, she elected to explain that many of the men who enlisted were the same age or 

just a few years older than the students. She also chose to tell students that men attested at 

the CLB Armoury, a building with which some students are familiar because it is still 

occupied and is located only a few blocks from The Rooms. Nicole’s decision to include 

information to which students can relate reflects good teaching practices, for teachers are 

encouraged to link new content with students’ background knowledge. 

During the guided interpretive tour, Soldiers’ Stories facilitators “talk about the 

First World War from the perspectives of the soldiers” (Nathalie, interpersonal 

communication [interview], March 8, 2019). Tours include the following information: 

• The NR’s mascot, Sable Chief (see Figure 42), and Sable Chief’s keeper, Pte. 
Hazen Fraser 
 

• Britain’s declaration of war 
and its impact on NL 

 
• The enlistment process 

 
• Newfoundlanders’ training 

before their departure for 
Europe 
 

• The contributions of women, 
children, and photographers 
Bert and Elsie Holloway on the 
home front 

Figure 42 Sable Chief, the NR's mascot, underwent 
taxidermy. He is in a glass case located just outside of 
the RNR Gallery. 
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• The NR’s introduction to battle at Gallipoli 

 
• The NR’s preparation for and military assault at BH 

 
• The Trail of the Caribou 

 
• Memorial Day 

 
During their historical interpretation of the “Beaumont-Hamel, France: July 1st, 

1916” exhibit, Soldiers’ Stories facilitators explain “how the soldiers were feeling and 

what they were facing when they were there [at Beaumont-Hamel]” (Nathalie, personal 

communication [interview], March 8, 2019). They also explain soldiers’ thoughts turning 

to home the night before their July 1, 1916 advance and soldiers’ drafting of wills and 

last letters home. Furthermore, they discuss the logistics of the July 1, 1916 battle, and 

they detail the negative impact of miscommunication between those at the front and those 

behind the lines. For instance, they describe the miscommunication that resulted from the 

British and German Armies’ mutual use of a white flare. The focus on soldiers’ thoughts 

prior to their assault and on what went wrong at BH discourages learners from thinking 

historically, because these two topics fail to introduce students to the complexity of 

warfare and to Newfoundlanders’ range of reactions to the Somme Campaign. 

Meanwhile, the discussion of problems related to communication reflects the common 

understanding that the first day of the Somme Campaign was futile and that the NR’s 

experiences at BH were tragic.  

While at the reproduction ‘Danger Tree,’ programme facilitators explain this 

tree’s importance to the NR during their advance. Facilitators also describe the negative 

consequences of the tin triangles that were attached to soldiers’ haversacks during their 

advance. Furthermore, they discuss the overall chaos that ensued on the morning of July 
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1, 1916. Nathalie explained, “I feel that we explain that much [about the chaos] because 

that really gets to the heart of—you know, it was a waste of life that didn’t need to 

happen … in the sense of 20/20 hindsight” (personal communication [interview], March 

8, 2019). Programme facilitators conclude the tour with a discussion of commemoration 

and Memorial Day. Nathalie’s description of the FWW as a waste of life caught my 

attention because it reflects the narrative held by many in the Commonwealth: The 

Somme Campaign, particularly the first day, was futile and unnecessary. 

While all three research participants offered detailed information about the guided 

tour,, they provided comparatively little information about the hands-on research activity 

that takes place in the Provincial Archives. Elizabeth explained that one strategy 

Soldiers’ Stories facilitators use to educate students about the NR’s engagement at BH is 

that of assigning students the task of researching Pte. Chafe and Pte. Hutchins. (As 

explained in the previous section, Pte. Chafe and Pte. Hutchins both died during their 

advance at BH.) Meanwhile, Nathalie shared that students’ examination of soldiers’ 

service files gives students a window into combatants’ experiences during the war and 

fosters their sense of connection to a far-off conflict. One interviewee reflected on 

whether the research activity facilitates critical examinations of soldiers’ wartime 

experiences. She acknowledged that the activity gives students the opportunity to interact 

with primary sources, but she questioned whether it in fact allows students to be critical 

consumers of history. She expressed doubt that the worksheets which accompany the 

service files “[help] students learn … about interpreting what’s on a page …”  

Research participants did not provide much information about students’ 

independent exploration of the BHTC exhibition. However, one participant explained that 
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not all students complete the tasks of learning more about ‘their’ soldier and exploring 

the RNR Gallery. She said,     

[Students] research ‘their’ soldiers in the archives. Then, they’re given a laminated 
sheet and their task when they go back down [to the BHTC exhibition] is to find the 
item or the photo of that soldier in the exhibit. I find that doesn't usually happen. As 
soon as [students] get back down to the gallery ... they're off doing the interactives, 
which we like, … but that sheet and that connection with [the soldier they 
researched] is lost. (personal communication [interview]) 
 

Meanwhile, two interviewees described the interactive cart, which students can 

visit during their exploration of BHTC, as an excellent learning tool. They explained that 

the cart contains items that soldiers carried with them during the war. They posited that 

objects bring the war to life. Nathalie stated that “bringing 3-D items into [programming] 

really brings it home that it’s [the FWW], not this long-ago, pie-in-the-sky idea that is … 

make-believe” (personal communication [interview], March 8, 2019). 

As is the case in school settings, students’ engagement varies greatly during 

Soldiers’ Stories. Some students are engrossed in learning during the guided tour, the 

research activity, and their exploration of the RNR Gallery. These learners demonstrate 

engagement and interest by asking and answering questions and by remaining focused 

and employing problem solving skills. Meanwhile, others show little interest in the 

museum displays and the research activity. Nevertheless, Soldiers’ Stories is generally 

well-received. Some teachers register their classes for it yearly and several have reflected 

that it is The Rooms’ best school programme because it gives students a newfound 

appreciation of history. In fact, some teachers have reported that students’ participation in 

the programme has influenced their decision to take other history courses.  

From the data I collected via interviews, I determined that Soldiers’ Stories is a 

form of heritage education and remembrance education. Elizabeth, Nathalie, and Nicole 
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shared much more information about the guided interpretive tour than they did about the 

latter two parts of Soldiers’ Stories. From this, I surmised that the tour is the main focus 

of the programme. They described the tour as content-based as opposed to enquiry-based. 

In other words, it does not promote investigation, contestation, and debate, all of which 

are key elements of historical thinking. From interviewees’ descriptions of the research 

activity and the gallery exploration, I deduced that while Soldiers’ Stories enables the use 

of primary sources, it does not foster students’ deep engagement with the HTC evidence. 

During the latter two parts of the programme, students find information and leave with 

particular understandings of the NR’s combat experiences.   

Findings from Observations 

During my research trip to The Rooms, I observed three Soldiers’ Stories 

programmes, all of which were delivered to local grade 8 students. Each programme was 

led by Nicole and accompanied by a few volunteers. Nicole began the guided interpretive 

tours just outside the entrance of the RNR Gallery. After introducing herself to students, 

she explained how The Rooms’ curators acquired artifacts to construct the BHTC 

exhibition. Following this, she shared the stories of Sable Chief and his Keeper, Pte. 

Hazen Fraser.  

Before leading students into the RNR Gallery, Nicole drew students’ attention to 

July 1, 1916, a painting by contemporary artist Jean-Claude Roy which is hung on the 

wall opposite Sable Chief (see Figure 43). She explained the reasons for, and the scene 

depicted in, the painting. She then gave students the opportunity to consider what Roy’s 

use of white, red, and blue paint (see the yellow boxes in Figure 43) might represent. This 

first part of Nicole’s tours includes a few elements of critical history education. Nicole’s 
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explanation of the exhibition 

development process 

introduced students to the 

social constructionist nature of 

history. Meanwhile, students’ 

reflection on the paint colours 

enabled them to interrogate 

evidence.     

After discussing the 

painting, Nicole led students into the “Home Front” exhibit, stopping at a glass case 

featuring uniforms and outfits worn by Newfoundlanders during the FWW. While at the 

glass case, she explained Great Britain’s declaration of war, NL’s response to this 

declaration, the enlistment process, and the NR’s uniform. She then led students to a 

nearby archival photograph of Pleasantville, which is where enlisted Newfoundlanders 

trained before heading overseas. The next two parts of Nicole’s tours offered students 

insights into life on the home front during the FWW. While standing in front of a display 

case containing wool socks, Nicole described women’s efforts to knit socks for the men 

overseas. She then described photographers Bert and Elsie Holloway’s efforts to take 

photographs of soldiers before they departed for war.  

After her interpretation of life on the home front, Nicole led students to the 

“Overseas” exhibit where she briefly detailed the history of the SS Florizel (the ship that 

carried the first contingent of the NR overseas), the farewell that accompanied the NR’s 

departure for Europe, and the training the unit underwent when they arrived in Great 

Figure 43 Jean-Claude Roy's July 1, 1916 offers much food 
thought. 
Reference: Roy (2014) 
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Britain. Following this, Nicole walked students to the archival map of Turkey (see Figure 

35), where she gave a brief account of the NR’s experiences in Gallipoli. More 

specifically, she explained that the NR won the battle they fought at ‘Caribou Hill’ and 

that combatants suffered more casualties from the extreme weather conditions and 

disease than from weaponry.  

“Beaumont-Hamel, France: July 1st, 1916” was either the last or second last stop 

on the interpretive guided tours, depending on the tour. The three historical 

interpretations of this exhibition space I observed generally included the same 

information; however, there were slight differences. Moreover, the order in which 

information was presented varied from one tour to the next. All three tours of the exhibit 

began with Nicole gathering students in the corridor that replicates a trench. Nicole did 

not expand on trenches during the first and third programmes I observed; however, 

during the second, Nicole stated, “Now we’re in the trenches” (personal communication 

[observation], March 7, 2019) and explained that men needed to spend extended periods 

of time in “these dark, muddy, wet, cold trenches” (personal communication 

[observation], March 7, 2019).  

Once she had students’ attention in the corridor, Nicole posed one of the 

following questions: “Why is the … exhibition primarily about Beaumont-Hamel?”, 

“What does Beaumont-Hamel mean to you?”, or “What does July 1st mean to you?”. 

Nicole gave students a few seconds to reflect and then asked students to share their 

answers. If students’ responses were not the ones Nicole was looking for, she rephrased 

her question or asked follow-up questions. For example, during my third Soldiers’ Stories 

observation, Nicole asked students what July 1st means to them. One student responded, 
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“Canada Day.” Nicole then asked students to consider what July 1st means after reading 

the title of the “Beaumont-Hamel, France: July 1st, 1916” exhibit on the wall. A student 

responded, “Confederation.” To guide students to the response she was looking for 

(“Memorial Day”), Nicole asked students to think back to 1916.  

During the remainder of her interpretation of the “Beaumont-Hamel, France: July 

1st, 1916” exhibit, Nicole described certain elements of the Battle of the Somme as it took 

place at BH, as well as the significance of the battle to NL. She explained that the NR 

was the third wave of troops to advance towards the German trenches, and that this 

assault resulted in significant losses of life and only 68 of 801 Newfoundlanders 

responding to roll call the next morning. She also detailed the problems that arose from 

poor communication. For example, she described the negative impact of both the British 

and German Armies’ use of the white flare as signals: “[The Newfoundland Regiment] 

responded to the wrong sign” (personal communication [observation], March 12, 2019) 

when the German Army set off a white flare.  

During all three tours, as she led students to the reproduction ‘Danger Tree,’ 

Nicole drew students’ attention to the letter that Pte. Chafe wrote to his mother the night 

before the July 1, 1916 advance. She also explained that soldiers spent the night before 

the battle writing letters home and drawing up wills. Upon reaching the circular 

exhibition space where the reproduction ‘Danger Tree’ is located, Nicole explained that 

the sculpture is a replica of the tree that stood halfway between the British and German 

trenches in No-Man’s-Land at BH. She explained that no Newfoundlander made it past 

the ‘Danger Tree’ and that since many dead and wounded men were piled up around this 

lone tree, members of the NR could take shelter from German fire around it. During the 
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first and third programmes I observed, Nicole described the ‘Danger Tree’ as a symbol of 

the NR and of huge loss. During the second and third programmes, Nicole also drew 

students’ attention to the wall-sized archival photograph of the ‘Danger Tree’ that makes 

up part of the circular wall. She explained that the image features the actual ‘Danger 

Tree.’ While in the circular exhibit space, Nicole also drew students’ attention to the 

glass window through which visitors can see the soldier-mannequin and more 

particularly, the tin triangle sewn onto his haversack. She explained that during the July 

1, 1916 assault, the tin triangles reflected the sunlight that hit them and thus, the 

Newfoundlanders became easy targets on the battlefield. A final common element of all 

three interpretations of the “Beaumont-Hamel, France: July 1st, 1916” exhibit was 

Nicole’s statement that NL suffered significant losses at BH. She explained that the loss 

and sacrifice are the reasons why Newfoundlanders continue to remember BH. During 

the second and third programmes I observed, Nicole segued from the discussion of loss 

into an explanation of the double meaning of July 1st to Newfoundlanders as Memorial 

Day and Canada Day.  

During the first and third tours I observed, Nicole ended her interpretations in 

front of the map that showcases the Trail of the Caribou (see Figure 41). While at the 

map, she reminded students that there is also a Caribou monument that commemorates 

the NR in Bowring Park, St. John’s. Before proceeding, it is important to mention that 

during her interpretive tours, Nicole used the phrase Battle of Beaumont-Hamel to 

describe the NR’s July 1, 1916 action at BH. This term is inaccurate, as there was no 

Battle of Beaumont-Hamel, just as there was no Battle of Vimy Ridge. Beaumont-Hamel 

was the NR's responsibility during the Battle of the Somme, just as Canada was 
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responsible for Vimy Ridge during the 1917 Battle of Arras. As such, the use of Battle of 

Beaumont-Hamel perpetuates misconceptions. As well, during all three tours, Nicole 

described this military engagement as either a “significant loss” (Nicole, personal 

communication [observation], March 5, 2019) or a “huge loss” (Nicole, personal 

communication [observation], March 7, 2019, March 12, 2019). These phrases reflect the 

overarching themes of tragedy and failure. 

 Following the interpretive tours, Nicole led students and chaperones to the 

Provincial Archives. Before entering the archives, Nicole explained that people conduct 

research in the space, so students need to be quiet as they make their way to the 

Reference Room. During the first programme I observed, Nicole described the purpose of 

archives and explained that NL’s Provincial Archives holds records that enable people to 

learn more about NL’s past.   

During my three observations, students worked in pairs to research one of the 

following members of the NR: Cpl. Best, Pte. Chafe, Pte. Forsey, Pte. Fraser, Pte. 

Hutchins, L.Cpl. Shiwak, Sgt. Stacey, or Pte. White. Each pair received a magnifying 

glass and a red folder that contained a worksheet and sections of ‘their’ soldier’s service 

file. Nicole explained that The Rooms’ staff had already conducted some research about 

the eight soldiers and that students’ task was to add to the research. She specified that 

students’ assignment was to answer the questions on the worksheets by reading and 

finding responses in ‘their’ soldier’s service file. She described a few of the documents in 

each folder, always delineating the information in the “Attestation Papers.” She 

recommended that students use the magnifying glasses to assist them in deciphering the 

handwritten text. She also advised students that she, the volunteers, and I were available 
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to help them with reading the handwriting. Finally, she suggested that within each pair, 

one student read the service file to find the responses to worksheet questions and the 

second student record the responses. 

For approximately 30 minutes, students answered the worksheet questions. While 

students worked, Nicole, volunteers, and I moved from pair to pair offering guidance and 

assistance. Similar to school classrooms, some pairs were engaged in the activity while 

other pairs needed constant reminders to stay on task. I observed that many students 

neglected to read the instructions, which guided them to the exact documents in which 

responses could be found. Consequently, these students flipped aimlessly through ‘their’ 

soldier’s service file. Also, despite the magnifying glasses and volunteers’ help, many 

students expressed frustration because they could not decipher the handwriting.  

As the 30-minute mark approached, Nicole and volunteers gave each pair a 

laminated sheet that included a brief biography of ‘their’ soldier. As she was distributing 

the biographies, Nicole advised students to read the biography upon completing the 

worksheet. I observed that while a few pairs read ‘their’ soldier’s story, many did not. At 

the end of the research period, Nicole addressed students, reminding them of the 

biography and explaining that the hands-on research they had conducted would teach 

them even more about ‘their’ soldier’s life. Before leading students and chaperones back 

into the RNR Gallery for the third part of Soldiers’ Stories, Nicole drew students’ 

attention to the “In the Gallery” section of the laminated sheets. She explained that 

students’ task during their exploration of BHTC was to learn even more about ‘their’ 

soldier by going to the exhibition space listed beside the “In the Gallery” title, finding the 
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displays about ‘their’ soldier, and responding to the questions. Finally, she explained that 

during their time in the exhibition, students could explore the interactive stations.  

While Cpl. Best, Pte. Chafe, Pte. Hutchins, and Sgt. Stacey were at BH on July 1, 

1916, Nicole did not draw students’ attention specifically to them during the hands-on 

research activity. Consequently, only the students who completed worksheets about these 

four combatants possibly learned more about the Newfoundlanders’ experiences at BH. 

There was no structured learning during the third part of Soldiers' Stories. Instead, 

students explored the gallery on their own, free to engage with the content, interactives, 

and media in the exhibition. 

When students returned to the RNR Gallery from the archives, some read text 

panels and examined the interpretive media in the exhibits. Others explored the 

interactive stations and approached the interactive cart. Meanwhile, others talked 

amongst themselves and/or looked at their cell phones. Since I could not be in all parts of 

the gallery at once, I was unable to observe how many students completed the “In the 

Gallery” section of the laminated sheet, but I noted that at least a few pairs of students 

found information about ‘their’ soldier in the exhibition, read his biography, and looked 

at accompanying photographs and artifacts.    

Conclusion 

 Both the BHTC exhibition and Soldiers’ Stories offer visitors a wealth of 

information about NL and the NR’s involvement in the FWW. While certain content 

reflects the exhibition and programme developers’ considerations of the HTCs, neither 

educational initiative promotes critical history education. 
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Chapter 5: Discussion and Conclusion 

Introduction 

As I detailed in Chapter 4, my analyses of documents, the BHTC exhibition, 

interview transcripts, and observational notes revealed many notable findings, most of 

which support those of other scholars. This chapter discusses how my findings affirm, 

challenge, and extend what scholars already know about FWW public history education. 

It also explores the implications of my findings for policy, practice, and future research.  

Didactic Approach to First World War Public History Education 

My research revealed that like many museum exhibitions, The Rooms takes a 

didactic approach to the FWW public history education it offers (Gilbert, 2016). BHTC is 

content-based and offers single interpretations of historical events and figures. During my 

observations, I noted that Soldiers’ Stories participants were passive recipients of 

information. The guided interpretive tours I observed were lecture-based. Nicole asked 

only a few questions, and she did not invite students to make queries. Although the 

research activity allowed students to work with soldiers’ service files, which are a 

primary source, students’ task was to search and find information. The activity neither 

invited students to ask questions about the files (such as who created them) nor allowed 

students to consider and infer the files’ purposes (Seixas & Morton, 2013). Meanwhile, 

considerations of primary sources’ creators and the creators’ “purposes, values, and 

worldview” (Seixas & Morton, 2013, p. 40) are important components of critical history 

education. Furthermore, instead of asking student pairs to write their own evidence-based 

biography of the soldier whose service file they examined, Nicole presented students with 
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pre-written biographies. In other words, The Rooms exposed students to a single 

interpretation of Newfoundlanders’ wartime experiences.  

This was also the case during students’ independent gallery exploration. Unless 

the students were at the interactive cart engaging in enquiry-based discussions with 

volunteers, were with chaperones who posed enquiry questions that involved 

interrogating displays, or took the initiative to interrogate displays themselves, the 

students were largely passive recipients of specific narratives about the FWW. Some of 

those who in fact found the display featuring ‘their’ soldier and completed the “In The 

Gallery” activity had the opportunity to answer questions beyond the remembering level 

of Bloom’s Taxonomy (see Figures 5 and 6). However, not all of the “In the Gallery” 

sections facilitate higher-order thinking, and those that do, do not necessarily require 

students to use evidence to justify their responses—another key element of critical history 

education. For example, the first part of the “In the Gallery” section that accompanies 

Private Chafe’s biography reads, “As you approach Beaumont-Hamel, stop to take a look 

at the archival photo of the trench. 1. What are the [soldiers] doing?  2. What are their 

thoughts?  3. What do you think they might do next?”  

The Rooms’ didactic approach to FWW public history education resonates both 

with observations I made during museum and gallery visits and with museum education 

scholarship. In preparation for this study, I visited several museums that feature FWW 

exhibitions, including the Imperial War Museum (IWM) London and the Canadian War 

Museum (CWM). Like The Rooms, these sites took a didactic approach to public history 

education in their FWW exhibits. They present one interpretation of historical events, 

historical figures, and artifacts. They provide few opportunities for visitors to handle and 
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examine artifacts, and they do not invite visitors to question the featured narratives and 

interrogate the displays.  

Gilbert’s (2016) research findings show that the didactic approach to exhibition 

development is common. She explains that the primary goal of many museums and field 

trips remains “to increase the information absorbed by students” (Gilbert, 2016, p. 51). 

She cites Wright-Maley, Grenier, and Marcus (2013), who equate learning with 

expanding knowledge rather than acquiring and practising historical enquiry and 

historical thinking skills (Gilbert, 2016). Gilbert further explains that curators generally 

play it safe, presenting dominant narratives (Gilbert, 2016). If they do stray away from 

common narratives—what Gilbert (2016) terms pushing the narrative, they do so subtly 

“lest it risk negative response from stakeholders” (p. 56).  

Gilbert (2016) suggests that by presenting single viewpoints, museums convey 

that they are authorities on history and present the truth. For Marcus and Levine (2011), it 

is important that learners interrogate the history and purposes of museums to understand 

how the perspectives museums present are influenced by what happens behind-the-scenes 

(Marcus & Levine, 2011, p. 105, 108, cited in Gilbert, 2016, p. 52). Nonetheless, Marcus 

and Levine (2011) also advise that learners only question decisions made by curators and 

historians after receiving permission to do so (Marcus & Levine, 2011, p. 105, 108, cited 

in Gilbert, 2016, p. 52). The need to obtain permission to interrogate museum exhibitions 

“ascribes [further] authority to the museum … and privileges the feelings of museum 

staff involved in exhibit creation over students’ meaningful engagement” (Gilbert, 2016, 

p. 52). This authority hampers museum literacy—visitors’ critical examination of 

featured historical interpretations and the museums themselves (e.g. policies, 
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stakeholders, history)—because visitors must step on tiptoes for fear of causing upset 

(Gilbert, 2016).  

Although none of the data I collected specified that The Rooms ascribes authority 

to itself via the FWW history education it offers, the attribution of authority was evident. 

Through presenting single perspectives on historical events and single interpretations of 

individuals’ FWW experiences—both in the BHTC exhibition and during the guided 

interpretive tour portion of Soldiers’ Stories, The Rooms signals to visitors that it 

presents the truth (as opposed to one of several possible truths). The absence of enquiry-

based learning opportunities throughout the exhibition and during Soldiers’ Stories 

further evidence this attribution of authority.  

Nathalie explained that curators, collections’ managers, and researchers formed 

the BHTC exhibition development team. Despite the fact that exhibitions are forms of 

public history education, no one with expertise in history education was included in the 

core development team. This echoes Gilbert’s (2016) findings: The exhibition 

development team Gilbert was part of during her study included staff “from marketing, 

membership, guest services, and the like, with the individuals who had studied history 

forming a distinct minority” (p. 57). In other words, the development team placed as 

much—or more—value on visitor experience than on critical history education (Gilbert, 

2016). While some curators are academic historians, Gilbert (2016) reminds readers that 

other curators are public historians. Similar to Gosselin (2010), who discovered that 

exhibition developers consider themselves to be storytellers, Gilbert (2016) posits that 

curators’ main task is to “[select] elements from historic scholarship that will resonate 
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with visitors” (p. 57), even if the selected accounts do not present the most recent 

scholarship.  

The rigorous storyteller and public historian roles of the curators who worked on 

the BHTC exhibition were evident (Gosselin, 2010). Just as the BHTC exhibition 

presents one view of NL, Newfoundlanders, and the NR’s wartime experiences, 

storytellers generally narrate stories from one perspective. Also, listener and reader 

engagement are signs of good storytelling, and BHTC excels at engaging visitors. The 

inclusion of interactive stations, audio-visual resources, biographies, and quotations, as 

well as the use of first-person pronouns and present-tense verbs, connect visitors to the 

past, instantly drawing them in via ‘edutainment’ by pulling on their heartstrings.  

Beaumont-Hamel as a Heroic Sacrifice and Failure 

Soon after beginning my research, I realised that The Rooms conveys a very 

different memory of the FWW than my home province of Alberta does. As Cook (2017) 

outlines in Vimy: The Battle and the Legend, Canada’s memory of the FWW currently 

centres around the April 1917 Battle of Vimy Ridge. This is reflected in the CWM’s 

FWW exhibition, which dedicates an entire exhibition space to the Canadian troops at 

Vimy. The Rooms, on the other hand, reveals a provincial collective memory centred 

around the NR’s advance at BH on July 1, 1916. Nathalie reinforced this claim, 

explaining that in NL, the FWW and BH are synonymous. As I outlined in Chapter 4, 

The Rooms depicts the unit’s advance at BH as a heroic sacrifice and as a tragedy with 

long-term consequences—one that current generations have a duty to remember.  

Evidence of The Rooms’ transmission of a provincial FWW memory centred 

around the NR’s assault at BH is seen throughout the BHTC exhibition. The name of the 
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exhibition itself—Beaumont-Hamel and the Trail of the Caribou—exemplifies the 

prominence of BH in The Rooms’ FWW narrative and NL’s memory. So too does the 

development of a permanent exhibition that features an entire exhibit about the NR at 

BH. The following paragraph from one of the three image and text panels in front of the 

“Where Once They Stood We Stand” wall also signals that BH features prominently in 

The Rooms’ understanding of the FWW, in NL’s collective memory of the FWW, and in 

the province’s entire history:  

Beaumont-Hamel, France, where hundreds of Newfoundlanders were killed and 
wounded on the opening day of the Somme Offensive, July 1st, 1916, has become a 
poignant symbol of the extraordinary sacrifices made overseas and on the Home 
Front during the First World War (1914–1918). It remains the iconic event which 
defines the cultural identity of the people of Newfoundland and Labrador to this 
day. (The Rooms, 2016a, “Where Once They Stood We Stand: The Rooms’ 
Centennial Campaign for First World War Commemoration” [text/image panel], 
para. 1) 

 
NL’s different collective memory of the FWW (from Canada’s) makes sense, for 

the NR fought with the British Expeditionary Force during this conflict, and the first day 

of the Battle of the Somme is at the forefront of the British public’s memory of this 

conflict (Pennell, 2012). NL has constructed a nation-building narrative around BH, just 

as Canada has around the Battle of Vimy Ridge (Candow, 2016). Moreover, as 

Lowenthal (2017) writes, NL stands out among all anglophone Canadian provinces as the 

one with the strongest national identity and connection to its past. The preface of the 

2002 Royal Commission on Renewing and Strengthening Our Place in Canada 

explained, 

[Newfoundlanders’] sense of place … links the past with the present—a deep sense 
of belonging. … We have a passionate appreciation of our cultural and artistic 
heritage, and enjoy a strong sense of connection to the land and the sea. (p. v, cited 
in Lowenthal, 2017, p. 159) 
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The Rooms’ dissemination of a ‘Beaumont Hamel-centric’ memory is not 

surprising, for Harding’s (2006) historical enquiry revealed that a “‘Beaumont Hamel-

centric’ Great War myth” (p. 4) surfaced in the aftermath of the NR’s assault at BH. As 

well, Harding (2006) and Huyber’s (2015) studies, and Candow’s (2016) exhibition 

review, explain that BH still holds a prominent place in NL’s collective memory. What 

did strike me, however, is The Rooms’ depiction of the NR’s assault as a heroic sacrifice. 

Harding (2006) learned that prior to becoming a Canadian province in 1949, 

Newfoundlanders viewed the NR’s actions at BH as a “glorious tragedy” (p. 3) and 

celebrated Memorial Day as “a triumphant national anniversary” (Harding, 2006, p. 24).  

Meanwhile, after confederating with Canada, Newfoundlanders viewed BH as “a 

painful reminder of an incurable wound suffered by a dead country” (Harding, 2006, p. 

24). According to Harding (2006), recent generations of Newfoundlanders look upon BH 

critically with “tragic nostalgia” (p. 25). They approach Memorial Day with solemnity, 

considering it a day to commemorate “an event which earned them nothing and stole their 

nation away” (Harding, 2006, p. 24). Candow (2016) writes that the principal themes of 

BHTC are sacrifice and loss. He also writes that BHTC depicts the FWW as a “‘fatal 

national wound’ that triggered a ‘tragic avalanche’” (Candow, 2016, p. 370).  

Although this is true, my research revealed that The Rooms conveys the NR’s 

advance as a noble sacrifice. In other words, the exhibition combines NL’s initial 

celebratory “glorious tragedy” (Harding, 2006, p. 3) memory of BH with the later 

tragedy-focused one (Harding, 2006). Interpretive media in the “Beaumont-Hamel, 
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France: July 1st, 1916” exhibit communicate 

heroism in addition to sacrifice and loss. In 

Chapter 4, I explained how the poem “Charge 

of the Hero Band” exemplifies valour and 

sacrifice. Private Howard Morry’s mid-1900s 

recollection also speaks to the NR’s heroism: 

“Our band struck up ‘The Banks of 

Newfoundland,’ and we marched in with our 

heads in the air, swinging along like if we just 

came on parade, instead of coming right out of 

the trenches on the Somme.” One of the 

archival photographs featured in Figure 31 

depicts British soldiers who successfully 

occupied a German trench near BH. The depiction of a successful event is a third 

illustration of heroism in the “Beaumont-Hamel, France: July 1st, 1916” exhibit.  

Many of the biographies, quotations, audio-visuals, and (reproduction) artifacts 

depict the NR’s slaughter and sacrifice. “Their Names Shall Live in History,” a section of 

the December 1916 edition of The Cadet, features photographs of the two sets of Ayre 

brothers who died on the first day of the Somme Campaign (see Figure 44). This primary 

source reflects the losses that NL and the NR suffered on July 1, 1916, for three of the 

four Ayres were members of the NR. Meanwhile, the re-enactor who plays Sergeant 

Stacey describes the NR’s advance as fatal: 

Hadow, he waved our boys over at 9:15 a.m. We followed … We were supposed to 
carry on behind the advance into the German trenches. But there was no advance. I 

Figure 44 Eric, Gerald and Wilfrid Ayre were 
part of the NR, while Bernard Ayre was a 
member of the Norfolk Regiment. All four men 
died on July 1, 1916. 
Reference: The Rooms (2017) 
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remember that I glanced back to the point where the Regiment started out in St. 
John’s Road. … It looks like … half the lads didn’t even make it that far. There’s 
piles of them lying in the barbed wire. There’s nothing moving out there in No 
Man’s Land. The machine guns from the German lines had not let up for one 
second and when the high explosives started coming over … (Crummey, n.d., 
“Sergeant Anthony James (‘Jim’) Stacey Newfoundland Regiment #466” 
[document – video clip transcript], paras. 4–6) 

 
Sgt. Stacey’s script was written by an author, not a historian (Crummey, n.d.). 

This further supports Gosselin (2010) and Gilbert’s (2016) claims that exhibition 

developers value rigorous storytelling over historical scholarship (Gosselin, 2010). 

Perpetuation of Popular Narratives of the First World War 
 

 During my examination of the BHTC exhibition, I noted that the exhibition 

mirrors many public historical sources that describe NL’s contributions to the FWW 

overseas. It focuses primarily on the NR rather than on other units from NL, and it offers 

far more information about BH than it does about the NR’s other military engagements. I 

also discovered that the exhibition is anglo-centric and features common British 

understandings of the FWW. Pennell (2012) explains that most British people associate 

the FWW with trenches and death. She summarises the British popular perception of the 

1914–1918 conflict as follows: 

It is perceived by many as a tragic disaster, fought mainly in the muddied, rat-filled, 
and lice-ridden trenches of the Western Front by young, innocent “Tommies” led 
by imbecile generals who wilfully sacrificed their men for a cause that would, with 
the outbreak of the Second World War, prove to be utterly pointless. … An average 
British school pupil’s impression of a four-and-a-half-year conflict that stretched 
across the globe is that it took place on July 1, 1916, in a trench in France, seen 
through the eyes of a man called Wilfred Owen. (Pennell, 2012, pp. 11–13) 

 
Pennell (2016) explains that during IWM’s July 2013 consultation with 400 

people to understand gaps in FWW understandings, over 50% of those consulted 

explained that they associate trenches with the conflict. “Death and loss of life” (Pennell, 
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2016, p. 41) were the next most common topics associated with the war. She also writes 

that 20% of those consulted used “emotionally negative phrases [such as] waste, futile, 

pointless, or tragic” (Pennell, 2016, p. 41) when describing the conflict.  

Pennell (2014) writes that the results of her 2013 First World War in the 

Classroom: Teaching and the Construction of Cultural Memory survey research showed 

that History teachers generally “stay close to home” (p. 46) when choosing topics to 

include in their teaching of the 1914–1918 conflict. As I wrote in Chapter 2, the survey 

results showed that 96%, 94%, 85%, and 65% of the teachers who responded to the 

question “What topics do you teach in your classroom?” teach about trench warfare, the 

causes and origins of the FWW, the Western Front, and the consequences of the war 

respectively (Pennell, 2014). Meanwhile, a much lower percentage teach topics that are 

excluded from Great Britain’s collective memory of the war. As shown in Figure 9, under 

30% teach their students about naval endeavours, colonial troops, the Eastern Front, and 

other fronts (Pennell, 2014). In her 2018 article about the First World War Centenary 

Battlefields Tour Programme, Pennell (2018) learned that tour directors focus heavily on 

the Somme Campaign and portray the British Army as heroic, prioritise soldiers’ 

experiences, and emphasize loss (Pennell, 2018). In other words, Pennell’s (2014, 2016, 

2018) studies show that British students generally learn a limited selection of topics 

associated with the FWW (Pennell, 2014). This is also the case in the BHTC exhibition 

and Soldiers’ Stories.  

My research findings show that many aspects of the British perception of the war 

are present in BHTC and Soldiers’ Stories. My discoveries also evidence that The Rooms 

disseminates limited memories and understandings of the FWW. The exhibition 
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incorporates descriptions and multimedia that depict common perceptions of the war such 

as the Western Front, trench warfare, the horrors of life in the trenches, and death. For 

example, the second paragraph of the “First Action: Gallipoli” text panel explains that 

“Gallipoli delivers many firsts for the Regiment’s soldiers: their initial taste of combat 

and first experience of trench conditions—living with dirt, disease, hunger, cold, fear, 

death.” Nicole interpreted the NR’s experiences in Gallipoli in a similar manner during 

Soldiers’ Stories. She focused on the negatives of the NR’s experiences. Specifically, she 

explained that the unit suffered from frostbite and disease.  

Also, emotionally negative words and quotations appear in the exhibition, 

particularly in the latter exhibits. For example, the quote at the top of the “Aftermath” 

text panel in the “Beaumont-Hamel, France: July 1st, 1916” exhibit is the following 1921 

recollection of Major and Adjutant Arthur Raley: “Wounded men who had managed to 

crawl a little, rolled down into the … trench, falling with a sickening thud.” The 

exhibition also focuses heavily on the human cost and futility of the FWW, as well as on 

the overall tragedy of the war and of the battle at BH. It interprets the war as a historic 

event with only negative consequences. As I explained in Chapter 4, certain content also 

conveys the ‘Lions Led by Donkeys’ narrative popularised by Alan Clark.  

Pennell (2014) writes that British revisionist historiography explores Great 

Britain’s just cause for declaring war in August 1914, the range of civilians’ responses to 

the declaration of war, “the complexities of trench warfare[,] and the strategic 

significance of battles, better known for the scale of their slaughter” (p. 35). This 

important revisionist historiography also reveals soldiers’ multiple perspectives on the 

war; it does not promote only the viewpoints presented by FWW “poet ‘truth-speakers’” 
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(Pennell, 2014, p. 35) such as Wilfred Owen, Siegfried Sassoon, and Rupert Brooke. In 

Forgotten Victory: The First World War Myths and Realities (2018), Gary Sheffield, a 

revisionist FWW historian, argues that the FWW was not a futile event with only 

negative consequences. Sheffield reasons that the battles leading up to 1918, particularly 

the 1916 Somme Offensive, were a learning experience that allowed the British Forces to 

“[win] the greatest series of victories in British military history” (p. 1). He also contends 

that the 1914–1917 campaigns revolutionised warfare (Sheffield, 2018). During my 

analysis of the BHTC exhibition, I discovered that despite the “‘major transformation’ 

[that] has taken place in First World War historical studies” (Pennell, 2014, p. 35), BHTC 

does not feature revisionist understandings of the conflict.  

Showcasing traditional perceptions of the FWW in public history education 

perpetuates narrow memories of the conflict. The narrow focus also simplifies the 

FWW—a complex conflict that included “other, equally valid, experiences such as 

killing, survival, freedom and mutiny” (Pennell, 2016, p. 50).   

Limited Critical History Education 
 

As I discussed in Chapter 4, both the BHTC exhibition and Soldiers’ Stories lack 

opportunities for visitors and students to engage in historical thinking. The six historical 

thinking concepts (HTCs) are briefly “[the establishment] of historical significance, … 

[the] use [of] primary source evidence, … [the examination of] continuity and change, … 

[the analysis of] cause and consequence, … [the taking of] historical perspectives, … 

[and an] attempt to understand the ethical dimension of history” (Seixas & Morton, 2013, 

pp. 5–6). Meanwhile, as detailed in the quote found on the first page of Chapter 2 (page 

14), critical history education facilitates knowledge acquisition, including knowledge of 
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local, national, and international history (National Curriculum History Programme of 

Study for Key Stage 3, Department for Education, September 2013, cited in Pennell, 

2018, p. 85). Additionally, critical history education teaches learners disciplinary 

knowledge, thereby enabling learners to understand and begin to undertake the work of 

academic historians. Specifically, it enables learners to question and critically examine 

sources, to read and view several sources to acquire multiple perspectives and 

corroborate evidence, to make evidence-based ethical judgements about past events and 

actors, and to develop their own evidence-based historical interpretations (National 

Curriculum History Programme of Study for Key Stage 3, Department for Education, 

September 2013, cited in Pennell, 2018, p. 85).  

Gilbert’s (2016) understanding of critical history education is similar to Pennell’s 

(2018). Gilbert (2016) argues that museum visitors need to ask thoughtful questions. In 

other words, critical enquiry is key to museum literacy. Instead of learning content and 

historical thinking skills, Gilbert (2016) suggests that museum visitors need to “question 

the tacit authority of museum spaces[,] … become aware of museum narratives as 

constructions[, and] … [learn about the] tension between museums’ educative missions 

and vested fundraising interests” (p. 52). Gosselin (2010) further explains that museum 

visitors need to be history “meaning-mak[ers]” (p. 25) and that museums need to make 

explicit not just the “‘what’ of history” (p. 28) but the “‘how’ of history” (p. 33).  

Neither the BHTC exhibition nor Soldiers’ Stories incorporates the HTCs or 

implements the critical history education practices recommended in Gilbert (2016), 

Gosselin (2010), Pennell (2018), and Seixas and Morton (2013). While the group which 

designed the BHTC exhibition practised Boix-Mansilla’s (2012) suggestion of explaining 



 

 
 

158 

the social constructionist nature of BHTC’s development in “How do we Choose Which 

Stories to Tell?”, the team did not provide specifics on the “‘how’ of history” (Boix-

Mansilla, 2012; Gosselin, 2010, p. 33[quote]): how they acquired artifacts and stories; 

how they researched, corroborated, and interpreted sources; and how they decided which 

materials “suggest[ed] the broad range of experiences within each themed area” (The 

Rooms, 2016a, “How do we Choose Which Stories to Tell?” [text panel], para. 1).  

While some text panels in BHTC suggest the exhibition development team’s 

consideration of the HTCs, the gallery offers visitors few historical thinking 

opportunities. The text panels, captions, and descriptions throughout BHTC convey 

single understandings of the NR’s FWW military engagements. They present the 

historical accounts as truths as opposed to one of many possible historical interpretations. 

They also neglect to contextualise the NR’s experiences. The contextualisation of the 

Somme Campaign, and explanations of the NR’s parent brigade (88 Infantry Brigade), 

and parent division (29th British Division), are missing.   

The interpretive media prescribe historical significance to the FWW and the NR’s 

overseas experiences. The displays do not invite visitors to determine for themselves 

whether these events are historically significant, and whether they deserve to be featured 

in the exhibition and remembered. Furthermore, the exhibition spaces do not invite 

visitors and students to consider the causes and consequences of the FWW, the Battle of 

the Somme, and the battle at BH. The exhibition does not go into much detail about the 

causes of the 1914–1918 war or the 1916 Somme Campaign; however, it does detail both 

the short- and long-term impact of both the FWW and the Somme Offensive. For 

example, the “News Home” text panel includes the statistic commonly cited during 
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discussions of the consequences of the battle at BH: “Of 801 men, only 68 answer the 

[Newfoundland] Regiment’s next roll call.”  

BHTC does not encourage questioning or contestation of historical 

interpretations. While a few of the exhibition spaces include enquiry questions, the 

accounts and objects that surround them lead to certain responses. Some of the interactive 

activity stations such as the one that allows visitors to decipher messages using Morse 

Code allow visitors to handle or use reproduction artifacts; however, the stations do not 

foster critical engagement with the primary sources. They do not encourage visitors to 

ask questions, make inferences, or consider multiple perspectives. Furthermore, they do 

not invite visitors to develop their own evidence-based historical accounts.  

In the “Beaumont-Hamel, France: July 1st, 1916” exhibit, the displays provide 

multimodal learning opportunities, but they do not lend themselves to historical thinking. 

The displays do not offer visitors opportunities to interrogate the narratives and consider 

different perspectives. The Rooms narrates events as fact and there is no hint that 

different interpretations exist. Unlike some of the other exhibits within the RNR Gallery, 

“Beaumont-Hamel, France: July 1st, 1916” does not include enquiry questions. The 

exclusion of these questions hampers discussion and critical examinations of evidence. 

Similar to the text on display, the archival photographs, objects, and other 

interpretive media that make up the exhibit do not foster historical thinking. Many of the 

non-text elements are reproduced primary sources. Nevertheless, they are not available 

for visitors to handle, and their captions exclude enquiry questions. As I wrote earlier, 

they depict themes commonly associated with the Somme Campaign such as barbed wire, 

muddy trenches, and shell fire; convey the idea of heroism, sacrifice, victimisation, 
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tragedy, and German aggression; and perpetuate the disaster narrative commonly 

associated with the NR’s advance at BH.  

Soldiers’ Stories programme facilitators do not share the guiding enquiry 

questions with students, which means that students do not have the opportunity to 

consider the questions and discuss their responses at the programme’s end. During the 

guided interpretive tour, Nicole described NL and the NR’s FWW experiences. She 

posed a few questions to students; however, the questions were not higher-order thinking 

questions and thus, did not lend themselves to discussion, debate, and research. During 

the hands-on research activity in the Provincial Archives, students examined a soldier’s 

service file (a primary source), but they did not critically engage with the file. Figure 45 

outlines the guideposts that accompany the HTC evidence. Asking questions, making 

inferences, and corroborating evidence are key elements of learners’ use of primary 

sources (Seixas & Morton, 2013). During the research activity, however, students were 

not invited to ask questions about who created the files, when they were created, and 

what their purpose was, which are all important questions to pose when students are 

being asked to think historically (Seixas & Morton, 2013). Instead, students responded to 

questions that fell 

into the remembering 

and understanding 

levels of Bloom’s 

Taxonomy (see 

Figures 5 and 6). The 

biographies of the Figure 45 These guideposts are “big ideas … that give us a ‘way-in’ to the 
historian’s way of thinking” (Seixas & Morton, 2013, p. 3) about evidence. 
Reference: Seixas & Morton (2013) 
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eight soldiers that students researched were written by The Rooms’ staff and as such, 

students did not have the opportunity to contextualise the evidence, make inferences, 

draw conclusions, or develop evidence-based historical interpretations of ‘their’ soldier’s 

wartime experiences (Kitson et al., 2019; Seixas & Morton, 2013).  

Students’ lack of deep engagement with ‘their’ soldier’s service file also resulted 

from the fact that many could not independently decipher the handwriting in many of the 

documents—even with the help of magnifying glasses. Many students were frustrated 

that they could not read several of the papers; therefore, they disengaged from the 

activity. Also, there was generally not enough time at the end of the research sessions for 

students to discuss their findings with their classmates to learn about soldiers’ different 

experiences. While observing students work with the service files, I realised the 

importance of both providing learners with the tools they need to complete tasks and 

setting aside time for a large-group discussion.  

BHTC incorporates many stories of Newfoundlanders who experienced the 

FWW. Some of those featured survived the war, while others did not. The research 

activity section of Soldiers’ Stories likewise features Newfoundland combatants, some of 

whom died and others who survived the war. It is increasingly common for educators to 

bring individuals’ wartime experiences into studies of FWW history. As Pennell (2016) 

explains, since the FWW is an historical event to which many can relate (because it had 

such far-reaching effects, affected so many families, and left behind so many traces), “it 

is an ideal subject to capture pupils’ attention by hooking them into a personal story, 

family history or local connection” (p. 47). This is true for the general public as well, as 

there has been a surge in interest in family history and genealogy (Pennell, 2016). Pennell 
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(2016) explains that the FWW has become a more popular topic among members of the 

public because they can frame the war “within a personal connection … [R]ather than ‘I 

was there’ it has become ‘I am related to someone who was there.’” (Pennell, 2016, pp. 

47–48).    

Pennell (2016) posits that the use of such hooks can facilitate critical history 

education, but she cites several reasons why it also narrows learners’ understanding of the 

FWW. She contends that family and local hooks limit the multiple historical perspectives 

to which learners are exposed (Pennell, 2016). She explains that hooks generally “reflect 

the ethnic homogeneity of early twentieth century Britain” (Pennell, 2016, p. 48). They 

also prioritise white British individuals’ wartime experiences. This is because a racial 

hierarchy existed in the early twentieth century “regarding named and unnamed burials” 

(Pennell, 2016, p. 48) and because in the early twentieth century, several non-white 

societies had a stronger oral than written tradition, thereby leaving behind few written 

records for learners to examine.   

Pennell (2016) cites well-known revisionist FWW historian Sir Hew Strachan 

who explained another problem with the use of local hooks: 

My concern is that commemoration can be very local and parochial.... People think 
about remembrance in terms of their local church, school or war memorial. There’s 
nothing wrong with that: they are the obvious sites in the landscape—that’s what 
we see of the First World War. But the war is so much bigger than that. We need to 
go from local to global and be able to put local commemoration in the broader 
context. (H. Strachan, personal communication [interview with Telegraph], July 18, 
2014, cited in Pennell, 2016, p. 48) 

 
NL continues to be quite ethnically homogenous. In the 2006 Statistics Canada 

census of ethnic origins, over 90% of Newfoundlanders were anglophones who identified 

as Canadian, English, Irish, or Scottish (Statistics Canada, 2010, Figure 
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11.1). Consequently, the ethnic homogeneity seen throughout the RNR Gallery and 

presented to Soldiers’ Stories participants might not pose as many problems in NL as in 

Great Britain; however, it does still limit learners’ exposure to historical perspectives, 

which is an important component of historical thinking (Seixas & Morton, 2013). 

Specifically, the ethnic homogeneity throughout the BHTC exhibition prevents visitors 

from “go[ing] from local to global and be[ing] able to put local commemoration in the 

broader context” (H. Strachan, personal communication [interview with Telegraph], July 

18, 2014, cited in Pennell, 2016, p. 48). Local and family hooks generally focus “on the 

male dead at the expense of survival and return, which were the experience of the 

majority of … soldiers, never mind the experience of those who did not fight, refused to 

fight or could not fight” (Pennell, 2016, p. 48). This narrow focus reduces learners’ 

exposure to multiple perspectives even further. In Chapter 4, I wrote that it is evident that 

the BHTC exhibition development team strove to be inclusive when they were choosing 

the biographies to display. For example, they exhibit the stories of some women and of 

Indigenous soldier Lance Corporal John Shiwak. Nevertheless, the biographies still result 

in a limited understanding of FWW experiences.  

Many of the biographies presented throughout the BHTC exhibition and during 

Soldiers’ Stories evoke strong emotional responses. According to Pennell (2016), 

emotional reactions reduce learners’ historical thinking. Specifically, the use of local and 

family hooks to engage people in FWW history fosters empathy (Pennell, 2016). 

Empathetic responses hamper critical examinations of historical topics because they 

frequently provoke presentism (Pennell, 2016; Seixas & Morton, 2013). Try as they may, 

it is impossible for people living today to truly understand the experiences of those who 
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lived during the FWW (Pennell, 2016). Moreover, empathy often results in the simplistic 

response of “‘never again’” (Pennell, 2016, p. 50) and the idea that the FWW was a 

pointless tragedy. Empathy hampers questioning, the sharing of different viewpoints, and 

considerations of ethical implications. Likewise, the emotional reactions induced by 

biographies presented in the BHTC exhibition and during Soldiers’ Stories hinder 

learners’ critical examinations of the FWW’s complexity and the diverse viewpoints and 

experiences that resulted from the conflict (Pennell, 2016).      

Remembrance Education and Heritage Education 

The BHTC exhibition and Soldiers’ Stories are forms of remembrance education 

and heritage education rather than critical history education. In other words, through 

these two educational initiatives, The Rooms fosters a specific collective memory and a 

strong national identity (Seixas, 2014). The initiatives also convey the idea that the FWW 

was a dark period in NL’s past and thus, present and future generations of 

Newfoundlanders have an obligation to remember and commemorate the event (Seixas, 

2014; Van Nieuwenhuyse & Wils, 2012). All four of my data sets include information 

that speak to The Rooms’ delivery of heritage education and remembrance education. For 

instance, at the bottom of the “Forget-Me-Not” text panel in the BHTC exhibition is the 

passage, “In public and private, when we see the delicate violet-blue blossom, we still 

answer its request: forget me not. … I will not forget … Add your thoughts to our wall of 

remembrance.” Through the use of the first-person plural, the first sentence 

communicates unity, which is one goal of heritage education (Seixas, 2014). Meanwhile, 

“I will not forget … Add your thoughts to our wall of remembrance.” imposes an 
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obligation to remember NL’s FWW dead. Compulsory remembrance is a key element of 

remembrance education (Van Nieuwenhuyse & Wils, 2012).  

The inclusion of single viewpoints and dominant narratives, the focus on loss and 

tragedy, the cultivation of empathy and reverence, and the exclusion of enquiry 

opportunities throughout the RNR Gallery and Soldiers’ Stories are perhaps the most 

telling signs that remembrance education and heritage education are present. 

Remembrance education is characterised by its focus on loss and suffering because of 

war (Van Nieuwenhuyse & Wils, 2012). Fostering empathy by narrating history through 

human stories is central to remembrance education (Van Nieuwenhuyse & Wils, 2012). 

Meanwhile, the presentation of well-known FWW historical interpretations and the lack 

of interrogation opportunities in the RNR Gallery and Soldiers’ Stories reflect a desire to 

develop a strong collective FWW memory and provincial identity. As I outlined in 

Chapter 4, “Faces of Valour” and certain displays in the “Lest We Forget” exhibits lead 

to reverential responses, and such responses signal heritage (Seixas, 2014).  

As I wrote in Chapter 2, I did not come across the term remembrance education in 

any scholarship except Van Nieuwenhuyse & Wils’ (2012) article; however, McKay 

(2017), Nemko (2009), Pennell (2016, 2018), and C. Winter’s (2018) studies demonstrate 

that school-based FWW history education and visits to sites of FWW memory are 

generally forms of remembrance education rather than of critical history education. 

Governments want to foster nationalism, and they take steps to do so by supporting the 

creation and maintenance of educational and heritage institutions (Conrad et al., 2013; 

Harding, 2004; Morgan, 2016; Pennell, 2016; Seixas, 2009; Szpunar, 2010).  
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Remembrance education is another goal of several governments and institutions, 

many of which desire “to guide and even regulate collective memory through history 

education” (Van Nieuwenhuyse & Wils, 2012, p. 157). As Pennell (2016) explains, 

nations, and hence governments, rely on remembrance activities, memories of past heroic 

deeds, and memories of past sacrificial and tragic historical episodes to foster nationalism 

and patriotism. She writes that educators “are [simply] cogs in the state machinery that 

requires the next generation to remember the sacrifices of the past” (Pennell, 2016, p. 57). 

Governments also present war in such a way that it “becomes a ‘natural part of political 

and social life’” (Mosse, 1990, p. 11, cited in Pennell, 2016, p. 37). History education is 

an important means by which governments foster national unity and a single national 

heritage (Seixas, 2009; 2014). Specifically, governments rely on history educators to 

instil in youth strong collective memories and a sense of national pride and belonging 

(Seixas, 2009; 2014).  

Since The Rooms is NL’s provincial archives, art gallery, and museum, it is not 

surprising that it delivers remembrance education and heritage education as opposed to 

critical history education. As NL’s cultural hub, The Rooms houses countless examples 

of NL’s tangible past; therefore, it is perfectly positioned to instil in visitors a strong 

sense of patriotism and unity. Furthermore, exhibitions’ content is influenced by 

stakeholders, and governments donated money to The Rooms’ Centennial Campaign for 

First World War Commemoration (Gilbert, 2016; The Rooms, 2016a, “Where Once They 

Stood We Stand” [wall]). 
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New and Ongoing Questions Raised by my Research 

As Candow (2016) writes, NL has constructed “a national foundation myth” (p. 

371) around BH. While Harding (2004, 2006), Huybers (2015), and Candow (2016) 

contend that Newfoundlanders view the NR’s advance at BH to be a tragedy, my research 

suggests that The Rooms depicts the NR’s experiences at BH as a heroic sacrifice and not 

just a tragedy. I wonder whether my different findings are because I conducted a 

qualitative study while Candow (2016) wrote an exhibition review and Harding (2004, 

2006) and Huybers (2015) completed historical enquiries. I am also curious to learn what 

NL’s current (2020) memory of the FWW and of BH is. I wonder whether the FWW 

centenary led to an evolution of the province’s memory. 

 While studying the data I collected via observations and document evaluations, I 

noted that Soldiers’ Stories’ intended curriculum differed from its enacted and lived 

curricula. This led me to wonder how programmes’ learned curriculum might differ from 

their intended, enacted, and lived curricula. Since neither visitors to BHTC nor Soldiers’ 

Stories participants partook in my study, I cannot provide insights into the links between 

the four curricula in museum-based history education. Nevertheless, the broader topic 

deserves further study. While scholars have researched the connections between these 

curricula in school settings, little has been written on this topic in the context of FWW 

museums and heritage sites. By researching the learned curriculum, scholars will begin to 

understand what learners take away from visits to sites of FWW memory. They will also 

discover whether learners can and/or desire to engage in critical history education.   

 As I analysed the data I collected, I also wondered whether it is ever possible for 

war museums and FWW heritage sites to facilitate critical history education. All 
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museums must choose the overarching focus of their exhibitions. If a war museum 

chooses commemoration or remembrance as its primary focus, is it possible for 

exhibition teams and museum educators to integrate historical thinking into displays and 

public programming? C. Winter (2017) writes that visitors perceive war museums to be 

sites of remembrance more so than sites of education. Pennell’s (2016, 2018) studies 

support this. The research Pennell (2018) conducted with FWWCBTP participants 

demonstrates that the structure of the programme prevents the marrying of critical history 

education and remembrance. Meanwhile, her study regarding what secondary school 

teachers include in and exclude from their FWW teaching reveals that several teachers 

feel that battlefield visits are worthwhile for their students, citing that these visits 

“visually [highlight] the scale and impact of loss … and [emphasise] the importance of 

remembrance” (Pennell, 2016, p. 52). Since remembrance and the emotionally-negative 

ideas of loss, sacrifice, and tragedy are so closely tied to public history education about 

the FWW, I am curious whether it is in fact possible for museums and heritage sites to 

engage visitors in critically examining the FWW.  

Implications of my Study for Practice and Policy 

 In many Commonwealth countries, critical history education involves educators 

teaching learners how to think historically. In other words, educators teach both content 

and disciplinary knowledge to enable learners to begin to undertake the work of academic 

historians. Scholars have developed several conceptual frameworks to facilitate historical 

thinking. Johnson and Gilbertson (2010) outlined The 6 C’s of Primary Source Analysis 

in their article “Commemorations of Imperial Sacrifice at Home and Abroad: British 

Memorials of the Great War.” (See Appendix F.) In Canada, Seixas and Morton’s (2013) 
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historical thinking framework has been integrated into many Social Studies and History 

curricula. Museum professionals in Canada are also increasingly incorporating the 

framework into exhibitions and public programming. 

Gilbert (2016) explains that although museum literacy requires learners to 

critically interrogate exhibits and museums, many museums still equate learning with the 

acquisition of content knowledge. Pennell’s (2014, 2016, 2018) and Van Nieuwenhuyse 

and Wils (2012) studies further demonstrate that facilitating critical education about dark 

historical periods, including the FWW, is challenging in school, museum, and other 

heritage site settings, because the focus on remembrance closes down “historical and 

contextual thinking” (Van Nieuwenhuyse & Wils, 2012, p. 168).   

Museums that house FWW exhibitions and offer FWW public programmes are 

not required to integrate critical history education into the education they develop. 

However, if museum staff are mandated or desire to facilitate critical history education, 

there are several steps they can take to do so.  

Reading 

It would be beneficial for museum staff to read the history education and museum 

education literature published by Lisa Gilbert, Viviane Gosselin, Alison Kitson, Catriona 

Pennell, and Peter Seixas. These scholars provide insights into current trends in museum 

and FWW education, and they suggest strategies educators can use to facilitate critical 

history education in museum and other public history settings.  

I would also recommend that museum staff access and read FWW and SWW 

history education studies published in the History Association’s Teaching History 

journal. Museum staff would also benefit from reading scholarship about memory and 
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FWW revisionist histories by such scholars as Maurice Halbwachs, William Philpott, 

Gary Sheffield, Hew Strachan, and Jay Winter. Philpott’s (2011) Three Armies on the 

Somme: The First Battle of the Twentieth Century offers excellent insights into the 

British, French, and German Armies’ 1914–1918 experiences on the Somme. 

Consultation 
 

Since facilitating critical FWW history education is difficult in museums, 

museum staff would benefit from visiting and consulting with staff at museums and other 

sites of memory that have integrated critical history education into their exhibitions and 

school programmes. In October 2018, I visited London’s recently-renovated National 

Army Museum, which presents information about Great Britain’s Army since the British 

Civil Wars (National Army Museum, n.d.a). The museum’s galleries are centred around 

five themes: soldier, army, society, battle, and insight (National Army Museum, n.d.c). I 

was struck by the enquiry questions that the exhibition designers included in the exhibits. 

As shown in Figure 46, immediately upon entering the battle-themed gallery, I came 

across the following questions: “Is it ever justifiable not to take prisoners in battle?”, 

“Are civilians a legitimate target?”, 

and “How many lives [must be] lost 

for a campaign to be considered a 

failure?” (National Army Museum, 

n.d.b). These questions foster 

historical thinking about different 

elements of conflict and 

commemoration. They place Figure 46 A wall of enquiry questions greets visitors to the 
National Army Museum's "Battle" exhibition. 
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historical significance on prisoners and civilians, which many war museums and 

commemorative sites do not. As well, they draw visitors’ attention to dilemmas 

surrounding these two topics, offering visitors opportunities to consider different 

perspectives, think about the ethical dimensions of war, and co-construct historical 

narratives.  

Another site that museum professionals can visit is the British National Archives 

(BNA), whose workshops facilitate students’ interrogation of (reproduction) primary 

sources. On October 30, 2018, I observed the Great Fire of London: Examine the 

Evidence workshop. The programme, which teaches Key Stage 1 (early primary school) 

students about “significant events beyond living memory” (BNA, n.d.), is enquiry-based 

in that it is designed around an enquiry question: “How can we know what happened 

back in 1666?” (BNA, n.d.). The session is educator-led but gives students opportunities 

to work collaboratively to make hypotheses, draw conclusions, and answer questions 

based on evidence (Kitson et al., 2019). The programme incorporates the following 

HTCs: evidence, cause and consequence, continuity and change, and historical 

perspectives. To answer the enquiry question, students work in small and large groups to 

examine drawings, lists, and maps drawn up after the 1666 fire swept through medieval 

London (Parrott-Sheffer & Editors of Encyclopaedia Britannica, n.d.). They use these 

primary sources to respond to questions that the Education Officer poses throughout the 

session such as “In which direction did the fire travel and why?” and “Where and how 

did the fire start?”. Although the phrases cause and consequence and continuity and 

change are not included in questions, the use of why and how indicate that students think 
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about these HTCs. Also, students’ evidence-based responses enable them to formulate 

their own historical interpretations.  

Another effective technique that the Great Fire of London employs is 

interdisciplinary learning. Before concluding the lesson, the Education Officer selects 

students to participate in a re-enactment of Londoners’ unsuccessful efforts to put out the 

fire. Following the dramatization (during which I observed learners were highly 

engaged), the Education Officer asks guiding questions that enable students to learn why 

the fire-extinguishing attempt failed. In other words, students discuss causes and 

consequences, and they formulate historical narratives. The Education Officer brings the 

session full-circle, closing with a large-group discussion during which students answer 

the enquiry question “How can we know what happened back in 1666?” by reflecting on 

what they learned while analysing copies of primary source documents. 

Professional Development 

 It would be beneficial for museum staff to complete professional development 

courses related to critical history education and historical thinking. The annual Historical 

Thinking Summer Institute, which is organised by Canada’s History Society, invites 

educators to spend a week in July learning about Seixas and Morton’s (2013) historical 

thinking framework. The University of New Brunswick’s (UNB) The Gregg Centre for 

the Study of War and Society also offers professional development opportunities for 

educators. One UNB field course, entitled War and the Canadian Experience in France 

and Flanders, includes a two-week tour of the Western Front and Normandy. Participants 

learn how to integrate enquiry-based learning into their teaching. The second, bi-annual 

War and the Canadian Experience in the Netherlands takes educators to the Netherlands 
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where they learn disciplinary knowledge and skills all while acquiring information about 

Canada’s SWW experiences in the Netherlands. 

Both the Historical Thinking Summer Institute and the War and the Canadian 

Experience field courses are open to international applicants. I have participated in both 

during my Master’s degree and would highly recommend them. Participants embrace the 

roles of both educator and student, learning from one other. Both programmes implement 

quality professional development practices: “active engagement[,] … relevance[,] … 

consistent integration into classroom practices[,] … [and] [educator] reflection” 

(Johnson, 2017, para. 6). As shown in Figure 47, a unique aspect of the War and the 

Canadian Experience field courses are their inclusion of students in the programme. 

Since education often targets youth, it is important to include youths’ perspectives in 

educators’ professional development. I 

believe youth involvement is also important 

when heritage sites plan exhibitions and 

other educational initiatives, for school 

groups generally make up a significant 

portion of sites’ target audience. Youth 

provide invaluable insights into how 

educational institutions and educators can 

best target young people’s background 

knowledge and learning interests and needs. 

The high school students who participated in 

Figure 47 The 2017 War and the Canadian 
Experience participants determined five 
characteristics of quality professional 
development.  
Reference: Johnson (2017) 
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the 2016 and 2017 War and the Canadian Experience field courses also suggested unique 

assessment strategies.   

Backward Design 

During my Bachelor of Education, I learned about ‘backward design,’ which 

occurs when teachers choose desired learning outcomes, learning objectives, and 

appropriate assessments before they begin lesson and unit planning (see Figure 48). The 

results of my research have led me to conclude that ‘backward design’ would benefit war 

museum and FWW commemorative site staff who would like to integrate critical history 

education into the exhibits and programmes they design. Since my own and other 

scholars’ research has demonstrated that it is difficult to integrate critical explorations 

into studies of the FWW, before discussions of content and themes, museum and heritage 

site staff should define the learning outcomes of and consider how to incorporate 

historical thinking into their FWW exhibitions and accompanying programmes. If staff 

would like programming to fulfil curricular outcomes, they should closely examine 

school curricula to ensure that the outcomes, activities, and assessments they choose in 

fact align with the 

curricula. This would 

entail choosing a 

historical thinking 

framework and ensuring 

that all team members 

understand it. Due to the 

emotional responses that 

Figure 48 This diagram, which is adapted from Wiggins and McTighe’s 
(2005) Understanding by Design, illustrates the ‘backward design’ 
process. 
Reference: Deakin University (n.d.) 
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commemorative activities provoke, selecting outcomes related to ‘big ideas’ other than 

commemoration and remembrance might offer more opportunities for learners to 

critically examine and question the historical interpretations presented to them.  

Upon determining a framework, team members should choose history- and 

historical thinking-related vocabulary and use the selected terminology consistently 

throughout the exhibition and programme development processes (Gosselin, 2011). 

Consistent dialogue about “the exhibition themes and messages in terms of substantive 

and procedural historical knowledge” (Gosselin, 2011, p. 175) would also be useful, as 

would pointing out each incorporation of a historical thinking opportunity. Exhibition 

development teams do not always include staff members with expertise in history 

education (Gilbert, 2016; Gosselin, 2011). To facilitate the inclusion of critical history 

education however, ideally at least one history educator or museum educator would have 

a seat at the table. This person could provide guidance on historical thinking and insights 

into how curatorial choices impact historical thinking opportunities. 

The Big Six: Historical Thinking Concepts: An Excellent Resource  

 Seixas and Morton’s (2013) The Big Six: Historical Thinking Concepts is an 

excellent resource because it includes both information on how to teach the six HTCs and 

activities that allow students to practise using the HTCs. The textbook includes several 

Blackline Masters that educators can assign to students during and following field trips to 

museums and other sites of FWW memory. Although some of the Blackline Masters 

require students to look down at clipboards, they facilitate learners’ historical thinking. 

Furthermore, they can be adapted to FWW exhibitions and educational programmes.  



 

 
 

176 

Blackline Master 2.2: Assessing Two Interpretations of Vimy Ridge (Seixas & 

Morton, 2013) allows students to read two historians’ perspectives on the Battle of Vimy 

Ridge and then examine multiple primary sources to determine which viewpoint is more 

credible. Meanwhile, Blackline Master 6.3: Message in the Museum (Seixas & Morton, 

2013) is designed to encourage students to carefully study exhibitions’ “[f]eatures, … 

[s]tory, … [m]essages, [t]echniques” (Seixas & Morton, p. 206), and explicitness of 

messages. For example, it requires students to consider which communities are featured 

in displays and which are not, and it asks students to reflect on whether exhibitions 

“portray messages about injustices, tragedies, … crimes[,] … triumphs, 

accomplishments, or heroism” (Seixas & Morton, 2013, p. 206). Blackline Master 6.3 

does not require students to write detailed responses. Students can jot down responses to 

the questions, providing just enough detail to remind them of their ideas after departing 

from the site.  

Blackline Master 6.6: Assess a Memorial (Seixas & Morton, 2013) can be adapted 

to and employed at many sites of memory; however, it is particularly well-suited to 

public programming about war. The questions facilitate students’ examination of physical 

elements of memorials, including inscriptions and symbols (Seixas & Morton, 2013). 

They also require students to consider the historical context in which memorials were 

designed and installed, and to make judgements about the importance, effectiveness, and 

purpose of the memorials (Seixas & Morton, 2013). Blackline Master 6.7: Create a 

Memorial (Seixas & Morton, 2013) instructs students to design, develop, and unveil a 

monument or memorial site that they feel commemorates a historical episode (Seixas & 

Morton, 2013). This activity is excellent because it facilitates historical thinking, gives 
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students agency, requires students to defend their design choices, and offers students the 

chance to create, which is the highest order of thinking in Bloom’s Taxonomy (see 

Figures 5 and 6).  

The Blackline Masters are all modifiable with the purchase of The Big Six (2013). 

(See Appendix G for the Blackline Masters described above.) Seixas and Morton (2013) 

also suggest a project—Creating a Classroom Museum—that teachers and museum 

educators can use to facilitate students’ critical use of source evidence. The activity 

requires students to analyse primary sources and corroborate evidence in order to develop 

their own historical interpretations of the past. Students think of their own enquiry 

questions, choose appropriate sources to respond to their questions, conduct research, and 

then create a display to present their findings. A few Blackline Masters are available to 

scaffold students’ learning: Blackline Master 2.3: Data Organizer (Seixas & Morton, 

2013) and Blackline Master 2.4: Self-Assessment (Seixas & Morton, 2013). Creating a 

Classroom Museum is an excellent means by which learners can discover different 

interpretations of the FWW.  

Active Remembrance 

 McKay (2017) explains that when she asked her students what remembrance 

meant to them, they responded by describing people wearing poppies, attending 

ceremonies, and standing still for a minute of silence. In other words, her students’ 

understanding of “remembrance … was at best superficial and at worst … an obligatory 

chore” (McKay, 2017, p. 20). McKay (2017) contends that educators must teach and 

impart on learners a historical consciousness: an understanding of their place “in relation 

to the past” (p. 20) and an understanding of how the present is shaped by the past. She 
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argues that the best way to accomplish this goal is to engage learners in active 

remembrance or “purposeful and valued remembrance” (McKay, 2017, p. 20) instead of 

passive remembrance (an example of which is sitting, standing, and listening during 

annual Remembrance Day ceremonies).  

As I have already discussed, several studies offer evidence that the nationalistic 

nature of and the emotional responses that surface during Remembrance Day activities, 

museum visits, and battlefield tours close down dialogue and critical examinations of 

FWW topics, commemoration, and memorialisation (McKay, 2017; Nemko, 2009; 

Pennell, 2014, 2016, 2018). Since remembrance often goes hand-in-hand with FWW 

educational initiatives, and it hinders historical thinking, McKay (2017) proposes that 

history educators facilitate learners’ active participation in remembrance initiatives. 

Active participation requires learners to research FWW events and figures to gain in-

depth and varied perspectives on the conflict (McKay, 2017). McKay (2017) suggests 

that students research and “‘retrace the footsteps of a soldier, battalion or regiment’” 

(Philpott & Guiney, 2011, pp. 26–33, cited in McKay, 2017, p. 24) during a battlefield 

tour. She contends that by learning about soldiers’ experiences and then visiting the 

places where the soldiers fought, students begin to understand their link to the past and 

how the past and present are connected (McKay, 2017). War museums are well-

positioned to promote active remembrance because they have countless sources that 

learners can analyse to discover soldiers’ varied wartime experiences. War museum staff 

can use collections and exhibitions’ content to determine the topics that students research.  

Staff at Beatrix Potter Primary School in Earlsfield, England facilitate students’ 

participation in active remembrance. Since 2003, Beatrix Potter students have tended the 
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graves and have researched the lives of the 18 FWW casualties whom they refer to as 

‘Our Newfoundlanders’ (McKenzie-Sutter, 2018, June 29). ‘Our Newfoundlanders’ are 

17 members of the NR and one nurse who are buried in Wandsworth Cemetery, which is 

located close to the school (Blades, 2015, November 11). These 18 Newfoundlanders 

died of disease and wounds in London during the FWW (Blades, 2015, November 11). 

According to Blades, the students have amassed so much information about ‘Our 

Newfoundlanders’ that their research on each soldier fills an entire scrapbook (2015, 

November 11). Blades quotes Beatrix Potter’s headteacher, Steph Neale, who described 

the students’ research as “a chance to teach the kids about history, and geography and 

politics” (Neale, n.d., personal communication [interview], cited in Blades, 2015, 

November 11, para. 15). The students’ work has led to the publication of additional news 

stories and the forging of connections with Newfoundlanders. In fact, in 2018, six Beatrix 

Potter students travelled to St. John’s, NL to meet the descendants of ‘Our 

Newfoundlanders’ and to participate in the annual July 1st Memorial Day ceremony held 

at the National War Memorial (McKenzie-Sutter, 2018, June 29). Figure 49 shows the six 

students visiting the Caribou monument 

and the three commemorative plaques 

in St. John’s Bowring Park. The Rooms 

and other war museum staff could 

facilitate a similar active remembrance 

activity with students who visit their 

workplace. 
Figure 49 This photograph shows Beatrix Potter 
Primary School students standing beside the Caribou 
monument in Bowring Park, St. John's, NL. 
Reference: McKenzie-Sutter (2018, June 29) 
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Examinations of Artwork 

Alexandra Walton’s (2017) article, “Art and Learning at the Imperial War 

Museum (IWM), London,” outlines how visual art leads to understandings of “abstract 

concepts and analytical themes” (p. 158) related to the history of conflict. She cites a 

study conducted by Kisidia, Bowen, and Greene (2016), which showed that students’ 

examinations of artwork improves their visual critical thinking (Walton, 2017).  

As I explained in Chapter 4, during my observations of Soldiers’ Stories, Nicole 

directed students to Jean-Claude Roy’s July 1, 1916 (see Figure 43); however, she did not 

facilitate students’ in-depth examination of the painting. Specifically, she did not give 

students the opportunity to study, discuss, and determine an evidence-based interpretation 

of Roy’s work. Meanwhile, during her analysis of data collected via interviews with 

curators, Walton (2017) learned that the IWM’s art collection includes works by 

individuals who are generally underrepresented in dominant historical narratives, such as 

internees and prisoners of war, and works by artists from other countries. Studies of such 

works expose students to diverse historical perspectives and can even facilitate students’ 

formulation of their own historical interpretations (Walton, 2017). Visual art also 

encourages students to wrestle with the ethical dimension of warfare. Several art pieces 

reveal combatants and non-combatants’ attitudes toward war, which sometimes differ 

from those of current generations (Walton, 2017, pp. 165–166). Exposure to past 

opinions of war in turn deters learners from automatically imposing current cultural 

trends of right and wrong on decisions made in the past.   
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Facilitating Learner Success 

Visitors often have only an hour or two to spend in museum exhibitions, and 

public programmes are generally a certain length. Due to time constraints, it is important 

for exhibition developers and educators to expedite learning. Text panels must provide 

clear and concise explanations, and video clips and other interpretive media must be short 

and easy to operate. The BHTC exhibition has quality text panels. The panels offer brief, 

understandable explanations and feature light, sans-serif text against dark backgrounds. 

However, many of the audio-visuals, particularly the re-enactments, are too long and loud 

for visitors to watch in their entirety.  

The BNA’s Great Fire of London: Examine the Evidence workshop developers 

employ notable strategies to facilitate learner success. Since most early elementary 

students are unable to read fluently, Great Fire of London mainly uses visual evidence 

(maps and drawings). The one handwritten document that students examine includes lists 

of names, numbers, and single words, which reduces students’ need to read. Another 

effective strategy that the workshop developers employ is that of providing groups with a 

typed transcription of the lists. This decreases learners’ frustration and facilitates their 

understanding of the handwriting. The inclusion of transcriptions demonstrates that the 

BNA’s workshop developers value—and expedite—learners’ comprehension of ‘big 

ideas’ and their interrogation of source material.  

As I explained in an earlier section, Soldiers’ Stories participants’ inability to 

decipher many of the papers in the soldiers’ service files hindered their examination of 

the primary source. It would be beneficial for The Rooms’ staff to prepare and provide 

students with transcripts of the documents in the service files. I appreciate that the 
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transcription process is time-consuming, but I would argue it is worth the effort because 

facilitating students’ comprehension of text will heighten students’ engagement and 

deepen their learning, which in turn, will foster active remembrance.   

Conclusion 

I conducted the case study detailed throughout this thesis to learn more about 

NL’s collective memory of the FWW, to better understand Seixas and Morton’s (2013) 

historical thinking framework, and to gain insights into how FWW history education 

plays out in museum settings. My goal was to create a document that educators and 

scholars can read to inform their practice and future research endeavours.  

Thanks to The Rooms’ generosity, I spent ten days examining the BHTC 

exhibition, interviewing staff, observing the delivery of Soldiers’ Stories, and evaluating 

the documents that accompany the school programme. The data I collected revealed that 

The Rooms takes a didactic approach to the FWW history education it offers. Further it 

showed that The Rooms’ FWW educational initiatives are forms of heritage education 

and remembrance education as opposed to critical history education.  

I thought it would be fitting to end this thesis with the correspondence featured in 

Figure 50. This dialogue, which appears in the 

“Beaumont-Hamel, France: July 1st, 1916” 

exhibit, took place between two officers on 

the first day of the Battle of the Somme. 

Similar to the response that Lieutenant-

Colonel Hadow received to his question “Has 

the enemy’s front line been captured?”, how 

Figure 50 This correspondence appears 
against the backdrop of an enlarged archival 
photograph in the “Beaumont-Hamel, France: 
July 1st, 1916” exhibit. 
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to integrate critical history education into studies of the 1914–1918 conflict “is not 

cleared up[,]” and thus, requires further study.  
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Appendix A: Information Package for Managerial Staff 

Study Title: Forget-Me-Not: The Role of Public History Education in Cultivating 
Collective Memories and Popular Narratives of the Royal Newfoundland Regiment’s 
Experiences at Beaumont-Hamel on July 1, 1916 
 
Name of Student Researcher: Vanessa Johnson 
 
Research Supervisor: Dr. Alan Sears (asears@unb.ca, 506.453.5178)  
 

I am Vanessa Johnson and I am a Master of Education student at the University of New 
Brunswick. I am completing thesis research under the supervision of Dr. Alan Sears. I am 
asking staff who work at The Rooms to take part in a research study 
examining three heritage sites’ understanding of and education related to the Royal 
Newfoundland Regiment’s experiences at Beaumont-Hamel, France on July 1, 1916 (the 
first day of the Battle of the Somme). The three heritage sites are The Rooms, The British 
National Archives, and the Beaumont-Hamel Newfoundland Memorial. If you agree to 
take part in the study, I will interview you one-on-one for approximately one hour and 
observe you delivering an educational program or a tour that includes learning about the 
Royal Newfoundland Regiment at Beaumont- Hamel. The interview will be administered 
in a relaxed conversational manner. It will be audio-recorded and later transcribed or 
summarized and analyzed. During the observation, which will be the same length as the 
program or tour you deliver, I will sit quietly, taking notes for subsequent data analysis. 
Ideally, the observation will also be audio-recorded to assist with recollection.  

While there are no direct benefits to participating in this research study, study results will 
contribute to knowledge of what makes for effective history education in schools and at 
heritage sites. The only known discomfort associated with taking part in this study is that 
some participants might feel that their responses to interview questions will impact their 
employment status; however, as outlined below, I will take every precaution to ensure 
that participants who consent to remain anonymous do so during and beyond the life of 
the study. For more information about my project, pages (3) and (4) of this package 
provide responses to frequently-asked questions.  
 
Participation in the study is voluntary and optional. If you choose to participate, you do 
not need to answer interview questions you do not want to. You have the option of being 
identified or remaining anonymous in study reports and publications. If you consent to be 
identified, I will refer to you by your title; I will never refer to you by your real name. If 
you consent to remain anonymous, I will replace your name with a pseudonym. If, after 
giving consent, you decide to no longer participate in the study, you just need to let me 
know. I will immediately stop using and will destroy all information I collected 
during your interview and observation. Also, if you initially choose to be identified and 
then decide you would prefer to appear anonymously in the study, once again, you simply 
need to let me know, and I will assign you a pseudonym.  
 
I will keep the information you share securely in password-protected folders for five 
years, and your confidentiality will be protected to the extent possible. The code list 
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linking real names with pseudonyms will be stored separately and securely from the data 
in another password-protected folder. Other than me, only Dr. Sears and Dr. Windsor (my 
second reader), who have signed Confidentiality Agreements, will have access to the 
information I collect during your interview and observation. My project will follow 
all University of New Brunswick policies. As well, my project has been approved by the 
University of New Brunswick’s Research Ethics Board (REB) and is on file as REB 
2018-129. 
 
I hope to publish the results of this study in my Master’s thesis and in academic journals. 
I also hope to present my findings at conferences. I will include quotes from some of the 
interviews when presenting my discoveries; however, I will never accompany quotes with 
the real names of research participants. Also, I will do my best to make sure that quotes 
do not include information that could indirectly identify anonymous study participants. If 
you would like to receive a summary report of my findings or read the final draft of my 
thesis, please complete the SUMMARY OF FINDINGS section of the Consent Form (on 
page 5 of this package).  
 
If you would like to participate in the research, please indicate this on the Consent Form. 
If you have additional questions about the study, you can contact me by email 
at Vanessa.G.Johnson@unb.ca or by phone at 780-902-77556. If you wish to speak to 
someone else at the University of New Brunswick about my research project, you can 
contact Dr. Ellen Rose, the Associate Dean of Graduate Programs in the Faculty of 
Education, at erose@unb.ca or at 506.452.6125.  
 
Please keep a copy of this Information Letter for your records and please return the 
Consent Form to me. If you have received this information package electronically, you 
can print, sign, scan, and return the Consent Form to me via email. If you have received a 
hardcopy of this package, please fill out the Consent Form and return it to me in the 
enclosed envelope.  
 
Yours sincerely, 
 
 
 
 
 
 
Vanessa G. Johnson 
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Frequently-Asked Questions 
 

What is this study about? The purpose of my study is to learn how three heritage sites 
(The Rooms, The British National Archives, and the Beaumont-Hamel Newfoundland 
Memorial) interpret and deliver education related to the first day of the Battle of the 
Somme and the Royal Newfoundland Regiment’s experiences at Beaumont-Hamel on 
July 1, 1916. Please note that my thesis project has been approved by the University of 
New Brunswick’s Research Ethics Board (REB) and is on file as REB 2018-129. 
 
What does participating in the study look like? If you would like to participate in the 
study, you will complete a one-on-one interview with me in person or via the telephone 
or Skype. Your interview, which will last approximately one hour, will be conversational 
in nature. It will be recorded as audio files using the computer application QuickTime 
Player, the iPhone application Voice Memos, and a Sony digital voice recorder. I will 
conduct all interviews in a quiet, private space.  
 
If you lead tours, presentations, ceremonies, or public programs that include information 
about the Royal Newfoundland Regiment’s experiences at Beaumont-Hamel on July 1, 
1916, participation in the study will also include an observation of you delivering one 
such tour, presentation, ceremony, or public program. Depending on where the 
observation takes place, I will either make handwritten notes or write notes on a laptop. 
 
Is participation voluntary? Yes. Your participation in the study is completely optional 
and voluntary. Choosing not to participate will not result in negative consequences. You 
have the option to be identified or to remain anonymous in publications and 
presentations. If you consent to be identified, I will refer to you by your title (not your 
real name). Meanwhile, if you choose to remain anonymous, I will assign you a 
pseudonym. The only known discomfort associated with this study is that you might feel 
that how you respond to interview questions will impact your employment; however, if 
you select to remain anonymous, I will take every precaution to ensure your anonymity. 
Also, you are able to choose, without reason or consequence, to refuse to answer any 
questions that I ask you.  
 
You may withdraw from the study at any time with no negative consequences. If you 
withdraw from the study, I will immediately stop using and will destroy all information 
you shared with me. Also, if, after submitting the Consent Form, you change your mind 
regarding how you would like to appear in the study, I will either replace your title with a 
pseudonym or vice versa.  
 
What will the information collected during my interview and observation be used 
for? The discoveries I make while analyzing interviews and observations will be included 
in my thesis project, which I must submit in order to graduate from my Master’s program. 
If I write journal articles and make presentations during and following my graduate 
studies, the discoveries I make will be included in my publications and presentations.   
 
Please note that when I include direct quotes and summaries of information in my 
publications and presentations, I will replace research participants’ real names with titles 
(for those who consent to be identified) and with pseudonyms (for those who consent to 
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remain anonymous). I will also do my best to exclude all identifiable information from 
quotes made by anonymous participants. Five years after I complete my study, I will 
destroy all saved audio files, photographs, Microsoft Word documents, interview 
transcripts, interview summaries, notes, and analyses.   
 
What will happen after the interview and observation? Immediately following all 
interviews, I will upload and save the audio files in a password-protected folder on the 
Desktop of my MacBook Pro and in a password-protected folder on my external hard 
drive. As soon as the files are saved, I will delete them from my recording devices. After 
observations, I will review the notes I made, adding more details where appropriate. If I 
write my notes by hand, I will take photographs of them using my Sony camera and the 
Camera application on my iPhone. I will upload these images to the Photos application 
on my MacBook Pro and save the photographs in password-protected folders on both my 
MacBook Pro and external hard drive. Upon completing the saving process, I will delete 
all images from my phone, camera, and the Photos application. If I write my 
observational notes in Microsoft Word, I will not take photographs of them. Instead, I will 
save the .docx files to password-protected folders on my Desktop and external hard drive. 
If I audio-record observations, I will follow the same procedures outlined in the first two 
sentences of this paragraph to secure the audio recordings. 
 
I will independently transcribe interviews and/or summarize responses to interview 
questions. I will also independently add details to the notes I make during observations. I 
will attempt to analyze all data myself, but as a novice researcher, I might seek guidance 
from my thesis supervisor and my second reader. Consequently, Dr. Alan Sears and Dr. 
Lee Windsor might read the data I collect. Please note that both Dr. Sears and Dr. 
Windsor have signed Confidentiality Agreements.  
 
Can I receive information about the outcomes of my interview and observation 
session, and/or the results of your research? Yes. If you would like to receive a 
summary report of my discoveries and/or read the final version of my thesis, please 
complete the SUMMARY OF FINDINGS section of the Consent Form (on page 5).  
 
What if I have questions or concerns? Any questions about study participation or a 
request to withdraw from the study may be directed to me at Vanessa.G.Johnson@unb.ca 
or at 780.902.7556; to my thesis supervisor Dr. Alan Sears at asears@unb.ca or 
506.453.5178; or to the Associate Dean of Graduate Programs in the Faculty of 
Education, Dr. Ellen Rose, at erose@unb.ca or 506.452.6125. Any ethical concerns about 
the study may be directed to Renée Audet-Martel, the Research Information Officer and 
Research Ethics Board Coordinator, at ethics@unb.ca or at 506.453.5189.   
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CONSENT FORM 
 
Please complete all of the sections below. 
 
YOUR NAME: ___________________________________________ (Please Print) 

CONSENT 
Please check off (✓) your consent to participate in the study: 

_____  I consent to participate in the study.  
Please put a checkmark (✓) beside one:  

_____  I wish to be identified by title in publications and presentations. 

_____  I wish to remain anonymous in publications and presentations. 

SUMMARY OF FINDINGS  

Please put a checkmark (✓) beside all that apply:  
*** You must provide your email address below to receive information.  
 
_____  I would like to receive a summary report of Vanessa Johnson’s study findings.  

_____  I would like to be notified when Vanessa Johnson’s thesis becomes available to 

the public.  

Email Address: ________________________________________________________ 

PARTICIPANT SIGNATURE 

Your signature below indicates that (a) you voluntarily agree to participate in this study; 
(b) you understand you may withdraw at any time from this study; (c) you understand 
that you can refuse to answer any question; (d) the study has been explained to you; and 
(e) your questions regarding the study have been satisfactorily answered. If you choose to 
remain anonymous, no personal identifying information will be reported at any time to 
ensure your privacy and confidentiality throughout and beyond the life of the project.  
 
_______________________________________ ______________________________ 
                                 (Your signature)           (Today’s date – DD/MM/YYYY) 
 

This project has been reviewed by the Research Ethics Board of the University of New 
Brunswick and is on file as REB 2018-129. 



 
 

 
 

 

196 

Appendix B: Information Package for Non-Managerial Staff 

Study Title: Forget-Me-Not: The Role of Public History Education in Cultivating 
Collective Memories and Popular Narratives of the Royal Newfoundland Regiment’s 
July 1, 1916 Engagement at Beaumont-Hamel  
 
Name of Student Researcher: Vanessa Johnson 
 
Research Supervisor: Dr. Alan Sears (asears@unb.ca, 0.01.506.453.5178)  
 
 
I am Vanessa Johnson and I am a Master of Education student at the University of New 
Brunswick. I am completing thesis research under the supervision of Dr. Alan Sears. I am 
asking staff who work at The Rooms to take part in a research study 
examining three heritage sites’ understanding of and education related to the Royal 
Newfoundland Regiment’s experiences at Beaumont-Hamel, France on July 1, 1916 (the 
first day of the Battle of the Somme). The three heritage sites are The Rooms, The British 
National Archives, and the Beaumont-Hamel Newfoundland Memorial. If you agree to 
take part in the study, I will interview you one-on-one for approximately one hour and 
observe you delivering an educational program or a tour that includes learning about the 
Royal Newfoundland Regiment at Beaumont-Hamel. The interview will be administered 
in a relaxed conversational manner. It will be audio-recorded and later transcribed or 
summarized and analyzed. During the observation, which will be the same length as the 
program or tour you deliver, I will sit quietly, taking notes for subsequent data analysis. 
Ideally, the observation will also be audio-recorded to assist with recollection.  
 
While there are no direct benefits to participating in this research study, study results will 
contribute to knowledge of what makes for effective history education in schools and at 
heritage sites. The only known discomfort associated with taking part in this study is that 
some participants might feel that their responses to interview questions will impact their 
employment status; however, as outlined below, I will take every precaution to ensure 
that participants remain anonymous during and beyond the life of the study. For more 
information about my project, pages (3) and (4) of this package provide responses to 
frequently-asked questions.  
 
Participation in the study is optional and voluntary. If you choose to participate, you do 
not need to answer interview questions you do not want to. Also, if, after giving consent, 
you decide to no longer participate in the study, you just need to let me know and I will 
immediately stop using and will destroy all information I collected during your 
interview and observation. If you decide to participate in the study, I will keep the 
information you share securely in password-protected folders for five years. Also, I will 
protect your confidentiality to the extent possible. I will replace your name with a 
pseudonym in all reports and publications. As well, I will store the code list linking real 
names with pseudonyms separately and securely from the data in another password-
protected folder. Other than me, only Dr. Sears and Dr. Windsor (my second reader), both 
of whom have signed Confidentiality Agreements, will have access to the information I 
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collect during your interview and observation. My project will follow all University of 
New Brunswick policies. As well, my project has been approved by the University of 
New Brunswick’s Research Ethics Board (REB) and is on file as REB 2018-129. 
 
I hope to publish the results of this study in my Master’s thesis and in academic journals. 
I also hope to present my findings at conferences. I will include quotes from some of the 
interviews when presenting my discoveries; however, I will never accompany quotes with 
the real names of research participants. Also, I will do my best to make sure that quotes 
do not include information that could indirectly identify participants. If you would like to 
receive a summary report of my findings or read the final draft of my thesis, please 
complete the SUMMARY OF FINDINGS section of the Consent Form (on page 5 of this 
package).  
 
If you would like to participate in the research, please indicate this on the Consent Form. 
If you have additional questions about the study, you can contact me by email 
at Vanessa.G.Johnson@unb.ca or by phone at 780-902-77556. If you wish to speak to 
someone else at the University of New Brunswick about my research project, you can 
contact Dr. Ellen Rose, the Associate Dean of Graduate Programs in the Faculty of 
Education, at erose@unb.ca or at 506-452-6125.  
 
Please keep a copy of this Information Letter for your records and please return the 
Consent Form to me. If you have received this information package electronically, you 
can print, sign, scan, and return the Consent Form to me via email. If you have received a 
hardcopy of this package, please fill out the Consent Form and return it to me in the 
enclosed envelope.  
 
Yours sincerely, 
 
 
 
 
 
 
 
Vanessa G. Johnson 
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Frequently-Asked Questions 
 

What is this study about? The purpose of my study is to learn how three heritage sites 
(The Rooms, The British National Archives, and the Beaumont-Hamel Newfoundland 
Memorial) interpret and deliver education related to the first day of the Battle of the 
Somme and the Royal Newfoundland Regiment’s experiences at Beaumont-Hamel on 
July 1, 1916. Please note that my thesis project has been approved by the University of 
New Brunswick’s Research Ethics Board (REB) and is on file as REB 2018-129. 
 
What does participating in the study look like? If you would like to participate in the 
study, you will complete a one-on-one interview with me in person or via the telephone 
or Skype. Your interview, which will last approximately one hour, will be conversational 
in nature. It will be recorded as digital audio files using the computer application 
QuickTime Player, the iPhone application Voice Memos, and a Sony digital voice 
recorder. I will conduct all interviews in a quiet, private space. During observations, I will 
make notes as you deliver an educational program or tour to a group of visitors. 
Depending on where the program is held, during observations, I will either make 
handwritten notes or write notes on a laptop. 
 
Is participation voluntary? Yes. Your participation is completely optional and 
voluntary. Choosing not to participate will not result in negative consequences. The only 
known discomfort associated with this study is that you might feel that how you respond 
to interview questions will impact your employment; however, I will take every 
precaution to ensure your anonymity. I will replace your name with a pseudonym. As 
such, your real name will never appear in any publications or presentations that result 
from this study. It is also important to note that you are able to choose, without reason or 
consequence, to refuse to answer any question that I ask you. Please also note that you 
may withdraw from the study at any time with no negative consequences. If you 
withdraw from the study, I will immediately stop using and will destroy all information 
you shared with me.  
 
What will the information collected during my interview and observation be used 
for? The discoveries I make while analyzing interviews and observations will be included 
in my thesis project, which I must submit in order to graduate from my Master’s program. 
If I write journal articles and make presentations during and following my graduate 
studies, the discoveries I make will be included in my publications and presentations. As 
I mentioned in my response to the previous question, when I include direct quotes and 
summaries of information in my publications and presentations, I will replace research 
participants’ real names with pseudonyms. I will also do my best to exclude all 
identifiable information from quotes made by participants. Five years after I complete my 
study, I will destroy all saved audio files, photographs, Microsoft Word documents, 
interview transcripts, interview summaries, notes, and analyses.   
 
What will happen after the interview and observation? Immediately following all 
interviews, I will upload and save the audio files in a password-protected folder on the 
Desktop of my MacBook Pro and in a password-protected folder on my external hard 
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drive. As soon as the files are saved, I will delete them from my recording devices. After 
observations, I will review the notes I made, adding more details where appropriate. If I 
write my notes by hand, I will take photographs of them using my Sony camera and the 
Camera application on my iPhone. I will upload these images to the Photos application 
on my MacBook Pro and save the photographs in password-protected folders on both my 
MacBook Pro and external hard drive. Upon completing the saving process, I will delete 
all images from my phone, camera, and the Photos application. If I write my 
observational notes in Microsoft Word, I will not take photographs of them. Instead, I will 
save the .docx files to password-protected folders on my Desktop and external hard drive. 
If I audio-record observations, I will follow the same procedures outlined in the first two 
sentences of this paragraph to secure the audio recordings. 
 
I will independently transcribe interviews and/or summarize responses to interview 
questions. I will also independently add details to the notes I make during observations. I 
will attempt to analyze all data myself, but as a novice researcher, I might seek guidance 
from my thesis supervisor and my second reader. Consequently, Dr. Alan Sears and Dr. 
Lee Windsor might read the data I collect. Please note that both Dr. Sears and Dr. 
Windsor have signed Confidentiality Agreements.  
 
Can I receive information about the outcomes of my interview and observation 
session, and/or the results of your research? Yes. If you would like to receive a 
summary report of my discoveries and/or read the final version of my thesis, please 
complete the SUMMARY OF FINDINGS section of the Consent Form (on page 5).  
 
What if I have questions or concerns? Any questions about study participation or a 
request to withdraw from the study may be directed to me at Vanessa.G.Johnson@unb.ca 
or at 780-902-7556; to my thesis supervisor Dr. Alan Sears at asears@unb.ca or 506-453-
5178; or to the Associate Dean of Graduate Programs in the Faculty of Education, Dr. 
Ellen Rose, at erose@unb.ca or 506-452-6125. Any ethical concerns about the study may 
be directed to Renée Audet-Martel, the Research Information Officer and Research Ethics 
Board Coordinator, at ethics@unb.ca or at 506-453-5189.   
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Consent Form 
  
Please complete all of the sections below.   
  
YOUR NAME: ___________________________________________ (Please Print)  
 
CONSENT  
Please check off (✓) your consent to participate in the study:  
 
_____  I consent to participate in the study.   
 
SUMMARY OF FINDINGS   
Please put a checkmark (✓) beside all that apply:   
*** You must provide your email address below to receive information.   
  
_____  I would like to receive a summary report of Vanessa Johnson’s study findings.   
 
_____  I would like to be notified when Vanessa Johnson’s thesis becomes available to 
the public.   
 
Email Address: _________________________________________________________  
 
PARTICIPANT SIGNATURE  
Your signature below indicates that (a) you voluntarily agree to participate in this study; 
(b) you understand you may withdraw from this study at any time; (c) you understand 
that you can refuse to answer any question; (d) the study has been explained to you; and 
(e) your questions regarding the study have been satisfactorily answered. No personal 
identifying information will be reported at any time to ensure your privacy and 
confidentiality throughout and beyond the life of the project.  
 
 
_______________________________________ ______________________________ 

                 (Your signature)                          (Today’s date – DD/MM/YYYY) 
 
This project has been reviewed by the Research Ethics Board of the University 

of New Brunswick and is on file as REB 2018-129. 
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Appendix C: Interview Protocol 
 
The unscripted interviews followed the protocol below: 
 

1. Could you please tell me your nationality and where you have lived?  
 
2. Do you have any connection to Newfoundland? If so, what is the connection? 
 
3. Could you briefly describe your training (academic, trade school, etc.)?  
 
4. Could you briefly describe your professional experience?  
 
5. Could you describe your role at The Rooms?   
 
6. How would you describe “history”? 
 
7. What education does The Rooms offer about the Battle of the Somme (in its 

exhibits, onsite educational programs, online educational programs, etc.)?  
 
8. What accounts of the first day of the Battle of the Somme are presented in The 

Rooms’ education (exhibits, onsite educational programs, online educational 
programs, etc.)?  

 
9. What accounts of the Royal Newfoundland Regiment’s experiences at 

Beaumont-Hamel are presented The Rooms’ education (exhibits, onsite 
educational programs, online educational programs, etc.)?  

 
10. What was your knowledge of the first day of the Battle of the Somme prior to 

developing and/or delivering programming at The Rooms?  
 
11. Based on your experience, how do members of the public best connect with or 

make sense of the historical knowledge presented in education offered at 
museums, historic sites, archives, and other heritage sites?   

 
12. How did those who developed the education at The Rooms 

imagine/conceptualize the education’s target audience (attitudes and beliefs 
about the topic, itinerary, interpretive skills)? 

 
13. In your opinion, what are the most successful interpretive strategies used by you 

and your colleagues in the educational programs you offer? Please explain? 
 
14. In your opinion, what are the least successful interpretive strategies used by you 

and your colleagues in the educational programs you offer? Please explain? 
 
15. Do you think the accounts you and your colleagues share in educational 

programming about the first day of the Battle of the Somme are relevant to 
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present-day realities (issues, socio-cultural problems) in Newfoundland and 
Canada? 

 
16. Do you think The Rooms’ educational programming about the first day of the 

Battle of the Somme links to Newfoundlander and/or Canadian identity? If so, 
how? 

 
17. Do you think that the education offered by The Rooms about the first day of the 

Battle of the Somme encourages learners to be critical consumers of history 
(question sources, make informed judgments, etc.)?  

 
18. Is there anything else you would like to share? 
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Appendix D: Enquiry Questions Suggested by Dr. Lindsay Gibson 
 
 Dr. Lindsay Gibson (2017a; 2017b, December 4) shares several questions that 
educators can pose to learners to facilitate learners’ historical thinking. He suggests the 
following questions in “The Ethical Dimension of Canadian Commemoration 
Controversies” (2017a, pp. 16–18): 
 

• Were the actions taken by the person or group acceptable given the values, 
attitudes, and beliefs that existed in society at the time? Would the actions taken 
by the person or group be acceptable given the values, attitudes, and beliefs that 
exist in contemporary society today? 

• To what degree was the person or group being commemorated responsible for the 
historical events that took place? 

• Should the event, person, or group be commemorated and memorialized given its 
historical legacy? Is the event, person, or group’s historical legacy aligned with 
the values, beliefs, and values of the community where the commemoration is 
located? 

• Does the commemoration of the event, person, or group negatively affect 
individuals or groups in the community where the commemoration is located? 

• Should the commemoration of the event, person, or group be kept as is, revised, 
or removed? 

 
Meanwhile, Dr. Gibson (2017b, December 4) includes the following 19 questions 

in the blog post “Thinking Historically About Canadian Commemoration Controversies.” 
Dr. Gibson (2017b, December 4) separates the questions according to the six historical 
thinking concepts outlined in Seixas and Morton’s (2013) The Big Six: Historical 
Thinking Concepts. 

Questions relating to primary source evidence: 

• Sourcing: What type of commemoration is being investigated? When and where 
was the commemoration created? Who created the commemoration and who 
provided support and permission to create the commemoration? Why was the 
commemoration created? 

• Contextualizing: What was happening at the time the commemoration was 
created? What conditions, worldviews, beliefs, and attitudes were prevalent at the 
time the commemoration was created? 

• Close reading: What claims about the event, people, or groups being 
commemorated are being made? What symbols, artefacts, images, structures, or 
words are used to communicate these claims? What does the commemoration 
reveal about the values, beliefs, and attitudes of the people or groups who created 
the commemoration? 

• Corroboration: What primary and secondary sources can be used to support or 
refute the interpretation of the event, person, or group being commemorated? 
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What do other primary and secondary sources say about the event, person, or 
group being commemorated? What are the main points of agreement and 
disagreement among the different sources? 

Questions relating to historical significance:  
 
Assess the historical significance of the event, person, or group being commemorated: 

  
• Was the event, person, or group being commemorated recognized as being 

important when the event occurred, or when the people or groups were alive? 
• Did the event, person, or group being commemorated cause change and have deep 

consequences for many people over a long period of time? 
• Does the event, person, or group being commemorated highlight enduring or 

emerging issues in history or contemporary life? 
• What groups are the event, person, or group being commemorated historically 

significant to? How does the historical significance of the event, person, or group 
being commemorated vary from group to group? 

• What larger historical narrative(s) is the event, person, or group being 
commemorated a part of? 

 
Questions relating to continuity and change: 

 
• Have views and interpretations of the event, person, or group being 

commemorated changed or stayed the same? 
• How have views and interpretations of the historical significance of the event, 

person, or group being commemorated changed and stayed the same? 
• How have views and interpretations of the commemoration and its importance to 

the community it is located in stayed the same and changed? 
• Were the changes that resulted from the event, person, or group being 

commemorated positive or negative? For which groups were the changes positive, 
and for which groups were they negative? 

 
Questions relating to cause and consequence: 

 
• What were the intended and unintended consequences of the event, person, or 

group being commemorated? To what degree could the negative consequences 
have been anticipated and avoided or positive consequences foreseen and 
enhanced? 

 
Questions relating to historical perspectives: 
 

• Were the beliefs, attitudes, values, and worldviews held by the person or group 
being commemorated commonly held or considered normal at the time? 

• What diverse historical perspectives existed about the event, person, or group 
being commemorated? 
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Questions relating to the ethical dimension: 
 

• Were the actions taken by the person or group acceptable given the values, 
attitudes, and beliefs that existed in society at the time? Would the actions taken 
by the person or group be acceptable given the values, attitudes, and beliefs that 
exist in contemporary society today? 

• To what degree was the person or group being commemorated responsible for the 
historical events that took place? 

• Should the event, person, or group be commemorated and memorialized given its 
historical legacy? Is the event, person, or group’s historical legacy aligned with 
the values, beliefs, and values of the community where the commemoration is 
located? 

• Does the commemoration of the event, person, or group negatively affect 
individuals or groups in the community where the commemoration is located? 

• Should the commemoration of the event, person, or group be kept as is, revised, 
or removed? 
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Appendix E: Enquiry Questions Suggested by Dr. Lisa Gilbert 
 

Dr. Lisa Gilbert (2016) suggests several enquiry questions that educators can pose 
to facilitate learners’ museum literacy: 

 
On museum narratives:  
 

• What story does this exhibit want to tell me?  
• Who (or what) is present, and who (or what) is left out of this story?  
• What new information, if uncovered, would change this story?  
• Did the museum choose the right story to tell about this part of history?  
• What do we still wonder about this topic?  
• What new questions can we ask based on what we have seen and thought about 

today?  
 

On specific objects: 
 

• How does this object’s presence help tell this exhibit’s story?  
• How did this object become part of the museum’s collections?  
• What implicit and explicit messages are sent from the way it is being displayed?  
• Why might the museum have made the choice to display it this way?  
• What additional information might change the way we understand this object?  

 
On the museum as an institution:  
 

• What is the history of the museum we’re visiting?  
• How was it created, and what is its mission statement? 
• Who provides the funding for this museum today?  
• Who do we see working in this museum, and do we have the sense that we could 

work in this museum someday? 
 

On the relationship between the museum and community:  
 

• Did we feel welcome at the museum today?  
• If so, how were we treated? If not, how can we communicate with the museum to 

give specific feedback on our experience? 
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Appendix F: The 6 C’s of Primary Source Analysis 
 

In their article “Commemorations of Imperial Sacrifice at Home and Abroad: 
British Memorials of the Great War” (2010), David Johnson and Nicole Gilbertson 
outline a conceptual framework that educators and learners can use to guide their 
examinations of memorials, memorialisation, and memory: The 6 C’s of Primary Source 
Analysis. They include the following chart, which students can fill out, on page 566 of 
their article.  
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Appendix G: Blackline Masters 
 

 As I explained in Chapter 5, Seixas and Morton (2013) suggest several activities 
that learners can complete before, during, and after museum visits. The images that 
follow are copies of the Blackline Masters that Seixas and Morton (2013) include in The 
Big Six: Historical Thinking Concepts. 

 
Blackline Master 2.2: Assessing Two Interpretations of Vimy Ridge 
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Blackline Master 6.3: Message in the Museum 
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Blackline Master 6.6: Assess a Memorial 
 
 

 
 
 



 
 

 
 

 

213 

Blackline Master 6.7: Create a Memorial 
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