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ABSTRACT

NATURE OF TALK AND INTERACTION IN THE
SINGAPORE HISTORY CLASSROOM

History is a complex subject, It is more propositional than procedural in
nature {Nichol, 1984), and involves adductive thinking {Booth, 1983), where
historical evidence and facts are “‘teased out’ and a convincing account of the past
is then reconstructed through speculation, imagination and empathy (Nichol,
1934; Booth, 1983). The teaching and leaming of history should not just be the
transmission of knowledge, but rather it should involve a process whereby
students and teachets interact in order to analyze evidence, raise questions and
hypotheses, synthesize facts, communicate their ideas, understand others”
viewpoeints, consider values, reflect and engage in moral reasoning (Brophy,
1996). It is through this interaction that development of thinking in history will
oceur (Coltham, 1975).

The main focus of the reseacch is on the language vsed in the history
classroom, particularly during critical episodes when the teachers and students
appeared to be engaged in the process of histotical thinking. This research is
particulasly concemed with historical thought embedded in the language used in
history classrooms. To investigate this, both high and low inference coding
systems were adopted to code, describe and analyze the verbal behaviour thet
oceurred.

The data were gathered in six classes from schoals in Singapore, They

constituted twa classes of above average students (Special siream), two classes of



averape students (Express stream) and two classss of below average (Normal
streamn) students, Audio and video recordings were made of twa lessons from each
of the six classes. These lessons were transcribed, coded and analyzed to ascertain
which contexts were more conducive for the production of higher order thought. It
was found that a complex interrelationship of factors including pedagogic activity,
type of teacher talk and student talk, and even more importantly the interaction
between them, determined whether or not there was historical thinking.

The findings revealed that there was historical thinking when explicit and
itnplicit contact was established during interaction between the teacher and the
students. For explicit contact to be made the teacher and the students needed to be
engaged in the Yanguage game (Wittgenstein, 1972). This is where the teacher
made those moves that elicited student responses that demonstrated historical
thinking. For implicit contact to be made the element of voice (as in the concept
of “voice” described in Bakhtin's theory on the dual-voicing and polyphony)
becomes essential. During such episades the teacher mediated between the
characters in history, his or her own talk and that of the students. These responses
which wers often dramatised, the teacher used first and second person forms (dual
voicing) to evoke empathy and imagination. In doing so they alse engaged ina
dialogic interaction with the characters of the past and there was back channelling,
There were evidences of such dizlopues in all the Special, Express and Nermal
siream lessons but in various centexts. These dialogues reveal that the nature of

talk and interaction is distinct to the subject history.
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CHAPTER ONE

Background to the Study

L1 Introduction

‘The research is based in Singapore. The Singapore educational policy has
certain features which are unique to the country and its people. There are four official
lenguages namely, English, Mandarin, Matay and Tamil, Of these four official
languages, English is given more prominence as the working language and the other
languages as second languages. Another unique feature concerns the educational
policy such as the sireaming of students and the orientation towards aslscssment by
examipations, Thus, this research on the nature of talk in the history classroom oecurs

within the context of the educational policy of Singapare.

This research is an explosatory study of the nature of talk and the patterns of
interaction generated in twelve history lessons in Singapore, as terchers and students
engaped in the discussion of historical congepts and ideas, A special focus of the
research is on the language used and interaction that occurred during “ctitical episedes’
in the history classrootn, that s, when teachers and students appeared to be engaged in

the process of historical thinking.

Historical thinking is adductive in nature and is both cognitive and affective.

As such, historical thinking involves interpretation. This interpretation in the



classroom, according to the social construciivist theory, is brought about through the

interaction process (Barnes, 1992; Goed and Brophy 2001; Brephy 2002).

1.2  The Educational Policy in Singapore

The Educational policy in Singapore is directed towards preparing school
students to mest the needs of a knowledge-based era and to function effectively i a
kmowledge-based economy. The study is, therefore, set in an environment where
severa) innovative changes are currently being intreduced into the education systern in
line with the country’s “Thinking Schools Learning Nation” {TSLN) policy (Gaoh,

1997).

The current policy in the education system is governed by four main principles.
The first principle is that students are streamed. By this, the Minisiry of Education
{MOE} aims to customize learning 5o that students can maximize their potential and
harness their talents and abilities ('i"eo, 1998), The second principle, which is based on
maintaining high standards and excellesice in education, hinges on three important
initiatives within the TSLN Policy. These are: a) the integration of Information
Technology {IT) in lessons, b) the incorporation of thinking skills into the curriculum,
and, ¢) the incorporation of the history of the nation, its constraints and vulnerabilities,
into the curriculum. The third principle governing change in education in Singapore is
that whilst, creativity, innovation end change are to be encouraged, the rigor and
discipline of the education system is not be compromised, but rather maintained. Thus,
importance is given to both content knowledge and to the processes of leaming.
Further, although the system [s fundamentally examination driven, the importance of

teacher-student and peer interaction in grong-work are recognized and encouraged.



The firal principle governing the pedagogy concems the teaching and use of Educated
Singapore English (BSE). This is because Singapore is a global city, and as such the
intelligibility of English és seen as essential, Teachers are thus required to teach and
use this type of English in their classrooms. These four principles are expounded
further below,

1.2.1 An ability driven system

The edycational system in Singapore is an ability driven system. To maximise
their potential, students in Singapore are formally streamed according to their leaming
ability both at the end of year four and year six of primary school. At the end of year
six, studenis sit for the Primary School Leaving Examination (PSLE) which assesses
their abilities for the purpose of placement info 2 secondary school course that best
suits their leaming pace and aptitude. Students are admitted into either the Special,
Express or Normal stream in secondary schools, Pupils whe are within the top 10% in
the PSLE are chosen for a Special course, Pupils with the next level of ability are
placed in an Express streamt and the remaiider go into the Normal stream. The
percentages of year six students posted to the different streams in the year 2000 were

as follows;



Table 1

Proportion of students in different streams in the year 2000

Special Stream 9.5%
Express 50.7%
Nommal 39.8%
Total 100 %

Only a few selected schools (under the Special assistance plan) conduct classes
within the Special stream, and do so with specially trained teachers. The classes are
smaller (20 —25 students) and while a few premier schools in the Special assistance

plat: are single sex schools all others are co-educational schaols.

1.2.2 The Three Initintives

The second principle governing change in the Singaporean Education system
concems the three initiatives in the TSLN policy introduced by the Ministry of
Education. The first initiative includes the incorporation of Information Technology
(IT) into the curriculum, the second, the integration of thinking skills into the
curriculum gnd the third initiative concerns the integration of National education

{citizenship education) into the curticulum.



{a) Information Fechnology

The first initiative of the Ministry of Education involves the integration of
Information Technolagy (IT} into lessons. Two major [T master plans have been
drawn up for Bingepore schools, While master plan one (1997 — 2002) aimed at
equipping schools and providing teachers with the skills and knowledge to integrate [T
into the curriculum, the second master p]an‘(2003 —2007) adopis a sy;tcmaﬁc and
holistic approach which aims to enhance the edveational process so that students and
teachers can use IT for interactive leaming (Edumall, 2002). The approach calls for an
involvement of all stakeholders in the education system to tap the potential of IT

(Edumatl, 2002).

(i) Integration of Thinkinp skills

The second initiative cencerns the teaching of thinking skills in the Singapore
classteem, The explicit und iroplicit teaching of thinking has become an important
concern driving educationat change in Singapore schools. Research shows that there is
greater achievement when teachers and students are engaged in thinking processes in
the classroom, particularly where the teacher stimulates thinking through questioning
{Resnick, 1989; Nickerson, 1988; Onosko, 1990). The thinking program adopted in
the Singapore schoots by the Singapore Curriculum Planning and Development
Division (CPDD), within MOE, is that devised by Marzano, Brandt, Hughes, Jones,
Presseisen, Rankin and Subor (1988). It is based on eight core ihinking skills namely,
facusing, information-gathering, remembering, organising, analysing, generating,
inteprating and evaluation, All of these are deemed to be necessary for investigation,

problem solving, and decision-making. The eight core thinking skills are incorporated



into the Dimensions of Learning framework (Marzano, 1992). This framework is
comprised of five main areas; positive attitudes and perceptions, acquiring and
integrating knowledge, extending and refining knowledge, using knowledge
meaningfully, and, habits of mind. Furiher, ﬂ{c thinking program is taught through the
direct teaching of thinking and through the infusion of thinking skiils into the core
subjects such as English, Science, Mathernatics, Geography and Histery. Such infusion
in the various lessons is encouraged in the classrooms so that siudents are able to
acquire, process and use information in compléx ways as it is believed that this will
promote leaming in the classrootn (CPDD, 1997,1998; Swartz and Parks, 1954;

Marzano 1992).

(e} The Third Initiative (National Education)

The third initiative of the Ministry of Education involves the teaching of the
principles of National Education. It concerns the incarporation of the history of
Sinpapore, the values Singaporeans should possess and the vulnerability of the
country. Al teachers are required to consciously integrate these principles into all their
lessons, This is aimed at developing in the sfudents an understanding of nationat
cohesion, and to promote their instinct for survival through awareness of the

vulnerability of Singapore.

1.2.3 Innovationy and rigor

The third principle goveming change in Singapore is that reativity, innovation
and change are encouraged but at the same time the rgor and discipline of the

education system are maintained and students’ mastery over core knowledge and



concepts are not compromised, The thinking behind this current pedagogic change in
Singapore schools can be encapsulated in an important statement made by the Minister
for Education in Parliament:
We must develop our young to think creatively and apply knowtedge in
innovative ways, while recognizing the wide range of abilities among
pupils, We will revise the school curriculum to stretch but not averload
:;lé pupils. We will reduce the amount of factual knowledge they must

uire, and do mare to build thinking and process skills... we need to
encourage ideas and innovation on how to achieve our goals.

{1957, June 3). The Straits Times, p.1

Ta ensure the above, a nationz] curriculum has been drawn up, benchmarks
devised and parameters established. Even so the system rernains fundamentally
examination driven as the Minister for Education has stressed the need to maintain the
national curriculum and existing high national standards, “We will not change
precipitously, because we have a good educational system and T am in no hury to

dismantle it”, {1997, June 3, The Straits Times, p.1),

One of the ways to accommeodate the proposed changes has been to shift the
focus to different types of interaction between teachers and students, In particular, the
teacher is now being encouraged to move beyond being a mere “neuteal facilitator and

to actively facilitate learning, (1997, July 31, The Straits Times, p.1).

1.2.4 Teaching and the Use of Educated Singapore English

The fourth principle concems the teaching and the use of Educated Singapore
English (ESE). One of the challenges of the Singapore Education system is to maintain
a high standard of spoken English by both the teachers and the students, Over the years

a local variety of English, termed ‘Singlish’ has emerged and this has in some ways



been glamerized by locally produced television, particularly in sitvational comedies.
Singlish is discouraged in the classroom and students are encouraged to use ESE.
Therefore, the intelligibility of English s regarded as essential and teachers are
expected to maintain a high standard of language. Further it is encouraged that a focus
be given not onlyto the appropriateness but also to the accuracy of their language, In

this way, both the form and function of language are emphasised.

1.3  The Singapore education system a hybrid system

Both Asinn and occidental research studies have shown that the values and
ideas that shnpe.education differ from society to society (Stevenson and Stipler, 1992;
Stevenson and Lee, 1997; Sob, 1999; Hoffman, 2000; Leung, 2000). The education
system in Singapore is a hybrid system brought about by Confucianism and other East
Asian beliefs and practices in juxtaposition with the principles of Western education

(Chang, 1995).

Many features, highlighted as East Asian practices by Leung (2000), are also
reported to apply fo the Singapore education sitvation {Toh, 1994; Chang, 1995,
Leung, 2000). For example, in the East Astan tradition, the teacher is regarded with
great reverence, an authonitative figure and is seen as the dispenser of knowledze to
studenis who it is believed come to school tabula rasa. The teacher manages the
students’ leaming and leads students in their activities and assignments. Most often,
what the feacher says is regarded as correct and is seldom questioned by students,
Other discernible features of the East Asian tradition include teaching for
understanding, cultivating competent teachers, favouring knowledge-centred

instructions, rather than student and teacher-centred instruction (Leung, Z000).



Whilst such beliefs and practices are still an integral part of Singapore
educatien, the emphasis is now on both the process and the product of learning.
Content knowledge is now being considered just as important as the process by whick
it is Jearnt, Thus, the Singapore education system is currently at the cross roads of
change because of the many new ideas in pedagogy, new initatives, revised syllabuses
and new textbooks which have been introduced into the system to reflect this new
emphasis,

Although many of the principles of western classroom practice are being
adoptzd, there still appears to be a predominance of teacher-centred approaches with
much teacher talk oceuring in classrooms, Toh {1994) has observed classroom

practices in Singapore and states that;

The haped for change has not come about. Instead, what has resulted is
teachers adopting bits of student-cenired activities that suit them for the
time, but by and large the dominant mode of instruction remain as a

teacher centred one,
(Toh, 1994, p.15)

1.4 The teaching and learning of History in the classroom

The manner in which atiempts to integrate East-Asian practices into the
demands of the TSLN concept of change in Sinpapore makes the situation in which the
current research is placed, unique and worthy of investigation. This is particulasly true

in the case of the history classroom,

Currently history is offered in Singapore schools as a single discipline and asa

part of the social studies program (referred to as *Society and Environment® in



Australiz). The purpose of teaching and leaming of histary in Singapare schools is to
help students to be first and foremost Asian in identity and yet be able to leamn in
western ways. Thus, the East Asian tradition of teaching values, of leaming facts by
repetition and remediation in preparation for exatmination continues to be just as
important as creative thinking and learning threugh understanding and enrichment.
This i5 reflected in the philosophy underpinning the revised history syllabus.! The
syllabus includes thematic-comparative and issues-based approaches and it also

incorporates the Minisiry of Education initiatives as previously described.

Specificatly, the revised history syllabus indicates that the purpose of history is
to develop students’ knowledge, values and skitls, With regard to skills, students are
required to have an understanding of centinuity, change, causes and consequences, to
understand points in history, to be able to distinguish fact and opinjon in history
writing, to acquire and process different types of historical evidence by interpreting,
analysing and evaluating sources, and finally to develop critical and creative thinking
by generating ideas, comparing and contrasting, analysing, synthesising, integrating
and evaluating (Curriculum Planning and Development Division, 2000). Singapore
teachers and students have new history textbaoks, which contain primary and
secondary sources and which are more interactive in nature. History project work
invelving problem-selving tasks is also being introduced. Finally, information
technology is being integrated into history lessons to help foster thinking of & higher
order in students, This mode of conducting history lessons offets a challengs to the

history teachers in Singapore. Of particular interest in this study has been the effect of

! 'This revision wes jmplemented in 2000 for lower secondary and in 2001 for upper secondary and pre -
university levels.

10



these chanpes in the syllabuses, in the resources and in the teaching pedagogy on the
nature of teacher and student interaction in the teaching and leaming of history.
Specifically this research addresses the questions, te what extent do the interaction in
the classroom engage students in historical thinking processes and the interpretation of
historical facts? The study will therefore, investigate the strategics that teachers and
students are using in the large classes to interpret history rather thar to transmit
freceive historical facts. This involves the analysis of the nature of talk and the nature

of interaction patterns and the histotical thinking processes.

Anecdotal evidence suggests that teachers regard the recent changes made to
the education system, and particularly in the teaching and learning of history, as a
challenge and they are beginning to explore new methods for teaching the required
syllabuses. Pasticularly challenging for the teachers is their new role as facilitators,
Teaching history is ne longer seen as involving just the transmission of information
with the teacher the sole provider or authority in the classtootn, but it now alse has an
interpretative function (The History Teacher, 2001). This constitutes a major shift in
the way it is recommended that history be taught — a movement away from the
transmission mode and towards an interpretative mode. However, the impact of these
changes in the history classroom on the teaching-learning process in general and for

higher-order thinking in particular, are not known and need to be investigated,

Research conducted in the last two decades suggests that teacher led discussicn
or ihe traditional expository style, is the dominant mode of teaching in the history
classrooms in Singapore {Tar, 2000 and Toh, 1994). In the study of history teachers

carried out by Tan (2000), eight out of eleven teachers considered teacher talk as the

11



main mode of instrection. This involved drawing students® attention to main points
through chalk and talk and overhead transparencies, She reported that the history
lessons were dominated by teacher talk and students remained passive learners. She
has suggested that the teacher’s expaository style of teaching was the main factor in
inhibiting the development of thinking in the history classroom. Tan’s research was
based on classroom observations, students’ written work, questionnaires and
interviews with teachers and students. Tan, however, did not record, code or enalyse
the teacher talk. However, talk and class discussions in particular were the focus of
studies conducted by reseatchers such as Howe (1988), Newmann et al,{1950); Nuthall

(2002} and Wilen (1990, who provide valuable models for the current study,

Chang and Ho (1992) appear to allude to the fact that the approach of the
Singapore teacher i unique. While Leung (I2{}DD} maintains that the memorisation of
historical facts and repetitive lemming remain common praclices, Singaporean
tesearchers do not see the repetitive learning as rote learning as the students are
believed to be learning with understanding (Chang and Ho, 1992), The concept of
Tepetitive learning is unique to the East Asfan tradition and to Singapore. The
repetitive learning of facts is also based on the betief thet, without facts, there is no

basis for discussion.

One of the factors atiributed to the vnique situation in Singapore is the fact that
the classes are penerally large, Large classes pose & chalienge to the history teachers in
Singapore as special skills and strategies are required to reach out to students and to
engage and draw them into the discussion and at the same time establish rappart with

therm In a study conducted ty Stevenson and Stigler {1992) they found that many of



the views held of the Asian teaching practices in the classroom were stereotyped as
being one where lertning was by rote, In reality however, the Asian teacher was found
te be remarkable and conducted excellent lessons in the classroom, According to their
view, the Asian teacher asswned the role of a “kmowledgeable puide” rather than that
of a “prime dispenser of information™ (Stevenson and Srigler, 1992, p.176), Tleir
study revealed that the teachers in the Asian tradition, unlike the American teachers,
were more engaged in actively teaching and instructing the students and they spent [ess
time in transition. They reported about the classes in Japan and China as consisting of,

...coherent lessons that are presented in a thoughtful, relaxed and tion-

anthoritative manner. Teachers frequently involve students as sources of

information ...lessons are oriented toward problem-solving rather than

rote mastery of facts and procedures.,,lessons are not rote, they are not

filled with drill... Teachers do not spend large amount of time lecturing

to children 2nd the children are not passive autemation but active

patticipants in the learning process,

{Stevenson and Stigler, 1992, p. 176).

Stevenson and Stigler found that the lessons conducted by the Japanese and
Chinese teachers were carefully designed with a theme and they were “like a good
story” (. 176} told to the students with an introduction and & cenclusion. Stevenson
and Stigler report that there were also verbal interaction in the classroom and teachers
made atiempts to stimulate students to think, Although the classes were large
Stevenson and Stigler maintained that Asian teachers were able to handte the large
classes as the teschers and students were both jointly involved in the teaching-learning
process and in maiptaining discipline in the classreom. One outstanding difference

they found between the American and the Asian teacherwas that the Asian teacheris a

“skifled performer” while fhe American counterpart was jnnovative, inventive and



original, The researchers conclude, * these two models, the skilled performer and the
innovator have very different values in the East and West” {p.168). Hoffman {2000)
has also maintained this theory of the Asian teacher as a skifled performer, According
to Hoffman, Japanese teachers use stratepies, enthusiasm and vigour to involve
students in the lesson as skilled performers. These teachers use studenis” ideas asa
springboard for further discussion and encourage peers to challenge and comment on

each other’s answers

Currently, there is very little evidence as to what extent the concept of the
“Asian Teacher’, as expostulated by Hoffman (2000}, Leung (2000) and Stevenson and
Stigler (1992), pertains to the Singapore history teacher and to what extent the
Singapore situation is a unigue one, There are few reports on the verbal interaction in
the teaching and learning in the Singapore classroom especially in the Singepore
history classreom. Very few local researchers, with the exception of Khoo (1988) and
Litn (1980, 1985) have addressed the rote of the actual discourse of the classroom in
order to understand the processes of learning although some preliminary research work
on teachers’ language use and the exploratory talk of students in the history classroom
was conducted by Thuraisingam (1982, 1930, 1997), Thetefore there s a need to
examine the current nature of talk in the history classroom in arder to asceriain and
understand the processes of thinking that are taking place, particularly in light of the
Ministry’s efforts tP change pedagogical practice. A closer examination of the nature
of teacher talk, student talk and interaction in the history classrc;om may shed more
light on the precesses of learning and the historical thinking that take place in the

history classroams. This in tumn can provide a better understanding of the effects and
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success of the changes in education policy in Singapore, These issues are addreased in

the current study.

1.5  Purpose of the research study

History is a propositional subject (Nichal, 1984} where talk and discussion are
essential to teasing out historical facts and ideas. History involves secon order
concepts like canse and effect, reconstruction, imagination, empathy, analysis of
evidence, change and continuity — alt constructs that require ittductive, deductive and
adductive operants. Therefore, history students are required to perform et a high level
of copnitive behaviour {at the level of formal aperations, using Piaget’s term). This
behaviour is evident in the use of “propositional™ talk (Coltham, 1975, p.30 and
Shemilt, 1983, p.13). Curmently, liitle is known of the copnitive languape demands of
the subject history particularly in the Singaporean context. The present study,
therefore, analyses the talk that is generated in the history classroom based on the
assumption that the thinking processes required in leamning histery are reflected in the

talk generated between teachers and their students, and hetween students and their

peers.

1.6  Siguificance of the study

There is a need for studies which enalyse how specific types of classroom
interaction may promote thought in history classes. There is also a need to developa
better understanding of the demands of the subject history and the contextual
conditions that enable or constrain and shape the nature of the talk. This neeg is

avgmented by a paucity of research on classroom talk {Wilen and White, 1991} and on
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tatk in the history classroom in particular {Downey and Levstik, 1991). This study is
significant in that it will farther inform the policy developers on the effectiveness of
ctirrent educational changes in Singapore. The information pathered will contribute to
current pedagogical knowledge and curriculum construction and ultimately be

beneficial for practising teachers.
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CHAPTER TWO

Literature review

21  Introduction

There are three parts to this chapter. The first part explores literatuse on the
complex nature of historical adductive thinking, and the interplay of affective and
coguitive forces in the classrootn. The second part examines the need to teach
history as interpretation which involves historical thinking, The third part of the
chapter presents literature addressing the nature of the interaction hetween teacher
and stedents and between students in the history classroom, and how this may foster
historical thinking. It examines theories on leaming through interaction {Wells,
1981) and the recent literature on the sociat constructivist teaching theory as put
forth by Brophy (2002); Wells (2002} and Nuthall (2002). The nature of classroom
talk is surveyed and examined with special focus on the element of “voice”, as
expounded by theorists after Bakhtin, such as Wertsch (1991, p.67; £.93) and
Knoelier (1998, p.1). In particular, the element of voice is examined in relation to
the “critical” incidents {Tripp, 1993, p.8} that occur in the history classroom, As
explained by Tripp,

...appear to be “typical” rather than ‘critical’ at first sight, but

are tendered critical through analysis...an incident which
passed entirely unnoticed when it ocourred, but which was
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made into 2 eritical incidert by what was seen in and written
about it,
{p.25)

Such incidents in the history classroom are jdentified and studied in the context of
discourse of the classroom. As we are dealing with discourse such critical incidents
are described in the present research as “critical episodes’. Also covered in this
literature review are studies on interaction analysis and methods of analysis of
discourse in the classroom. The final part of the chapter examines research about

pedagogy and methadalogy in relation to the teaching and learning of History,

2.2  Historical adductive thinking

The thinking process in history is “adductive” {Booth,1983,p.109) in nature
and unique to the subject { Booth,1984; Hirst, 1974). Adductive thinking involves
imagination, attitudes and understanding when used by students to recreate the past.
Adductive thinking has been studied by researchers, One of the first studies to
explore the nature of thinking in the subject history by adelescents was that by
Hallam (1970). His study showed that the stage of fonmal operations in the subject
history bepins at the age of approximately sixteen years. Further, he indicated it is
harder for students below shis age to think about history hypothetically and
deductively than it is in other discipline areas. He also considered whether different
types of intelligence are needed for reasoning in histery (Hallam, 1570). However,
history fresearchers such as Booth {1978, Shemilt (1980); Dickinson, Lee and
Rogers (1986) and Ashby and Lee (1987), instead of basing their research on the

hypothetice-deductive thinking and Pijagetian maturation theory, have looked
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elsewhere to understand the thinking processes actually invalved in leaming the
subject history. They found that evidence in history is debatable with different
interpretations. In the history classroom, students are required to use and analyse
evidence, ask historicat questions, communicate and understand others” viewpoints
and reference, They are required to go beyond concrete fects and evidence and to
utilize the innate knowledpe and experiences, which they bring into the classroom.
Further, Cooper (1992) and Knight (1996} explain that skills of finding, analysing,
synthesising, interpreting and applying information are activated in historical

thinking. Booth (1983) summarises the demands made on 2 student of history as,

His [the history student's] task is to put forward the most

convincing account of the past; and the sort of thinking that can

produee this is best described as a form of speculation, directed

itmagination, or vicarious living. Thus the historian has much

of the creative artist in him, He aims to recreaie in words the

mast eredible account of the world we have lost. Fisher

describes such thinking as *adductive’.

(p.106)

In order o support the above theory a longitudinal study was carried out by
Booth (1983) te investigate the development of historical thinking in adolescents,
The study was also meant to examine how Piaget’s theory could be applied to the
teaching and leaming of history, and the inter-relgtionship of this with the
complexity of the subject. The study was finally meant fo reveal a better
understanding of why philosophers of history, such as Collingwood (1946), seem to
regard history as having a distinct mode of thinking unique to the subject. It was

believed that such an urderstanding had to be determined before the appropriate
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pedagogy could be developed. Booth’s study was of seventeen months duration. It
concemed fifty-three boys and girls aged fourteen to sixteen years who were taught
history with emphasis on discussion, project work, student activity and investigating
a variety of evidence from such things as films and other primary evidences. Booth
found that the stuents had the capacity to think adductively, that is, that they could
use speculation and tmaginatien to draw together related events in order to develop
some common historical understanding. Using this they could then create g credible
account of the past based on this evidence, In fact, he claims that not only can
fourieen to sixteen year old pupils think adductively, but that “leaming history can
make 2 significant contribution to their cognitive and affective life” (Booth, 1983,
p.114}. His research revealed that more active methods of teaching were popular
with the students. Based on his research Booth calls for more discursive, open-
ended discussion in class and an oral teaching technique that allows students to
“construct the factual knowledge they had acquired into meaningful patterns™
{Booth, 1983, p.114). Finally, Booth concluded that;

Thus to attempt to rssess adductive historical thought in termns

of global universal stages would appear to be ingppropriate.

The inappropriateness is even greater when these stages

themselves are described in terms of lagical structures and

hiypothetico-deductive thinking: for such thinking has enly

liméted connection with the imaginative, empathetic response

which is the hallmack of historical understanding and the
purpose of historical study.
(p.114)

A similar interest in the advantages of adductive thinking as opposed to

hypothetico-deductive thinkéng for history teaching has led to studies by Celtham

20



and Fines (1971}, These studies were conducted in British schools. Coltham and
Fines (1971) came to the conclusion that history nesd not be taught in the foom of
rote learning, They believed that the historical thinking in the students could be
developed and accelerated with appropriate pedagogy. They suggestsd and
tesearched on how the Brunerian (1971) and Bloomian (1971} aﬁproaches could be
brought together in the teaching and learning of history, In addition to their interest
in the develapment of the thinking processes, these researchers also focussed on
other factors such as the ways by which the “attitudes and feelings of pupils related
to their cogitive skills and to what extent can teaching modify these attitudes™,

(Boath, 1983, p.102),

These studies lend support to the argument that investigations on historical
thinking based o a narrow view of Piaget’s framework may not be appropriate, and,
that students can engage in historical thinking when the pedagogy engapes them
through the use of imagination and empathy and that these, in tum, lead to the

development of a historical understanding,

2.2.1 Hisorical Imagination

Imagination int history, unlike imagination in art and literature, is retated to
histerical evidence and historical facts, When confvonted with the evidence (which
can be from a secondary source such 83 facts from a kistory texibook), the student of
histery may use his or her imagination in attempting to understand the evidence. To
engage in such a process, the teacher and students have to “stretch a weh of
imaginative construction” (Booth, 1978, p.3) around the historical evidence that they

have before them, Teaching strategies for achieving this include the use of open-
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ended questions and the asking of new questions to assist students in their
imaginative construction of the past. An example of such a process maybe when

the class js engaped in * let’s suppose, ...” type discussions (Booth, 1978, p. 3)-

2.2.2 Historical Empathy

In history, empathy appears to be both cognitive and affective in nature
{Brophy, 1996; Boath, 1983; Collingwood, 1946; Cooper, 1992). Empathy is
defined as a process whereby a student of history, based on the historical evidence
before him, comes to an understanding about the values and belief systems of the
particular groups of people under investigation. Historical empathy involves
considering the thoughts, beliefs and feelings of people of the past {Cooper, 1992).
Some history theorisis have argued that empathy is affective (Coltham and Fines,
1971) while others suggest that empathy is cognitive as it involves the student’s
ability to fortn hypotheses and is seen as involving the head more than the heart
(Shemilt, 1984). The task of the teacher of history is to try to engage students in
such empathetic understanding in the elassroom. The teacher may be able to
facilitate, for example, the interprefation of lustorical facts and events by
questioning and using student responses and by exposing them to empathetic
dilemmas (Shemilt, 1984) such as, “how do you think the King felt at that period of
time¥

The importance of empathy in the historical thinking process can be better
understoad if examined in the light of Collingwood’s philosophy (Mac Issac, 1996),
Collingwood suggests that an event in history has both an ‘inside’ and an “outside’

quality to it, To traly understans. the events from the ‘outside,” the historian has to
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interpret the historical event by looking at the “inside’ or in other words, by looking
at the thought processes involved in the event, This is done by trying to understand
the characters’ feelings as well as engaging with their belief systems. Mac Isaac
{1996 argues that Collingwood's theory has implications for the teaching and
learning of history and suggests that, in order to facilitate thinking in students,
teachers and students have to enter the world of the historical characters. That is,

they need to be sensitised to the voices of the past.

Bakhtin’s concept of voice is explained as the interaction between the “inner
thinking self” and the “outer speaking self” (Morris, 1994, p.83). Knoeller (1998)
Iras also developed and used Bhaktin's notion of voice and the influence of other
vaices on the learner. This has implications for the study of history as the concept
of “multivoicedness” and “heterogeneity of voices” (Wertsch, 1991, p.67; p.93)
helps histary teachers and students to mediate between the past and the present and
to hear the voices of historicel characters. When this occurs, students can fully
empathise with an event, character or situation in history and this is thinking
historically. This concept of vaice is discussed in detail later in the third past of the

chapter.

2.2.3 Historical onderstanding

Historical understanding requires students to engage in historical thinking
(The History Teacher, 1995; Holt, 1990; Newmann, 1991; Warren, Rosebury and
Anne 1989). Students in the history classroom are required to not just simply
describe historical events, but to raise questions, gather and evaluate the facts and

question views expressed by puthors. To eneble students to do this they need an
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understanding of the structural, organisational and subject specific concepts in
history,

Concepts in history are “abstractions that give order to factual knowledge
(e.g. manifest destiny, emancipation, revolution, propressive eta, yeoman, serf,
absolutism, and ancient civilisation)” {Thomton, 2001 p,294). The historical
concepls are different from the concepts of the Sciences accerding to Dickinson and
Lee (1978):

‘Historical concepts’ are in general everyday practical concepts in

which the only specifically historical content is provided by
particular instances. (p.98)

In aother words, ihe student of history has to construct for himself the historical
concepts from the historical content before him, as Van Sizdright and James (2002)
supgest:

Developing historical thinking and understanding requires

opportunities for learners to work with varigus forms of

evidence, deal with issues of interpretation, address questions

about the relative significance of events and the nature of

histarical agency, and cultivate and use thoughtfu), context-

sensitive imagination to fill in gaps in evidence trails when
they arise. {p.268)

Lee (1983) explains that in the leaming of the subject history, stugents nead
to understand second-order concepts (such as ‘change’, “cause’ etc.) as distinct from
first-order concepts pertaining to the subject history (such as ‘liberal®, *capital' etc).
As these are cognitive consﬁ'ucts, Hayden, Arthur and Hunt, (1997) suggest that

they cennot be taught by direct teaching but have to be developed and understoed



through a process of enquiry (Nichol, 1984) and this, in tumn, will aid the
understanding process, Thomton (2001, 1;.296} makes reference to “concept
teaching * in which the teaching is concentrated on selected tumber of concepts
instead of a content coverage approach. In concept teaching students are

encouraged to think, imagine and empathise.

Historical undersianding, therefore, may be facilitated by the use of open-
ended discussions (Booth, 1978) where the teacher and students are engaged in
disciplined enquiry and ask more “how’ and ‘why’ questions of historical evidence
(Newmann, Onosko and Stevenson, 1990). Thus the teaching of the subject history
does not consist of the transmission of facts alone, bit of leaming thraugh
discussions, reciprocal questioning, raising of hypotheses, and reflection. In other
words, it is best wught through interpretation  These conclusions an: supported in
the study by Levstik and Pappas {(1987). They found that young students”
understanding of history depended on the classroom context and the form of
discourse in history that occurred in it. Thus, it appears that here is a connection
between how history is presented to the students and their understanding of it
(Levstik and Pappas, 1987),

History is a complex subject. Part of this complexity comes from the fact
that “...historical knowledge and the process of hisiorical enquiry cannot be
divorced” (Lee, 1983, p.29). In other words skilts and methods cannot be divorced
from content, Fitzgerald (1982) attempts to explain the co:ﬁplexity of the subject
history as follows:

The nature and structure of history is such that it embraces not
only methadology, inquiry, ard concepts but alsp message and



experience. .. these experiences speak a personal message to
each student.
(p.99)

As such, it may be more productive to describe historical thinking in terms
of imagination and empathy, that is adductive thinking, rather than as logical
structures and hypothetico-deductive processes. The complex thinking that goes
with histerical thinking may be further explained by examining the complex ways
histerical empathy, historical imagination und historical understanding are related to

one another. This is represented disgrammatically in Figure 1 overleaf:
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Adductive Thinking

Enipathy + Imagipation + Underslanding

Complexity

Use and analysis of evidence; asking historical questions; commumnication,
understanding of others™ view points and reference; information finding skilts;

analysis, synthesis; interpretation; application; evaluation

Historical Thinking

Fi 1 The complexity of the historical thinking process

1.3  Historieal thinking and higher order thinking

As seen in the Fignire | above, historical thinking cén be described in terms

of imagination and empathy rather than as logical structures and hypothetico-
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deductive processes. Further, itis in thls form of complexity that higher order
thinking eccurs (Resnick, 1987), Resnick deseribes the chamcteﬁs&c§ of higher
order thinking as being “non algorithmic, nuanced judgments and interpretation,
.multiple criteria, unéettainity. imposing meaning” (p.3). This is also supported by

| Sternberp and Sperling (1994) in their l.'rial,dic theory of intellipence. They degt:ribe
this as involving analytic thinking, practical thinking and creative thinking. The
fatter thej say involves “creating, discovering, producing, imagining and supposing™
{p.ix). Further, they suggest it is an important aspect of thinking and one which is
often neglected in school. Therafore, historical or addugtive ﬁu‘n]cing. which
contains many of these characieristics described by Resnick (1987} and Stemberg

and Sperling (1996}, can be deemed to be of 2 higher order in natute,

24  Critical incidents

When the teacher and students are engaged in historical thinking there is
interplay of cognitive and the affective factors. When this occurs it constitutes a
criiical_episodé. A critical episode in a discourse is an incident of complex theught
involving empathy, imagination and mdmﬁnding and can be rendered critical
through analysis an& interpretation of the “what' and the *why' of the incident. This
incident is broken up into simpler parts and examined in a wider context.

According to Tripp (1993):
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.--eritical incidents are produced by the way we look ata
situation: a eritical incident is an interpretation of the
significance of an event. To take something as a critical
incident is a value judgement we make, and the basis of that
judgement is the significance we attach to the meaning of the
incident.

(p.26)

According to Flanagan (1954) a critical incidem need not be A common
eccurrence but it does happen at least now and then. Such critical incidents,
described in the present research as critical episodes, form a speciaf focus in the
study. During these critical episodes in the history classroom the teacher and the
students show evidence of reconstructing history through empathy and historical

imagination — that is, they appear to engage in adductive (higher order) thinking,

2.5  Teaching history thraugh an interpretative approach

Educationists such as Braphy (1990), Bames (1976), Bames and Todd
{1995), Taba, Durkin, Fragnkel nnd NcNaughton, (1971) and Cooper {1996), agree
that the teaching and [earning of history is mose than just the transmission of facts,
and the teacher mors than just a dispenser of knowledge. Historical thinking in the
classroom is brought about through the teacher acting in the role of a facilitator and
adopting an interpretative pedagogy (Behan and McCullagh, 1998). Thomton
(2001, p.296) calls such an approach “conceptual teaching™. He states that such a
form of teaching involves thinking and active student inquiry. Further, it engages the
students its value education (Thomten, 2001), Philosophers of History, such as Hirst
{1974), Shemilt (1983)and Booth {1983), call for such an approech in the teaching

of history, arguing that historical cvidence is open to different interpretations and no
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one interpretation is superior, Students have to empathise with people and events in
history and be able to consider other perspectives and interpretations as part of the
historical thinking process. As historical empathy and historical imagination are
required in the understanding of history, history is therefore taught by adopting an
interpretative approach (Cooper, 1992).

If the organisation and interpretation of historical facts involve empathy,
imagination and historical understanding then from a Neo-Vygotskian' perspective,
the teacher’s task is to facilitate this process, particularly with less able children,
Students have to deal with numerous amounts of historical facts and information but
may have to do so with a resiricted vocabulary (Barker, 1978). Therefore, the
interprefation and reflection of historical facts is likely to be facilitated by the use of

clear language and appropriate discourse as noted by Steele (1976):

.. it is quite evident that the different levels of thought do need
specialised attention and one area io which the teacher must
pay particular regard is the use of language in developing
historical thinking.

(p.16)

(For further discussion about the importance of lanpuage it the teaching and
leamning of history see 2.7.6).

Barnes (1976) makes a distinction between two kinds of teachers, the
transmission teacher and the interpretative teacher. Barnes (1976}, and Barnes and
Todd {1995) explain why teachers in the classroom should be encouraged to use the
interpretative approach rather than a transmission approach although they caution
that such a polarisation might not be fair. Nevertherless, they claim that teachers

and in particular history teachers fall slong such a continuure, They explain that
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teachers who regard language as a vehicle for learning and fransmission also regard
students as empty vessels waiting to be filled with knowledge. Such teachers they
class as transmission teachers. The teacher who attaches importao-« to language as
a means of interpretation and ss a way of making meaning would be regarded as an
interpretative teacher. Such teachers would adopt a more dialogic relationship and
encourage interaction. This concept of a continunm reigning between a transriission
approach and an interpretative approach has afso been developed by Brophy and
others within the school of social wnsuucﬁvigm {Brophy, 2002).

Adopting such an intetpretive approach as supgested by the social
constructivists, has presented both problems and challenges for the teacher (Haydn,
Arthur and Hunt, 1997). For an interpretative approach teachers need to interact
with students, to ask more open-caded questions and to employ strategies such as”
using students’ answers as springboards for further questioning. This technique
utilizes “uptake” (Collins, 1982, p. 430). It involves taking the students up the
spiral of understanding through teacher scaffolding (Vygotsky, 1986). Thus the
teacher would require a wide repertoire of skills to engape students in the interaction
process. One such interactior skill is the ability to reformulate, ‘This, in tum, isa
form of scaffolding (Cazden, 1988). Cazden explains that throngh reformulation
the teacher tries to foster understanding relevant to the student’s own experience,

There is literature to show the importance of interaction in the thinking
pracess in the research of social constructivists (Brophy, 2002). Recent published
wark on the theory of leamning (Good end Brophy, 2000, 2001) and in pasticular,

constructivist-leaming theories (Brophy, 2002; Nuthall, 2002; Wells 2002) centre o
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the prometion of historical thinking and interpretation in the classroom through
interaction betwaen teacher and students. According fo these theories leamning and
teaching is regarded as “ an enterprise of inguiry that is dialogically co-constructed
by teacher and students together” (Wells, 2002, p.5). It also incorporates the
Vygotskyan concept of scaffolding where the teacher and peers “both model the
knowledgeable skills itvolved in activity and guide the leamer toward independent
mastery” (Wells, 2002, p.3). Similarly, in his discussion of the social constructivist
theory, Nuthall (2002) shows how the teacher facititates whole class discussion.
The relationship between interaction and thinking is also illustrated by the
research of Newmann, Onosko and Stevenson (1990). They identified several key
indicators of the thinking involved in Social Studies, brought about in furn by the
interpretation of facis. Their study was based on high scheol students in the social
stuuies classroom in United States, Onosko (1990) reported that earier research in
the US showed lecture and recitation as predominating in classroom lessons with
students receiving information passively and responding to worksheets, The
research carried out by Newsnann et al., was the result of a concern for the need to
teach higher order thinking in these schools. Their study analysed the practices of
twao groups of teachers, one group that was committed to the teaching of higher-
order thinking and the other which was less committed. They observed the social
studies classes and made a comparison using a rating scale. The difference appeared

te be more gpparent in fve dimensions, namely:
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...teacher’s careful consideration of student reasons 950,
teacher’s Socratic questioning (7), student contributing eriginal
ideas (13), students being articulate and permane (14), and
students being involved in the lesson (17). For each of these
dimensions the mean difference between the groups exceeded
one point on the five-point scale, and the effect size for each
also exceeded one standard deviation,

(Newmann et al,, 1990, p.266)

The teachers who adopied a Socratic questioning technique asked one
question followed by another to exemplify the point. They also pressed students to
explain their ideas in order to interpret the facts by the technique of uptake. It was
found that the explanation and discussion of such ideas encourzged students to
engage in historical thinking,

In other studies, it was shown that when the teacher merely accepted the
answers of sludents without chatlenging them, historical thinking was stifled
(Klinzing and Klinzing-Eurich, 1988; Wood and Wood 1988; Wilen and White,
1991}, Schalars, therefore, suggest that teachers use a wider repertoire of I
questioning skills and uptake to encourage student participation in the interpretation
of history,

In summary, historical thinking is hrou.ght zbout by the process of
interpretation, and interpretation is, in turn, brought about through collaborative

socied interaction in the classroomt.
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2.6  Classroom Interaction

2,61 Undertaking Interactional Analysis

Classroom interactional studies provide amongst other things an
understending of the thinking processes in the classroom. Resex: -hers have
undertaken numerous examinations of the interaction zul thos: sht processes in the
classtoom adopting various approaches. A number of sach utudies relevant to the
present research are discussed below, In particula: tho . ideas of Barmnes and Todd
(1993) relating to the cognitive and affective forces leading to empathy is outlined.
This concept is also explained further in the section en critical episodes,

Researcherf such a5 Schulman (1981); Stukbs (1983} and Saville-Troike
{1982) have suggested that in classroom studies, an integrated approach combining
both quantitative and qualifative procedures will be most appropriste as a way to
research education, especially when it itivolves conversational analysis. Savitle-
Troike (1982) believes that quantitative methods will provide normative data for the
varieble features of language being explored in the study. Quantitative procedures
also help to determine the reliability of qualitative observation and can, through
triangulation, provids for generalizations. Stubbs (1983) suggests a combination of
methods in the approach to the collection of conversational data. His
tecommendation is that an analysis of transcripts be supplemented by ethnographic

observation, Stubbs (1983) and Maleolm (1986) discuss the difficulties invelved in
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the transcription process but they say that transcripts are indispensable for
retrospective conversational analysis. Evertson and Green {1986) have also
recomrnended a range of different types of instruments and techniques that can be
used in classroom research, one of which is observation. They indicate that
“observation, 85 an approach to study educational processes and issues, has a rich
and varied history™. (p.162).

The nature of talk in the history dlassroom brings together research from
sociolinguisis, cognitive psychologists, philosophers and historians. This is because
classroom talk is highly complex and dynamic. Studies en interaction in classrooms
span a penod that stretches from the Flanders® (1970) interaction category system to
that of Brophy's (2002) exposition of the social constructivist theory. The
development of intersctional studies can be traced from the behaviorist approach of
analyzing classroom talk (Flanders, 1970) to an understanding of the discourse
formation in texts brought about by collaborative interaction as a community of

leamers (Brophy, 2002).

Research by Flanders (1970); Bellack, Hyman, Smith and Kliebard (1966);
Dunkin and Biddle (1974) and recent studies oy Brophy and Good (20007; King,
Barry, Maloney and Taylor {1993,1996) and Brophy (2002) have examined the
effects of instructional behaviour in the clrssroom, particularly where the student
behaviours were viewed as cutcomes of instruction. This type of interactienal
analysis has developed to such an extent that today its status is the same as that of

discourse analysis, It has meant that student-talk is now regarded as an independent
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varishle in the same way as teacher-talk is, and has been for some considerable time

{Delamont, 1984),

Classroom interaction studies first began as an observation too! for teacher
{raining, as depicted in the reseasch of Flanders (1960, 1970). The mejor concern of
Flanders was with the affective domains and so his interest lay in the analysis of
teacher initiation and respanse in the classtoom. Seven out of his ten categories
were devoted to teacher-talk, two to pupil talk and ane to silence. Some of the
criticisms levelled at the Flenders inleraction category system were that it was
teacher centred and did not provide sufficient in-depth description of the negotiation
and talk of the students. Other shortcomings of the Flanders system were that it was
found to be mere appropriate for content orientated classrooms, rather than as a taol
for observing language used by teachers and siudetits. Other category systems that
emerged at a similar time had more developed categories, such as the enes
developed by Amidon, Hunter and Hough. These were verbal interaction category
systems (Amidon and Hunter, 1966, Amiden and Hough, 1967; Amidon and
Flanders, 1971}, Even so these also had shortcomings. Like Flander’s system they
did not truly reflect actual classroom processes, nor were the studies based on actual
classroom franscripts. Thus these earlier approaches treated the classreom as o

“black box” (Dunkin and Biddle, 1974, p.13).

A recent category system devised by Brophy and Good (2000) presents a
morc comprehensive system that enables the examination of both teacher and
student-talk and explains the dyadic interaction patterns in the classroom. Similasly

studies by King et al. (1993, 1996) were conzemed with the examination of the
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functions of the leamning interaction patterns of the whole class and small g:'ouﬁs
within the context of the promotion of higher cognitive level talk during cooperative

learning,

The stand talcen_ by many later researchers (e.g., Dclamqnt, 1984; Shulman,
1987; Edwards and Westgate, 1987; Nunan, 1993) on ¢lassreom interaction studies
was that such studies should adopt more eclectic hybrid approaches combining low
and high inference systems that enable normative data from category systems to be
studied with ethnographic systems in the recording and analysis of talk it the

classroom, and in the recording of meaning from the context.

With the development of new classteom interactional approaches, the focus
on how teachers and pedagogy directly influence leaming has developed and in
mare recent times research has investigated how teachers and students interact to
construct meanings and knowledge in classrooms. Other studies have also
examined how power relations are constructed in the classroom. The focus of
interest including aspects of both the macro and micro processes of learning are
referred to by Nuthall (2002) as two dimensions of talk. One example of such is the
development of research on classtoom talk conducted by Van Lier (1996, 1997) who
has used what he calls an ecologicat approach to classroom observation that
embraces the context of classroom leaming and the development of the mind,
Similarly, Barnes and Todd (1995) describe the dynamics of the interaction process
in the classroom where there is an interplay of communicative and cognitive
functions of talk. In their recent work “Communication revisited”, the categories of

stmudent-talk not oaly include how students initiate, elicit and respond to the teacher
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and peers but also categories representing cognitive and reflective functions of
language such as how students qualify and extend statements made to their peers,
Likewise, Biddle, Good and Goodson (1997 p.672) agree that for a true
understanding of the teaching-leaming process it is necessary to have sn
“understanding of student thinking and student mediation of classroom events”
which occurs through classroom interaction. Accerding to these researche;_s, to
undesstand the teaching-leaming process it is necessary to include a descripﬁan of
both the observable and overt behaviour, as well as the covert features that appear in
the teacher-student talk, and, to consider the cognitive and reflective function of
talk, The role of language and discourse has become impartant in ¢lassreom
research (Lemke, 1995; Gee, 1989; Nuthall, 2002). Nuthall (2002, p.53) describes
this type of discourse as being more than talk, stating that “It also refers to the
activities, ways of thinking and relating to others that go with the talk within a

specific community”,

2.6.2 BSocizl constructivism and interactional analysis

To undertake research into discursive formations of the classroom there is a
need to look beyond, between and beneath classroom talk. Therefore, there isa
need for n more fine-grained analysis than that offered by & macro system of
analysis, There is also a need to consider how language is used in particular ways
(Kumaravadiveln, 1999). This concept of discourse is atiributed to Foucanlt (1969}

and the post structuralists. Kumaravadivelu{1999) describes this:
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Discourse thus designates the entire conceptual temitory on
which knowledge is produced and reproduced It includes not
only what is actually thought and ariculated but also
determines what can be said or heard and what silsnead, what
is acceptable and what is tabooed. Discourse in this sensc is a
whole field or domain within which language is used in
particular ways,
(p.460)

The sociel constructivist theorist Brophy (2002) also considers the
importance of social interaction and dialogue in both whole class discussions and
group discussions in the learning process. There are four central characteristics in

his theory:

(1)Learners construct their own learning, (2) new learning
depends on students’ existing understandings; (3} sociat
interaction/dialogue plays a critical role; and (4) authentic
learning tasks are needed to ensure meaningful learning. Other
commonly emphasised concepts include situated cognition,
scaffolding, cognitive apprenticeship, cooperative learning,
learning communities, generstive learning, and teaching in the
zone of proximal development,
(Brophy, 2002, p.xi)

A similar idea is also expressed by Nuthall (2002) in his definition of the

constructivist model. He explains that,

...perthaps the hest way of defining the social constructivist
model of teaching is to say that it represents a set of
pedagogical intentions that can be realised in a varjety of
forms, These intentions focus on the need to bring about
inteltectually significant changes in the minds of students
through social processes. They are concemed with producing
students who are skilled participants in the processes of
creating and -evatuating new knowledge, using evidence and
reasoning in ways that characterise the academic disciplines.

(Nuthall, 2002, p. 43)



The constructivists believe that teachers’ approaches fall on a continuum
stretching from a trensmission approach to the more recently articulated social
constructivist or interpretative approach. A similar view was expressed earlier by
Barmes, Briiton and Torbe {1986) and Bames (1992). They describe teachers’
aprroaches as falling into a transmission-interpretation dimension and pﬁpil talk in
the classroom belonging to & presentation-exploratory talk dimension. Bames saw
the transmission teacher as one who believes in presenting content knowledge to
ensure that students achieve mastery of content, keeps students task oriented, and,
has an anthoritative control of the class. On the other hand, the teachers who
adopted the interpretation spproach betieved in drawing students into the learning

process.

Good aud Brophy (2000} and Brophv (2002) have also investigated the
continuum of the “traditional transmission approach and the maore recently
articulated social constructivist approach.”™ (Brophy, 2002, p.x). They explain that
with the transmission view, knowledge is seen as a fixed body of information
transmitted from teacher to student; with the texts and teacher being the authoritative
source of expert knowledge, The teacher provides information and leads students
through activities and assignments, explains and checks for understanding, and
Jjudges the correctness of students® responses, Students then memorise or replicate
what has been explained ot modetled, With this approach, the discourse emphasis is
on drills and recitation in response to cotvergent questions and the focus is on

eliciting the correct answers, Activities emphasise the replication of models or



applications that require following step-by-step algorithms where students work on

their own.

In the social constructivist view, knowledge is viewed as developing
interpretations co-constructed interpretations through discussions, The authority for
this constructed knowledpe resides in the arguments and evidence cited in its
support by students, as well as by texts or by the teacher, that is, everyone has
expertise to contribute. With this maodel, teachers and students share the
respensibility for initiating and guiding learning efforts, The teacheracts asa
discussion leader who poses questions, seeks clarifications, promotes dialogue, and
helps groups to recognise areas of consensus and of continuing disagreement.
Students in fum strive to make sense of the new input by relating it to their prior
knowledge and by collaborating with others to co-construct shared understandings.
In this case, the discourse contains reflective discussion of networks of connected
knowledge. Questions are more divergent and focus on making students think,
Similarly, activities involve authentic issues and focus on problems that require
complex thinking. Students with this approach collabarate as a learning community
that construct shared understandings through sustained dialogue.

Brophy (2002) however, cautions teachers about this transmission-secial
constructivist approach, recommending an “eclectic mixture of components” that is
suited to the students and the instructional goals.” (p.xi). This is evident in Alleman
and Brophy's (2001) research findings, as reported in Brophy (2002), where it is
suggested that:
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Transmission technmigques are best used for efficiently
communicating canonical knowledge (initial instruction
establishing a knowledge base) and social constructivist
techniques are best used for constmicting knowledge networks
and developing processes and skills (synthesis and application).

(p-xi)

Therefore, they also caution that there are constraints in both approaches and . .

that neither approach shoutd be over used,

The transmission-constructivist dimension has implications for the present
research as the interest is on ;e nature of talk and the dynamics of interrction that
emerge when students are engaged in historical thinking and learning in the history

classtoom.

2.6.3 Interaction and discourse in the history elgssroom

Beoth (1983) believes that discursive, open-ended discussions allow students
to have a better understanding of history, for as students and teachers negotiate,
disouss, guestion and hypothesise, students begin to understand past events and
issues. That is to say, teachers and students are using language to re-create and
interpret history, Itis on this basis that Pendry, Anna, Husbands, Chris, Arthur,
Jarﬁes and Davison (1998, p.14) claim that there is a “need to ground professional

development in the realities of classroom interaction™

The importance of language and the need for discussion about the re-creation
and the interpretation of truth in history has been the subject of debate between
modernists and the post modernists (FHirst, 1974). The theories of deconstructivists

such as Derrida and Foucanlt (cited in Munslow, 1997) have drawn attention to the
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way that languape is used to represent historical content. In addition Foucault
suggests that, instead of referring to historical texts by great writers, an
archacological approach should be used using archives and the texts of minor
officials. The archeological method attempts to avoid traditional explanatory
concepts because the grand narratives of re-knowu::d writers emphasise such things
ns the causes and effeots of events, continuity &nd chirenclogical time, In other
words, history is interpreted and reconsﬁ'ucted in the way man understands the
situation. If historical data and evidence is interpreted then to what extent can we
say that the account is an abjective one? The Foucaultian conception of history is a
challenge for many history teachers who would have themselves been schooled in
the ‘grand narrative’ manner of dezling with the past.

In this respect, discourse becomes crucial. The post modemists have
provided an insipht into the importance of the discourse of history and historical
consciousness (Jenkins, 1998), They are, therefore, more conscious of the way that
language is used to represent historical content as well as how it is used to make
sense of the past with our present knowledge, 'This is explained by Jenkins {1992)
as follows:

The historian's viewpoint and predilections still shape the

choice of historical materials, and our own personal constructs

determine what we make of them. The past that we ‘know’ is

always contingent upon our own views, our own

‘present’,.. Epistemology shows we can never really know the

past, that the gap between the past and history (historiography)

is an onotological one, that is, is in the very nature of things
such that no amount of epistemological effort can bridge it.

(12)
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Conversely, modemists, such as, Windschuttle (1994}, and Appleby, Hunt
and Jacob (1994) have argued agninst the view that the truth of the past cannat be
captured it history. This debate between the post modemists and modemists has
implications for the history classroom as teachers and studenis need to be aware of
bias in the way that historical facts are presented. This suggests the need for
discussion and analysis in the history classroom, The use of language in the form of
talk in the classroom between the teacher and students becotnes important for
exploring the truth and objectivity of history. Other educationists in the field of
history, such ss Husbands (1996); Edwards and Furlong (1978); Haydx et al, (1997"-};
Schemilt (1983 ), Munslow (1997) and Jenkins {1992, 1998; 1999), have shown s ~
considerable interest in the use of ]auguaée for the interpretation of history and for
generating historical thinking in the classroom,

Talk is referred to by Werisch (1991, p.67, p.93) as both “multivoicedness™
and the “heterogenity of voices”, This view stems from Bakhtin (1981) and is also
used by Knoefler (1598) who view language or talk as the interuction between the
“inner thinking self” and the “‘outer speaking self". Knoeller {1998} has also used
Bhaktin’s notion of voice and the influence of other voices on the leamer in his
research into the learning of literature. In his view, the notion of voice provides the
link between human mental functioning and the communicative process (Wertsch,
1991, p.13). The notion of voice is also applicable to the history classioom as
teachers and students mediate the present and the past voices of historical characters,

Talk is also important to Coltham and Fines (1971). Accerding to their

theary, concepts in history are best conceived of es cognitive constructs and as such



are more amenshle to stadents” self-construction of kmowledge rather than 1eacher
exposition. In other words, students have to, with the teacher scaffolding the
process, talk their way to an understanding of historical concepts. This process
consists of the interpretation and re-interpretation of evidence based on the historical
facts presented by the teacher. Thus interaction aids the thinking process (Coltham;
1971).

2.6.4 Classroom talk and the learning process

Research shows that students need to be given an opportunity to talk in order
for meaningful learning to take place (Barnes, Britton and Torbe, 1986; Brittor
1970; Wells, 1985). Such researchers claim that talk s the very essence of any
educational activity, where language is not only just an evidence of [easning
achieved but is used in the process of learning (Jones, 1950},

Talk in the classroom also aids the thinking process. According to
Vygotsky (1981), for example, thought development is determined by language.
Piaget (1975) however, clapims that Janguage primarily reflects thought, rather than
shapes it. Nevertherless, both Vygotsky and Pinget saw taik as cognition in action,
in other words, talk js an expression of thn}lght. This suggests that every
opportunity should be given to students to talk in the classroom,

Since Vygotsky and Piaget, other theories of langnage and thought have
been proposed in relation to talking and thinking in the classroom. Cazden et al.
(1972}); Hymes (1978}, Britton (1973) and Barnes (1976,1986) have supporied the

view that students learn by using language. Their research show the importance of
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classroot talk for learniny; ir general, and specifically for the development of the
thinking process,

Barnes et al. (1986) examined the talk of students in group activities and
showed how classroom opportunities can enable students 1o engage cognitivaly by
describing, hypothesizing, suggesting, planning, eriticizing, improving, solving and
50 on. Bames and Bames et al, examined the types of talk that students produced, in
particular the exploratory and presentational uses of Janguage. (Note, these ars
discussed as part of genwe later in this chapter), Cazden’s et 1,{1972), research
centred on the study of language in its social context, She brought topether theories
from various disciplinary perspectives such as anthropology, linguistics, psychology
and sociology to examine how teachers and students use language when interecting,
Cazden’s findings on the classroom talk of Hawaiian children are of special interest
to the present study. She observed that, when a teacher asked a question, at leasta
dezen hands would usually shoot up, but before the teacher could call an a student,
several would blurt out the answer. Students also tended to answer questions
eddressed to another individual but when singled out would only give a minimal
answer in that situation. They showed a strong preference for interaction with their
peers rather than with the teacher and they appeared more comfortable giving chorus
group responses, Cazden et al, report that:

It has been sugpested that the respense of children when questioned

in class had the effect of shifting dyadic relations to collective ones,

The reason may be that the child finds protection in collective
relationships with adults. (p.311)
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2.6.5 Function and language use in classroom talk

The notion of language function and use has been addressed by Bakhtin
(1981} and by sociolinguists including Hallidsy (1973), Stubbs (1976} and Gumperz
and Hymes (1972). Hymes (1978, p.xiii} refers to “Janguage use™ as “essential
meaning” while for Halliday (1973, p.8) “linguistic function™ is evident when the
context is considered, and not just with reference to the surface forms of spesch,
Classroom talk includes such functions as the teacher presenting iufoﬁnatiou, giviﬁg
directions, asking narrow questions, asking broad questions, accepting ideas and
rejecting ideas. The functions of students’ classroom talk include inittating
questions or raising hypotheses, reflecting on content, monitoring thoughts, and,
qualifying statements,

Alternatively, Bames et al. (1986, p.21), refer to the function of language as
the “hidden curriculum”, whereas Stubbs {1983) describes language function as
communication about whether messages have been received and understood of
whether a speaker and hearer are in contact with each other. Stubbs elso describes
metacommunication, that is, the language about language, He says this is used in the
classroom to monitor and reformulate the language used. Stubbs (1976, p.159)
provides examples of such metacommunication that teachers use to keep in touch
with the students, namely: “attract or show attention, control the amount of speech;

ckeck or confirm understanding; summarize; define; edit; correct and specify topic.”
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Stubbs has also suggested that the metacommunication function can be formalised
and used for research purposes within an interaction category system.

According to Bellack et al. {1966) language use in the classroom is not so
much about its functional purpose, but language use consists of a variety of moves.
‘Moves’ such as structuring moves, framing moves and focusing moves are made by
teachers and students in the classroom when they interact with ong another. As has
been mentioned earlier, the notion of ‘moves’ or the “verbal interplay between
teachers and students™ (Bellack et al., 1966 p2) stern from Wittgenstein's notion of :
the “language game" (Hirst, 1974, p.157). The teacher's part in this game is that |
hefshe structures, solicits, responds and reacts. The pupils react to these moves of
the teacher with counter moves. For example, when 3 teacher solicits, the student
responds, thus both the teacher and students play complementary roles in the
cfassroom, Integral to this construction of moves is the effect one move has on
another, for example, the effect of a teacher’s question on & student’s response or
vice versa, This, in turn, enables the coding of interaction patierns when classroom
discourse is investigated.

Patterns of language use have been described by other researchiers in other
ways. Bames and Todd {1995, p.9) for example, describe rudimentary talk, which
occurs when students provide predictable answers as “presentational” talk. This term
{rudimentary talk) is borrowed from Wertsch (1585, p.160) who distinguishes
“rudimentary" talk from talk for “advanced mental functioning™ purposes. When
students are parforming at an advanced mental state, they would be using talk to

construct knowledge together with the teacher, peer or through text or inforination
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technolopy. In contrast, when students are enpaged in interaction with their peers in
prder to make a connection between their own ideas and those of others, they are
stretching their understanding and in this way may add knowledge to what they
already know. When students use talk as & tool to engage in joint thinking with
others, there is interplay of communicative and cognitive finctions (Barnes and
Todd, 1995). Such interplay of communicative and cognitive functions oreurs
during critical episodes in the ¢lassroom and Barnes and Todd ndvocate that they
should be exploited by the teacher to generate thinking,

One way by which the teachers can generate thinking is through the
questioning genres (Young, 1992 p.113). Young found that as much as 60% of the
classroom talk in his study was in the form of teacher questions. Howevet, the
questions themselves had various functions such as, what do pupils know? (WDPK);
Guess what the teacher thinks? (GWTT); What do you think? (WDYT) questions.
Thus, within the question-amswet-reaction cycle, Young was able to discem a
nutnber of question types.

A genre with an even more important function is that which is described by
Wells and Wells (1992), as being informal in nature, This particular type of talk
occurs when students are engaged in the thinking process, Nuthall (1997) explains
that the ability of students to do this, that is, translate their ideas into {alk, assists
their thinking processes, and writes:

By leamning that discourse can be rultivocal, and by leaming how to

translate from one genre to another, the student develops the ability

te think about discourse and creates a rich understanding that is the

product of such metalinguistic thinking.

(p.722).
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Serving a similar function is what Bames and Todd (1995} call “Exploratory tafk™
(Bames and Todd, 1595, p.8), It is & type of *unshapen’ talk that students engage in
when fhey are trying to think ont aloud and trying to grope for meaning “ ... the
hesitancy and flexibility of exploratory talk is potentially a strength when students
are talking in order to reshape and reinterpret ideas” (Bames ard Todd, 1995, p. 8),
Exploratory talk is usuaily marked by frequent hesitations, re-phrasings, false starts
and change in direction.

Exploratory talk iz zalled * Expressive speech™ by O*Keefe (1595, p.6). She
describes it as students thinking aloud as they try to express their thoughts, This
informal talk can also appear in the form of efectvonic talk such as the type students
use in computer mediated collaborative learning (Warschaver, 1997). Barnes and
Todd (1995, p.79) have investigated the social and cognitive functions of falk that
take place in such collaborative activities, These include firstly, the social functions
of “initiating, extending, qualifying, eliciting, expanding, requesting, responding and
accepting”, and secondly, the cognitive functions of “"constructing questians, raising
new questions, setting up hypotheses, vsing evidence, expressing feelings, reflecting
and monitoring thoughts”. Thus they have examined student-talk at two levels, the
communicative and the cognitive level and studied the interplay of these two types
of functions and the strategies that students use in understanding concepts and ideas,
This caused Barnes and Tadd (1995) and O*Keefe (£993) to conclude that, in order
to promote thinking, students must be given opportunities t¢ interact with one

anather in group and problem solving activities.
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Teachers also adopt different categories of talk in the classroom. They can
fransmit or interpret information. The transmission of information may be achieved
through recitation and drilling whereas interpretation may be achieved by the asking
of open-ended questions, and adopting strategies such as “uptake™ {Collins, 1982,
p. 430} or the “reformulating” or “revoicing™ (Nuthall, 2002, p.51) of the student’s
reply. These forms of talk help students in the understanding of historical facts end
ideas, There are glso other categories of teacher-talk, A teacher can initiate
interaction, perpetuzte interaction or terminate ovent interaction (Celtham, 1975,
p28) with the use of expressions such as “okay’, “alright”. The futction of teacher-
talk has been listed by Good and Brophy {2000), by King, Barry, Maloney and
Tayler {1993} in their MAKITAB instrument, and by Young (1992, p. 106) in his
“questioning penres”, The Verbal Interaction Category System devised by Amidon
and Funter (1966) and Amidon and Hough (1967) contains categories of teacherand
student verhal behavionr such as initiating responding-evaluating cycle, asking
product questions {which are closed inductive questions), choice questions (which
are open ended deductive questions), praising students, and affirming or evaluating

correct answers,

2,66 Lanpguage demands in the learning of the subject history.

Research reveals that there are considerable language demands made by the
subject history on the teachers and students. Further it has been reported that
FHnguiatic constraints may hinder historians when they attempt to write objectively
{McCullagh, 1998). In fact, post modemists elaim that language is not sophisticated

enough to represent the world and therefore speakers lack the capacity to capture
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truthfully what goes on in history (McCullagh, 1598). Researchers have also
discussed at length, the relationship between languape and thought os car: be seenin
the Sapir-Whorf hypothesis of linguistic relativity, According to Lee (1997), this
hypathesis has important implications for education especially the role of language
in teaching and thinking, According to Steele {1976), the development of language
and thinking skills “is one of the most important, but also most difficult probletas
facing the history teacher” (p.17). Steele believes that the efficient use of language is

fundamental to good history teaching as:

.the use of languape is critical in concept formation and the
movement lowards the higher levels of thinking, Clearly particular
levels of thinking are closely interwoven with the stage reached in
languape development, and, if history teaching is to improve, much
mere attention will have to be paid to the relationship between the
two,

®.17)

Several studies have sought to determine the importance of language in
history and the implications for teaching history. For example, Hoodless {1994)
conducted a small-scale research study with primary students. She investigated the
fanguage reguired to cope with prablem-solving tasks. These included “the ability
to question, formulate complex sentences, and to use language to convey an
understanding of the differences between certainty, doubt and not knowing” (p.20).
Hoodless recorded students” interaction and non-verbal communication while
engaged on problem-based tasks, Her findings indicate that the students” language
and the problem solving strategies were “at a remackably high level” (p.20).

Huoodless, concludes therefore that:
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While researchers such as {3onaldson have pointed out that it

is itnpossible to prove that language affects the quality of

thought, it s clear from this study that it is nevertheless

possible to infer such a relationship. In several instances,

there appears to be a case for arguing that facility in {anguage

increases the child’s capacity for coping with problems,

{p-20)
Hoodless identified a number of language demands related to studying history.
These include the ability to questian for fact finding, and the ability to check and
monitor one’s own ideas as part of an on-going dialogue. She claims that this has
the quality of thinking aloud, but not necessarily expecting an answer. Some
questicns were complicated, for example, * If they found the bedy, why dide’t they
know what the cause of death was? (p.20)" demonstrates a high degree of
compelence.

Heodless (1954) also found that the students were able to associats ideas in
increasingly complex ways and that this was reflected in their lanpuage use. For
instance, they were able to use connectives such as “while’, “when’, *but’, and
because’ to make the temporal and causal relationships between events. She found
evidence of deductive reasoning when the students used connectives such as “if .7,
‘if...how'/how leng’, ‘if...when'. She also noticed that children sometimes used
tentative language, ‘hedping,” as well qualifying terms such as *could have’, ‘might
have’, ‘I think®, ‘we thought’ which all indicate an awareness of the tentativeness
and bias in historical evidence and the need to discriminate between fact and

opinion. Thus, Hoodless concluded that there was an important relationship

between children’s capacity to absorb, organise and infer information and their

53



ability to represent their thinking in lanpuage. The implications for the history
teacher, she suggests, are to teach the necessary gratnmar using history as the
context, This idea is also strongly supported by Cooper (1992) who has extensively
researched the teaching of history to young children extensively,

Hasan and Williams (1996 also report on the lingnistic detnands of the

subject history and the way language is used to construct thinking;

Our major hypothesis with regard to the lanpuage of history is

that it represents a wide range of genres, beginning with a

variety which appears faitly close to ordinary everyday

langnage 1se and extending through to a stage which is very far

removed from such use, thus implicating other- than- ordinary

everyday social processes.

(p.191)

Hasan and Williams, however, studied writing rather than oral language, They
examined a range of types of history texts it order to understand the language
demands made on students. The texts were historical recounts, with description and
an evaluative exposition and description component s well as texts that move from
personalised accounts to an observer account. The historical recount had temporal
and cansat markers and in the evaluative exposition there was an increased use of
grammatical metaphor and lexical density,

Hasan and Williams® study (1996) has implications for this research where in
writing for example, there appear to be a range of oral text fypes. For instance, &
narration will contain temporal markers, cause and effect mariers, unexpected ‘buts®

and nominal groups. Interpretative discourse, on the other hand, will have more

evidenee of discourse and progmatic markers, cognitive cues, hedging, pauses,
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change of direction and metastatements. Similurly, the ore] language of studens
will range from presentaticnal talk to exploratory talk (Bernes and Tadd, 1995).

The language demands in interpreting history have alse been addressed by
Haydn, Arthur and Hunt (1997). One of the principal barriers to leamning, according
to Haydn et al,, is the complex sentence structures and unfamiliar words used by
writers of history:

... the adult [anguage of historians as they present their

interpretations of people and sitnations in the past. At times such

interpretations rest on nuznces and shades of opinion too subtle

for some pupils... the challenge, The says for the teacher] is to try

to make such interpretations and representations nccessible to

pupils
(p.116)

The language of history has beconie an even more impartant issve in the light of the
recent debate between the modernist and post moedemists philosophers and
historiographets of academic history, as discussed earlier in this chapter. As such,
historians are showing a greater interest in the use of lanpuage for the interpretation
of histery (Husbands, 1996). The subject histary does not have an extensive
technical language, and, it is this lack of technical language that creates problems
{Edwards and Furlong, 1978), The kind of language needed to handle second order
cancepts, abstract terms and the itterpretation of facts and evidence is propositional,
deductive and inferential and can to be problematic for students, According to
Coltham (1971) teachers need to be aware of this, Tn their discussion of the
importance of language i the learning process in history, Pendry, Hushands, Arthur

and Davison {1998), state that:
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It is critical to the teacher’s ehility to convey, in some accessible and
meaningful way, the leaming targets that have been selected for the
lesson, It is critical to the way in which the teacher moves between
the everyday language of pupils and the subject specific language of
the subject {e.g., reform, total war, Whig, revolution) in order to
suppast pupil leaming, '

{(p.8)

Moreover, Edwards and Furlong (1978) note that history requires abstract terms and
a range of past tense forms, which are not necessarily part of the everyday language.
{See also Hayden et al., 1997). Using everyday language to explain the past cat be
a problem when these familiar words heve difierent meanings than from their past
usage

This issue of language is also raised in Shemilt {1983, p.13) in his review of
the “Schools Council Project, “History 13-16"". He notes that students wio
performed at the formal operational stage still grappled with lanpuage in historical
argument. For example, students had difficulty in finding *a propositionat language
appropriate to history” and as a result were employing the language of Mathematics
and Science to describe historical causality, by means of a “deviant equation”™
{Shemilt, 1983, p,13}i.e., the languape used to explain mathematicat formulae.

Hirst (1974, p.72) has tried to define the kind of talk and thought that goes
on in the history classroom where the meanings of words are more concerned with
“zonnotation rather than with denotation™. Hirst, in his reference to the link between
language and thought, states that in communication, thoughts are not coded into
words and then decoded by the recipients back into thought. . This is because

thinking involves the use of words, sentences and symbols, Meaning, too, has to be
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negotiated between teachers and students, Therefore, for thiukiné fo take place in |
the History classroom, students need to have mastery of the whole range of complex
language games {to use Wiltgenstein’s term), specific to the subject History. Hirst
sees it possible to distinguish different uses of language in making assertions, in
asi:ing questions, in giving commands and so on. What specific langeage moves
and games are used in the teaching and leaming of history and in what context of
leaming, is howegér. not known and needs to be researched.

Hirst's theory of languaée and thought also makes reference to the concept
voice which originated in the work of Bakhtin (1981) who theorised that language
and thought is dialogic in nature. This theory of voice wes later developed by
Wertsch (1991} who explained that when an utterance is inade, there are twa voices
heard, “the speaking persomality and the speaking conscionsness” (Wertsch,1991
p.13). This concept is important in understanding the exploratory and expressive
speech when students are thinking aloud, This notim; of voice construcis a strong
link between mental functioning and communicative pmcesse.s whereby mental
funetioning ariginates in social communicative procesées (Werlsch, 1591). The
thoughts of students are also reveated by examining the language game that they
play, that is, in the way they use language. Wittgenstein's and Hirst’s reference to
language pames is pertineni to the current research as it indicates the languege
demands of the subject History. There appears to be both a “right language” and a
“private langunge” (these terms are borrowed from Holtzman and Leich, 1981, p.1).
There has been discussion on the objectivity of Wiitgenstein’s theory, how it can be

adopted and used by students of history to enable them to function at a higher level
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of cognition, but only if we regard them (the history class) as belonging to a special
linguistic community.
2.7  Teaching pedagogy and the promotion of historical thinking in the
classroom
The importance of pedagogy in the promotion of thinking in history is
explained in the Neo Piagetian studies (e.g., Booth, 1983) which posits that, with
appropriate teaching-leamning strategies, it is possible to raise the thinking of
students to higher levels of copnition. This also supports the theory of Bruner (1960)
that with appropriate pedagogy “any subject can be taught effectively in some
intellectually honest form to any child at any stage of development” (p.52),

As a result of this interest in pedagogy, research in history has moved away
fream Jooking at the maturation of thinking and towards an examination of the
effectiveness of various teaching techniques and conditions (Booth, 1983; Carey,
1985; Gelman and Baillargeon, 1983; Mandler, 1983; Downey and Levstik, 1991),
Accordingly, this section examines research on the effect that pedagogy can have on
historical thinking in the classroom

In 1975, Bate and Moeore (cited in Steclz, 1976) studied fifteen year olds
who were given initial instruction on the basic processes of historical thought.
These students made substantial progress in the development of their critical
thinkimg ability compared to the control proup. This research shows that special
programs and teaching methods do influence higher-level thinking in the classroom.

Since the 1970%, educators have believed that it is pessible to accelerate

student’s historical thinking through interaction with the environment, which is bath
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social and intellectual (Ballard, 1970), Therefore, the teacher has a key role to play
in generating higher level thinking in the history classroom. Coupled with this is the
concemn of pedagogy that has developed since the 1970s regarding changing
students’ attitudes towards the subject and aiding in the acquisition of skills {Steele,
1976). There is also today, a movement sway from & transmission approach and
towards information processing a.nl:i student transformation as students become more
“active constructors of learning” {Blumenfeld, Marx, Pafrick, Krajeik and Soloway,
1997, p.865). Blumenfield et al.{1997) swnmarise the impact of such technological
approaches in the following remarks:

...These technologicel experiments are quite new. Questions

remain fo be answered about how to design the systems, to use

combinations of media, to scaffold leaming, to develop

pedagogies to facilitate their use, and to evaluate their impact.

Both the programs and technology to support teacher change

have potenttal for helping to create promising new occasions for

teaching and leamning in schools. Exploring their potential, their

promise, and their §imitations is the task that educators now face.
(p.869)

I the present miltennium, new multimedia interactive technalogies, such as
computers, are being used to complement teachers® attempts to enhance leaming and
understanding in students. Some examples of such interactive multimedie for
teachers is the Project Support Envirenment (PSE) and the Student Learning
Environment (SLE) developed at the University of Michigan and reported by
Blumenfield et at, (1989) and the Master Ptan Two initiated in Singapare.

Because of changes such as these there is now a call by educationists for
more research into the effectiveness of teaching techniques, especially those which

will bring about the best leamning in history {Barton, 1996). Barton supports this
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view by making a reference to Hargreaves (1994) who states that, rather than
examining the aims of teaching end learning in history, it is more important to
examine the pedagogy itself.

This interest in the effect of pedagogy on the thinking processes in the
teaching and learning of history has led Newmann, Onosko and Stevenson (19903 to
investigate the social studies pedagogy that may develop students’ higher order
thinking. They used a rating scale to study the nature of discourse in one hundred
and sixty high school social studies lessons from five schools. They identiffed
several variables for quantifying indicators of classtoom thoughtfulness and
concluded that high thoughtfuloess and low thoughtfulness differed on five
dimensions:

The teachers’ can;ﬂ.tl consideration of students” reasoning;

The teachers’ Sccmtic questioning;

The students’ contribution of eriginal ideas;

The students being articulate and germane; and

The students being involved in the lesson
This research indicates that, in contrast to lectures and recitation, jeacher- cenired
discussions were more likely to challenge students to go beyond the information
given.

Several other research studies also have been carried out on discussion as a
form of pedagogy that promotes higher-level thinking. Discussion oceurs when
teachers and students try to negotiate meaning and understanding by soliciting

opinions. It has been found that in discussions which contribute to ihe Iearners’
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knowledge and which promote higher-level thinking (Wilen & White, 1991), there
are longer exchanges, such as a shift from a T-5-T (teacher —student- teacher)
pattern to a T-8-8-T {teacher-student-student-teacher) pattetn. Further, it has been

found that the teacher may prompt students to pasticipate by:

Meking a declasative statement (for example, give an
opinion), Making n reflective statement (give the sense of
what someone has aid),

Diescribing his or her state of mind (Pm sorry, T'm not quite
petting your point);

Inviting the student to elaborate {F'd like to hear more of your
views on that);

Encouraging the student to ask a question;
Encouraging other students to ask a quastion;

Maintaining deliberate, appreciative silence (until the student
resumes or another enters in the discussion).

Dillon (1984, p.55)
In pedagogies where the teacher leads discussions there would be
opportunifies that prompt students participation through the use of cognitive cues,
‘This suggests that dialogue and disoussions provide an environment for students to

recopnise such cues and respond eccordingly (Gumperz, 1982; Vygotsky, 1986).

Pedagogies which involve interaction make a wide range of cognitive
demands on students (Nuthall and Lawrence, 1965). The students are expected to
provide causal, sequential, procedural, teleological and normative explanations to
the teachet’s questions. In causal explanations, students have to verify and justify
why an answer is wrong; in sequential explanations they need to explain how

something has came about; in procedural explanations they need to explain
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processes; and in teleplogical and noml'lative explanations they need to verify and
justify their responses, Historical thinking alse ocours when students are
encouraged to connect history with everyday experiences (Keeves, 1997). All this is
brought about when teachers and students are engaped in discussion (Nuthall, 2002}
in the classroom,

Teacher facilitated discussion involving the whole class or a group of
students is the most extensively researched pedagogicat procedure in constructivist
teaching because in this form of discussion “significant knowledge and ways of
thinking are produced and agsimilated” (Nuthall, 2002 p.47). Demands made on the
teacher are also great, as he/she has to be a good listener in order to facilitate the
discussion,

Nuthall (2002} claims that there are two layers in this type of discussion. At
one level, there is talk about the subject matter. On the secand layer there is talk
about the kind of talk that is occurzing at the first level. Varela, Luster and Wenzel
(1952, p.230) have identified the first layer as the “intellectual — thematic
dimension” and the second layer as the “social — organisational dimension.”,
Nuthall believes that the teacher participates more at the second leve! of the
discourse as he/she facilitates the discussion.

Another important pedagogy is that of skilful questioning. This is an
extremely iportant and useful methed for developing historical thinking in the
c!assraom.(Mben_ga, 1993; Smith, 1990; Young, 1992), If students are to be
engaged in critical thinking and historical understanding they too should be gble to

ask the *how ‘and “why * of events (Issac, 1994). Smith (1990) devised a
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questioning spproach that develops students® interrogative attitude to historical
information. It encourages students to devise their own questions for topics to be
studied. He believes that this approach ¢an enhance understanding and the retention
of the facts, An alternative taxonomy of questions pertaining to history has been
produced by Garvey and Krug (1978}. 'Their taxonomy includes: Recall questions,
comprehension questions, interpretation questions, extrapalation questions,
invention questions and evaluation questions.

As part of his study on the importance of questiening in historical thinking,
Mbenga (1993, p.24), from his observation of Teacher Training in Zambian and
Botswana schaols, noted that too many questions in history lessons were factual,
recall and memory questions. This approach, he reports is even used with new
lessons and results in students guessing. He proposes a useful classification of
questions which js as follows (examples of the questions are given in itatics):

Comprehension questions  {students recall information

intelligently):

“What made it so difficudt 1o establish peace...

Interpretation questions (students explain or paraphmse
information);

“Why were there rebellions among white settiers.. "

Extrapolation questions {students use information to infer or
cenclude what is not stated explicitly).

“How would the desire to control the Deloga Bay trade
have.. "

Invention Questions (these are direct ‘imaginative’ questions

which require students to put themselves in a historical
situation and use its evidence to inform their imagination)
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“If vou had been the Zulu leader, Dingane, how would you
have dealt with....”

Evaluation Questions (students are required to make
judgments and fo substantiate or justify them with facts or
examples being aware that hias exists).

“Is_the Author saving this because he is a white colonial
officer or because that is the only way to interpret.... "

Mbenga (1993, p.24), also suggests that the sequence of “routine, recall,
comprehension, extrapolation, invention and evaluation™ should be followed in
questioning and stresses that the lnst four categories of questions assist students to
think historically, Further, these questions, he explains, are the very questions that
historians ask themselves when studying historical evidence.

Closed questions are often seen a5 being narrow or [ow-order questions and
open-ended questions as high-order questions, Closed questions are often used jn
recitation (.., the teacher asks a closed question, followed by students’ response
and its acceptance by teacher which is followed by another closed question). This
technique tests recall and comprehension. Such recitation forms the predominant
discourse in many classrooms (Cazden, 1986; Hoetker & Ahlbrand, 1969; Mehan,
1978; Stodolsky, 1988). It has, however, been observed by Young (1992} that not
all recitation questions a-e of 2 low-order as they can be directive, instructional or
thetorical. In additien, teachers might use & range of questions, low-order to high-
order and back to low-order to stitulate student thinking (Wilen & White, 19913,
Dillon (1983} has, however, argued that teachers should use statements and pauses
instead of questions in discussion to prompt mere student participation. Similarly,
Dance (1970, p.62), in his discussion of traditional and modern methods of teaching,

states that “it is naturaily the teacher's statement which is most important.” He



believes that some teachers with a gift for exposition can captivate a class of

students, Therefore he states that traditional views of teaching should not be totally

discarded for “modern” methods.

Researchers with an interest in social studies have called for teaching and
leaming methods that are meaningful, integrative, value-based, challenging, and
active in order to bring sbout high order thinking in students (Brophy, 1996).
Recent published work on classroom pedagogy (Melnemny and Mcinerny, 1994,
Brophy and Good 1997; Brophy 2001, 2002) and constructivist leaming theories,
center on the promotion of thinking in the classroom through interaction between
teacher and students.

Research on the teaching of social studies indicate various ways by which
this interaction may be fostered. This is demonstrated in the work of researchers
{Brophe, 1996; Barnes and Todd, 1995; Cooper and Mclntyre, 1996; Pendry,
Husbands, Arthur, and Davison, 1998, Britt, Ronet, Georgi and Perfetti, 1994) as
well as research carried out in metacognition (Vockeil and Deusen, 1989), electronic
talk (Warschauer, 1997) and power relationships in the classroom ( Candele, 1999).

Other pedagogies in the reseasch concern student-centred strategies which
are applicable for the history classroom, Brophy (1996) has introduced several of
these which he believes help with the understanding of historical concepts and ideas
in his “Leamer-Focused Conceptual Change Mode in Action™ approach to the
teaching of history (Brophy, 1996, p.140), He stresses that the teachers should be
aware of students’ prior knowledge of the topic and engage and efivit their ideas by

working with them in small groups. Brophy’s strategy is inquiry-oriented and
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concept-focused, He first assesses students’ prior knowledge then gives them
opportunities to express their feelings abont that knowledge and follows this up with
writing and discussion. He uses a central question to guide students in contributing
their ideas and studenis work in small groups on creating a rote-play. Students are
also encouraged to synthesize and compare their findinps. Brophy has found that
this concept-focused inquiry helps in the teaching of history to fifth grmders. Bames
and Tedd, have also researched the strategies that students adopt in group
discussions, Barnes and Todd (1995) make reference to two dimensions, the
cognitive and the affective, 25 interacting with each other in group discussions

where students are engaged in divergent thinking.

Other educationists, such as Cooper and Melntyre (1996} and Pendry et at,
{1958) have explored effective teaching strategies in the History Classroom, Cooper
and Molntyre suggest that the best strategies involve students in the leaming process
by stimulating and generating their thought processes, with examples and

illustrations used in order to reach out and keep in touch with them,

Another impaortant strategy that teachers adopt is the scaffolding of
information. Pendry et al. {1998} make reference to Vygotsky’s zone of proximal
development and scaffolding which involve more experienced and expert adults
helping the students through their interactions. The adult, in this case the teacher,
helps the student by mediating between the world about which they are teaching and
where the students are functioning, The mediation accurs through the questioning

process.
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The impact of using historical texts of both a primary and secondary nature
in the classroom as a way of promoting thinking is another recent field of research
(See Britt et al.,1994). Especially important in recent studies is evidence that is
available electronically, Students Jook at different authors’ accounts of the same
event and through this they leamn to identify and question bias;i interpretations and
5o study historical controverstes and learn to question the truth of factuai accounts.
Britt et al. (1994} suggest that readers of such historical documents build for
themselves an “argument modef” {p.72) which is a representation of the various
interpretations in the texts,

Educationists also advecate the teaching of metacognitive strategies to help
students think better. Such higher order thinking skills help students to reason and
to think critically. Metacogmitive strategies may enable students to become both
aware of the process of thinking and fo use it to solve problems. When students
become rdept at these skills they performn them automaticatly {Vockell and Deusen,
1989).

Extensive research has been carried out on how computers can help generate
higher-Ievel cognifive thinking and language learning in the classroom, for example,
see studies by Vockell and Deusen (1989} and Warschauer (1597). It is believed
that on- line communication, which allows for reflection and interaction, isa
“possible cognitive amplifier” (" larashim, 1990; Hamad, 1991). For these reasons,
computer- integrated lessons may also assist in the Yearning of history,

At the same time there is an argument that cautions teacher on the use of

technology for the teaching of higher order skills at the expense of “oen-siic”
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instruction whers there is eye contact, face-to-face discussion end interaction
(Zophy, 1998, 1.35). On-site instruction, Zophy argues, accommodates the
processes of learning, and technalogy is not a substitute for real social interaction,
He is sceptical about the belief that on-line communication allows students to
communicate because oppartunity to develop quality of communication is not
provided,

However, there are authoring programs and CDs which provide valuable
material for the history teacher, but more research is required on how these can be
integrated with cooperative and collaborative activities in the history classcoom,
Real-time, on-line collaboration is spontaneous and more like natural talk and this
kind of talk also needs further research. Warschauer (1995) has studied the
language generated in electronic mail (Email) communication extensively.
However, further research is still required in the history classroom about how
“electronic talk”, such as that generated when students use chat modes and Email,
can be used to promeote high-level thinking, For instance, Warschauer (1997), calls
for more research on computes-mediated collaborative languape learning,

Another ares of recent research has been on strategies which allow for
greater participation from students and the study of power relations it the classroom
as seen in the work of Manke (1997), Cooper and McIntyre (1994), Robinsor (1994)
and Candela (1999). Power relationships in the classroom are often maintained by
teachers using the initiating question-student responding - teacher evaluating (IRE)
cycle. However, by departing from the IRE cycle, more thoughtfud talk can be

generated (Cazden, 1988). Furthermore, teachers and students can have joint
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ovmership of the direction of the lesson (Robinson, 1994). Teachers can achisve
this by adopting an interactive, reactive element into lessons i.e., by breaking away
frotn the IRE cycle {Cooper and McIntyre, 1996). Another area of interest to
researchers is whether on — line collaboration using chat lines creates mone
responses from the students, than when they are in the classroom with the feacher in

control.

2.8  Conclusion

Newmann's (1991) study on classroom thoughtfulness has generated a great
deal of interest with regard to methods for assessing thinking and teaching practices
that protnote thinking in students. Wilen and White (1991) have examined
interaction and discourse in the social studies classrootn and have called for more
research similar to Newmann’s study t2 be undertaken, They have suggested that
more research is needed to show what is involved in the actual exchanges between
teachers and students in their discussions, Downey and Levstik (1991) have also
called for research to examine the effect of classroom interaction on the teaching
and learning of histery and others have called for classroom rescarchers to not only
code but record actual verbal interaction and analyse these transcripts in order to
understand the teaching-leaming processes, When students interpret, analyse or
manipulate information, and are involved in reasoning and decision-making and
problem-solving tasks, and go beyond simply applying previously leamed
knowledge, they are involved in the complex forms of cognitive activities that make

up higher order thinking (Newmann, 1987, 1991; Ericsson and Hastie, 1994). When
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such incidents happen in the course of the lesson they can be described as critical
incidents or episodes. Contemporary approaches to the stady of thinking make
distinction between general forms of thinking and “complex” forms of cognitive
activities (Ericssen an;i Hastie, 1994, p.37).

Whilst there is research conducted on the thinking processes and teaching
stratepies that promote thinking in the ¢lassroom and there is also research on the
different forms of thinking and activities such 4s problem solving that prownote
higher order thinking, what is lacking in the research on the nature of talk is the

thinking process and contextual factors that which may or may not be associated

with it. That is, what promote or inhibit interaction in the classroom. Further, what

patterns of interaction emerge when there is histocical thinking in the ¢lassroom,

These features need to be examined in other cultural confext such as the ane

presented in this research, Different cultural contexis may portrey different features

unique to that system, Thus the nature of talk and interaction patterns that occur in

historical thinking in the Singapore classroom is the kind of research that Newmann

{19%1) and Wilen and Whyte {1991} have called for in order to have a better

understanding of the thinking processes and talk
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Thus the research presented in this thesis has sought to address many of
these demands raised above, This study of lessens in six Singapore secondary
schools considers the following research qﬁestions. |
Research questions
*What is the nature of the talk in the history classrooms in Singapore?

*What are the patterns of interaction?

»Are there critical incidents where talk leads to thinking about historical processes?

n



CHAPTER THREE

Methodology

31 Overview

This research is an exploratory study of the nature of talk and the pattems of
interaction penerated in twelve history lessons as teachers and students fram six
secandary schools in Singapore, discuss historical concepts and ideas. The research is
particularly conceened with the historical thinking processes reflected in the language
used in the history classrooms when teachers and students are engaged in the
interpretation of history. Hirst {1974, p.72) in defining the kind of talk and thought
that goes on in the history classroom says that words used in this context, are
concerned with “connotation rather than denotation”, Further, Hirst in his discussion
of the link between language and thought states that he does not agree that in
communication thoughts are coded into words and then decoded by the recipients back
into thought. He claims that this is because thinking involves the use of words,
sentences and symbols. For this thinking to occur meaning has to be negotiated
between teachers and studenls. What specific language moves and “games”
(Wittgenstein, 1972) are used in the teaching and learning of Histery, he says, are not
known end need to be researched, Therefore it is the purpose of this research ta do just
this. In order to do so,  high and low inference coding system was used to code and

enalyse classroom-talk and the intetaction that ocourred.
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A special focus of the research is the episodes that ocour when teachers and
students appear to be engaged in the process of historical thinking and in the
interpretation of history, In this study these are deemed to be ¥critical episodes™, They
are similar to what Tripp (1993 p.25) described as “critical incidents," They appear to
be typical incidents occurring in the classroom until a cleser analysis and study render
theta to be critical and significant evenis, in the ctassroom. Although Tripp's reference
was to incidents, as this research involves description of 'discourse, the term “critical -

episodes’ will be used.

During these critical episodes it appears that teachers and students are engaged
ins creating historical understanding through a negotiation of meaning. Cantributing to
this process are factors such as the cognitive and affective characteristics of the
participants, The ocourrence of critical episodes is demonstrated by the questions
posed by the teacher and students, and the responses, the metz-commusication,
discourse and pragmatic markers, thinking fillers, hesitations, change indirection and
disfluency as they interpret events in history. That is, these features act as indications
that the teachers and students are engaged in establishing histerical thinking and

understanding.

3.2 Participants

Six secondary history teachers and ong of each of their classes participated in
the study, The students were aged between fifteen and sixteen years of age. Four
teachers were males and two were females. They were al} experienced teachers, Two
were teaching in the Specinl stream, two in Express and two in Normal stream classes.

As noted in 1.2.1 in Singapere schools, approximately 10% of students are in the



Special stream, 50% in the Express stream and 40% in the Normal stream, The Special
stream classes were in two independent schools, The other four classes were located in
government schiools. A convenience sampling method was used in this study in that the
schaols were selected based on the willingness of the principals and teachers 1o be
involved in the study. The teachers were working within & normally occurring unit and
the lessons were according to the work plan based on the National curriculum and the
history syllabus. All schools are encouraged to devote at least 30% of curriculum time
for technolopy relnted activities (Educational Technological Division, 2002). The
composition of the teacher group and the number and gender of students is given in

Table 2 below,
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Table2

Participanis in the stndy
Teacher Stream Gender  Years of Total Gender of
of experience Number  students
Teacher of
students
in class
1 Special Male 5 20 20 hoys
0 girls
2 Special Male 3 25 13 boys
12 girls
3 Express Male 15 I 13boys
26 girls
4 Express Male 3 40 20 bays
20 pirls
5 Normal Female 5 as 22girls
13 boys
] Normal Female 8 32 20 boys
12 girls
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33  Procedure
The steps described below were followed during the data collection:

3.3.1 Stepone

Writien permission was obtained from the Singapore Ministry of Education and
all the principals of the schools in which the teachers worked. Next, six teachers were
invited to be involved in the study. Letters were also sent to the parents of the students
involved and to the students informing them about the study and seeking their

permission to collect data.

3.3.2 Steptwo

Each of the six teachers was asked to conduct two double period lessons, each
lasting for about sixdy minutes, with the same class. Therefore, the data corpus
consisted of twelve [essons (see Table 3), The teachers were informed that the focus of
the research was the nature of talk in the classroom. A table showing details of the

context in which the lessons were held is provided in Appendix K.

Videotapes and audiotapes were used 1o record the classroom-talk. Data was
also collected by way of observation and field notes. The ficld notes were taken as a

running commentary of the classroom events.
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Table3

Distribution of leszons from each stream

Teacher Stream Lesson’
1 Special Lesson I
Lessan Il
2 Spegial Lesson I
Lesson IV
3 Express Lessan V
Lesson VI
4 Express Lesson VI
Lesson VIIT
5 Mormal Lesson IX
Lesson X
6 Normal Lessan X1
Lesson XTI

333 Step three

Prior to the actual observation of the lessons, two prelimitary visits were made
to observe each of the classes to farniliarise the teacher and students with the
tesearcher and the research equipment. The researcher also used this opportunity to get
to know the teachers and students so as to reduce the observer effect of audio and

videa taping of the lessons.?

* Stubbs and Drelamont {1976} conclude that all netural specch is influenced by the situziion presented
and the presence of the tape recarder, for example, is another such siteation and that the effect of the
1ape recorder on speech will decrease with time,
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3.3.4 Step four

This step involved the actual observation and recording of the two 60 minute
lessons in cach of the six classes. Four tape recorders were vsed to record the audio
data. A tape recorder was placed in the centre of the classtoom, one at either side of the
class and one on the teacher’s table, The teacher wore a micrephone clip, A video
camera was placed at an angle in front of the classtoom which best facilitated the
recording of bath the teacher and students. The locuz of sbservation wes the talk
generated as students interacted with their teachers and with their peers in the feaching

and leamning processes in the history classroom.

34  Aoalysis

The twelve taped lessons were then transcribed and coded using an adapted
version of the verbal eategory system of Amidon and Hunter (1966) and anatysed
according to teacher-talk, student-talk and other types of talk. The interaction patterns

were described and classified, and the critical incidents identified.

3.4.1 Traaseription

The twelve audiofvideo taped lessons were transcribed using regular
orthography by the researcher. The transcription procedutes used in this research were
based on those advocated by Bellack et al. (1966) [Appendix Ci. A line of discourse
consisted of 10cms of type-written transcript. All complete utterances of less than one
line were counted as one line. In longer ufterances, ike final line segment was counted
as one line if it exceeded half the line; if it did not; it was discounted. No explicit

punctuation marks were used in the transcripts, Metastatements such as *okay’ and
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“alright’ that were used by the teachers; hesitations and pauses such as * ah...,*
discourse markers such as *but..,becanse'; and noise ‘unproductive’ laughter and

inaudible parts were also noted and recorded [refer to Appendix D],

Twenty five percent of the transcripts were then checked against the video
recording, by the researcher, in order to ascertain accuracy. There was 92 % accuracy
and some cha:';ges hed to be made to the transeript in accord with the identified
discrepancies. Five Singaporean teachers listened in to the twelve tapes and checked
them against the transeripts for accuracy, There was 85 % accuracy (the average score
from all the five teachers) and again changes were made according to these

discrepancies,

342 Coding

The transcripts of the twelve lessons were coded using an adapted version of
the verbal interaction category system from Amidon and Hunter (1966} with the
incorporation of some descriptive features of student tzlk and discourse moves from
Bames and Todd (1993). The two systems are broughi together becavse of the different
advantage offerad by the ather system. Amidon and Hunter examined classroom talk
more from the perspective of the teacher whereas. Barnes and Todd examined

claysroom tatk from the perspective of the student.
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The transcripts of the twelve lessons wers coded using an adapted version of
the verbal interaction category system (Amidon and Hunter, 1966) to determine the
following:

i)  the nature of talk, namely the type of teacher-talk, the type ef student-talk, and
the interaction between them;,
i) the patterns of interaction; and,
- ifi)  finally, based on a qualitative examination of these, critical episodes were

identified.

i) Nature of taik in the history classtpoms in Singapere

To address the first research question the data were coded to determine the
nature of talk, The coding was undertaken using a categoTy system that describes the
macro moves involved in a) teacher-talk, ©) student-talk, and c) other classroom-talk
(e.g., presentational talk, verbalising while writing, and, talk off task), This system of
macro moves is based on that outlined by Amidon and Hunter (1966) TAppendix Al.
The coding of such moves also incorporated the descriptive categories of student-talk

described by Barnes and Todd {1995} [Appendix B],

The meero moves were coded in the following way:

a) Teacher-talk

Seven types of teacher-talk {TT) were identified and coded. They included
those accasions when the teacher; 1) gave content and information; 2) provided
direction or stated procedure;, 3) asked & closed and inductive question; 4) asked an

open and discursive question; 5} accepted ideas and extended a response; 6) explicitly
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rejected ideas; and, 7) disciplined students, Below are examples to illustrate these, all

of which are tnken from the daia of the current study,
r1

The teacher pave content information (explained, oriented, asked rhetorical

questions, gave exiended lecture), e.g.,

IT:  Today's lesson is on the Japanese
oceupation it is on the Japanese how the
Japanese used propaganda

. {Example 1)

IT:  Youdo remember what we did yesterday
{Example 2)

The teacher provided direction ar stated procedute {managed information and
asked procedural questions), e.g.,

TT:  Iwani you to work in pairs {Example 3}
TT:  The next question is very simple and straightforward

Do you want me to repfirase the question (Example 4)
IT:  What else {Example 5)

T

The teacher asked closed and inductive questions in order to test what the
students knew. For example, the tescher asked drill questions, questions requiring
ongftwo word replies, questions requiring yes/no answers, guestions to which a

response could have been predicted and pseudo (display) questions. Altematively the
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teacher asked inductive questions to get students to demonstrate their prioc knowledge

and to motivate them to further enquiry, .2,

Polt Choo® said commumists believed that alf people are/
equal

equal {Exampie 6}

Chiangzi was before the fong march

but after the long march

what was the end point
yeah siaris witha ¥

Yangtze

o that is a river

okay

the end point is Yunaan Yunaan (Exampie 7)

IT:  why did they need a base in the Malay

archipelago
ST:  they neaded adistribution centre
T okay

what was it to serve as a what
ST:  to serve as the port to import goods from

spices from the spice islands to other parts like

China (Example 8)
TT 4

The teacher asked open and diseursive guestinns which called for unpredictable
responses. They could be described as thought provoking and, unlike display questions
they are those to which the teacher did not already know the answer. Thase questions

are discursive in nature and were apt to elicit a tonger response than {hose types of

questipns described as closed {i.e,, TT3), e.g.,

ST:  ..that is the reason evolution is supposed to be a little

* All names used in this research are paeudonyms.
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more natural like
TT:  people will term it natural when we say it is natural
okay
define what you mean by natural
ST Ithink
ratural means not
ah..ak..
it is not dictated by any group of people {Exomple 9)

In this type of talk the teacher accepted idens and extended them by nsing the
students’ ideas as a springboard for discussion. To do this the teacher may have
clarified what a student had said or may have praised the student’s ideas, summarize or

simply comment without rejection, e.z.,

TT:  what was the one product
what other products did China want
ST opiun
Tr:  that's right
opium they came frony
ST India
IT:  well done and
what was the one product that the British will earry
on away back home which is in high demand in

Eurape
{Exampie 10)

first of all why did they need a new base

because

the Dutch had conguered most of their Malacca port
sa

the British needed a new pori to counter Dutch
influence in the east

TT:  that's right

it was not just Malacca but also in Batavia thot they
arrived that the British needed a port that would be
able to challenge or counter dutch monopoly of
trade in the region

okay

that was one reason

33
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well done
then any other points
what's wreng with Penang and Bencoolen {Example [1}

The teacher explicitly rejected the students’ ideas or ignored their answers and

Tesponses, e.g.,

TT:  No, that is not the answer (Example 12)

7

The teacher disciplined behaviour or he/she criticized student behaviour,

sometitnes using sarcasm, e.g.,

TT:  Well if you don 't want to listen its your own
Juneral (Exampie 13)

T: Sit
* {Exampic! 4}

b) Student-talk

For this analysis five types of student-tatk (ST) were categorised and coded.
‘The categories consisted of times when: 1) students responded to the teacher in
predictable ways; 2) students responded to the teacher in unpredictable ways;
3) students initinted talk with the teacher; 4) students responded to each other; and,
5) students initiated talk with other students. Below are examples to illustrate these, all

of which nre taken from the data of the current study.



5Ti1

This is when students responded to the teacher in predictable ways (chorel
responscs, scattered responses, and echoing of the teacher), e.g.,

TT:  what was Malaya calied by the Japanese

5Ts: JMNew Malai
{Example 15)
T . they will say they came to Singapore and in Jr.e
course of the fights many people died whereas here
we wanl {o show cruelty they were...so we will try to
say things sometimes some af the poinis may be
what
what is the word
ST:  taken up
ST:  exaggerated
IT:  thatis good
exaggerated
{Example 16)
T 1O RO whal what is the main interesting part about
this porty the three/
the three/
raceas
STs races
{Example 17)

ST2

This is when students responded to the teacher in unpredictable ways, e.g.,

TT:  How how do you define what happened in
Japan Meiji
ST 4 speeded up revolution (Exampie 18}
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ST3

This is when students initiated .3k 1o the teacher Ly asking for clarification,

questioning or challenging the teacher. The student may have apreed or disagreed with

the teacher or added their knowledge as new informatiou: to the class discussion, e.g.,

ST:

50
there were som: changes then if he lost some of his
powers yeah

5o
that means reformation is important in the so calfed

evolution

right {Exampie 19)

This is when a student responded to another by seeking clarification, extending

or qualifying what his/her partmer had said, by questioning or challenging, or by adding

new knowledge, e.g.,

ST

ST2:

wity Farguhar is not being in Singapore is because
of Raffles

because

unnecessarily they fired him and sent him back
home in England

right

that wrong deed to Farquhar was righted there was
an anrouncement niade then Farquhar redeemed his
Pprestige

but

in Singapore everybady stifi doesn't like him

but

I think

also that the the achievements by Farquhar are are
not like monumental or or they are not like like big
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STi:

St

ne but
the things those contributions that ke made

were vilgl to the survival of Singapore in its
budding stages

T know
they were they were they were vital

but
the anly people who would truly realise the importance

would be peaple at that time and they are all dead
yeah
{(Example2()
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STS
This is when the students initiated talk with other students by asking for
clarification, making side remarks, prodding, correcting, questioning, challenging,

disagreeing, or adding new knowledge. When a student initiated talk it may have

LR LY

centained the following initiating moves such as, “1 think...” “okay...™ *...50". A new

perspective may also have been initiated when something is said after a pause in the

talk, e.g.,

ST1:  Farquhar only influeniced the people in Singapore only sort
of mfluenced the people in Singapore at that time
# (pause}
# {pause)

ST2:  history was indeed unfair to peaple like Farquhar
in the sense that
when Farquliar was running Singapore he only
affected the island of Singapore itself while Raffles'
discovery of Singapore would affect the East India

Company... {Example 21}
ST okay
now about democracy {Example 22)
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c) Other Talk

In addition to teacher-talk and student-talk, other talk {OT) also occurred
in the observed history classrooms. Tn this study this was coded as: 1) the teacher
verbalised while writing on the board or when & student verbalised whilst doing a
writing task with a group of students; 2) a student made a formal oral presentation ¥ in
class 3} students were engaged in electranic talk; 4) teachers and students were
engaged in that type of talk which is “off task™; and, 5) when a student switched from
English to the mother tongue (i.e., code-switching). Below are examples to illustrate

these, all of which are taken from the data of the current study.

The teacher verbalised while writing on the board, e.g..

TT:  Please take down this in your notes ...
sel of idens ideas set of Ideas ideas relating to
communism is a set of ideas relating to government
economisis and society a set of special ideas
relaling to government, {Example 23)

CR
the student verbalised during a written task, e.g.,

S5T: s-o—c-i-a-b-Le
ST:  nowsource b
ah
ST:  facid not face f-a-c-i-a-i {Exampfe 24)

* See Bemes ef al. (1986, p.72) for a discussion of this concept.
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oT2

The student gave a formal oral presentation, e.g.,

ST from the first picture
You can see
tha the is influenced by the wesierners and he could
probably be western educated while in the second picture
Yyou can see
tha the wears his own general suit which is
of his own cotintry and of his own ranking
we can see
Jrom the both pictures that the first pictire taken
Jrom Thailand is
ah
this is on the right of the right hand side of the paper
you can seg
that he is much more gronder than the first picture which
shaws his people that he is powerfid and ... (Exampie 25}

oT3

The students engaged in computer mediated electranic talk, e.g,,

ST:  KMT's chances of ensuring victory over the
comptinists may have slightly increased if not for
the existence of the sino Japanese war
however
they would eventually fose as there was rampant
corruption and very fow morale amongst the KMT
Jorces and since the KMT was sympathetic to the
industrialists and the more wealthy families they did
riot have the support of the peasants and lower
classes, which constituted the majority of the Chinese



people also the CCP had more peasant —fFiendly policies
which helped them gain mass support from the

Peasants and fower classes the sino jap war was

because

the KMT lost mare troops of better quality fighting the
Japanese while the CCP sustained relatively lesser losses

(Example 26)

OT 4

When a student, or teacher or both, are engaged in talk that was “off task”, eg.,

TT:  how could a teacher be like that come fe class and...
ST:  jforgetful teacher
IT:  and forgetful teacher no salary forget you get fired
You know {Example 27)
oTs

When 2 student switched from English to their mother tenpue, e.g.,

ST: How many simifarities

one only
right
ST:  one mia
{Exampfe 28}
ST: What is the moaning of revered
ST:  What is the meaning of revered
No idea
ST: You lmow what is revered
ST:  Ikmow the Chirese sen sen
{Exampie 29)
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ii) Patferns of jnteraction in the history classroom

As a first step to investigating the patterns of interaciion between the teacher
and students, & matrix system was initfated, This was adapted from Amidon and
Hunter (1966, p,216}. Transcript data were entered into a matrix so that the patterns of

intermction could be identifled (See Appendix E).

From the matrix it was possible to identify the recurring patteins of interaction
in the various history lessons. There were ten major interaction patterns with variations
within each of these (Note: some of the variations appeared with greater frequency
than athers), The ten pattems included when: 1) the teacher provided an explanation;
2) the teacher’s explenation led to questioning; 3) there was qualification and extension
of questioning by the teacher; 4) the teacher’s questioning was followed by student
response; 5} o student’s response was followed by the teacher’s treatment of the
response; 6} the teacher responded to a student’s response; 7) a teacher's negative
response was followed by a student’ s response; 8} a student initiated talk to the teacher
and the teacher responded; 9) a student initiated tafk to a peer and either their peer or
teacher responded; and, 10) other types of talk and where the teacher and for student
responded. Below are examples to illustrate these, all of which are taken from the data

of the current study.
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TT:

TT:

1)} Teacher explanation pattern

There were five variations of this type of pattern as outlined below:

a) Giving of contens followed by the giving of more content (i.e., TTI-TTI)

the only way to make Russia stand out above the
rest is to make Russia powerful when your country
is powerfu! the peaple will respect you other
countries will respect you that was what Slafin was
thinking about similarly jumping ahead of the
chapler when Hiller was at the helm of his country's
pawer he was also he wanted 1o make Hiller he
wanted ta make Germany powerful again

{Example 30)

b Giving of procedural information followed by the giving of more procedural
information (Le, TT2-TT2)

when you make an apinian you must always back it
up with a historical fact remember your elaboration
recapitulate the thing you have leanyt and then es
you make the statement think about how you can
use the evidence to support what you are going to
say

(Example 31)

¢} Giving of content followed by the provisien of procedural information
fie., TTI-TT3)

at that time that was some time aound nineteen
twenity ning nineteen thirty at that time the world
was poing through a great depression and in
America many people were joblass

do you see the people just now were all quelag up
for food

{Example 32)
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d} Provision of procedural information folfowed by the giving of cantent
fie, TT2.TTY)

akay
So far let me recap what do you mean by it is a bit
of everything
okay
two things he was interested in making Russia
powerful then ha was also interested in making
himself more powertul
(Example 33}

g} Provision of procedural information followed by the teacher s response
fie. TT2-TTS)

TT: Lel's hear your apinion opinions first
here he is thinking it is not two different things on
a meter a range

{Example 34)

2) Teacher explanation and questiening pattern

There were four variations of this type of pattern:

a) Giving of content followed by the asking of closed question(s) (ie., TTI-TT3}

TT At this point let us examing collectivisation
according to Stalins coflectiviznion
Now
one of these people who went around to the Kuleks
Now

TT  wha are the Kulaks

{Example3s}

b) Provision of procedural information followed by the asking of (@) closed
questionfs) (Le., TT2-TT3)
TT. the answer is there on page twenty rine ilthe

MCP keeps an orgenizing strikes
what will the government da

(Example 36)
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¢} Giving of contens followed by the asking of an open question(s) (i.e., TT1-TT4)

TT  getting the pecple’s cooperation winning the

3)

winning the suppart is important this something you
cannat get by just by simply being harsh if they hed
pointed & gun at your head and asked you to work
Yes

you might still work

But

how many guys can you pull evt in the long teem

(Exampie 37)

d) Provision of procedural information follewad by the asking of opert question(s)
fie., TT2-TTH)

now let me go on 1o propaganda
Qkay
L ihink your group also did propaganda
Okay
wht is propagandz
what i propaganda
{Examplel8}

Teacher questioning pattern

These patterns, of which there were nine varieties, only invelved the teacher’s
participation in the interaction.

a) Closed questionfs) followed by the giving of information fie., TT4-TTI}

you know
that it helps e lot mare ko huve a/
chinese repr tive and again bust as

what Jarmes pointed out businessman
{Example 39}
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b} Closed question(s) followed by the provision of procedural information
(e, TT4-TTY

TT: what kind of government did they set up Eddie
you answer
look for the answer

quick go to five
{Example 40)

¢} Closed question(y) followad by open question(s) fi.e., TT3-TT4)

TT: what 13 the meaning of revolution
what i3 the meaning of revolution
is it only [change or]
(Example 41}

d) Closed question(s) followed by the teacher’s response (i.e., TT3-TT5)

TT: the Straits produce
can we include as you say spices gh bird's nest
camphaor fin
Alright
All these were goods that were in demand in China

{Examplz 42)
e} Open guestion(s) followed by the giving of information (i.e,TT4-TT1)

TT: what do you think is the differenca in mentelity
somebody who is at the base
Qlay
1 have visited and [ am waiting
Okay
And
then the eommunists were in variois pockets in
the countryside

{Example 43)

J} Open question(s) followed by the provision of procedural information fi.c.,
T74-TT2)

TT.  whyis it that the commurists were failing in the
support of other ereas
you need to make the direct contrast most of the time
too you don't want to force your avgument through
any other
(Exampie 44)



2} Open question(s) followed by clased question(s) fi.e, TT4-TT3)

TT: describe the Japanese administration

talk ahout how the Jap cantrolled Singap
end Malaya
deseribe the govemment
you can give ma one one informetion enough
how did they control Singapore and Malaya
what do you cal the names given to Si-gapore
what is the nzme given 1o singapore
{(Example 45)

B) Multiple closed question(s) (i.e., TT3-TT3)

TT: can you gssess

4

Ts it possible
they both had
Ah

revolutions
Iook at how both the countries are today
{Example 46}
i} Multiple open question (s) fi.e., TT4-TT4)

...s0mething you cannot hold and measure
what 15 trust

what does it mean

wiial kind of effect

{Example 47)

Teacher questioning or provision of procedural information, followed by
a student’s response pattern.

There were five variations of this patiern as indicated below:

aj Closed questionfs) followed by student's predictable response
{i.e., TT3-ST1)

TT: what is the meaning of this word quick

‘T'o Nipponise the people means what

ST: ToIapaniss the peaple

{Example 48}
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b) Clased question(s) foltowed by a student's unpredictable response (ie., TT3-
8T

TT:  were they aulocratic
ST: ... bit more bent towards
{Example 49

¢} Open question(s) followed by a student's unpredictable response (ie., TT4-

§T2)

TT:  whet is the function of the straits produce in the whole
trade Ali

ST:  because
gh

the Chinese were not inferested in the manulctured
goods they were but interested in from

British exchange." - . joods for spices and

tried to trade with . ' .~ for these spicss

{Example 50}
d} Procedural information followed by a siudent's predictable response (i.e.,
1T2-51)
TT: what do you call the military police name
Mei Ling
ST:  Kempeitei

fExample 51)

e} Procedural information followed by a student’s unpredictable response ie.,
(T2-8STY

TT. suzcession dispute
Da you think you want ta bring the succession dispute in
here
ST. Ah
He managed to he managed to
Ak

sort of something like debt slavery
{Exampie 52)
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5) A Student's response followed by the teacher’s reaction pattern

The following are variations of the student response pattern that stimulate a
reaction by the teacher

a) A shudent's predictable responsefs) followed by the teacher's response
(STI-TT5)

TT: Mame
how did the Japansse usg terror
give me one example enough
ST:  whoever spoke against the Japanese will be killed
TT: very pood
whoever spoke against the Tapenese will be!
execuled

{Example 53)

&) Astudent's prediciable response(s} followed by the teacher providing
procedural information (ST1-TT2)

TT: yesneme
ST:  He introduced many reforms
TT: whereisii written
you must feus on the extract first
okay
it s vesy important for stimulus questien that you
focus on the extract first or whetever given te you
{Example 54)

¢} Astudent’s predictable respanse(s) followed by the teacher's closed question
(8T1-T73)

TT:  very gond Foh Choo
All the rubber trees were destroyed by whem
ST. Japanese
TT By the fapaness or the British
3T: RBritish

(Exampies3)
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d} Astudent’s unpredictable response(s) followed by the teacher's response (ST2-
TS)

TT: define what you mean by natural
ST:  Tthink

natura] means not

Ah gh

it is not 50 dictated by any
TT: controlled

{Example 56}

e} A sindent's unpredictable respanse(s) followed by the teacher asking an open
question (ST2-TT4}

TT:  I3itagood thing
8T1: -No
5T2: -becavse
the revolution fail before they can succead
TT:  what gbout Japan

what ebout that
{Example 57)
D AStudent’s unpredictable response(s) followed by teachier asking a closed
question
(87+-773)
ST: lutien is a lack of evoluli

TT: «whereas evolution having planned can be/

{Example 58)

6) Teacher response pattern

In this pattern there were seven variations:

a}  The Teacher's response (3) followed by the provision of information

(TT5-TT1)

TT: you are irying to say that
Ah

the best way in which you can prove 10 be s good
government is when you ara able 1o get the feel of
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b)

9

5T

8T

the ground and in this cose the peasants 1 you can
Do something for them while other people have not
done anything then you are worthy candidate for
me 1o consider
Is that why also some of the kmt traops actually
defected
alright
To the communist side that also turned the tables
alright
against the Kuomintang

{Example 59)

The teacher's response(s) followed by the provision of procedural information
(TT5-1IT72)

communist countries you are talking about the
communist countries

ah

long term eftict cold war capitalism varsus
commuaism

okay

when we do this you are daing your revision

{Example 60)

The teacher's response(s) foliowed by the usking of closed question{s) (TT5-

73

Tin mines te the port 1in mines to the port
Tin mings to the port tin mines to the port
what to the port

the tin

{Example 61}

d) The teacher’s responsefs) folowed by the asking of an open question (TT: 3-TT9)

[t looks like evolution involves only one party
evolution invalves one party

what de you mean

In the sense

(Exampie 62}
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e} The teacher's response(s) followed by (a) student's predictable rasponse(s)

(TTS-ST1)

TT; President such as the Sultan
S8T: Neo

the Sultan 21 the President
TT: okay

yes
the Sulten as the President
5T: two Chinese representetives
{Example 63}

) The teacker's response(s) followed by a student’s unpredictable response(s)

(TT5-872)

ST: Imean
He emphasize on the residential system the whole
extract is lafking and examining on residentiz!
system in Malays and both Malaya and Perak the
states of Malaya and Perzk

TT:  you are talking about politically here

puoliticaily economically

Ah

W
b=l

TT: okay
that is samething you have offered actually how
it gots from Perak and Malaya example
ST: He is promoting promoting
(Example 64}

gl The teacher's response(s) followed by a student initiating more talk (TT3-5T3}

TT: ah
I agree we agres with vou
to & large extent bad it was only good in that it was
able to kil off people and that is cosrect
that is the way to write

S5 laughter
STL: I would say it actually benefit the red army
because

If the peasants know that only the soldiers would

80
actually they actually
{Example 65)
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7

§Ti:
5Tz

§T:
ST,

Student responses followed by the teacher's negative reaction patiern

There was only one variety of this pattem, namely (ST1-TT7) as illustrated
here:

Saiful did the British consult the local Melays
10
half half
no
there were he three problems
you look at page you have your textbock you look at
page - five and six, '
{Example 66)

Student initiating talk io the teacher pattern

There were four variations of the students initiating talk to the teacher,
namely:

a} The teacher giving content followed by a student initiating talk (TTI-ST3)

they could eceept the change

Yol e

they wanted 10 go back to the old ways of course you
will talk of such groups there was a revolution

but

there were lots of sumbling blocks on the way

Ah

when we talk about revalution long term and short
term couses and shart bevm and long term effects
Mr Mame

yes

can you add to the definition of revolution that it
invelves no ¢an you add to the definition of

Ah

lution thet it invelves the adaptation the adapting
OF gh ah whal

{Example 67}
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TT:

8T

8T

b) The reacher provision of procedural information followed by the student
initiating tatk to the teacher (TT2.573)

you can look at your notes

but

it will nol give you anything much whal is Imporlant
Is chapter thirteen we are poing to use the notes and
sea whether

teacher whnt' s1he question

{Example 68)

¢) A student initiating taik fo the tecacher followed by the teacher's response
{5T3-7T3)

someane seid that Japan had a very rapid revalution
do you think evolulion goes step by step with
revalution 1 don't think so

for Jopen it is rapid revolution

{Exampie 69)

d) A Student initiating talk to the teacker followed by the teacher asking (a)
closed question(s} (873-TT3)

when we talk about Jzpen 127k about Japan
No

Reformation

there was!

there was reformation

{Example 70}
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9) Peer talk pattern
There were four varieties of peer talk patterns and these included:

a) A siudent initioting talk with peers followed by their response
(ST5-ST4)

5T1: -revolution
i1 like
this whole big thing
but

When you reform it is just making changes
8T2: the government did nol change

but

it was the policies 1hat were changed

{Exampie 71)

b} A student’s predictable response folfowed by the initiation of further tatk
ST9 —8Tti)

ST1: basically you are expected to ... benefit 1he army
right ar not
ST2: but...
5T3: it did not benefit the army
8TZ: Why
(Example 72}

) A student's unpredictable response foltowed by the iitiation of firther talk
(3T8-ST5)

STL: itisn'l cven steps

1 think

11hink

it i5 even slower something then a step by step
5T2: it takes a few hundred million years

{Example 73}
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d} A student initiating talk with peers foliowed by anather student or the
feacher responding (ST11-ST9/TT-4)

ST:  the (the) Dutch still were not like infringing on tha
sovereigny of the state like what the British did
because

they were only getting help from the cutside

they didn’t go in and shift the positions

Ah

Alright

So

how then shell we ga by the Malay custam of
installing the

ah

the rightful ruler (or should or has) British a part to
play in all of this

(Example 74)

10)  Other types of talk pattern
There were five varieties of this pattern of talk, namely:

a} A presentation by a student foilowed by the provision of procedural
infarmation (072 - TT2}

§5: a3 you can see from the source is taken from the
magazine Thai airways international which could be
for the 1ourisis to know thal the king from Thajland
is a grand king and to avoid suspicion
from the tourists that he is influenced by the
westerners that is why the picture is raken for the
Picture for the thai magazine is is on his own
tradition the picture on tha left look mora Like a feh
merchant which is what he thinks and I personally
the second picture loak like the guy under one raaf
Yusof

TT: okay the lest comment you should not put in writing
tut you can say but ke had made some good point
the point to quote is another level ook at the two
photograph and the group has correctly summarized
very weil the one taken from e Thal internatonal
magaxng

(Example 75)
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ST:

§8:

ST:

b) A presentation by a student followed by the teacher asking fan) apen
question (3} (OT2 - TT4)

the peasunts gave the government a certain amount
of output as the tax and

um
then they could sell the extra crop that they grew

for their awn private profit

50

this was an incentive and

ah .
he hoped that the food production would rise which
it did by ninetesn twenty six to increass world war
one level

what do you think was the main teason for the
increase in production

{Example 76)

c) 4 presentation by a student followed by the teacher asking (a) closed
question(s) {OT2-1T3)

Tndustries were nationelized industries were
importanit and ah they were key economic
enterprises which helped the country 1o function
prapatly
what are the hesvy indusiries
(Example 77}

d}) A presentarion by a student followed by the teacher's reaction {OT2-TTH)

sh

cTops grins were seized by the govarnment

So

obviously the peasants hed to resist

50

what they was did was to destroy their life stock
and then there las5 food and there wes famine
Famine in 1931

{Example 78)
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e} A presentation by a student and the initiation of talk by a peer
(072-875)

STI: Stalin’s economic policy the situation there was
stilt very backward and he
Ah

wanted to keep the standards of olher ad |
counlries and
50
he twned to rapid industrialization
because becaise
he wanted to sirengthen the military Gster with
Communic
5T2: (aside) communication

(Example 79}

It must be noted, that in additien to these, other interactions did accur but the
combination of the different types of talk within these could not be categorised as
belonging to one of these ten types, nor did the interactions ocour in consistently
distinct ways and/or they happened very infrequently. For example, one of the veiy
unusual interactions was the case of (TT35-8T5) where student overrede and cut short
the teacher in the midst of 2 class discussion. Such an occurrence is very rare in
Singapore classrooms and would be deemed to be cultureliy inappropriate. Other rare
interactions inctuded; The teacher giving procedural information follewed by a closed
response (TT2.8T1); teachers and students verbalising followed by alk off task {OTt-
ST4); talk off task followed by talk to peer (OT4-8T4); a forme] presentation by a
student followed by the students engaged in off task talk (OT2-0T4), a teacher’s
response followed by verbalisation (TT5-OT1); falk off task fellowed by students
raising & question or commenting to the teacher {OT4-8T3). and, talk off task followed

by the teacher providing content or pracedure,
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iif) Crifical Episodes

Ta address the third research question, the next step undertaken was to identify any
‘critical episodes’. Critical episodes were those interactions where a) teacher-talk and
b) student responses appeared to involve talk that facussed on historical thinking
processes. For an interaction to be identified as a critical episode, it needed to be
obvious from the transcripts that the teacher was in ‘contact® with students, It was
apparent because there was evidence of implicit dialogue (as in the concept of *voice’
described in Bakhtin’s theory on the dual-voicing and polyphony)® or because of &
dialogue between the students working alone andfor with the teacher showed that they
were enpaged in historical thinking such as through the use of “exploratory™ talk. A
further in-depth analysis was undertaken of such episodes to explore the interaction
patterns, pedagogical strategies used by teachers at these tites and the other contextual

features that seemed to promate their ocowrence,

343 Types of Analysis

Once identified, the percentages of teacher-talk (TT1-TT7), student-talk (ST1-
ST5) and other types of talk {OT1 - OT5) in the twelve history lessons (lessons 1-
X11) were calculated, Next the proportion of the different interaction pattemns that
occurred in the history lessens was determined. Finally, a qualitative analysis of thesa

was undertaken so that critical episodes (i.c., when teachers and stndents appeared to

* Knoeller (1998) explains Bakitin's theory of voice in his diseussion of how voices and voicing enter
tha writing and talk of students, thus praviding another perspective to understanding classroom language
events and an analysis of classroom language.
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be engaged in historical thinking processes) coultd be identified and their contextual

features described.

3.4.4 Reliability

The assignment of the types of talk and the patiems of interaction were checked to
determine refliability. An intra-reliability test obtained by the consistency of self-
rating {i.e., agreement reached after coding the same transeript two separate times by a
single abserver) and an inter-reliability test (i.e., testing coding with 2 co-coder) were

carried out using coefficient formutae described by Croll ¢ to test for consistency in

coding,
The percentage agrecment reached on inter and infra coding was as follows:
Intra Reliabifity Inter Reliability
Nature of talk 88% 80%

Patterns of interaction 5% 50%

By their very nature, being based on high inference coding, the reliability of the
identification of the critical incidents required an alternative approach. Two trained
ratets were given four transcripts and they were asked to highlight “critical episodes”
it which the interaction between the teacher and students seemed to reflect historical
thinking, The results frotn the two raters were then tested against the researcher’s
ratings. The intra-rater reliability was 85%, The indicators used to identifir critical

episodes included:

§ Croll {1986, p. 152)
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i)

iiy

When the teacher appeared to establish “contact’ with the students through
an “implicit® dialogue. During such incidents the teacher’s “voice’ seemed to be
mediating between the historical past and the present in order to establish
‘contact’ with the students. To do this the teachers used aspects of meta-
communication {e.g., hesitation markers, thinking fillers, discourse and

pragmatic markers).

‘When the teacher and the students togather, or the studenis working with
their peers, were engaged in dialogues that reflecied historical thinking and
interpretation {e.g., showing evidence of analysis, synthesis, empathy and
hypothesising). Once again in interactions such as these there was a greater use
of meta-communication, hesitation markers, discourse and pragmatic markers,
thinking fillers and pauses, and, change of direction. There were also instances
of exploratory talk. Exploratory talk appears to be those irteractions which
involves talk about evatuating and interpreting information, asking appropriate
and searching questions, drewing conclusions or inferences frem evidence,
making sensible conclusions, seeing things from the point of view of others,
setting up hypotheses, raising new questions, challenging issues, contradicting
issues, extending and qualifying statements by drawing on other evidence and

adding to shared knowledge by referring to own experiences,

The following chapters, four, five, six and seven, report on the findings of the

analysis of data. Chapter four reports on the types of talk that occurred in the

classroom: teacher-talk (TT1~TT7}; types of studeni-talk (ST1 - 8T5); and, other

types of talk (OT1 - OT 3) in the twelve history lessans {lessons 1 - XII). Chapter
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five describes the patterns of interactions that oceurred and chapter six examines
the critical episodes, Finally, chapter seven provides a summary of the findings

and presents implications for history teachers and eurniculum planners.
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CHAPTER FOUR

Nature of Talk

41  Introduction
Chapter four reporis on the findings from the data analysis on the nature of talk

in the history classrooms in Singapore, In this study it was determined that classroom
talk was comprised of three types and they are, teacher talk (TT), student talk (ST) and
other talk (OT). Within teacher talk, there were seven forms. They include those
occasions when the teacher gave content and information (TT1); provided direction or
stated procedure (TT2); asked a closed and inductive question (TT3); asked an open-
ended and discursive guestion {TT4); accepted ideas and extended a response (TT5);
explicitly rejected ideas (TT6); and, disciplined students (TT7). With student talk there
were five forms namely: when students responded to the teacher in predictable ways
{ST1}; when students responded to the teacher in unpredictable ways (ST2); when
students initiated talk with the teacher (ST3); when students responded to each other
(ST4); and, when students initiated talk with other students (ST5). There were also five
aother types of talk. These included when the teacher verbalised while writing on the
board or when a student verbalised while doing a writing task with a group of students
(OT1); when a student made a fonmal oral presentation * (OT2); when students were

engaged in electronjc talk {OT3), when teachers and students were engaged in talk

7 See Baroes et al. (1986, p.72) for a discussion of this concept.
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which was “off task’ {OT4); and when a student switched from English to his or her

maother tongue {OT5).

4.2  Nature of classroom talk

As can be seen in Table 4 below, the mean scores from the twelve classrooms
show that teacher talk was the predominant type of talk in all the lessons, representing
an average across the twelve lessons of 63% of the total classroom talk. In contrast,
student ialk directed at either the teacher or other students constituted 28% of the

classroom talk. Other talk constituted 8% of elassroom talk time.

Table 4

The percentage of three types of classroom tatk in the twelve lessong

Speclul Sirapm Express Stream Normal Stream
‘Teacher Teacher Tensher Teacher Teacher Teacher meEn
one two three faur five

1]

lessons [ i m 1w v VI ovil vin X X X1 xu

TeTalk 73 57 50 54 M 6 T 75 36 58 76 83 63
%

5t Talk 7 44 50 30 Al 3 20 16 34 35 17 14 28
%a

OT% L] ] 15 25 5 2 9 g 6 B k] 8

Total 160 100 100 100 100 100 100 100 D0 1K 0D 100 100

Further, it was apparent that there were variations in the forms of talk (TT, ST
or OT) according to the teacher, stream (Special, Express and Normal) and according

to the pedagogy adopted. These variations are described in what folfows.
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4.3  Teacher Talk

This section provides a description of types of teacher talk which occurred in
the history clessrooms observed in this study. Firstly, it describes the seven types of
teacher talk, and then it examines these with regard to teaching style, strearm and

pedagegy.

Table 5

The percentage of tynes of teacher Talk in the twelve legsons

Special Stream Express Siveamn Noral Streso

Teacher Teacher Teacher Teacher Tencher Teacher
ane twn three four five 8ix

Lessons 1 I m v v ¥ o vm vin X X X1 X@T  Mean

Ey)| © 4 18 n 15 8 39 28 19 28 32 32 28
TI2 15 1 27 56 38 19 20 47 1@ 20 2 27
T3 3 1 W 15 8 0 9 i T017 26 24 13
TT4 0w 6 9 3 6 e it 7 3 3 5 8
TT5 8 22 3% 38 18 2% 21 39 22 24 8 5 2
TT6 o1 0 0 0 03 2z 1 06 1 1 54 4 1

7 0 1} 0 1] 03 0O ¢ 0 [ 3 54 4 1

Totd% 100 160 loo Ioo Iop Iop 160 100 100 10 oo M9 1G9

Where TT L=giving content; T'I“l= prtmdu direction, TT3= closed & inductive questions, TT4=open-
ended & discursi 5= accepts ideas; TT=6 explicitly rejects Student’s ideas; TT=7
criticises student heha\nuur

Ags indicated in Table 5, the predominant types of teacher talk across the
twelve history classrootns were; TT1- providing content and information (28%), TT2-

providing direction or stating proceduse (27%); and TT5 which related to acceptance
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and extension of the students® responses (22%). The asking of closed questions, TT3,
occurred less often (13%) and the asking of open-ended questions, TT4, made up only
" 8% of teacher talk. There were very few explicit rejections of students’ answers
(TT6=1%5) and very little talk used to discipline students in class (TT7=1%).
However, there were individual variations in these resuits, which in turn seemed to be
determined by the style of the teacher, stream in which the teacher worked andfor the

pedagogy employed.

4.3.1 Teacher providing content and information (TT1)

As indicated in Teble $, the mest common type of teacher talk was the giving
of content and information TT1 (mean =28%). It also can be seen from Table 5 that
there is a difference in the distribution of TT1. Lessons Iand II from the Special
stream had 49% and 47% of TT1, is in contrast to lessons 1T and IV which had only
18% and 11% respectively. Therefore, although of the same stream, different teachers
using a different pedagogy resulted in a marked difference in the production of this
type of teacher talk. In a similar way, within the Express stream, lessons VI and VII
had 39% and 28% of TT1, which was distinct from the ocewrrence in lesson V and
lesson VI which had 15% and 8% of TT1. There was less difference in the Nomnal
stream, lessons XE and XTI which both had 32% of TT1 and lessons IX and X which
had 19% and 28%. The differences that occurred within the streams may be attributed
to the different pedagogies employed and to the distinet fenching styles of the teachers.
A closer examination of the discourse of the teacher giving content also shows a
distinct difference in the quelity of tatk. This was especiatly so with regard to the

Special stream lessons 1 and H compared to Normal stream lessons X1 and XTI,

116



In lessons I and II, the teacher provided input in various forms. This was to
prepare the students for a challenging group task before a teacher-led discussion. The
most important way by which the teacher provided this input was through the piving of
content information. It also appeared that the talk the teacher used was more dizlogic
in nature and one that engaged the students in historical thinking, This appearsd to be
the style of the teacher in both the Iessons. The exchanges were longer and the TT1
invalved the use of meta-statements, discourse matkers, hesitations, change of
direction in talk, thinking fillers and pauses. These were indications that the teacher
was trying 1o establish meaning with the students through a process of interpretation
rather than tnere transmission of information. Wertsch (1991, p.67, p.93) refers to this
form of exchange as the interaction between the “itwer thinking self and the “outer
speaking self” When giving information (TT1), the teacher was keeping “in touch™
with the students covertly. This is referred fo as the hidden curriculum by Stubbs
(1983), The use of the various pragmatic markers, thinking fillers and pauses are
cognitive signals that thinking was occurring. An example of this is given in the

example below,

T Now
the Japanese controlied most of the cities and the
ports
Buy
the country sidy area was more or lesy feft
wnroviched
becanse
they didn't have the manpewer fo contral these
Areas
So
in ofher words
Yo have the whasn the Kvomin when the forces
retreated to Chong Ching what was left was that
the convmunists hegan fo filf up
Alright
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Hhose places

Ah

in the country side

Alright

So

Int ather words

you have the city here the couniry side some of
the Comnmmnist Guerillas were there and then
another clty this part the Communisis were

in other words

shixwhole idea of how the Japanese were in the
Istands

Alright

and in this vast sea isfards i the vast sea of
commmists

Alvight

Ppockets of communists here and there

©an you piche that

{(Example 80)

The transcript in Example 80 showed the teacher irying to make sense of and
building up an idez about, what had happened in the past through *cause and effect” as
indicated by the use of discourse markers, such as “because’ ... *so’, This is also
indicated by the change of direction, the pauses, the thinking fillers and the re-
statements that use evidence from the text. Hence, the teacher appeared to mediate
between the text and the students. At the same time the students were involved in the
co-construction of knowledge when the feacher used meta-statements, discourse
markers aitd pragmatic markers to involve them not overtly, but covertly in the lesson
At the end of this TT1 interaction, the teacher obtained the consensus of the students

when he said, ‘can you picture that' 2nd students nedded their heads.

In Special stream Jessons I and IV, the teacher and students were actively
engaged in the co-construction of knowled ge through discussion. In lesson I the
students had come prepared for the discussion on the divergent topic of ‘Is revolution
evolution’ as it had been set as a homework task. In particular, Revolution in Russia

was the topic of discussion, In this lesson, the students (twenty in number) were seated
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in a semi-circle and the teacher was seated comfortably on the top of his table, Thus
teacher adapted a rather informal style and he did not seem to exert nny tight contral
over the class but rather allowed for free discussion among the students and himseIF,
The teacher made short relevant statements to challenge the students and it appeared
that the teacher and the students were engaged in the co-construction of knowledge,

This is shown below in example 81.

TT  revolutfon means a violent change or o System of
government fir
Ah
Fistorical terms that 's what it means if cannol be
peacafid 1t Is ot violent change
Ol

that is according io historfcal terms
it shonid not be peucefirl vialent
Qhay

(Example 81}

Lessan IV, by the same teacher, was in some ways a student-centred lesson in
that a student presented her project work fo the class and the presentation was then
usad as a stimulus for class discussion, In this lesson the giving of content information
represented only 11% of the teacher interactions compared, for example, with
pracedural talk which made up 27% and the asking of ¢losed questions 15% of the
teacher talk. Although the actual giving of content in this fesson by the teacher was
brief, it was usually in the form of a summary, comument or an elaboration on a point
possibly missed by the students, Sometimes these short summary statements were
simply content or content laced with procedural talk. It appears this is how, in this
particular [esson, the teacher directed and managed the information in the discussion. It

may also be that the feacher used this as e way of establishing rapport with the students
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as well, The two transcripis below show 2 summary and then a summary interlaced

with procedural talk:

TT  the kulaks
{hat is the impact of collectivisation on kulaks
Okay

anel the reason why they are opposing they were
obvicusly having a good time

TT  there was no time frame as to how long it was
supposed to last and tiat was
ak

1 stamd to be corvected you must give a time frame
not how long it would last
but
it passed away before he conld give a time frome
that is when Lenin come in
{Example 82)

In the Express stream, Lessons V and VI were mainly group work where the
students were given the task of comparing two pictures {which were that of King
Chulalengkom). Teacher three went around asking questions in erder to generate tajk
among the groups. The teacher™s giving of content was therefore minimal compared to
the other categories of talk that he used. He asked more questions than the piving of
content. This was especially so in lesson V1. The TT1 talk of this Express stream
teacher only occurred when he provided some content in between questions, which in
turn he seemed to ask in order to prod and steer students in a particular direction.
Overall teacher three mainly used TTT at the end of a group discussion or afier the
students had presented their report to the class. It appeared that he used it as a way to
substantiate and clarify information that had been missed out by the students. This is

illustrated in Example 83 where the teacher provided content and information after the

presentation of a report by one of the students.
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IT  the judiciary Is the plave where they would go if
there are any disputes any laws
Hght
Or if they want 1o Seek amy fustice they can go fo the
cinirts and the courts will decide o In a democratic

couniry

ak

the judiciary is independent they act on their awn
o

You ferve completed ihe twelve words
{Example 83}

There was some similarity in the pedagogy adopted by Special stream feacher
one and Express stream teacher four which may account for the closeness in the
proportion of TT1 used in these two classes. In lessons VI and V11, the Express
streamn teacher, like the Special stream teacher in lessons I and II, provided input in
various ways, such as through the use of videos and CD-ROMs. Generally, however,
the teacher’s giving of content information was most prominent, In lesson VI the
teacher’s giving of content was high as the teacher had to teach some difficult
historical concepts and events related to the Russian revolution. The input provided in
lesson VIII was also to prepare the students for a chaflenging group task. The quality
of the TT1 of the Express stream classes VII and VIII were similar to that of the
Special stream lessons I and IT in many ways except that, as mentioned earlier, the
Express stream teacher was dealing with difficult historical concepts and the teacher
fried ta evoke empathy and to stimulate the imagination of the students through the
giving of content, One method the feacher used fo give content was to personalise the
information and penerate historical understanding by putting it in a form that could be

understood by the students. In the following interaction, Russia is portrayed as a
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woan whe is bullied, Exemple 84 shows how the teacher evoked empathy and

imagination through this personalisation, while at the same time providing content.

TT  Russia had a pafitful memory i the sense that she
war dullied by the rest of the world
So

new

she had fo grow up Russia again so that she assert
herself

Shirfey

do you agree with that or

do pou think that 's alf nonsense

Statin basicatly was a pewer crazy guy who wanfed
To beconre powerful and fitll stop and didn't care
whether Russia was strong or Bt

(Example 84)

Norinal stream teacher five in lessons DX and X and teacher six in lessons X1
and XII, although adopting different teaching styles used a similar pedagapgy to each
other. This may account for the similarity in their use of TT1. Both were concerned
with preparing the students for & forthcoming Normal stream examitation, Whils one
exerted less control over the students and tried to engineer discussion and historical
understanding the other exerted strict discipline and contral over the class and was
more concered with transmitting historical informatior. Both, however, used a form
of pedagogy that involved breaking up and simplifying the content so as to ‘scaffold’

historical information for the students,

The TT]1 used by Normal stream teacher six was brief and often interlaced with
precedural talk. This seemed to be done to prod, simplify and guide the students in the
lesson. The example given below shows the teacher giving content to scaffold

information for the students.
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T okay

Srought great benefit and from there siraightaway
Jrom the back of your brain you caw bring in
whatever policles whatever reforms that he

ol

frxd dowe for Perak
okay

50

okay

anything else

how aboul this

particilarly as a result of the faifure that oecurred
befare his arrival

{Exampile 85)

In lessons X1 and XII instances of the teacher giving content was higher than
for the ather Normal stream teacher possibly because she exerted a strong authoritative
control over the class, It appeared that she dominated the interaction in order to
maintain discipline. She also used a teacher—centred pedagogy, possibly for the same
reasons and as a way to prepare the students for the forthcoming exarmination. She
used worksheets based on a series of convergent questions and the stedents filled in the
worksheets with the help of the teacher. Similarly, in lesson X1I, the same teacher
provided worksheets as well as guide notes and again the teacher helped the students to
fill in the worksheets as a class. The teacher adopted a fast paced drilling of historical
facts. In the words of the teacher, this was done fo provide *quick revision' before
Eoing on to the next chapter. Therefore, the teacher provided content information
{TT1) using short exchanges in between drills to emphasise and stress information so
that it was informative, concise and precise. Transcripts in Example 86 {overleaf)
show a series of chunks of information given in between drills,

IT  Greriflas mewns members of a fighting group and
usially they attack the enemies unexpeciedly
these are the methods these are the methods that

Hwep nse Guierrilia warfare that means ihey aitack the
enzny unexpeciedly
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33

thiz one important la

thiz is a very lmporimit explanation there the notes
doesn't give pou the texthook doesn 't give you

So

Yo just take dawn this
the British government was trying 1o find out who

15 this pearey who is this party trying fo create trovble
with the workers the workers were being used and

if the workers were pressured
what would the membars of the MCP do
will kitl them

the British goverrment find out abaut the sirikes
before the government take action

what would the members af the MCP do

what would they do

il them

riin fo the!

Jungles

they belfeved in equal sharing equal sharing of

resources ot everything communis is a sef of
Fdeas end peaple who belfeved in these ideas are
called/

Communists

the British military administration was started

i the British asked the British asked the MPAJA
to surrender afl those weapans they didn 't surrender
almost all

Bur

some weapens were were hidden in the/

Jungle

{Exampie 86)
4.3.2 Teacher providing direction or stating procedure (TT2)

Az indicated in Table 5, next to the teacher’s giving of content and information,

the feacher providing direction and procedure (TT2) was the most frequent type of talk,

with a mean of 27%, The distribution of procedural talk in the twelve lessons ranged

from 10% to 56%. Ocourrences of procedural talk were generally high in Special

streatn lessons 1{30%) and IV {27%6), Express stream lessons V {56%) and VT (38%)

and Norma] stream lesson IX (47%) and XTI (27%). TT2 was comparatively lower in
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Special stream [essons I (15%) and I {10%), Express stream lessons VII {19%) and
VTIL (20%) and Normal stream lesson XI. As with TT1, there appears o be a variation
across streams, within streams, as well as individual differences. However, overafl, the
use of TT2 appears to be determined more by pedagogy than stream or teaching style.
Pracedural talk was often high when [essons entailed complex tasks. This was seen in
Special stream lesson I (TT2 = 30%) which involved the use of the computer where the
students had to use particular software to engage in electronic tzlk. Although Express
stream lesson VI also involved the use of the computer, the students used a CD Rom

which was less intricate and the procedure] talk was thus only 20%.

In Special stream lesson TV, the class had a discussion about a student’s
presentation of her project work. Procedural tafk in this Special stream was relatively
high as the teacher made comments on and evaluated the presentation though
procedural talk, It also appeared to be a devise used by the teacher to evaluate the
comments of the other students which served to trigger further discussion. Transeripts

to demonstrate this ate given in Example 87 below:

ST that was one of the abjectives in the first place
T that is why I say you must look you must fook at

the obfectives

what was the obfectives You must fook at alf
points af view

correct

trow gather your tiught look at the veason for
the inplt lon did they achieve the aims
yos no why give reesons

0.

you must do that In the examinations dow't just
glve me be very clear

TT  pgive general stalements analyse wiat you know
Sfirst the facts don’s make general siatemenis
ance Vit miake g I statements what happ
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is that you may miisinterpret what yon have read
Okay

that would cost adjusiments it is quite common
AmONG Jou QIS You Se¢ orle aspect You don 't see
Al the other aspects

7 thought they buent alf the crops Infitiatly
Who

the bulaks
Okay
We'lf ga on fo that Tl Hong wifl explain

494y

{Exaniple 87)

Another example of the very high use of procedural talk {56%%) eccurred in
Express stream lesson V. In this lesson not only did the teacher provide explicit
instructions on how the group was to examine the historical source he had brought into
the classraom, but he alse spoke about the procedure for handling questions related to
source materials in the forthcoming examination. Apgain the same teacher in lesson V1
provided explicit instructions on how he wanted the group work organised. The
transcript below shows the teacher explaining the procedure about answering source-

based questions.

TT  what we wat you fo give is after fooking at the
photograph what Mud of impression do you get af
Chulalongkorn at another level of o higher level
what is it going to tell you about this man
you follaw or not
i you give me pure description from the Source you
quote from the source then you are only af level one
that rreans you have not gone io ihe next level this
is very good (o test your thinking skifls to go beyond
this Is the new challenge for studenis next year
{f they fusi quate only from the passage you will
oy get one mark fevel one level but If they go forih
fo think further to say that the source are faken Hie
fet me give you an example £ told pou abont XXX
Right

{Example 58}
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In the transcript below, the teacher also provided explicit instructions on how group

work was to be conducted:

TT  what we will Fe doing iiis morning is very simple
you wilf be Wiscussing in wnr own group your
Broups have been divided avd T will azeign the

- queston fo youand what will hppen Is that you will
will then nurber ) If let’s say for i
group one there are six of you so you number
Your selvez one fo six I witl assign you let’s say.
Jor example a group of six § will take manber four
witl joi down o transparency or mybe humber tw
will be ihe Jeuder or mmber five will have to present
which means everyone of you must be prepared
okay

{Example 89}

One of the teachers in the Normal stream also used 2 high proportion of
procedural talk (besson X = 47%). This is because the teacher in this lesson had
devised a complex way of grouping the students for discussion. As a consequence, she
used procedural tatk to organise and engineer student participation. This is

demonstrated in Example 50 below:

TT  you might want to telf me what is the answer for
Sor fnstance like
Ah
whai are some of the aiswers or points thai your
Friends might have and you might nos
yor ktow
you right moreaver nol see it
o

S0
Twemt you to discuss in that way and
Ak

It i @ group effort again | can eall anybody Fwant
and if your friend cannot answer by all means
please help yonr friend

{Example 96)
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At the same time the teacher also prodded and coaxed students inte participation using

procedural talk.

T Otay
Elsie Elsie wants Rozak's group fo answer
Okay
conld yot please put in your own words
Okay

Just give @ rough ldea ofwhett this extract is telling
you oF teliing alf of us fust a rough idew

{Example 91}

In comparison o the lessons described above, the teachers in Special stream
lesson 11, Express stream lessons VI and VI ysed less procedural talk, 15%, 19% and
20% consecutively, Although these lessons invalved some procedural 121k they did not

require as much explicit instruction,

The lesson that had the least procedural talk was the Special stream lesson I,
In this lesson the class was engaged in a whole-group discussion and the teacher often

used the students’ answers as a springboard for further discussion.

A close examination of the precedural talk in the Normal stream lessons (i.e.,
lessans IX, X, X1, XIT} shaws how it took on a slightly different function than in the
other streams, The teachers in these lessons seemed to use pracedure to ‘scaffold’ or
simplify information for the students. For example, the following excerpt shows the

teacher managing and slowly feeding informatien to the students:

TT where Ix If writien
Yot must focus on the extract first
Ohay
it is very importa for stimmlus question that you
Jocis an the extract first or whalever given tc Yoy
Before you bring your prior whaiever knawledge
o have
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Alright

read the question again | want everybody to read the
Chiastion

Okay

please take note of this the markers group

Listen

fif other than improved economic developiment

Then

Listen
Okay
other theax imp ] e davelo; 7

underline that

Nem yang communist party before it was called MCP
the old name was Nan yang communist party

which year was it formed

Okay

Abright

1 I agree with you
O

what James said is this Birch was facing a lot af

problems

becmise

the person Abduflah was somebody who does not
Jollow Birch whatever he wants much more eastly
Ohkay

Ah

please ioke nole

Birch is also a very difficult person

Okay

and bow does the restdential system will be a
Benefit fo Malaya in general

Okay

Sa

I want you to while you are answering the questions
herva that in mind because | am going fo ask you_for
the answer

Oy

the Sulian very good
New

have you taken down this

sinder the Malay Ttextive i Malmia was
add add words

F: 1

add words there

Malaya was divided into how many provinces

{Example 92)
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433 Asking of closed and induetive questions (TT3)

As indicated in Table 5, the distribution of the teacher’s closed and inductive
questions (i.e., TT3) ranged from 1% to 26%. Generally there was a high proportion
of closed questions in all the Iessons with the exception of Express stream lessons VIII
(1%} and [X (3%6) and Special stream lesson I (3%). A consistently high number of
closed questions were asked in the Normal stream lessons X1 and X1 which
constituted 26% and 24% of the total teacher talk. There was also a fairly high instance
of clesed questions in Special stream lesson [I1 (20%%) and Express stream lesson VI
{20%). Generally, the asking of closed inductive questions appear to be determined by
pedegagy, but at the same time the function of the closed questions in the lessons
differed in the various sireams. The difference is most noticezhle when Special stream
lesson 11T and IV are compared to Express stream lesson VI and to Normal strearn
lessons XI and XI1. The Special stream teacher in lessons [ and IV seemed to ase
closed inductive questions as a technique to draw and engage the students in the
discussion, Similarly the Express stream teacher in Jesson VI used them to move the
students along with their task. However, the Normal stream teacher in lessons XI and
1 used closed inductive questions as a way to have the students recall information

and relevant historical facts in preparation for the forthcoming examinations.

As well as a varation between streams, there was also variation within streams.
Far example, in the Special stream there was a difference in the number of closed
questions asked, with fewer in lesson [ (3%) and many mere in lesson I {20%), A

close examingtion of these closed questions in this stream showed that the asking of
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closed questions served different fumetions at different moments in the lessons. The
teacher in Lesson 1 used closed questions to enable students to recall information from

a previous part of the lesson zs the example below shows:

T Aight
what were fhe three peoples principles
Seltig if you oo recaff
what were same of ihe three people s principles

(Example 93)

In contrast, the teacher in Special stream lesson [T appeared to use a series of
closed question to generate talk and to encourage the students’ participation in the
class discussion. Another strategy he adopted was to ask an open-ended question, then
qualify this with a series of closed guestions, Again it appeared that he did this to
stimulate the dialogue and to enhance the flow of the student talk. Such closed
questions also seemed to be used by the teacher to steer the students' talk and therefore

their thinking in a patticular direction, 2s seen in the following example:

T s
it is very cipse [ the couniries that we Have looked
Gennany China Japan
what kind of a revolition did they have
did they huve an evolution
did they have a revelution or evajution
what abovt Russia

{Example 94}
There was also a difference in the percentage of closed questions asked in the
lessons of the Express stream. While int lesson VI they constituted 20% of the teacher
talk, in lesson VI they only made up 1% of the same. In lesson V1 the students were

first given a task which commenced with the asking of several convesgent questions
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typical of these which students are required to answer in their examinations. The
questions were as follows: *Dissuss the main steps the British took to prepare Malaya
for Independence; what prompte« British to grant independence to Malaya? Why were
the British reluctant to grant independence? What do you understand by the temm full
independence? Why did Sinpapore want to merge wit:. Malaya? Why did Singapore

leave Malaysia?"

The students, workivg in groups, “.ere cequired to refer fo the chapters in the
textbook as indicated by the teacher fr answers. During the gronp task, the teacher
went around providing assistanice as required, This the teacher did by asking closed
questions to check the students’understanding and to support the students with their
task. The teacher also assisied by helping students locate the information in the
textbook. The teacher then stressed and reinforced the point for the group. An example

of this technique is given below.

T Chay
you have already identified the first step what is the
secand siep they alfow what!
8T Chinese
TT  what is the second siep
tha mewmber spstem is what!
the second step they allow the they allow what
aft

elections

So

the pext siep would e/

how matty elecifons were there after the member

Sysiem
Two
IT o

s
you write down the fwe years they had the elections
8o

{Example 95)
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In contrast, in the Express siream lesson VIII the lesson consisted of answering
a series of *how’ questions, Hence only 1% of the talk consisted of closed questions
and 11% of the teacher’s talk involved the asking of open-ended questions. In uther
Express stream Jessons, for example, lessons V and VII, closed questions constituted a
small proportion of the teacher’s talk, 8% and 9% respectively, As mentioned earlier,
in Express stream lesson V, which was mostly a group activity, the main form of
teacher talk, as mentioned earlier, was procedural talk (56%) and the closed questions
were asked as the teacher circulated to provide some help in the progress of the task.
Closed questions were also asked when the teacher made some comments at the end of

the lesson after the students had presented their work to the rest of the class,

In Nommnal stream tessons XI and XTI the closed inductive questions appeared to
be used to test the students” recall of information and for the drilling of facts in
preparation for a forthcoming examination comprised of a sat of objective questions on
the facts of history, The teacher used work sheets and the students worked with the
teacher to fill in historical facts i1 the blanks that appeared on them. The teacher did
this by providing content followed by quick paced drills to test these facts. The
fransmission of important facts was conducted throuph the Initiation-Resporse-
Evaluation {IRE) cycle of questioning. Thraugh this methed, the teacher broke up and
simplified information in order to help the students. This form of questicning is usually
accompanied by a process of revoicing either by the feacher or the teachier with the
student/students {Cazden et al, 1972), The reveicing could also be in the torm of a
chorus response from the students. An example from one of these lessons in which

drilling in of facts was undertaken using the IRE cycle is demonstrated below:
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TT  which parts of the world are today under milftary
Government
military the word military refers i/

ST amy la farmy}

T {farmy]} army

IT  Malaya was catled new!
ST new Malal
T what is the meaning of new Malal
8T newMalopya
IT  nawMalpa
okay

T what what was the {ssue
whai was the problem
ST Citizenship
T Citizenship
31 [fegual citizenship}
TT  [ffequad citizenshiplf
rights wos one of the main prablems the Malays
Obfected
what was another problem™ with regord ta the sultar
5Ts  loss of power
T  loss of power

(Exampie 56)

Sometimes when providing this information, an open-ended question was first
asked, and then it was qualified with a closed question and sometimes simplified
farther by the use of filler”. An example is given below to demonstvate how the

teacher used closed questions to simplify and scaffold information,

IT  verygood Ah Leng
China
why do I eall them communist commtries
who are the communists Daniel
who ks

® A filter is & closed pseudo question which the teacher asks with a rising tone to denote that an enswer Is
required. It is umally used by teachers in drills,
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IT  highlight that highlight theet
Nan yang communist party was started to spread
comimimism a set of ideas Ideas that the MCP
L
what happened in ninefeen thirty
LiLi
what happened 1o the Nan yeyig Comuunist Party in
1936
it was reorganized and colled’

(Example 97)

Within the Normal stream there was also a difference between Lesson IX
where closed questions represented 3% of teacher talk and lesson XT where the
proportion for the same was 26%. In lesson IX the teacher used a complex strategy of
coaxing members of the various groups to pose questions, Thus the teacher asked
fewer questions and there was a comparafively preater proportion of students initiating
tatk and respanding to their peers. In contrast in Normal stream, lessons XT and XIT
where a large number of closed questions were asked, often the teacher would first call
on a specific student before posing the question.® The Normal streem teacher sppeared

to keep the class in order by adepting such an approach, for example:

T Zaringh
a1 you tell me whether the MCP was openly
aitacking the goverament

{Example 98)

% 1t was observed that thers was a difference in posing a question before caliing the name of the student
and calling & name before posing u question. When the former method was used it wes 1o test the
student's recall and to exert control over the students, however, when Lhe latter method was used it is
often for the purpose of oblining a student’s opinian,

135



4.3.4 Asking of open-ended and discursive questions {TT4)

A close examination of the open-ended questions shows some similarity among
the teachers in the technique of asking open-ended questions. There were often
multiple guestions leading from open-ended to closed and closed to epen-ended
questions. During the asking of such questions the teachers used meta-statements,
hesitation, thinking fillers and pauses, This technigue appears to be used to stimulate
the thinking in the students and to draw them in to the discussion. Refer to trenscripts

in Example 99 which show multiple open-ended questions leading to closed questions;

IT  whatis the meaning of revolution
what is the meaning of revolition
Iz it only fochange or}

T what about the (the} autharity of the Temmengong
Jor instance
A

Do you think he will go all aul o sign a conractual
treaty with the Temmengong ot that point in dme

T yeah okyy
Com what sort af money Is this
compensation for getting that that land the sirip
af land for for being allowed
ah

you kmaw

1o build a faciory
whai money is this

IT  what had happened
where was the Temmengong s
ak ah
village inthe first place

{Example 59}
Similarly in the fellowing example the teacher appears to ask multiple

questions to stimuilate thought and discussion:
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IT  what happens
what {5 the reason for giving putting them putting
thep in some knd of a reserve area

we give you this area and we give you this area

IT  olright
what are we questioning
whase standards are we using here
Alright
10 judge whether this is lsgal or nof then again when
we fudge legaf or not
is it also o queskion f eifics here

IT  mow the question is
why does he have to make Russsia powerfis
k o H. g LE :’pmi !ﬁl‘l’ I, g Rma
Powerful Is fust making him pawetfil
or are there oilier reasons

{Exampie 100)

As indicated in Table 5, the distribution of the teacher’s asking of open-ended
and discursive questions ranged from 14%, which occurred in the Special stream class,
to 3% in the Normal stream class. There were more instances of open-ended questions
asked in the Special stream lessons [, 10%) M (14%) and [V (9%);, Express stream
lessons VI (10%6) and VIII (}1%); and Normel stream Lessons IX (796). The Express
strearn lesson V (3%) and Nermal stream lessons X (3%) and XT (3%} however, had
the lowest percentages of open-ended questions, Once again, it appeared that generally
both the pedapogy and the stream determined the number of open-ended questions
being asked.

The largest percentage of open-ended questions (14%) was asked jn Special
stream lesson II. This lesson involved a class discussion where both the teacher and

the students were engaged in the co-construction of knowledge and they were

discussing a divergent topic, “Is revolution evolution?” In the three lessons, Lesson [,
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VI and VIIT where computers and technology, such as video and CD ROMSs were
integrated in the lessons, they also had a firly high percentage of open-ended
questions, 10%, 10% and 11% respectively. This might be attributed to the fact that
the quality of the lesson was different with input coming from various sources and with

the lesson invalving interpretation of histerical facts, empathy and imagination.

Very few open-ended questions were asked in a number of the Express and
Normal stream lessons e.g., V {3%), VI (6%), IX (7%), X (338), XI {3%) XII {5%).
In lessons ¥V (3%) and VI (6%) the students were involved in a group task and there
was little teacher talk. It lessons X, XT and XIT, hawever, there was more drilling of
faets and transmission of information, Only one Special streem lesson {II) also hnda-
low percentage of open-ended questions (6%). This seems {o be because in this lesson
there was more giving of content by the teacher as he provided input for the group
discussion and he also used uptake building on the response of the students.  What
began as a teacher-centred lesson seon develaped into a discussion which was more

student-centred as students raised questions of, and responded to, their peers.

A close examinatior: of the open-ended questions in the three streams revealed
that their function differed. Most of the open-ended questions asked by the Special
stream teachers were multiple open-ended questions that seemad to stimulate and
engage the students in the thitking process. When the multiple questions were asked
the teacher himself also seemed to engage in the thiking process as seen bry his use of
thinking ftllers, pauses and changes in direction. Although there were one et two
incidents of an attempt at multiple questions most of the questions asked by the

Express stream teachers were single open-ended questions. For example,
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IT  communisn believe In vialence
why do they why do they resort to violence

IT  what abour the communists

IT  Whatis the meaning af the full self govermment
{Exampie 101)

4.3.5 Acceptance of student idezs (TT5)

As indicated in Table 5, the highest occurrences of this type of teacher talk
appeared in Special stream lessons H (22%), T (38%), IV (38%) and in Express
stream lessons V1 and VI which had 26% and 39% respectively. Lower proportions
of this type of teacher talk also appeared in Special stream Lesson 1 (8%) where
students were engaged in electronic talk, and Normel stream lessons X1 {8%) and XTT
(5%). As with the other types of teacher talk, TT5 appears to be determined by
pedagogy and specifically whether the teacher acknowledges, or evaluates and/or
develops a student’s reply. It was 2lso evident that TT5 turms were fonger when the

teacher undertook this last aspect, that is developing the ideas of the student,

TT5"s ocourred most in teacher-led discussions such as in Special stream
lessans I, TU, IV and Express stream lesson VIII The teachers in these discussions
promoted and sustained the dialopue with their students thraugh closed and open-
ended questions using the stwdents’ response as uptake for further discussion. For

example, lesson I invalved the discussion of the topic, “Is Revolution, evolution?”

139



The teacher used the shudents’ ideas to build and generate more talk in the classroom,
and as such, both the teacher and the students appeared to be engaged in the

develepment of historical understanding e.g.,

IT  FYeah
whe wes the good thing during Stalin's time whick
Czar didnt do

ST Colfectivisation

IT  collectivisation was that good

(Example 102)

In a similar way to other types of teacher talk, there appeared to be qualitative
differences in the way TT5 was manifested in the different streams, For instance,
Example 103 below shows a Special stream teacher using 2 student's response and
persanalising the historical event in order to evoke empathy:

ST they fried but they falled
T Yeah
they tried but they fatled
New

before we go fo that

Twant ta take up from where At Leng has left off

2/

Hﬁyﬁd&y that it was necessary let's say thal you
you are an ordinary Singaperean you have a shop ta
seli food items and somebody comes to your shop
breaks down your glass breaks down your door

took everything that you had and ren away next day
You répair the shop get some money you repair

the shop and started business again they will come
again break dewn the door fake everything they
copld punch you in your face they slap you then they
ran away how would you feel

{Example [103)
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In contrast. in the Normat stream the teacher often accepted and acknowledged
a student's response, sometimes by simply repeating what the student had said, for

example:

what is constitution
A set of faws

A set af laws

and ihen contitiie
principles
principles

faw of the coumitry

938 443

{Exampie 104)

4.3.6 Explicit rejection of student ideas (XT6)

According to Table 5 there were very few instances that involved the rejection
of a students” ideas in the Special stream lesson, althongh there were more in the
Special stream, especially in lesson VI (2%) where the teacher used the IRE technigue

of questioning. Example 105 below shows explicit rejection of a student's idea.

TT  what I the first step
ST the Malayn: union
TT  not the Malayer vnlon

(Example 105)
Most instances of rejection appeared in Normal stream lesson XI and XII. One

example of this is skown below:

T whydid the Japanese change the name
Why

wiy Edmiund
why should the Japamese change the nams fo
i
8T it is Betrer
T No
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IT  what s the memning of military goveriuent
8T light of the sowth
IT Mo

{(Example 106)
Although limited, these examples seem to highlight once again how the type of talk

varied according to both stream and pedagopy.

4.3.7 Teacher criticises students ideas (TT7)

There were no occasions of any criticism of the students in the Special stream
classes and very few in the Express stream classes, There was, however, a small but
significantly greater proportion in the Normal stream {essons, Lesson XI and X1 had
the largest percentage with 5.4% and 4% respectively. It seemed that although
attempting o simplify and scaffold in"ormation in order to help the students, the
teacher at the same time had to work hard to maintain discipline as shown below:

TT  nineteen twenly five
nof rinetegn hirty
Mel Ling
Kincleen twenty five the Nem yang comumunist party
was Started
Al
what was the aim of this party
you must be a bit alert I'm reading the notes you
have to be very sharp

TT  please be alert
Laniiel
Ckay
this is for Demiel
e

aw
Guerrilla warfare

Cherw Lanr

please take dow this inside the e
Guerritlas

wha are Guerrifias
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TT  Federtion of Malaya
Demiel
You must sit straight
Deniel
Thanks

T the Chinese
very good Elaine
Kewex

after the war very important take the highlighter I'm
going fastey now undsrlfne the word very important
tifter the war

Okay

Sigt

domn's furn your atiention I divided

I'm going bit foster now

after the war is called ¢ post war period

{Example 107)

4.4  Student Talk
As mentioned earlier, classroom talk is comprised of Teacher Talk {TT 1-7),

Student talk {ST 1-5} and other types of talk (OT 1-5). Student talk (ST) comprised
28% of total classroom talk, This was made up of five types, namely the giving of
predictable rssponses to the teacher (8T1), the giving of unprediciable responses to the
teacher (ST2), initiating talk to the teacher (ST3), a student responding to another
(5T4), and a student initiating talk with enother (ST5), Table & indicates the percentage

and mean of different types of student talk acress the twelve lessons,
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Table 6

The percentape of types of Student talk in the twelve [essons (%4

Special Stream Express Stream Normal Stream
Teacher Teacher Teacher Teacher Teacher Teacherslx Mean
ong Two Theee Four Five

I 0 m ¥ v Vi Vil vimiIX X XI Xn

5T 1 12 7 2 35 3T 28 6 9 8 55 = 27
8T2 41 25 20 23 o7 7 5 B M s 3 3 21
8T3 14 16 36 33 0 3 10 44 15 17 39 14 20

Total 4 53 73 {2 47 92 38 4 & 97 96 68
Talk 1o
Teacker

ST4 14 M 12 7 66 47 5 6 171 07 20
iT5 14 13 15 17 28 7 5 & 18 23 13 2 12

Tolal % 47 27 3 9% M 18 13 5 4 38 X7 A3

peer
fatk

STalk M0 W 100 oe  I0d o0 10 M M 100 I ige 1

ST1 = predictable response to Teacher; ST2 = unpredictable response to Teacher, 8T3 = iritiates talk to
Teacher; 5T4 = Student responds to enother; 5T5 = Student initiates talk with other students.

As indicated in Table 6, 68% of the student talk was directed at the teacher and
33% involved inleraction with peers. Of the 68% of student talk directed to the teacher,
27% occurred in the form of predictable responses to the teacher’s question, 21% as
unpredictable responses, and, 20% in the form of questions to the teacher. With regard
to peer talk, there was a higher percentage which was made in response fo the peers
(20%) than was initiated (1294), As in teacher talk, there were variations in the types of
student talk that occurred according fo the stream in and the pedagogy employed by the

teacher.
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4.4.1 Predictable response to the teacher (ST1)

It can be seen from Table 6 that Normal stream lessons had generally more
instances of predictable responses from students. The highest proportion of predictable
responses (ST1) ocowrred in Normal stream lessons XTI (79%), X (38%4) and XI (55%).
Only in Normal stream Lesson TX was there 2 small percentage of this type of talk.
Express stream lessons VI and VI had higher occurrences of prediciable respenses of
(37% and 25%) compared to the other two [essons in the same stream, namely lessons
¥ and VIT which had 5% and 6% respectively. In the Special stream lesson, predictable

responses represented between 12% and 20% of the student talk.

In the main, it seemed that the eccurrences of predictable responses were due to
the pedagopy employed. Generally there were more predictable responses by the
students when the lesson entailed transmission and learning of historical facts. There

were fewer such questions in lessons that involved discussion and group activitics.

Within the Express stream, both lessons V and VIII had a low percentage of
predictable responses (ST1) because of the way the teachers had structured the lessons,
Far example, lesson V was & group activity that involved very little teacher talk, in fact
it was the lowest of the twelve lessons, As such, there was an equally low percentape
of predictable response to teacher questions. Lesson VIII was 2 lesson which involved
several “How” questions being asked, and because there were more open-ended
questions (38%) by the teacher, there were fewer predictable responses by the students.
Similarly, in the lessons where there were active discussions such as Special stream
lesson IT {12%) and lessen I (17%4), there were fewer predictable responses, This is in

contrast to the lessons where the teacher was the authoritative fipure and directed the
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leaming process, for example in Express and Normal stream lessons V1, VI, XI and

X,

teacher provided simple information about the historical facts possibly as a way of

Lessons XT and XH were based on the transmission of historical facts. The

assisting the student to learn them, The teacher then used a high propoertion of closed

questions, which in fum resulted in prediciable responses, It seemed that the teacher

did this te exert control over the lessons and as a management technique to meintain

order and discipline a difficult class.

sometimes containing just one word or a phrase. The predictable replies also often

The predictable rasponses of the students in these lessons were brief,

came in the form of chorus answer or “scattered replies’. i.e., different answers directed

to the teacher in unison. Examples of predictable replies of this kind are shown in

Example 108.

3

39439

T
8T
Fir

But

one very imporiant one which...

state council

..state council which falf under which category
Bolitical

Political

Okay

that one is very Iimporiamt

what was anather prablem’™ with regard (a the sultan
loss of power
loss of power

{Example 108)
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4.4.2 Unpredictable response to the teacher (ST2)

As indicated in Table 6, generally the unpredictable response oceurred more
often in the Special and Express stream classes than the Normal stream classes. But
there were some exceptions to this, as seen in the Express stream lessons V (0.7%) and
VI (7%). Although it appeared that the stream to some extent determined the number
of open-ended questions asked, it was also apparent that the pedagogy employed by the

respective teachers affected the proporticn of this type of student talk,

The targest percentage of unpredictable response were made in the Special
stream Lesson I (41%), and the Express stream Lessons VII (55%) and VIII {38%).
Apart from those lessons noted above (i.e., V and V1), the least number of
unpredictable responses were made in Normal stream lessons X (6%), XTI (394} and XI1

(4%).

In all three lessons (I, VI and VIII) where there was a high occurrence of
unpredictable respense, either the computer ot other mediums such as the video and
CD ROM were used in the lesson. The teacher also asked more open-ended questicns
in these Tessons, and therefore, the students provided more unpredictable responses.
Not only were there more unpredictable responses, but also the replies of the students
were longer and often in the form of exploratory talk, According to Barnes et al.
(1986):

...exploratory falk serves the purpases of understanding, giving the

pupils an apportunity to reorder their piciure of the werld in relation to
new ideas and new experiences. The exploratory uses of language, both

in speech and writing, are imporiant because they leed to understanding
rather tnan mimicry. {(p.73}
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According to Bames et al., exploratory talk enables the students to think for

themnselves. An example of a lengthy unpredictable exploratory respense is given in

the Example 109 below.

T
57

what is your point af contention

what [ mean

is that actuatly this is the internal affairs of the
Malays

Ak

So

itis iy foreign infer

So

you are just ftke make ary old how make a guy
Who has actually same blood links to the past
Sultere ¢ i then you fost instaif him

Yeah

it Is the (lthought e has an older brother but he is
Already

Ak

some sori accepled in there that be is the sulian
already he is recognized by most of the peaple

Ak

happy at least also &y the Dutchwhich is actuolly
moare of a mafor powar there

Sir

Jyou are just coming in o intecfering with the
Jareign qffairs

4.4.3 Students initiate 1alk with teacher (ST3)}

(Example 109)

As indicated in Teble 6 the proporiion of student-initiated tatk to their teacher (ST3)

ranged from 0% in Express stream Lesson V, to 44% in Express stream lesson VIIL

There were differences in the dismbution of 5T3 bath within and between the strzams,

It also appears that there was variation according 1o individual teacher differences. For

example, students with teacher one 14% and 16%; with teacher two 36% and 339%;

teacher three 0% and 3%, and teacher five 15% and 1774, This was however, not the
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case with teacher four (10% and 44%) and teacher six (39% and 14%) where the type

of pedagogy they employed was more influential,

Two of the classes which had the largest percentage of ST3 (lessons I and
VIII) were classes that were enpaged in discussion, As mentioned in previous sections,
lesson I involvad the discussion of the topic 'Is revolution evolution?’ In this lesson,
the teacher and students appeared to be actively engaged in the co-construction of
meaning and knowledge. Lesson IV (by the same teacher) was a student-centred
discussion that occurred after a student gave her presentation, Lesson VIII also
involved the teacher and studenis in a discussion which inyolved historical imagination
and empathy. Here, too, students raised questions to the teacher to add meaning to the
discussion. In conirast to these lessons, Normal stream [Lesson XT, which also had a
high proportion of ST, was a lesson where historical facts were transmitted through

scaffolding of information and through fast-paced drills.

A close examination of the resulls of 5T3 shows that there appears tobe a
qualitative difference in this type of talk used in lessons I, TV and VI when
compared to that of lesson XI. When students mised questions to the teacher in the first
three mentioned lessons the student falk seemed to add meaning and te contribuote to
the discussion, However, when students initiated talk {in Nommal stream lessons X1, it
was to seek clarification of a point that the teacher had raised. In addition, there were
aiso subtle differences in the ST3 talk that ocourred in Special siream and in Express
stream [esson VIIL In the Special siream the student exchanges were longer and
students appeared to use exploratory speech es they tried to develop and construct

meaning with the teacher. They also displayed more confidence, verbal dexterity and
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sociul skills in the discussion. This was not the case in the Express strearn classes, In
the Express strearn lesson the exchanges were brief involving just a statement without
much development and guestions were mainly raised for the purpose of clariflcation fo
express empathy and imagination, The transcripts showing these differences are seen
in the two examples below. Example 110 is taken from the Special streamn students and

example 111 from the Express stream:

ST sos0
It mecris vevolulion evolition s not s ot twe
o terms it is something
ahah
Tike meter where evolution is one end )
one end
Becase
Beeanuse

is

(Example 110)

5T bt
if fot 's sap thar they had been decapitated most
probably they are mwrdzred

ST ithe what they thirk later they think the end of the
world iz coming and afl cammit suiclde
Just now the reves sayp
What

{Example 111}

These examples are in stark contrast to that taken from 2 Normal stream class;

ST teacher you write like this how am ] going io write
ST i we don’t undersiond

ST repeai repeat Governor tha vwhet
(Example 112)
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There were also differences bath qualitative and quantitative within the
streams. Special stream lessons 1 and 11 had 14% and 16% of ST3, while lessons 111
etid IV had 36% and 33%, It appears that the difference was due to pedepogy, The
latter twa lessons were class discussions, while the former involved group activities,
The greatest difference, however, was seen in the Express stream with the range of
5T3 beinp 0% to 44%, Once again, this appears to be due to pedagogy. In lesson V
(0%), the students were engaged in a group task and the teacher then went around
checking students’ understanding. From the observations made and through close
examination of the transcripts, it was apparent that the teacher exerted a strong control
over the class interactions and perhaps because of this, the students generally lacked
confidence and had difficulty in expressing themselves in Enplish. (Note also that
code switching represented 11% of other talk in this class). In contrast, there were
mere questions raised of the teacher in lesson VIII where there appeared te be preater
equality and the students were encouraged to participate, and thus in spite of their

language difficulty, they tried to actively contribute,

In the Normal stream lessons IX and X and XII, §T3 represenied 15%, 17%
and 14% of the talk, which is quite different to the proportion in lesson X1 which had
35%. Interestingly, it was in this class that there was the highest category for TT7
(where the teacher imposes discipline on behaviour). In addition, the talk that was
initinted to the teacher was often ‘off task’ talk and as a consequence, much of it was

ignored in her atiempt to maintain discipline and order. See example 111 below:
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8T teacherd

T the sultan was very scared the governor was very
impertant he made alf the decisions

ST the face also like the Japanese

TT  (ignores stalement)

{Exczmple 113)

However, lesson XI0, conducted by the same teacher was quite different, and
there was a much [ower propartior of 5T3 talk. In this lesson, although the teacher
meintzined very strict discipline, the lesson was a Jast-paced drill exercize and there

was much less distuption.

4.4.4 Students respond to a peer

Table 6 shows a high percentage of occwrrences of 8T4 in lessons 11, V, VI and
IX which had 34%, 66%, 47% and 35% respectively, There were very low
occurrences of this form of talk in Special stream lessoa IV (7%), Express stream
lesson VII (5%) and VI {6%), and Nommal stream lessons XT (1%} and X1 (0.7%).
Naturally the categoty of 5T4 was high when the lesson involved 2 longer period of
group work and group activity as in lessons II, V, VI and IX{. Although stream did not
seem to impact on the ocewrrence of ST4, it did appear that the quality of student
responses differed. For example when compared to lessons V, V1 and X, the students
in lesson [ wesponded to their peers by qualifying the previous statement and in this
way were able to evaluate, contradict and raise new questions and ideas. In addition,
there was more explaratory talk used by these students than by the students in the

other lessons 4s seen in the example below:
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STK

STD

STK

ST D

Sra

§T D

Buy

1 think

also that the the achigvements by Farqubor are are
Are not Iike momumental or or they are not like
Like big

no dut the things those coniributions that ke mads
were vital to the survival of Singapore in its
Buddding stages

I know

they were they were they were vital but the only
Peaple who would truly reatize the importace
would be people at that time and they are alf dead
Yeah

But

we hawe fo look back In retrospect and realize

iFat withon! Farquhar there would be ho Singapore
obvicusly without Raffies obvieusly the lack of
popularity now with Farquhar shows that there
heven't been prople gaing back 1o fook at
Farguhar's achievermenis

they have but the main point that they have that the
maln reasen why he is wot that great is because he
was fired and he was put in such o bad lght that
pecple (ang koh)

fmghier

when peaple like becase af the damage to the
repaiiation thal there is no way you can restore fhe
Fou are forgeiting thut when Raffles fired Farqubar
and Fargubar was leaving a lot of peaple

actuatly came to the port to see hinr aff

Yeal

But

Frix reputation weas sl destrayed what

{Example 114)

I contrast, the $T4 spoken in lesson V and VI were mainly brief e xtensions of

the previous speaker's response and there were only a few rare occasions when the

studenis contradicted each other, In addition, and because of their lack of language

fluency, there was more peer scaffolding. This can be seen in example below:
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STh

src
STA
src
STA
sre

8re
SraG
src

Src
STF

STG

sTC

s that shows that the did ot want fo aceapt the
other people ‘s yah praposal

writing ‘revered”

what is revere ha

revere ah befoved

what t Is beloved

well respecied

mast respecied

&h high rarik high rank officer

haw do yau know that he is a officer

because his wniform what

but than all kings wear like that

you heard my head you go and see you got the Thai note
Took at hix assistant ah he wears a different kind of
Quefit

da you funve a Thai barkmote

do you see the present king some more alsy
wearing the headdress or not

because aff kings have high rank

{Example 113)

In addition, some of the S8T4 turns in these lessons were spoken in the student’s

first language (i.e., code switching occurred).

sre
SrG
ST

STA
STG

but he wore

. thix is called want fo laugh wry smile (b}
#

heow do you say
wry smife {d)

{Example ! 16
In Normal stream lessons XT and X talk among peers was discouraged and

therefore there was only a small percentage of ST4 events (1% and 0,7%). This was

further exacerbated because the teacher closely controlled the studenis’ responses to
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their peers. This appeared o be because of the teacher’s attempt st maintaining control

and order in the classroom teok on a high priotity.

Lessons I, VII, VIII and X were teacher-led discussions and therefore less
student-fo-student interaction accurred. In Special stream lessens I and TV, although
the percentage of student response was only 12% and 7%, there was & qualitative
difference in the responses. For example, in the following examples the first student
initiates talk with her peers and the second and third student responds by raising an

hypothesis.

8T -revolution

is like

this whole big thing

but

whin you reform it is fusi making changes
8T the government did not change

hut

1t was the policies that were changed
ST na

La

it 5 not government thing a revelutionist chenge

{Example 117)

In contrast, student response in the Express lessons VII and VI do appear, but they
are brief, as shown in the following example;
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85T threatening Stident initiates fatk

St Bu
it is tovally different Student responds

{Exampie 118)

44.5 Students initiate talk to n peer (ST5)

As indicated in Table 6, there were more instances of students responding
{20%; then initiating talk with each ather (12%} in ST5. Similar to other types of
student talk, the occurrence of ST5 seemed to be determined by pedagogy. For
instance, the greatest number of instances of STS eccurred in lesson V which was a
group-based activity where students had to compare four source-based materials, After
negotiating with each other, the students wers required to write their comments on
transparencies for prajection to the whole class. In arder to complete this task, the
students initiated tatk with their peers. The initiation of telk was spoken in Enplish and

Singlish, as can be seen in Example 119 below;

ST D the people don't wapt him fo they don 't wer anyone
{ike onitsiders fa criticize him 5o e wented to rule
the counitry alone la

STC yeahla so he want to rule the country by himself by
his thoughts
big man's idens ekt

8Ts  ohitis big man's ideas
#

8TC  translated in Chinese aye travstated from Chiness
{Fxample 119)
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‘The next lesson, which involved the same students, was also n group-based

activity and had only 7% of STS. The difference seemed to occur because of the type

of easks the group had to complete, namely to give information about a list of concepts

and definitions from their textbook, Therefore, the type of the initiation of talk was

mainly the reading of the question.

ST
ST
7

ean wyyonie find the word Malayan union in the book
where

AR

including the meariing

where where

page what

Ah

page two fundred and eight

(Exampie 120)

Lesson X, which was conducted in the Normal stream, did have a high proportion of

ST5 events in the lesson. The initiation of peer talk happened as aside comments or

guestions asked in bushed tones. These were often asked so that students could seek

clarification from one another, e.g.,

5T
8T
5T

faside) Kummintang and CCP is what

Chinese Comuninist Party

Oh

yeah yeal

this is what KMT

Ah

tp KMT led by Sun Yai Sen

if he is how can he he a warlord

He a warlord don't have o go and fight he only has
To sitand eat @

{Example 121)
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4.5  Ofher types of talk
Other types of talk {OT) constituted 8% of the total class talk (see Table 4), It

was comprised of: OT1- verbalising by either teacher or student whilst writing; OT2-
Students giving a formal presentation; OT3 - Stidents engaged in electronic talk
{reading from the screen); OT4-teacher/student off task tatk; OT-5 Code
switching/speaking in mother tongue.

‘When this type of taik was examined (see Table 7 below) talking off task (OT4)
constituted 46% of the total of other talk, making forme] presentations (QT2) 20%, and
verbalising during & task (OT1) 18%, code switching (OTS) 7% and electronic talk
(OT3) 4% of the other forms of talk. There were, however, as it teacher talk and

student taik, variations according to the stream and pedagogy employed,
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Table 7

Percentape of other types of talk in the twelve lessons

Specinl Strear Expresa Stream Normal Siream
Teacher Teacher Teacher Teacher Teacher Teacher
one Two Three Four Five ik

I I M IV OV VI VI VIH X X X XO g,

OT1 5 10 0 Q 1 11 50 11 3 17 0 29 1%
aT2 47 0 0 55 2 1 o 22 22 33 0 12 20
QT3 47 Q ] 0 Q 0 o 0 g 0 ] 0 4

0T4 4] 90 0 46 35 T6 0 &6 3 33 50 29 46

0TS 0 0 a 0 oz o 0 it 17 1 29 7

OT% Io@ 100 10f 100 100 109 166 1o@ 180 10§ 160 160 106

OT1 = Teacher/Student verbalizes while writing; OT2 = student gives farma) presentation;
OT3 = Stedent engages in diated talk with peer (resding from screen)
OT4 = Teacher/Student engaged in talk off task; OTS = Code switching fspeaking in mother tongue

4.5.1 Whea teacher and students verbalised while writing (OF1)

As evident in table 7, the largest occurrence of OT1 was in Express stream
lesson VII which had 50%. Other lessons that also had high proportions of OT1
included: Normal stream lessons IX (33%4); X1 (3724) and XTI (29%). There was no
verbalisation in Special stream lessons I and TV and only 5% in Special stream lesson
L In this type of talk there was also variation within the streams. While lessons VILin

the Express stream had 50%, of OT1 the other Express stream lesson had only 11% of
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this type of talk. There were also variations in the Normal stream where lessons X had
17% while the other lessons in this stream represented 25% to 33% of the other types
of classraom talk. However, the Special stream lessons consistently showed little if any
use of this type of talk. It must also be noted that the variations depended very much
on the teaching style of the teacher and the kind of task given to the students. For
instance, the students verbalised & preat deal when working on the task that required
them to write points on a trensparency for presentation to the class as in lesson V. For

example,

ST'R  this one wrong spelling
STC  which one

chigfs

ah
STJ coheice-f-3

{Example 122)

Teachcrs also verbalised when they wrote on the board, such as in the case of

the teacher in lesson VI

TT  industrialise the couniry so that Russia will become
a powerfit! countey
But what was the other main aim

§Ts  soctalisi country

TT  sociolist couniry
10 make Russia/
info a socialist cauntry

STz into a soclalist counry

TT  ‘irwriting on board!

(Example 123)
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4,52 When stndents made formal presentstion to class (0T2)

Gocwrrence of OT2 was evident in special siream lessons 1 (47%), and TV
(53%) and Normal sirean: [esson X {33%), This form of talk accurred in lessons which
required students to make formal presentations to the class. The types of presentations
varied from students reading from a paper or transparency, as in the case of Express
stream Lessons V, to referring to notes and part reading and part using exploratory
speech as in the case of the Speciel stream fessons I (47%) and lesson IV (53%). In this
lesson, the students who did the formal presentations had to present their project work
to the whale class which was then used as a trigger for further class discussion. The
presentation in this Special stream Jesson was presented with the student referring only

occasionally to his notes as shown below,

ST The goverument agreed fo pay
ak

the peasanis «f cortain ansunt af maney and

So

ah

tie peasaris gave the povernmetit a cerialn amount
of oulpnt as the fox and

um

then they could sell the extra crop fhat thay grew
Jor their awn privase profit

Sa

this was a1 incentive and

ak

He haped that the food production would rise whicit

it didt Ay nineteen twenty sit to fncrease world war
one favel

(Example 124)

whilst the students in fhe Normal stream {e.2., Lesson X) read their entire prasentation,
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453 When student engaged In electronic talk (OT3)

There was only one Iess;on, held in the Special stream Lesson I where the
students engaged in electronic talk with one anather, The quality of this talk was
different from the other types of talk that occurred. At the same time it was not written
speech and it contained elements and features of oral discourse, such as fragmented

speech and incomplete sentences. This is shown in Exatnple 125 below:

ST Think
the Sine Japaness war {5 important for the communist
victory before the stari of the war the CCP were held
up in Yenan after the long march good peasant
Support
but
only in Yenaw not enough for them o take over China
SinaJap war provided apportunity for them fo gain
riore support from the prasanis important factor in
CCP victory KMT aiso fost suppor! from peasants dug
fo fts trade space _for time policy as they felt KMT was
not doing anything ather thay retreating net iy
Jighting the Japs KMT lost most of {ts best froops in
Sing Jap war kence lts military was not as effective as
it cowld be against communizs CCp was carrying ouwr
Guerfila warfare and this caused less losses this also
made them more experienced in Guerrilla warfore and
more able to beat the KMT in the Chinese civil war
henee sino Jopamess war 15 a very imparitant focior
Sfor the communist viciary

{Example 125)

4.54 When the teacher - students engaged in talk off task (0T4)

The eccurrence of off task talk (OT4) happened in all the lessons except for
Special stream lessons 1 and TII, It often occurred in group work, however, it did vary.

It seemed that the variation depended on the style of the teacher.
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In Special stream Lesson [T and Express stream lesson ¥ and VI the students
were engaped in group tasks and the level of off task talk was high, In special stream
lesson [V the teacher and students had a chat where the teacher fold the class about his
illness and his reason for being on medical leave the previous day. Although this was
completely ofT task, it demonstrated a significant level of rappert between him and the
students. Similarly, in Express stream lesson VIII the teacher spoke sbout the need to
have a goal in life. He pave an examnple about how, as a student, he achieved his goal
of going to the best Tunior college in Singapore and he hoped that his students would

be equally inspired to do well in life,

455 Code switching {OTS)

Whilst there was no code switching in the Special stream lessons there were
instances in two of the Express stream classes snd more instances of code switching in
the Normei stream classes. In the Express stream, lesson ¥ code switching only
occurred during group work, however, it occurred in 2 variety of contexts in the
Nermal stream. The following shows an example of code switching in the Normal
stream lesson IX,

STL  mf never mind [said in Malay}
La
STJ  Now
what are yeu doing
S§ri  Now
twa marks
La
ke four b Malay term)
STL  fourd
Ah
o untvk four b [Malay]
he wartied the support af the Malays
sucal [Mzlay]

{Example 126}

163



4.6  Conclusion

A quantitative and qualitative analysis of the data in the twelve classrooms in
Sinpapore schools revealed that the nature of teacher talk, student talk and other types
of talk varied according to the seam and to the pedagogy adapted by the teacher.
With respect to stream, the difference in the guality of talk was particufarly evident
when & comparison was made between that which occurred in the Special stream and
the Normal stream classes. The teacher tatk in the Special stream lessons involved
drawing the students covertly and overily inte the discussion of historical concepts and
events, whereas in the Normal stream lessons the teachers concentraied on scaffolding
information and transmiiting important concepts in preparation for the examinations.
The large percentage of procedural talk indicate that they play an important function in
teacher tali. One function identified is that the teachers used procedural talk to manage
information and giving of content to the students, This they did by using procedural
talk to prod as in the case of the Special and Express stream students and to scaffold
information in particular in the case of the Normal stream students. As for student
talk, there were more instances of exploratory talk in the Special stream students,
perhaps because the students were verbally more dexterous. In addition, their speech
turns were longer which was in contrast to the student talk in the Normal stream where
responses were mainly one word answers. There was also a difference in the nature of
group presentations in the different sireams, for iustaice, formal talks by students in
the Normal stream tended to be *scripted” whereas they were mare interactional in the

Special streamn. Another difference was seen in the talk directed to the teacher, In



Special stream classes student contributions appeared 1o add meaning to the discussion
while in the Normal stream classes student dirscted talk appeared to be mainly for

clarification.

It also seems that the pedagogy adopted by the teachers affected the nature of
tatk, For instance, the talk in teacher led discussions often appeared to be more
interpretive. In these discussions, the teachers used meta-communication and voice to
reach out and keep in fouch with the students. This was quite different from the type of
talk that occurred when transmission approaches were used or when the teaching
involved drill and recitation. The quality of tatk also varied when the teacher provided
input in the form of computer-assisted leamning, or with the use of CD ROMs and
videos. It also varied when avthentic materials were used when compared with the type
of talk that occurred when the lesson was mare textbook and worksheet bound. Finaily,
the nature of talk varied according to the topics covered in class, so that group
discussions iavolving divergent topics were quite different from discussion about

convergent or structured topics,
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CHAPTER FIVE

Interaction patterns

51  Introduction

This chapter examines the patterns of interaction that were generated in the
history classrooms in Singapore as teachers and students were engaged in the teaching
and learning of the subject history. The interactions consisted of teacher-talk, student-
tatk and ather types of talk thet oceurred in patterns that could be categorised in

distinct ways.

From an anaiysis of the data, ten main patterns of interaction emerpged, each of
which were in turn made up of similar variations of types of talk. Of the patterns that
did occur each could be further categorised as belonging to one of three distinct types

of patterns of interaction. They were as follows;

a) Teacher-centred;
b)Y Student-centred; and
c) Pattems centred on other forms of talk.
Once the data was coded, the mean percentage of the interaction patterns in the

twelve lessons was calculated. These are indicated in Table 8,
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Table8

Meae percentage of the ten major patterns of interaction in the twelve history

classrooms

Patterns of Interzction Mean %

a:  ‘Teacher-centred

1 Teache *s explatiallen B 1%
1 Tescher 's questicning fnllowed by studeru®s teapenss 5%
3 Qualifieation and extension of Tesche 's question 6. 3%
4 Teacher *s reaponse to sudsnl’s reponss ry vptakn 6, 4%
5 Toacher s oplanation leading 1o questio 1%
] Teachar "n negitive raxponse [bllaved by stadet's responso pallena 0, 1%

Sub Total 50. 6%

b:  Student-centred

7 Student*s rexpense fpllaved by teacher 's treatmenl of student’s estponse 6 M
b Student initisting Walk ta pear ind peer { Icachss reaponsn 2™
¢ Student jpitiating ]k to teacher and 1cacher 's Tespoass palisrs ¥

Sub Tewsl 1.1

¢ Other types of talk

10 Inemction of elher fypes of ik 2 5%
X Other pattems of interaction not categorised /%
Total 100%
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As evident in Table 8 above, of the ten major interaction patterns, the most
predominant patterns were those that appeared under category (a) Teacher-centred, that
is when the teacher played a central role itt the classreom. This category constituted
50.6% of the interaction. Of this total, the teachers' explanation patterns made up
26.3% of the total, teacher 's questioning followed by a student’s response was 7.5%,
the qualification and development of the teacher s questioning pattern was 6.8%, a
student’s response used as uptake by the teacher 6,4%, the teacher 's explanation
leading to questioning 3.5%, and the teacher °s negative response followed by
student’s respanse patterns 0.1%. Category {b) student-centred patterns of inferaction,
only constituted 11.7% of the total. In this category a student’s response followed by
the teacher reaction represented 6,7% of the total, a student initiating talk to a peer and
a respanse to this by the teacher or a peer was 2.7%, and students initiating talk to the
teacher and the teacher "s response was 2.3%. Category {c), which comprised patterns
in other types of talk, constituled 9.5% of all the interactions. Category X, which
comprised all the other interactions that could not be classified as belonging to pstterns

in categories (&), (b) and (c), constituted 28% of the interaction.

However, these percentages represent mean scares from the twelve lessons and
the occurrence of the ten main patterns of interaction, a5 with the types of talk, varied
according to the stream andfor the pedagogy employed. A description of the varations

of these patterns is presented and described below using exam- .zs from the transcripts.
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52  Teacher-centred patterns

52.1 Pattern One: Teacher explanations

The teacher explanation pattern (TT1-TT1; TT2-TT2; TT1-TT2 and TT2-TT1)
occurred 26.3% of the time within the twelve lessons and it occurmed in all the lessons,
This pattern of interaction showed variations according to both the pedagogy and the
stream emplayed. With respect to pedagogy, for example, there were times when the
teachers gave content in lessons with the aid of CDRoms, videos and computers in
Special stream {lesson 1), and Express stream (lzssons VI and VIII). In these
interactions they gave lenpthy amounts of content. Lengthy content was also fairly
prominent in the Normal stream (Lesson XII}, but here the teacher transmitted
historical information in between drills, fillers and closed questions, Lengthy
sequences of the teacher giving content was, however, less prominent in Special stream
lessons Il and IV which involved mainly class discussions and in Express stream

tessons V, VI and Normal stream lesson IX which comprised mainly groep netivities.

A closer examination of the TT1-TT1 sequences {i.c., the sequences involving
the giving of content) in the Speciat siream Lesson !, Express stream Lesson VII and
Morma! Lesson XII reveal different ways in which the teachers interpreted the events
in history whilst providing content. In the special stream Jesson 1 (shown below) this
ifteraction patiern appeared to be more dialogic in nature and the teacher's talk was
marked by tentativeness, constant madification and ¢henge in direction, with the
occasional use of discourse markess and meta-communication markers such as,

‘alright’, *okay’ and “‘now”. Added to this pauses, hesitation and thinking fillers such
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as ‘gh’ seemed to indicate the teacher was searching his mind in order to interpret the

facts and at the same time keep in close touch with the students.

T Alright
The Three Peaple's Principles
ol

amd in the fass lesson we fooked at how he fell for
Short

Alright

in the aspect of giving land io the filler the filler Is
Harvesfer

Alright

there was very little regard for

Ak

the peaxants welfare in fact some of the laondlords
were made

ah

aver

Ah

Ak

were made even more pawerful

Ghay

But

vary Hitle reforms were infroduced ta sofve the
plight of the Chinese peasonts In the country side
[

Example 125 (Lesson I Special Stream)

In this example it would seem that as well as the leacher providing content the
use of the meta-statements “alripht’; “okay” served the function of 1 ~aintaining contact
with the student, The teacher was modelling the thinking process (as seen in the
hesitalion, the thinking fillers and the change in direction) as he explained the
predicament of the peasants and his interpretation (as seen in the use of the words, *in
fact” and ‘made even more” and ‘very little’) 1hat the reforms did not soive their plight.
Finally, the teacher drew the students into an understanding of his intecpretation with
the use of the word ‘okay’, The contact the tezcler made with the students was
reflected in their behaviour. They kept eye contact with the teacher and nodded their

heads. Drmean (1972) describes this behaviour as a back channel. Further, Mehan
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(1979) suggests that when students are engaged in this form of back channel, even
though it might seem that the students are passive, they ase in 2 joint dialogue with the

teacher.

The Express stream teacher in lesson VI and the Normal stream teacher in
lesson XT1 used a different technique. They interpreted historical events for the
students by personalising the information. They used the second person “you™ and
pragmatic markers and discourse matkers to simplify and relate historical events and
cancepts to the students’ own experience to help them inake sense of what happened.,
For example, the teachers said, *you see...” “yon lost your job...," “you had nothing...",
‘you had to work hard...". In example 126 given below, the teachers drew on the
students’ everyday experience of concepts such as the taking of medical leave,
reporting sick, working hard and the loss of jobs to explain how the government of the

Soviet Union maintained its hold on the people:

7T you see
everything in the Soviel union at that time depended
on the government alf the jobs in the country were
assigned by the government everyone was o
government emplopee so the mimite the mimte
you lost your job you had nothing you had nothing
sa
{ife was very bad you bad to work very hard you
cannot fake medical certificate the way you went
vou cannol report sick when you wanl unless you are
very Sick you carmal go on leave

Example 126 (Lesson VII Express Stream)

In the case of the Normal stream feacher the personalising of information
appeared in sliort stratches and between fillers and closed questions (see example 127

overleaf). Further, it appeared to be used as a way of scaffolding historicnl information

171



for the stndents, The teacher introduced the term government by means of a dialogue
with the pronoun *you’. This appeared to be a strategy the teacher adopted in order to
establish contact with the students and to get their attention. It appears the use of “you'
is a powerful tool For inferactions between the teacher and the student. The teacher
used this sirategy even before explaining that you’ represents the pguerillas. She also

stressed the point that the puerilias are communists through the use of the filler”

‘Cryerriilas are the/,.."

IT  under the the governimen! antounced
whoever wams (o sutrender can surrender if you
siirrendsr we will give you we wont punish you
leaflets papers were dropped asking the guerilfas
gueritlas are the /
Communists

[/ indicates rising intonation]

Example 127 (Lessan XI§ Normzl stream)

Another form of explanation involved procedural talk {TT2-TT2), These
interactions were ofien lengthy turns when the teacher provided a description of the
precedure o be followed by the students, For example, in lesson 1 the teacher
provided a len.gthy description about how to plug in and use the computer software.
Similarly, in lessons V, V1 and IX the teachers concerned described in detail the
proeedure for carrying out group tesks, InLesson IV, although the lessor was a class
discussior, in the early part of the lesson the teacher spoke to the students about how to

answer examination questions. Procedural patterns of interaction also occurred

# the pawer of the filier in drills wili be discussed iater in the chapter
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frequently in Normal stream lesson XTI where the teacher used this to scaffold and

manage information by drawing students’ attention to certain important facts, e.g.,

T No
there were the iiree probiems
you fook at page you have your textbook you loak at
page - five and six.
five and six are very Important it rells you about the
Malays reaction the Malay attitude to the Malay
Union
Example 128 (Lesson X1 Narmal stream)

Qften the piving of cantent was laced with procedure, and conversely the
giving of procedure with content. This happaned most often in lessons where there
was a high percentage of teacher-talk such as in lessons I (49%), I (47%) and VII
(39%), and in the Normal stream lessons XTI (32%) and XIT (32%). This pattern of
interaction involying the giving of content and the pravision of procedure and vice
versa (TT1-TT2 and TT2 - TT'{) appeared to be an important device in the

management of content, and for the interpretation of historical facts. For exampie,

1T Fwant you (o think of these three questions for today
alright
#t 1% ou your workshee!
Alvight
liad had {t not been for the Sino Japanese war in
1937 to 1945 the communists would not have
achieved viciory In 1949

Example 129 (Lesson | Special stream}

In the example below when the teacher said, ‘T want you to be clear about this point’ he was

placing emphasis on an important point that he wanted the students to note.
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IT  red army condcied Guerilla warfare in the Japanese
ocoupled areas these ideal siyuation for people’s war
Now
I wan you to be clear aboxt this point

Example 130 {Lesson | Special stream)

The interweaving of content with procedure can also be seen in the Normal
stream class in example 131, Here, it seemed to be used to enable the teacher to stress
the importance of a specific historical fact, as compared ta other facts, by drawing the
students” attention to it. This can be seen for example, when the teacher said, */ wamt
yau fo be :!ea." aboul this poini....* The teacher also managed and oriented the information
and in the case of the Normal stream students this seemed to scaffold the information
for them e.g. when the teacher said, “remember..." “underiine that...” *Iwill repeat ..." *look

at this peint...". Seealso example 131 below:

TT  canyou find the answer please
ook for the anvwer of military gavernment
#

auick fook for the answer on the militazy

Bovernment
what did the fapariese do page tvo military

Example 131 (Lasson XTI Normal siream)

In the special stream lesson when the teacher said, ‘Zer's raik about this’ the teacher seems

to steer the discussion in certain ways, as illustrated below;

TT  let's talk about this
revalution means a vialent charge or a system of

Example 132 (Lesson IIE Special stream)
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In summary, the giving of content and procedure by the teachers in this pattern
of interaction involved either interpretation of facts and ideas, w_hich in turn seemed to
engage the students in historical thinking processes, or they provided scaffolds to help
draw the students’ attention to the important aspects of the historical thinking process,
The teaphers in all the thres streams also used various strategies in the TT'I-TT1
patterns to engage the students in the learning process. However, while the teachers in
the Special stream lessons used dialogic strategies, the teachers in the Express and
Normal stream appeared to use more personalised examples that seemed to be used in

order to appeal to the imagination of the siudents.

522 Paitern Two: Teacher’s questioning foltowed by student’s response

In this pattern, the teacher’s closed and cpen-ended questions were followed by
the student’s responses, both predictable and unpradictable (TT3/TT4-ST1/8T2), The
TT3-ST1 pattern where the teacher's closed question was followed by a predictable
response from the students formed part of au IRE cycle. The pattern appeared in all
the lessons but was especially prevalent in Normal stream lessons X, XI and XII and in
Special stream lesson [11. In addition, the function of this form of patizrn appeared to
be different in the two streams. In special streamn lesson II it was a device that
appeared to be used by the teacher to stimulate the flow of talk, but in the Nemal
stream lessons, it appeared to be used more a5 a scaffolding technique and as a device
for drilling important historical facts and ideas. These are demonstrated in the two

examples below:

In exampte 133, the class discussion focussed on the concept af revolution. It

can be seen that the teacher probed the students and steered the discussion in order that
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the students consider and compare conditions in Russia under the Czar and under the

coalition Government,
IT  whowas affectrd the most
ST communisis
TT  communisis taliing about seciety in Russtan
who will gafn the most
ST the lown workers the peasants and the town workers
TT  who should gain the most when there Is a revolution
the/
ST rownworkers
IT  townworkers
and the /
ST pearants
ST peasanis

ST town workers and the peasanis
Example 133 (Lesson ITF Specinl siream

Iny example 134, the Normal stream teacher in lesson XI used the IRE cycleasa

technique in drilling the term *New Malaya®,

TT  what Is the meaning of new malai
8Ts  wew Malga
T new Malga

okay

Example 134 (Lesson X1 Normel siream)

However, there were some oceasiens, although these were rare, when the
teacher's closed inductive question, instead of resulting in a predictable answer such as
‘yes’ or ‘no', promgpied an unpredictable response {rom the students. There was an
occurrence of this in Special Stream lesson [H. In this example, whilst the teacher "s

first question on whether the Czar was autocratic received a yes response, the next
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question on whether Lenin and Stalin were also autocratic, was followed by an

unpredictable response. The example is given below:

TT  was the czar autocrative
8ty Yeah

T was Lenin and Siafin
ST Lenin Lenin

TT  were ihey autgcrative
ST o bit more bent towards

Example 135 (Lesson [T Special stream)
In the following example, the teacher’s question (in the form of a filler) ‘whereas
evolusion can be 7+ i3 not filled by the student with the word “revolution’ as expected by
the teacher but instead the student ignares it and puts forth an unpredictable response
that in revolution people adapt to the situation. It eccurved in the form of exploratery
talk and demaonstrates the confidence and verbal dexterity of this Special stream

student,

TT  -whereas evolution having plamed can be/
ST when we think of revolution is
ke
Ah
e sitwation is presented to you and
ah
Okay
Like
Ak
the people
because af the sivation
you see
adept fa the sitiation
Is that what is evelution
Sfor revolution the people in place and they have this
Ability
you see
Example 136  {Lesson L[l Special stream)

Another variation in this patiern of interaction was the asking of open-ended questions

followed by an unprediciable student response (TT4-85T2), This variation was most
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prevalent in Special stream Lessons 1L, I and TV and in Express stream lesson VIL In

the Special stream lessons there were discussions of divergent topics such as in lesson

I where students were given an anthentic tourist brochure with a picture of Sir

Stamford Raffles and a caplion. The statement in the caption was that ‘Raffles

acquired possession of Singapore in 1819°. The students were required to mount a

challenge to the term ‘acquired possession’ and discuss whether or not the credit

should go to this one person.

T

RafiTes acquired the possession of the Istand of
Singapore in eighteen nineteen
Fow accurate Is this statement

Example 137 {Lesson ] Special stream)

In the case of Express stream lesson 1V, the questions given 10 the groups for

discussion were textbook based and initially appeared to be convergent. However,

when the groups met together in a 1eacher led discussion the talk develpped from being

convergeni to divergent in nature. Examples 138 and the 139 show this development:

T

Convergent topic

I will asvign all exercises to you

Jor Alan Mary Ahmad's group you look ot chapter
seven Japarese policies fowards the main eskinic
gronps and fastly for name name s group you witt
look af chapier eight the daily life under the
Japeinese daily life under the Japanese say for name

Jor name and name 's group §want you ta look at
chapier rine
o

chapiter nive the end of the Japanese occupation
Both will look togeither

Example 138 {Lesson 1V Express siream)
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Divergent Tapic

IT  you have to be fair
Laok

you have fo be fair you are a juclge please don't

usg yotir emotions

okay

1 don't warti you to tell e of T will definitely
believe the locals becavse they they they must be
right you are the judge even though you feel strongly
thay the Japaiese were the murderers you carno!
pass a sentence based on hear say you have to
establish the evidence

Example 139

(Lessan [V Express siream)

I addition to the variations described above, sometimes the teachers, instead of

asking a closed or an open-ended question, asked & procedural question to elicita

response from the students (TT2 - STI/8T2). This was especinlly the case in the

Normal siream (e.g., lessons X and XI}. 1t also pccurred in Special strearn tessons I

and ITl. An examnpte of this is given below. Here the teacher requests the students to

*throw {in) some points...”

T

5T

Just thranw some polins and then the rest of you
can counter the paints or suppori thelr points
yeah

ah

okay

ah

acemally we are undecided because there were
Savtors feading io us delicving ihat it was fegal
yei there wer  some whick

ah

macde us ik that it was iflegal for example we
thoughe It was legal

because (beoause)

Example 140

(Lesson I Special siream)
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In summary, although various types of pattern two appeared in most lessons, the

student responses and the function of these interactions varied according to the stream,

523 Pattern three: Qualification and extension of the teacher's question

The teacher’s questioning pattern not only took the form of a single question, as
discussed in patiern two, but often the question was developed and qualified by the
teacher, He or she gave further content or procedural information possibly to help

develop the students understanding of the historical concepts.

One of these variations of pattern two was where the closed question was
accompanied by the giving of content (TT3-TT1). This happened predominantly in
Nommal stream lessons X3 and X1,  Here the teacher seemed to use questioning to get
the students’ attention and then he gave the content to emphasise the point. Sometimes
in other lessons the question was not in the form of a *wh’ question (as in what, which,
who, when) but rather was asked using rising intonation {/) 2t the end of the sentence,
in the form of a filler (which the teacher sometimes completed himself). This
technique was one often used by the teacher in Express stream lesson V. In this class,
the teacher appeared to use this technique to scaffold and dr’l! important historical
facts as he circulated arourd the class during the group tesks. He also provided
infermation gbout the 1959 elections in Singepore because the students had confused
this information with that nbout the elections in Malaya, He clarified then coaxed the

answer from the students and finally drilled it, as shown below;

T no
thay Is in Malaya Iy Singapore
twenty sever forty three out of fifty one
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do they need (o get another party to form the
government

Yes or Ho

no

why no

they can rile on their awn

nat warking on theiy owst beciruse now they are
having the what /

SR B R

¥

f:sw;ajorﬂy  forly three aut of fifty five this is
mafority thercfore they do not have to gel another
party to form the goversuneni the coalftion
Eovernment means you kave more than one party
Jorming the /7

government

right

explain government next legistarive agsembly

thiz Is something that you have learnt from the time
of the stralts setfemeni 5 up to the very end now
we do not cafl it legisiative assembly

we call it the wha v
ST legistavive council

{ /= tising intonation)
Example 141  {Lesson VI Express stream)

This pattern of interaction also occwred in the Special strearm lessons T and TH,
It szemed in these lessons the teachers used this os a way of gaining the students’
aftention and as a means of stitnulating thinking. In the example shown below the
teacher posed a question, a student responded and then the teacher posed a pseudo-

question or a filter to which he immediately gave the answer.

T what abamt Russia

ST revalution

T definiiely o/
revafuticn

Example 142 (Lesson I Special stream)

The other variation of this interaction pattern involved the teacher askinga
closed question followed by giving procedural information (TT3-ET2}). Once again

this accurred often in Nosmal stream lessons XY and XTI, however, it also declured
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frequently in Express stream lesson VI, The same pattern happened very rarely in the
Special stream and other Express stream classes. When it did oceur, it did so in the
form of the teacher posing a question before calling on a specific student to answer.
This is slightly different from the ather similar pattern (TT2-TT3) when the student is
called pefore the question is posed. In this variation it appears that the teacher uses the

techhique as a way to drill facts and to test recall.

TT  who are these workers
Cenherine guick

Example 143 (Lesson XI Normal strear)

In the case of Express stream lesson VI, the procedural talk was uscd to
encourige a response. For example, the teacher used it to coax an answer from the

students,

IT  why why the British were refuctamt
isit
thiz is quite straightforward
Example 144 (Lesson VI Express stream)

TT  something to do with what/
Jes

Example 145 (Lesson VI Express)

At other times, 2 closed question sometimes led fo en open-ended question.
For example, in Special stream Lesson IV the teacher stanted off with a filler and then
developed it into an open-ended question, This appeared to be used as a technique to

probe end generate thinking ln the students.
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T why
hene was wir communian supposed ro felp them

ST fasids) no

TT  why were they not happy with it having a mutiny
suppasad to be very
why do they have a mutiny

Pt Jiwasaworker's sirike

T pardon

Pt twas g worker s sirike it was
TT  milltary muting it was for mitfiary nol for yau fo xx
IFit Is for whom then you will say

Exampla 146 (Lesson IV Special stream)
In the Normal stream lesson XII, however this satne pattern appearad to be
used as 4 technique to scaffold information before a response was then elicited from a

student:

T one group of people nane whom am I going io talk
about In this chaprer

ST (aside)MCP
ah

ST the comumunists
TT  the communists
wha are the communisis
who Karows who were Hie comunists
ST MDI"; and Mal i party
TT  who were the communists
wity do we calf them {he communists

xx
IT  yes Name who were the communists
Example 147 (Leasan X1 Mormal stream)

Another variation that ocourred within this pattern of interaction, and that
which is commaon to Jarge classes in general, and to the Singapore context in particular,
is the use of chorus answers. Chorus answers appeared in afl the twelve lessons but
were more numerous in some Express and Normal stream [essons. The asking of &
closed question or filler by the teacher was followed by a chorus (TT3-TTS5) from the

students, For instance, in Express stream fesson VI, the teacher tried to transmit
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historica! facts by drilling important facts and concepis based on the students’
textbooks and the use of a chorus response was used to emphasise the point that the

comipunist guerillas in Malaya resorted v violence:

IT  they kod 1o go elsewbere and that is when they went
undergrovnd underground meams went fa the
fungles and new they cesorted 1o/
violence

3Tx  violence

Example 148 (Lesson VI Express)

Similarly in the example 149, below, the teacher drilled the term ‘trade union®
with the students,

T yesthe workers
5o
thay foined the what
what do you catf thar
ST the trade wnion
T the drade!

tilon
STs  unlon

Example 143 (Lesson V1 Express)

A third variation of this pattern was when after an open-ended question was
asked the teacher developed and qualified the question by giving furiher content { TT4-
TT1). This happened only in three lessons: in Special stream lesson 1, in Express

stream Lesson VI, and, in Normaf stream lesson X1
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T Did the Sino Japemese war
alright
was that the turning point
alrigit
with the Kuomintang forces
ah
ah
you know
declined

Example 150 ({Lessor 1 Speiad stream)

In Normal stream lesson XII the open-ended guestion was qualified by the
giving of content, a closed question, and filler, which appeared to serve the purpose of

scaffolding informatian. For instance:

T whar about government

they belicved in equal sharing cqueal sharing of

respurees and everyifing commbinism is a sef of

ideas and peaple who believed in these ideas are

calfed’

communisiy

Example 151  (Lessen XI Normal stream)

Sirilarly, in the following example, the same teacher asked a closed question on
whether the Malayan Union was a failure or a success to which the student gave a
predictable response. The teacher then followed up with an open-ended question on
wihyy the Malays refused to accept the Malayan Union. When she failed to get the
correct reply from the student, she simplified the open-ended question by turning it
into 4 closed inductive one and asked who objected to the Malayan Unien, Cn
receiving the correct response she then asked another open-ended question. This

appeared to be another example of the scaffolding provided by the teacher.
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IT  Malayan Union was it a failure or a swccess Lifi
was i a faffure or success

ST fallure
la

TT  whywas it a fallure Lili

ST because they alf not agree
ah

Tr  whoactually 1 or obfected to the Mal
union

ST the Malay

TT  why the Malays
what was ifie moxst problematic issue

Example 152 (Lesson XII Normal stream)

Another strategy used in the Normal stream, this time in lesson X1, was where
the teachers simplified an open-ended question by following it with a namber of closed

questions. In doing so, she simplified the difficult concept of ‘Nipponisation’.

TT  what dowe mean by Nipponise sorecne
if f am tryving ta Nipponise a soclety
whai will [ be doing

Example 153 (Lessan X2 Normal)

Sometimes the teachers asked a multiplicity of questions, A closed guestion
followed by another closed question {TT3-TT3), This varigtion appeared in most of
the lessons, however, this form of questioning was most prominent in the Normal
stream. Like the variation noted above this seemed to provide a scaffold to elicit the
correct response from the students.

By contrast, when the multiplicity of questions tock the form of an open-ended
question followed by another open-ended guestion (TT4- TT4} the purpose of the
interaction seemed to be that of stimulating thinking. This is demonstrated in example

154 below:
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TT why did they stay on in Chong Ching
what is the purpose of meving into Chang Ching
yeah Alan

Example 154 (E.esson I Special stream)

This pattern occusred predominantly in Special stream lessons L, IT, IIT and Express
stream lesson VIIL.

5.2.4 Pattern four: Teacher’s response to student’s response.

Often the teacher’s evaluation of a student's response went beyond just an
acknowledgement or a repetition of the answer, such as occurs in an IRE cycle. At
these times the teacher would take up the response of a student and use it o further
develop the point. This patiern of uptake (TT5-TT1; TTS-TT2; TT5-TT3; TT5-TT4)
occurred in 6.4% of the interactions in the twelve lessons. However, the pattern varied
in the different streams. For example, in the Special stream there wece more
occurrences of content being given in the teacher response {(TT5-TT1). For instance,
in the following exchange (Example 155) taken from a Special stream class the teacher
responded 1o the student’s answer of nepotism in Russia by further elaboration on how

this situation was inevitable.

IT why s it not fair
ST becawse
the ezar’s relatives and friends some relations friends
TT  correct you con tell people a lo} of things
b
people are mot stupid (hey look af people and elect
them they Took at the people who had been elecied
the relatives of the czar were the ones who had wor
the elections were in power and of course they
would not suppart it
because

they are a part of the systen

5o
the i ieself
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it was nt effective we ialk about the Ociober

memnifesto how he said he wanted the immediate reforms
but

dont talk about the long term talk abou short term
immediate canses of the Revolution

remember that there were twe revolutionys February
and Octoher we follow the Russian calendar

Okay
October difference betwesn February and October
Fxampla 155 (Lesgon VI Express stream)

By contrast, ir: the Normal stream this did not occur as often, When it did, the
teachers’ response usually involved the asking of a series of questions. These were
short and to the point. Thus it appeared to be more of a drill technique. In the example
156, below, the teacher it the Normal stream lesson asked a ¢losed question on the aim
of the Nan Yang Communist Party {information is given int the textbook}. The student

replied ‘fo spread communism’. The teacher than asked “where'?

what was the aim of the Nan yang commutist pariy
to spread cammunism

very goad name

to spread commantsm where

8T inSouth East Asia

434

Example 156 {Lesson XI1 Normal stream)

5.2.5 Patiern five: Teacher 9 explanation leading to questioning

The pattern of giving content or procedure which led to questions (TT1/TT2 -
TT3/TT4) was present in all the twelve lessons, although in total it only occurred 3.5%
of the time. In some classes these interactions seemed to be a device used by the
teacher to facilitate discussion because they elicited responses from the students. They
also served the purpose of promating interpretation of history. However, in other

classes they seemed to be an explicit attempt at control by the teacher and it is notable
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that this lockstep patiern was predominant in the classes deemed [ess capable, namely
in the Normal stream. In these classes, such as lesson XI and X1, the teecher provided
small amounts of content followed by closed questions. It seemed he did his in order

to test recall and to reiterate important facts in history.

There were times when the closed questions oceurred in the form of fillers as in
exnmple 157, At other times the closed question was followed by procedure as in
example 158 and in example 159 where the teacher provided conient and then psked a
closed question which was then followed by the teacher requesting students to
underline the importaot points. In this latier example, it appears that this procedure

adopted by the teacher is used to help the students to manage the information.

IT  they befieved in equal sharing equal sharing of
resources and everything communism is a sef of
Ideas and people wha belteved in these ideas are
ealled!

CORmi

[ 7 indicates the rise in tone as in fillers]

Example §57 {Lzsson XTI Mermal)

T this chapler deals with one group of people
wha knaws which group of people [ am referving fo
Jjust fook at this and which group of people am |
' referring to

Example 158 {lesson X1 Nowmal)

IT  thiz parey before it was calied Malavan cammunise

party
what was the old name of this pany

Nar yang communisi party
underiine that

39

Example 159 {Lesson X1 Norral)
Similarly, procedural talk followed by closed questions provided a scaffold to

help the students menage and make sense of the information, as did the giving of
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content or procedure followed by & closed inductive question {TT1/TT2 — TT3). For
example, in the Special stream lessons 101 and TV this pattern of interaction was used
by the teacher to elicit talk from the students and to engage them in the interpretation

of histery. (See example 160 below),

IT  what about bloody Sunday in 1903 demorsirators
who were cif down by the soldiers
would that be shori or long ferm causes or immediate couses

Example 160 (Lessan I Special stream)

Another variation of this TT1 — TT4 pattern was when the teacher 's giving of
content led to an open-ended question although not frequent, did eccur in most of the
lessons. Tt seemed that this type of interaction promoted reflection by the students

about a particular hisierical interpretation e g.,

TT  govermmens was seent fo be the refreaiing force @ving of content
bt
why were thay retreating open ended guestion
Why did they stay on In chong ching
What is the piurpose of moving inie chong ching

Example 151 (L.e3son | Special stream)

Thus while the giving of content or procedure leading o closed questioning were
atternpts used to manage, drill and transmit historical facts and ideas, the giving of
content or procedure leading to open ended or discursive questions seemed to facilitate
discussion appeared to be attempts by the teacher 1o stimulate the historical thinking

Process.

190



52,6 Pattern six: Teacher's negative response

‘There were very few instances when & teacher gave e negative response
{0.194). The few such occurrences happened enly in the Normal stream lessons. One
instance, as shown in the following example, cocwrred when a student addressed the
teacher in Chinese {out of turn) while the tencher was tallang. Speaking cutof tum
especially in & language other than English, is not accepted in the Singapore classtoom
and was frowned upon by this teacher, as can be seen by the way she reprimanded the

student. Such an upusual outburst in a Singapore student is regarded as defiance.

TT  later I will comment
tow my main focus...
ST reacher
alt fspeaking in Chinese)
{fyou are sill talking § will stop T won Y teach
yaur wislt

53

Example 162 {Lessan XI Normal stream}

Other instances of this pattern of interaction occtimed as the teachers had to call
an particular students to pay attention or to sit up straight as slouching on the table is

not acceptable in the Singapore classreom.

In another case in the Normal stream lesson X1, the teacher had 1o canstantly
watch over a difficult student ‘Daniel’. To achieve this she called on him now- and
then to make sure that he was paying attention. She even posed a question to him to

try to keep him engaged. It appeared to be a rather difficult task for the teacher.
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Ir

T

musi be alers Danief
Example 163 {Lesson XI Warmal stream)

Federation of Malaye
Demiel

o must st siraight
Demiel

Thanks

Example 164 (Eesson X1 Norri';!al gtream)

\

In the example 165 the teacher posed a question which *Daniel’ failed fo anlswer in

spite of 2 prompt from a peer. His lack of response caused the teacher to ask a

somewhat sarcastic question about whether his throat was sore.

ST
8T

must be alert Danfel

MCP stends for

.4

faside)Malayan conmunist perty
sare throat

Example 165  (Lesson XTI Normal stréam)

Later on in the lesson *Daniel” was still inattentive, so the teacher makes one

more attempt fo involve him in the lesson. She prodded him twice but he refused.

However, the class answer in a chorus on his behalf, which enabled the teacher to get

on with the lesson.

TT  write there

To fight the Japanese
fake dowsr spectal side notes o fight the Japaese

okay
and who trained them in guerilla warfare
Daniel
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whe trained them In gueriifa warfare
who trainied them in guerilla warfare
ST British British

Example 166 {Lesson XI Momal streanm}

53  Student-centred patterns:

53.1 Pattern seven: Student's response followed by teacher’s response

Unlike pattern four where the teacher developed predictable and sometimes
unpredictable responses of the students, in this pattern the teacher evatuated the
responses. This made up 6.7% of the total interactions. In this paftern, students’
predictable responses were either followed by the teacher's acceptance of the ideas
expressed by the students or alternatively the teacher asked another closed question. In
addition, sometimes students’ predictable responses were followed by procedural talk

by the teacher.

This pattern was predominant in lessons which involved the drilling of facts, such

a5 in the Normal stream lessons X, X1 and XTI See for example 167, and 163 below:

TT  what other benefits can you ihink of
8T communication
T commurication

Example 167 (Lesson X Normal)

TT  tinmines io the port tin mings fo the port
what 1o the pori

iha tin

the tin say it i full

34

Example 188 (Lessan X Nomal)
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In the Special stream discussion lessons I and [T, however, the teacher used a simitar
pattern not as a drill but in this instance it was done in order to glicit respanses from
the students so as to steer the direction of the discussion which was if Stalin was

autocratic. See example 169 below:

was Hhe Czar milocratic
yeah

was Lenin and Statin

Lenin Lenin

were they avfocratic

.o Bif more bent fowards

arid ihen was i more was it betier under Stalin
nola

he was anly a it better

489898988

Example 169 (Lesson ITT Special)

Other examples of student's response followed by teacher’s response pattems occurred
when the teacher asked a closed quesiion of a student to which the class gave a choral
response, with the teacher voicing in unison with the students, This can be seen in the

Normal stream lesson XTI {example 170},

IT  entright means/
apen

Ts  apen

TT  rebelfian means’
Sfight

5T fight

Example 170 {Lesson XH Mormal)

With respect to unpredictable responses the teacher either accepted the

students’ idea (see example 171):
ST becouse
akh
the Chinese were not {in the faciured
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goods they were bul inierested In from
British exchanged their goods for spices and tried io
rade with ching for these spices
IT  alright
Example 171 (Lesson | Special stream)
outlined a procedure or challenged the student with another question, as in example
172:

ST becanse
when Hugh Low arrived In Perak Perak was in
the people was supported different sultans their tax
colfecifon was done again and again

okay
fet tme ask you a question then
when Hugh Low came was there a fixed sultan

alpecdy
Example 172 (Lesson IX Normal stream)

In the following exchange the teacher responded in an accepting manner to the
student’s initial response, she then asked another question. This results in another
urpredictable response, which once more is followed by more questions and similar

unpredictable responses by the students, for example:

T where would this revolurion come from

8T Mr Bakar on a smaff scale the seiting up of the
speaker's corner com de considered o revofution

IT  how do pou define that

Example 173 (Lesson IO Special stream)

Within this pattern of interaction, there were also instances when the teacher evaluated
the student's answer through the use of explicit correction, as in the following
example. This mostly occurred {n lessons in the nomnal stream classes where a drifl of

£+ (s was involved,
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IT  what is the meaning of massacred

ST massage massage

IT  don't dmply say I'm golng to shoat
muassacred means a very cruel way of killing

Example 174 (Lesson XI Normal stream)

53.2 Pattern eight: Students initiating talk to teacher and the teacher

respontding
On a few occasions (2.3%), students initiated talk to the teacher after the

teacher had given content or precedural information, As a consequence, the teacher
respended by givin, ¢ - 1er content, or alternatively, by asking a closed question.
However, the form this interaction took varied in the different streams. For example,
while the talk initiated by students in the Special stream was of a kind that added to the
discussion, rauch of the talk initiated by the Normal stream students was usually in the
form of them suggesting they had difficulty following the teacher’s meaning. And,
unlike the talk of special stream students, the talk initiated by Normal stream students
was brief, sometimes just a word or phrase, In the following example, taken from a
Special stremm lesson in which the teacher and students are discussing the Singapore
town plen and the British policy of divide and rule, the teacher makes reference to the
power of this treaty assigning Singapore to the British. The student showed reflection
and thought when he commented that such planning helpad the British to assert contral

over the people.

TT  this Is the power of the treary
right
that Is the power of such town plans innocent
documents but actually they 1ell you a different story
ST {fyou combinz aff of them into one aren you can
attack and control them you can rule them
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So

instead of say you give the pressire fo ane grotp oxd
another group and no body knows and nebody talks
To anyone else in the area

Example 175 (Lesson II Special stream)

Further, the student’s responses in the Specisl stream are longer and they use
exploratory language in their responses. By contrast, the Normat stream students’

questions and comments do not add to the discussion or to the lesson, for instance:

T ohky
Jet us run through the revision for Japem and china
ST Idich't buy the book

Exemple 176 (E.&sson XIE Normnal stream)

53.3 Pattern nine: Student initiating talk to a peer

In this pattern, students initiated talk to a peer or teacher, who then respond.
This pattern of interaction appeared to encourage and foster thinking. This first

variation involving just the stadents is illustrated in the following sxample:

ST Irist'tevew sieps

I think

| think

it is even sfower something then o step by sicp
ST it takes a few hundred milifon years

Example 177 (Lesson ITI Special stream)

The second variation of this pattern, which involves the teacher’s response, is shown in
the following example. Here, a student raises a point with a peer but it generates a

response from the teacher, which in this cese, is in the form of an open-ended question.
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ST we cannot 5ay for sure that every change in the
govertment is for good and basically evolution
is about everything

T but
what causes evelution as compared (o

Example 178 (Lesson I Special strezm)

Overall this pattern of interaction occurred 2.7% of the time and it was more
prominent in the Special stream class discussion lessons K and I and Normal stream

class discussion Lesson X.

In Special stream lessons I, 11, [V and Express stream lesson VIIL, this pattern
of interaction seerns to engender a smooth flow in the discussion. TFurther, it
encouraged the studenis’ use of genuine exploretory language fo express their views.
Another feature of this talk, especially in the Special siteam lessons, is that the students
tend to ‘qualify’ the statements made by their peers, rather than simply ‘adding an
extension’ to the talk whick is what seemed to happen in the discussions in the other
streams. In other words, there eppears to be a difference in the quality of the peer talk.
This is evident in the two examples given below. The first example, taken from a
special stream class shows the students exploring and building on issues together.

ST one paint 1o nolg 1o note is iwo wrangs do nol
ke o Fight
So
the Dutcly what they did wrong was that they
inferfered in the matter
Sa
you may think it is legal for the British io infcrfere
also xx

ST because
fram what I see whoever 15 calfed the sultan is the

5T is the what

ST whoever was the sulian at this point in time was the
fegal riler

Exemple 179 {Lesson I Special siream}
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By contrast, peer talk appears to be quite different In Express stream lessons V,

VT and in all the Normal stream classes. The exchanges are brief and the peers tend to

provide prorapts 0 help each other to answer the question posed by the teacher, This

can be seen in example 180 below. Note that the prompts by peers are shown in

brackets.

ST the restdential system also brought law and order
which attract the lvestors fo ivest in Perak
which fincreased the economy in Perak]

ST 1o ffincrease the revenve]]

ST ihis this
AR
residenitial sysiem was a succesy if was afso used in
ofher states in Malapa in Malaya
{business] ...

ST [fbusiness}f

Example 180 {Lesson X Hormal sirezm)

The use of prompts seems to occur because the students have difficulty with the

language of the lesson and lack confidence in their speech. For instance, in the
following example, the students are examining and describing the picture of King
Chulalongkom of Thailand. They stumble over words such as *westernisation’ and
‘modemnisation’ and words such as ‘dressing” and “clothes’. To overcome this they
provide help to one another. Often during the course of these prompts the students

code-switch, especially when the teacher was not withit: their vicinity ™,

1° Code-switching is discouraged and frowned upon by the Singapore teachers.
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STD  okayokay
s0 westernized wesiernized ah a Ioi of badges

STA  westernized qud what and quite modern quite
Modern

STE  modernised
modernized or westernised

STC  wery high class

STD  and modern

STC  wery high class very high class
Okay

Yoy never say pictire ane pictire o
STA  ohmodernised

Modern

modermized m2ans that you develop the couniry
SI'8  modert or what
STC  saywesternised

later then write write and then explain why
STD  he fook wesiern
STC  western like cowbay ah western
STA  then then you because of the clothing
STD  because of the clothing
ST becouse af bis dressing ah
STC ahahah

Example 180 (Lesson ¥ Express stream)

54  Patterns centred around other types of talk

This final type of interaction pattern involved other types of talk. It comprised
9.5 % af the total interactions, but once more its occurrence varied accorching to
pedagogy and stream. There were occasions when teachers verbalised as they wrote
on the board and students verbalised what they were writing on the transparency while
they were undertaking writing tasks es part of group activities, This was especially
true as the students helped one another i preparing their answer, making sure the

spelling of their answers were correct, €.8.,
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sT8
sTe

S5Ts
§Te
STF

sron
STF
§rc

sTD

Sociable

Yeah

Leng Leng finally said something
#

s-o-¢-i-a-b- I- e

wig why

why i5 he friendly and sociable
Because of his look on his face
furiting)

ngw sgurce (b)

Ah

Sacial not fiace £ g-c-lg. |
okay

Example 181 {Lesson ¥V Express stream)

While studenis were engaged in group discussions and tasks there were also

occasions of code switching (OT1-ST5), especially in the case of students in the

Normal stream classes, In the example given below, the students inferacted by

switching between Malay and English,

SrJ

what ah

STH  rol chakap sikit plan plon

srJ

Yeah

but this one she says is Perak's econonry
Right

S

I thirk revenve has nothing fo do with i
Oy

Example 182 {lesson IX Normal strearn)

There were also occasions when students gave long formal eral preseniations,

referred to as “presentational” talk by Barnes and Tedd (1995, p.9), whilst the less able

students from some of the Express and all Normal stream classes read out from written

scripts (see example 183 below). The formal presentation by students in one of the

Special stream lessons (TV) was slightly different:
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&T  Singapore has only a short experience in democracy

which meant that there were Tess peaple voted for
Tabanr front and the second poimt we hoad was thet
Tabour front did not get a large majority of votes in
tha elections the third poine was that there was there
was contitnied commmmist frowble in Singapore
which threatened the people In Singapore and that
were the reasons Wiy the British did not want to
give full self gavernment to Singapore and because
of that the British would stilf like to kave Singapore
Jor themselves

Jar ihe next guestion what do you alf understand by
the term full self government what we gathered is
tut the governmeni nided by His own people

okay

good

alright

)

this group has mare or less given you the main
reasons why the British did not wani to gramt
independence

Example 183

{Lesson V Express stream)

In the special strean lesson the sfudent made an attempt to speak with less

reference to her written notes. She was also able to generate questions and respond to

comments from her peers and from the teacher which arose in the course of her report.

Her presentations by the Specigl stream students were followed by side comments to

their peers (talk aside), and it also triggered further development in the discussion, For

example, an open-ended question was asked which this in tum led te an unpredictable

response from the presenter or from the other students. This is demonstrated in the

example below,

Pt

um yeah

whilz ihe Bolsheviks hod this a littke bit of support
S

Kol Marx support

50

It is needed more support for the masses and
ak yeah

it ks

yeah
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8T
Pt

5T

off task. There were several instances when this occurred in the lessons, Inthe

fuiture to be more supporsive of the masses it
Yeah

it was hoping to fower down was runaing al six
Fuindred percent and produciion was...
the Marxists also helleved that

um
crops belonged fo the siate
S0 50

i was g communist idea

S0

what Leniv did was he ntroduced war communism
War communisnt {aside)

hie seized food from peasants

Ah

Jor the red guards

okay

Hold on

war communism

what wa the what was te political reason for the
Implemeniation of war cormutilsm

to ensure survivel of the red

ofl

fo ersure swurvival of the Bafsheviks

. stands for presenter)

Example 184

{Lesson TV Special siream)

Within this pattern of interaction was also talk which was categorised as being

following example the teacher and students began to discuss the topic of getting into a

good junior college after the Cambridge Examinations. The teacher talked about his

experience a5 a student and how he wanted to go to the best college. A stadent made s

comment in jest in order to tease the teacher. He said that if one was so obsessed with

getting into a good junior college one could easily purchase a uniform of the college

and pose as a student of the college. A light banter followed between teacher and

students over this remark.
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ST goand buy fa

T wewill feclso

ST hiyla

faughier

That's different James

Faughter

if your buy it is nat yours

Buyla

if you buy

You know

You don't ows it

whai is the point of cheating {f cheating Is if

cheating is lying people

ST ckay la go and buy la
Dot worry

TT  making peaple believe

ST concermed about

ST Youwant to wedy the shirt then

ST teacher § wear the shirt { didn 't force them o believe
That I'm capable of wearing it

T You know that that Is a fie
be cause
your gim when you walk out of the schoof people
Will laronw that it doesn 't matier whether peaple

SERERL

belleve it

ST teavher your aim is just fo wear i
taughter

ST yeah

exactly your aim to just to wear It and walk

575 langhter

T asa Bendemesr student [ wasn't fust convipeing
peaple up there but [ was also convincing myself
That even though I came from a neighbourhood
school I could stilf make it
Now

Example 185 (Lesson V1T Express siream)

The final varintion of this of pattetn involved the use of computer- mediated
communication. There was only one lesson in which students engaged in such an
electronic forum discussion, [n this lesson the students keved in their comments,
which were then available for athers to read. Cue notable observation about these
exchanges was that the ihdividnal turns were langer than in face-to-face

communicatien, as can be seen in the ekample fielow:
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8T

1 think

The Sino Jap war is importan for the i
viciory before the siart af the war the ccp were holed
up fi yenan after the long march good peasani
suppore

bt

anly in Yernan not enough for them to take aver ching
Sino fap war provided opportunity for them to gain
more suppori front the peasanis important factor
CCP victory KMT also lost support from peasamis dye
to its trade space for time policy as they felt fnt was
noi doing auything other tham retreating nof (ruly
Jfighting the Japs KMT lost mosi of its best froops in
Sino Jap war hence its military was not us effective a5
it coid be againsi communists CCP war carrying oul
gueritla warfare and this caused less losses this alse
rade them more experienced in guerilla warfare and
more able to beat the KMT in the Chinese civil war
hepee Sina Japanese war {5 a very important factor
for the communist victary

The cammunists would have won aryway Chiang Kal
Shek in his short term as leader rufed as an avtocras
and did rot care for the welfare of the peaple of
china therefore by irying fo aliack the cormmurists
The communrisis would be portrayed us mertyrs and
The nattonalists as the oppressors Chiang Kal Shek
would have spens most of China's tinte and money in
fryiug to exferminate the communists and people
would have been discantented the communiists

wonld also not be easily defeated as they were
experts on Unerilla warfare in the end as discontent
grows stronger the communises would gafi more
support and in the end manage to effect a victory
having safd that I must agree that the Sinio Japanesz
war reafly did a great deal in consributing to the
commumist viclory buid in the end I think the
awtocratic Chimig would have been overthrown in the
end

Example 136

(Lesson | Special streem)

Also within this context, there were interactions that involved students reading

from the computer screen and then adding their own comments. At times the teacher

added his own response to this, such as the occurrence in the following example:
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ST The thing is that aff you eed is ifte support of the
fower class people who feel feit oppressed no matter
the higher class peaple are fiving off very well
therefore they do not care who Is who forms the
guvernment

what we need to do is 1o win over the people who
are who rieed the help from the gavernment and if
they believe that you can hefp them the government

ga:n your political party wenld form the government Il

Yau are frying o say that M
ah Y

the best way in which you can prove fo be o good '\\
government Is when you are able to get the feel of "}
the ground and in this cass the peasants If you can ;
do somnething for them while ciher people have not 7
done anything then you are warthy candidate for me N
To constder ',."

Example 187 (Lesson | Gified stream)

55  Summary of Findings

The occwrrence of the ten patterns of interaction in the twelve lessons appeared
to vary according to the stream and the pedagogy employed by the teacher. The
teacher-talk in the clesses with more able students appeared to be more dialogic in
nature with the teacher trying to establish rapport and trying to engage students in the
interpretative process. Also with Special stream students, the giving of content by the
teacher appeared to be more interpretative and open-ended. Similarly, the tasks were
more divergent in nature, At the same time, the Speciaf stream students appeared to
be more confident with language, were more verbal, took longer turns and panlicipated
when given the opportunity, The teachers in these lessons also used a variety of aids
such as the use of Computers, videos, CD ROMS and ather authentic materials, The
teachers in the classes with less able students appeared to be mere concerned with the
content rather than the interpretation of history. They tried to adopt various strategies

to explain difficult coticepts to the students. They did this mainly by simplifying or
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scaffolding information in small simple doses to assist their students in understanding.
The teachers also used various strategies to keep these students engaged in the learning
process and to capture their interest, The tasks set by these teachers were mainly of the
convergent kind which were alse very much based on textbook and worksheet
exercises. The students themselves seemed to have difficulty with the language that
was used and they often only responded with one word ot a phrase. Unlike the more
able students who were more likely to make aside comments, the less able students
prompted and scaffolded information for each other and helped one another either
individually to respond to the teacher or, they did so as a chorus response with their
peers. These less able students also seemed to allow themselves to be controlled and
guideﬁ by their teachers, their textboaks and their worksheets, unkike the batier
students who raised questions of the teacher in order to actively participate in the

discussions.
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CHAPTER SIX
Critical Episodes

6,1  Introduction

A special focus of this research is the eritical episodes that occur in the teacher-
student interactions within the classroom, An episode is deemed to be critical when the
teacher and student(s), or the students together without the teacher, appear to be engaged
in the process of establishing a historical understanding through adductive reasoning and
empathy. This is apparent when the teacher’s and students’ talk show that they are
interpreting information and /or displaying historical understanding. Specifically it
occurs when through the language they are using, it is apparent that they are; drawing
conclusions, making inferences or making sensible predictions; extending and qualifying
statements by drawing on other evidences or viewpoints; asking appropriaie and
searching questions; seeing things from the point of view of others; sefting up
hypotheses; raising new questions; contradicting each ather based on the basis of key
issues; and, adding to shared knowledge by referring to their own experiences,

For an interaction to be identified as a critical episode, it needed to be abvious
frotn the transcripts that the teacher was in contact with students and the students in

contact with the teacher or their peers, This was apparent when either there was evidence

of implicit dialogue (as in the concept of voice described in Bakhtin®s theary on the dual-
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voicing and polyphony)''or because there was an explicit dialogue between the students,
which may or may not have included the teacher, that showed that they were engaged in
historical thinking such as through the use of exploratory talk. Finally, it wes also
possible to identify critical episades because of the particular inferaction patiems they
invelved.

A further in-depth qualitative analysis was undertaken of such episodes to explore
the pedagogical sirategies used by teachers at these times. An examination was atso made
to determine the other related contextun] features that seemed co-oceur with these

episodes.
In order to present this analysis, these episodes are described according to the
types of interactions:
a) Teacher-centred interaction patterns
b) Student-centred interaction patterns

Critical episodes did not appear to oceur when talk involved other types of interactions

{e.g., off task talk, presenintion talk),

6.2  Teacher-centred interactions

The critical episodes that occurred in teacher-centred interactions were of three
kinds, namely dialogic and demonstrated by a polypheny of voices; explicit engagements

between teacher and students, and, the teacher's uptake of student’s response.

" Knoeller (1998) explains Bhaktin's theary oF vaice in his discussion of how voices and voicing enter the
writing and talk of students, thus providing another perspective to understanding classroon language

torcl

events and an analysls of BUAg
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6.2.1 Episodes which were dialogic in nature

The episodes that were dialogic in nature and demonstrated polyphony of voices
accurred when the teachers medisted between the charscters in history, his or her own
talk, and that of the students. This included episodes during which the teacher engaged
the students in an implicit dialague, [n these dramatised responses, it seemed that the
feachers used first and second person (i.e., dual voicing) to evoke empathy and
imagination in the students. During such dialogues there was also evidence of back
channelling (see 5.2.1} as the students listened closely to the teacher. Although this type
of critieal episodes occurred in most of the lessons, it appeared at different contextual
moments in the Special stream, Express stream and Normal stream Tessons, Further, it
seemed that they served different functions in these various contexts. When they
appeared in the Special and Express stream lessons, the teachers were providing new
information in an interpretative manner and engaged the students in the interpretation and
understanding of the historical event, In contrast, in the normal stream lessons these
critical episodes occurred as the teachers tried to get the attention of the students and to

simplify and scaffold the information for them.

An examination of the critical episodes showed that the teachers were able to
reach out and make contact with the students in three ways, Firstly they used meta
statements in a similar way as described by Stubbs (1983}, Secondly, the teachers
engaged the students in irying to make history part of the students’ own experience
through the use of the second person ‘you’. Thirdly, the teacher enpaged in a dialogic
interaction with the characters of the past as described previously (see 6.1) which in tusn

appealed to the students’ imagination and empathy by mediating between the *‘then’ (in
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history) and the *now’ in (the present). When these episodes occurred, not only was there
dual - voicing but, the teacher’s discourse was generally disfiuent, punctuated by features
such as meta-communication, discourse markers, pragmatic markers, cognitive cues,
hesitation markers and changes in direction. This scemed to demonstrate that the teacher
was searching in his mind and trying to draw out historical facts in order to make sense of

the past for the students,

As noted nbove, these episodes are deemed critical because contact was made
between teacher and student. The contact was noted to be a nod from the students, a show
of atlention in the form of a murmur, as was the case of the students from some of the
Norinal stream classes ar an explicit response from the students as in the Special stream

classes.

The disfluency of the teacher’s speech is iltustrated in Example 188, In this
example, the teacher, Mr Siva from the Special stream, prepares the stodents for an IT
task which involves a discussion on a forum page. Before the task he provides material
2s a form of input, where he gives his interpretation of the histerical events in order to
stimulate their thoughts and ideas. As he does so, he pauses frequently and changes
direction. He begins with an implicit dialogue which evalves into a dialogue with the
students:

TI'  The three people s principles
ah
and in the It fesson we Inoked ai how he fell far
Short
Alright
int the aspect of giving land to the filler the filler is
Harvestar
Alright
thare was very filile regerd for

Ak

the peasanty welfare
in fact
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some of the landlords were made
ah

even

Ah

Ah

were made even mare pawerfil

Oheay

Buf

very litile reforms were introduced ta sofve the
plight of the Chinese peasanis In the country side

Ohay

I faact

yout know

When there were fomines and flood there was afso
very little

Lessen [ Special stream Example 188

The feacher’s hesitations in the episode above, shows the dual voicing he uses to
bring together his thoupht through an interaction of internal and external speech
{Vygotsky, 1962), He selects his evidence and explains the reaction of the Kuomintang
and gives this as proof as to why few reforms were introduced. This account is made
more convineing by the use of meta lanpuape and meta comments (Stubbs, 1986). He
also uses words such as “alright’ to check and canfirm the students’ understanding, All
the time he maintains contact with the students through the use of such meta siatements,
The pragmatic marker, “you know* appears to be a rather powerful one as it establishes 2
strong comact with the students and draws them to the teacher’s way of thinking, The
above episode ends with the teacher putting forth the question for discussion on how the
Sino Japanese war changed the fortune of the Kuomintang, Once the thoughts of the
students had been stimulated they are ready to respond by analysing the situation.
Interestingly, this form of interpretative narration appears in all the different streams. It
appears, however to be more prevalent in the Special stream where such discourse seems

to be used to prod the students to further reflection. It appears that this strate gy not only
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generates highér order thought as the students analyse by drawing a cause and effect link,

but as shown in this research, the answer and comments they give are much longer,

There were also other occasions, in this lesson when the teachers voice clearly
made contact with the students (this is also highlighted with an asteric in the example 189
below. These were deemed to be critical as the teacher was able to draw the students into

the dialogue and engage themn in the process of historical understanding.

In the example 189 below, Mr Siva, explains Chiang Kai Shek’s defence and

draws on the empathy of the students about the situation:

Ir An
Chiang cooked up a brave defence of the Yang ize
Basin areq
Alright
Bt
last some of the Best rroops in the first weels of the
war
But
becanse
He basically the Natioualist Nationalist froops that
con concentrated ot fhe clty area
alright
So
* youbegin to wonder
alright

Lesson ! Special stream Example 189

In the next example 190, the teacher evokes empathy as he attempts to givea
voice to the characters of the past, This is a criticzl episode as the teacher attempts to
mediate between the students and the historical characters, in this case Warren Hastings

Raffles, Bennerman and Farqubar when he says;
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the Governor General of India at that point of time
wits Warren Hastings

Alright

and he

more suppors b fact he gave Rafiles permission to set
up a base
Ak
Bt
he safd that whetever you do do not offend the Dutch {the voice of Warren Hastings)

Ah
if whalever base you have selected
Ak

tigy have been occupied By the Ditich then pou (the voice of Warren Haatinga
would have to abandon the project

Okay

£k

wud when Raffles went to Penang

Albright

afier getiing help with Witliam Farequhar

and alf that

he was informed by Banmerman that the Duich had

ocoupled Fhio islands

Alright

the R’hio Islands

Ak

this arca here your Baniam your Bintang and ali (the voice of Baonerman)
that this area

Lesson 1 Special stream Example 190

In this critical episode the teacher, Mr Siva, in interpreting history is not only

interacting with the students but has a dialogical interaction with the characters in history

(the veices of the historical characters are given in bold} resulting in the teacher re-

contexiualising the discourse to enable students to empathise with the historical

personalities,

The next critical episode occurred in the Normal stream lesson when fhe teacher

braught the *then’ and ‘now” experiences together. This strategy appeared to be one of

the strategies adopted by the Normal stream teackers to make history real and concrete to

the students and to capture their attention, This can be seen in the example below, The
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teacher gains the student Daniel (an inattentive student) by creating a context where he

interacis with the Japanese Kempeitei who is represented by another student, Fauzi.

r & .
if for example Fauzi could be a Japanese spy he will

he is a spy

whe will ke do to Diantel

Demiel how e you {the voice of the Japanese spy}

You like the Japanese

Depviet will say I hate the Jopanesz sure ke will  (the voice of Daniel)

inform ihe Kempeite! the Kempeitei will come to

Demriel's hause

come aul guick come out then they will ask him

{the voice of the Japaness Kempeitei}

some questions the Kempeited found out who were in

Jevouir of the Japeanese and who hated the Japanese

by using spies by using spies

Undarstand

the Kempeitel are vory famous for that some people

have 1o work as spies you canno! say T don't want

to be a spy

would the Japanese altow it

No
St Af (the students murmur in responsa)

lesson X1 Normal stream Example 19}

This is deemed a critical episode when the teacher succeeded in obtaining the
attention of the students as they murmur together {demonstrated with the symbol ##)

denoting some flutter of excitement

6,2.2 Explicit engagements between teacher and student

Critical episodes occurred in explicit engagements when the discourse and social
moves of teachers and students accorded iu combination with the cognitive strategies. In
such episades the teacher and the student were actively engaged in the discussion and
interpretation of an historical event. During such episodes, more talk was generated
between the tescher and with the peers, The discussion was fast-paced and there was

more student participation and in some instances with several students competing for the
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floor, The student participation was spontaneous and was not the result of a teacher

directed question at a student. The type of interaction is represented by pattern
(TT3/TT4 -~ ST2).

Such critical episodes also occurred when the teacher- talk led 1o open-ended
questions for reflection or when open-ended question, or multiple questions were asked
by the teacher. An unpredictable response was then given by the students as in this form
of patterns TT4-TT4-8T2. The unpredictable response led to further open-ended
questions i.e., uptake oceurred. This inferaction patters is representzd by ST2-TT4. This
is demonstrated in the lesson I and lesson IO of the Special stream class, The peint of
interaction between the cognitive and social moves is demonstrated with an asteric in the

example 192,

Tr  the suddden end of world war tee
alright
meant what
meant that now the Japanese ovcupied areéas will
have ta be fiberated
Alright
who Is supposed to go there
15 there any Benefit you will get ifvou were fo go
there first
what sort af benefir will vou ger
St Pegple will see you as a groug that can rescue them *
r  Okay
Peaple might see you ax a group that rescue them
wikit else
Why wanid you wani fo go to these places like
Shanghat Wihan Nanking places that rhat the the
Ah
the Japanase were comrolling
Why would you want 1o go to these places
St they can be viewed as a saviour
Tr  Alright
they eant be viewed as a saviour that
Ah

wht else
what else can you gain from these areas
that the Japomese used o occupy

Exampie 192

216



This form of episode occurred in special stream lessons and in two of the Express

stream Lessons.

These critical episedes appeared more in teacher led discussions as the teacher
stimulated and prompted the students to think at a higher level, through the use of both
open-¢nded deductive and closed or inductive questions. The result was that the teacher
succeeded in having the students use exploratory speech and the response was often long
and unpredictable, An example of this taken from Special stream lesson is demonsirated

below. Students’ response showing historicel thinking which is of a higher level is

indicated in asteric:

Ir: what about the good and dad effect

St that Iy the reason evalution is supposed 1o be a litle
riore naturat lite

Te:  people will term it patiral when we sqy it Is natural
[+

define what you mean by natural

St fihink *
natural means not
ah ah
it is not so dictated by any
 Controffed
St Controlied
8t By the need ay the poini of Hme
St itisnot
ah

not divtated by certaln group of people by a
T -Then evolution
8§t -fnot necessarily]
S ffitisnor jf

akt

1ot not dictated by a certain group of people
$¢  haw chout saying that it Is a step by step *
evolution is more ke step by step procedure
yon don't comply whole new whole naw whole
new chanpe aff at one go
but
Yyou actually step by step slowly instend of
applying the whole thing out ane chunk you go
step ane step two step three step four step five

lesson IIT Special stream Example 193
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In the case of the Normal stream lesson the eritical incident occurred when the
teacher succeeded jn coaxing the desired answer from the student. In the following
example, the Normal stream teacher, Mrs K_ﬁshnan, asks a series of open- ended
questions, each question qualifying the previous one. The questions provide scai:fo]din e
to aid the students in the thinking, Finally, at the end of this process, the student provided

4 [esponse,

o Okay
beeause gf the tervorism becatise of dmmage fo
Ecoramy
Liy
do you think the povernment was fair in giving
Emergency
why couldit 't the British government conirol the
Comimunisis
whyy did they declare emergency and then deal with
the communists
why cauldit't they control i so jfar
Wiy

St they were too powerful

Lesson X[ Normal Stream Example 194

Being able to tnake the right move in what Wittgenstein {1972) refers to as the
languape same’ also ¢an be described as critical incidents in the lessen. The moves in the
language game arg realized in the chorus answers that the teachers succeed in coaxing
from the students. When the students respend in a chorus it could be a full class or just a
few students and with or without the teacher, This is seen in the following examples.

Tr  ondyeight
eack province the Jepomese had one man called!  [Filler]
the govertior
S5 the governor [choral answer]
lesson XI Normal stream Exampie 195
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It appears in this example that the teacher has succeeded in stressing the important

historical point that each province was managed by a Japanese Governor,

It is interesting to note that teacher’s use of fillers and the choral answers by the
students occurred in all the three streams but with what appears to be a different function.
In the Special stream the teachers used this technique to prod the students and engage
them in the discussion and direct them in the way of the teacher’s thinking, The moves
from the teacher triggered reflection on the part of the students. When the tescher made
the ‘right move,” it prompted responses whereby the students engaged in historical
thinking. In the Express and Normal stream the teachers used the technique of fitlers to
stress an important factual point in the lesson, Sometimes it was alse used as a devise to
keep the students engaged and listening to the lesson. When the teachers did succeed in

getting a response from the class it can be seen as a critical episode in the lesson,

The type of moves the teacher used to promote historical thinking inclhuded;
a) asking a series of questions, sometimes searching and open leading questions;

b} asking open questions searching leading questions followed by closed inductive

questions;

€} repedting a statement so that the students could consider the point the teacher was
putting forth;

d) paraphrasing the students’ statement to reflect the main ides;

e) asking the student for more information;

£) asking about the students’ assumptions; and,

g) penerally challenging the students, especially 1o hypothesize,

219



These moves were apparent in a1l the four Special stream lessons and to a lesser extent in
the Express stream, The moves from one Speciel stream teacher {lesson IIT) is used to
llustrate the various types of moves that appeared to generate historical thinking,

a) Searching and apen leading questions

- Tr wiatare reforms
what's that
what arz reforms

&1 chenges for the better

Example 196

b} Crpen-ended questions followed by a closed inductive question

Ir  that covers evolution revolution for china overthrow
democracy ah by sctting up of the republic

what happened after that
there were all these paper wars
Yuen Shih Kai did what
what did Yuom Shih Kai wanted to do
set up a what/
a mowrchy
8§t Movnarchy
Example 197
c) Repeating o statement
Tr  what Is the meaning of revolution
what is the meaning of revolution
is it anly fehange orf
& [fadj}
St Chmge
Tr st just change
Sty fviotors chamge)
Example 198

dy  Paraphrasing

St sose
it means revolution evelution is not is pot twa
two terms it is something
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Ir

St
St
Tr

e

5t

St
St

S

i d
St
5t

ahah

{ike meter where evotution is one end »
one and

Becotise

Beranse

-Did you hear that

Lot

5

Fere e is hinking it is not two different things on
a Ineler @ range

it evidznce it Iy

Sut there are differences as well

that {s why It is a meter

Example 199

Asking for more information

st they follow the steps

It Im't even steps

T think

1 think

it is even slower samething then a step by step

it takes a few hundred million years

it iz Itke

you are thinking aboust Darwinisn

Srmelimes if sometimes it is so graduoal that you
't even you don't even realize it fsn'f like
specifically fike like somsbody 's £ got siglin's five
year play within these years we accomplish this ad
then you koicw it isn 't fike really specific step by
step plen of change

Exampie 200
Asking about assumptions

Is it a good thing
-No

~because

the revolution faif bofore they can sneeeed
what about japan

what abouf that

A

fet's talk about this

revolution means a violent change or a system of
government In

Ah

historical terms that's what it means 1t conrot be
peaceful it Is a violent change

Okay

that is according io historical terms

It showld not be peaceful viofent
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St

Sr
Ir

5t

h)

St
St

St

&t
Tr

Okay
compare that with this idea of evolution
slow and gradual change

Example 261

g) Generally challenging

-Did you hear shat

~some samething like ke

-Did you hear what he 5 trying to say Name
You think revolution Is something like that

- some

becauss becanse

like like

Ah

how eome

. Ike like

ohak

stalin's five vear plan caut be considered evolution
But

Hi was so fast somc people can consider it a
revolution end it Is ke revolution

is basicatly is basleatly

Soe soma soue revelution

what eanses revolulion

because of innnediate needs

Bt

Yet some people da revolution because of far
sightedness It is like

ah

cannp! answer
what do you all think

Example 202

Challenging students to hypothesize

how hew do you define what happened
in Jepon Meifi

a spegefed up revohition

rapid revolution

rapid revolution

-fa peaceful revolution}

-f{l am thinking of...J]

~fff mean that . }J}

one at & time onp at 4 time ane at a time
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St roughly what [ wonld say

it ix vt viotzri Bud i wasn 't that slow ag it was
when we talk abaut japan talk about jopan

Ne

Reformation

23

Example 203

6.23 Teacher®s uptake of student's response

Critical incidents were also evident whet the teacher's response was influenced
by a student's response in such a way that it led to higher order thinking (ST2 ~TT5).
For example, a critical epispde occurred when the teacher’s thinking, and response were
influenced by the student's remark and which led him or her to expound it further by
providing new information or by asking another open-ended guestion. Teacher uptake of
students’ responses is an important strategy and if skilfully manipulated it can result in
impaortant critical episodes within the classroom. The nature of the teacher's uptake,
however, differed within the various streams. In the Express and Normal streams the
students’ answers were used by the teacher in order to clarify or summarise the points
raised. It was only in the Special streams that the teachers used the students’ response as
a springboard for further discussion. When this oceurred, the teacher was able to engage
the students in the historical thinking process and thus it was deemed to be a critical

episode, This is exemplified below:

Tr  what is your point of contenfion
St what I mean
Is that actually this is the infernal affairs of the
Melays
Ah
50
g;s actneily forelgn interveition

you are fust e make exy old bow make a guy
who has actually same blood links fo the past
sthemt aosed then you juss fusiafl him

Yeah
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St

6.3

it Is the {although) he bas an older brother But he is
Already

4h

saime sort accepted in there that he is the suftm
already he is recogized by most of the people
Akt

happy ot Jeast afso by the Dutch which is actualiy
riore of a nugjor pawer there

50

you are just coming in and interfering with the
Joralgn affoirs

okyy

Sa

the polnt made is that it might be iifegal because
you are intervening in locaf pofitics that bas already
decided who should be the righful suftan you are
Just creating a dispuie thot wasm*t

any poing of view

thay Is what we thought as well and that is why we
were undecided

Lesson IT Special Stream

Student.centred Interaction

Example 204

Critical incidents occurrad in student-centred interactions in both whole

discussions and in group interactions. The critiea} incidents occurred mainly in two

ways:

i) When students raised questions of their peers, when enpaged in the discussion

of divergent topics, contradicted or qualified a statement made by their peers, and,

where they displayed adductive thinking,

ii} When student challenged the teacher by raising a question or by making a

comment that contributed to the lesson.
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6.3.1 Questioning, contradicting, or qualifying a stetement made by their
peers

Critica incidents of this type occurred in whole class discussions and in the
Special stream lessons 1, 11, Il and TV and to some extent in Express stream lessens when
the teacher and students were engaged in the discussion of divergent topics.. It also
occurred in Normal siream but only in lesson IX and only when the teacher szcmed to
manipulate the type of peer interaction that took place. Critical incidents also occurred in
some of the lessons mentioned when there were group diseussions on divergent topics,
During these group discussions, the students asked questions of each other, contradicted
the statements or comments of each other and at other times qualified what each other
said by adding their own ideas, buitding and formutating new hypotheses. This talk was
spontaneous, and it seemed to involve exploratory talk whereby the students engaged in

adductive thinking.

One such incident is described in detail below. In this episode as seen in
example 205, the Special stream students are discussing the divergent topie, * History has
been unfair to many Singaporean pioneers such as Crawford and Farqubar who have
faded in obscurity while the fame and reputation of Raffles has grown over the years®.
The example shows the students stating their own positiens, contradicting and

challenging each other based en their evaluations of their evidence.
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o A

B

Wiy Farquhar is not befug in Singapore is because
of Eaffles
Because
unnecessarily they fired him and sent him back
home in England
Right
that weong deed fo Farqubar was righted there was
a annpuncerent made then Farquhar redeemed his
prestige but in Singapore everybody stilt doesn't
like him
bur
T think
aiso that the the achievements by Fargufur are are
are not like mowmmeniad or or they are not like like
Big
no but the things thase confributions that ke

were vital to the survival of Singapore tn
fts budding stages
I know
they were they were they were vital but the only
people who would truly realize the Imporiance
would be peaple af that time and they are aif dead
Yeah

but

we hiave to look back in reirospect and realize

thae without Farquhar there wounld be no Singapore
obvigusly without Raffles obvieusly the lack of
popalarity new with Fargubar shows that there
haven't been peopls going back o fook ot
Farqubar's achievements

ey have But i main poine that they have thet the
miain reason why he is not that greai is becanse ke
was fired and he was put in such a bad Hglht thar
peaple fang koh)

Lemghiter

when people like because of the damage fo the
repuiation that there Is no way you can restore the
you are forgetting that when Reffles fired Farqubar
and Farquhar was feaving a fot of peaple actuatly

eaime to fhe port io see him off

Yeah

but

his rep wirs SifH destraved what he was
accnsed of doing a fot of things

Are you watid your disagree with that

His nage was cleared

His name was eleared in England but in Singapore
the people in England they sl Hke after his name
was cleared they of course respect him

Chay Name we have recognized It as a valid point
His name was was was tarnished how come when
he feft peaple still

because becavse

definfiely some people would like him right
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He did ke did resolve ail the polfee force and all the
aff ihe red tape

the people fike him but conong the powerful among
the powerfild peaple in history ke was fired by
raffies for being inefficient and alfowing the port

to grew Rephazardly

Lesson I Special stream Example 205
Tt is peer interactions such as these that result in critical episodes and which illustrate

historical thinking process in the classtoom.

A second type of eritical episode occurred when the students challenged the
leader or contributed to the lesson thraugh comments that were challenging of the
teacher, This mostly eccurred in Special stream lessons where the students were more

verbal and confident and where the teacher was less authoritative.

Tr  under communivm not supposed (o ke mongy
everphiing s supposed to be shared
St Yeahr
bt
Jou need to find jobs for people to work
Right

you need to prepare yourself against other peaale
]

So
you still need

Conclugion:

This chapter an critical episodes explores the nature of telk in the history
classroom whien the teacher and students engage in historical and adductive thinking,
During this process three forces, empathy, imagination and historical understanding
interact with one an. It was also apparent that the nature of this talk is distinct to the

subject history, particularly when the teacher and students are engaged in the
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interpretation of historical events and incidents, In this thesis such interactions have been

deemed critical incidents.

Critical episodes, as identified by the nature of the talk, occurred in all lessons to
a greater or lesser extent. It was possible to identify these episodes because of the nature
of the talk. Both the tatk of the teachers and the studenis were exploratory and
frapmented, showing change in direction, with pauses and cognitive thinking fillers and

the use of meta-statements, discourse and pragmatic markers, being evident,

In implicit dialogues the teacher kept in touch with the students through the use of
meta-statements, The teacher and students also engaged in playing the ‘language game’,
In doing so the teachers vsed ceriain strategies to cue and fo get the desired responses
from the students. To play the pame the student had to have verbal dexterity, confidence

and the power relations had to be more equal with the teacher being less anthoritative..

The critical episodes that did eccur varied in different streams both in how they
were achieved and the purpose they served, Further, in student-centred interactions and
when the students were engaged in the discussion of divergent topics, there were more
instances of critical incidents because the students often used exploratory talk at these
times. There were more of such interactions in the Special stream lessons as the students
had more factual knowledge and verbal dexterity. They also had better social skills and

displayed more confidence.
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CHAFTER SEVEN

CONCLUSION

This research examined the nature of talk and interaction in the histery

classroom in Singapore to address the following broad research questions:

*What is the naicre of the talk in the history classrooms in Singapore?
«What are the patterns of interaction?

eAre there critical incidents where talk leads to historical thinking processes?

7.1 The nature of talk in the history classrooms in Singapore.

The findings show that the talk in the history classrooms investigated in
Singapore consists of three types, They are teacher-talk, student-talk and other types
of talk. Of the three types of talk, reacher-talk comprised 63% of the talk, student-talk
28% and other types of talk 8%. Teacher-talk involved the giving of content
information; the provision of direction; stating procedure sometimes in order to
manage information; the esking of closed inductive questions; the asking of open
discursive questions; the acceptance of the student answers; and, the rejection and
criticism of student answers, Related to this are the various types of student talk that
occurred, specifically: making predictable and unpredictable responses to the teacher,;
initiating talk to the teacher; responding to their peers; and, initiating falk to the peers,

Both teacher and students also engaged in other types of talk such as talking off-task,
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verbalising, or when the students made formal present-tions in class, witen they

engaged in electronic wlk, or, code-switched.

A qualitative analysis of the data which was supported by deseriptive statistics,
revealed that the teacher talk, the student talk and other types of 121k varied in nature.
In particular, the talk varied according to the st .m the students were in, and the

pedagogy employed by the teacher.

Firsily, the naturc of talk vari.d w< ording to the ability of the students. It
appeared that in the case of the higher ability streams the teacher and students were
engaged in the co-construction of knowledpe, whereas with the less able students, the
teacher was mainly concerned with the transmission of facts. The ability of the
students also affected the role in which the teacher interacted: With the more able
students the teacher acted as a facilitator so as to sustain the interaction with the
students. By contrast, with the less able students, the teacher exerted control acting as
an sutharitative figure who maintained discipline and who simplified and scaffolded
information. With more able students fhe teacher was able to engage in the
interpretation of history and in the process of historical thinking and understanding at a
higher level, However, with less able students, the teecher managed the learing for the
students by scaffolding the information for them through close reference to textbooks,
notes and worksheets. Finally, the nature of talk depended on whether or not the

- feacher was able to actively engage the students by evoking their empathy and
imagination. If successful, the teachers were able to do this in various ways such as by
relating events in history to the students’ own experiences or by mediating between the

histerical characters, the historical text and the students in order to establish a historical
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understanding. If they were unsuccessful, the teacher relied on checking the students’
understanding and he{ping them commit historical facis and ideas to memory through

recitation and drills in preparation for examination,

With respect to the nature of the student-talk this seemed to vary according to
whether or notthe students possessed a high level of verbal dexterity and social skill,
as was the case with the Special end sometimes Express stream classes; or whether
they tacked such skills and could only communicate in single sentences or by code-
switching. The nature of talk of the students also varied according to their ability to be
ectively engaged in the learning process. It depended an whether or not they were able
to raise questions, either of their teachers or their peers, in order to coniribute ta the
lesson. Finally, the nature of the student taik varied according to whether they were
able to form new hypotheses and raise new questions, or, if they were simply passive

recipignts of kmowledge.

The nature of the other types of talk was also determined by the context of the
classroom, including the ability of the students. For instance, it varied according to
whether the teacher chose to write something on the beard to reiterate an idea or
concept to the students, or if the teacher and the students found themselves digressing

from the lesson and engaging in off-task talk.

As well as being varied an the basis of student ability, the nature of the
classroom tatk was alse determined to some extent by the pedagogy and strategies
employed, However, the type of interaction employed was ity tumn, at least in part,
determined by the ability of the class concemned. For example, the nature of the

classraom talk differed if the teacher used authentic matertials, or the lessons invelved
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the use of computer technology and CDRoms. It also varied if the topic set for group
discussion was of a divergent comparer © u convergent kind. It would vary if the
pedagogy had the teacher in a Jominant role where he or she imparted new knowledge
compared to a more fruilitative role. Finally, it would vary if there was a reliance on
textbooks or writing tasks (especially those which involved filling in blanks on
worksheets) rather than when more open ended and investipative methodologies were

involved.

In light of the comparison made between the nature of talk and the pedagogies
employed, it seemed that history classtooms in Singapore tended to fall along the
transmission-interpretation end of the interaction continuum (Batnes, 1986, Brophe,
2002, In turn, this confinuum reflected both the siream of the class and the pedagogies
employed, so that the Normal stream classes could be positioned towards the
transmission end of the continuum, and the Express and Special stream classes towards
the interpretation end. However, because of the exceptions that occurred from time-to-

time, this appears as a trend rather than being » categorical relationship.

In genera), the Normal stream teachers were mainly concerned with
transmitting a fixed body of information and facts to the students. This information
may have come directly from the teacher, or it may have been text-based. Also, the
teacher was often an authoritative figure who exerted control, and who steered the
students in their leamning and behaviour, They frequently checked the students”
understanding, and provided feedback about the correctness of their responses. They
employed drill and recitation, where they required the students to memorise and

regurgiiate leamt infor nation. They also used more closed and convergent questions
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which required predictable responses, Finally, in these classrooms there was less talk

directed from the students to the teacher and to their peers.

By contrast, Special and sometimes Express stream classes tended to represent
the other end of the continuum. In these classrooms, interpretations were co-
constructed by the teacher and students as they shared undersiandings through
sustained dialogue. In addition, the teacher supported the students so that they could
relate new information to their existing knowledge. The questions that were asked
were mere divergent and open-ended. Activities and asks were also of a divergent

kind and seemed to stimulate historical thinking.

Thus teacher 1alk ranged from transmission of content in the Normal stream
lessons, o that of teachers in the Special stream facilitating development by enpaping
students ity the type of talk that had them interpreting historical information. The
interaction patterns that facilitated these processes in the histery classrooms in

Singapore are examined in greater detail below,

7.2 The interaction patterns

The interaction patterns that occurred were of two main types. Those in which
information was scaffolded and maneged and those, which were more diglogic in

nature,
7.2.1 Scaffolding and managing information

When teachers were engaged in scaffolding and managing information for the

less able students the interaction patterns belonged very much to the IRE patterns of
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interaction (i.e., TT3-3T1-TT5). As such, the interactions between the students and
the teacher were less dialogic and more a transmission of facts. The information was
tmanaged for the students through the use of such things as the asking of closed
questions to test recall, through the use of verbal prompts and the asking of & series of
questions, which often generated choral responses or echoing of the teacher. The
teacher also used procedum talk to mannage the content for the students and to steer
information in accordance with the requirements of the examinations, There were
generally fewer open-ended questions in these Jessons and the teachers’ response in
such interaction patterns was that of acceptance of students” answers (rather than
gccepiance of students’ ideas for further development). In the giving of content, the

teachers often resorted to concrete, everyday experiences.

The response from the students to the teacher was generaily in the form of one-
word answers or short phrases. Their respanses were thus more predictable. Code-
switching also occurred. In addition, when peer falk occurred, it tended to be of a type
whereby peers prompted each other on how to respond in class. Finally, the initiation
of talk by the students to the teacher was mainly in the form of seeking clarification,

rather than adding to the meaning of the discussion.

7.2.2 Dialogic interactions

In many of the lessons in the Special stream, and in some Express stream
lessons, the interective paiterns were more dialogic in nature. During these times the
teacher kept in touch with the students both covertly and overtly. When making contact
covertly, there were hesitations, change in direction, cognitive thinking fillers in the

talk of both the teacher and the students, and back channelling from the students, The
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teacher also engaged in polyphony of voices mediating between the characters in
history, the history text and the students. When overt centact was made, the dialogue
was both generated and sustained through the actions of the perticipants. The
interactions also generated talk of a type that promoted higher order thinking. This
was achieved through the asking of open-ended questions and by the uptake of the
students’ contributions by the teacher. As a consequence these interactions were less
predictable than that which occurred in the Normal stream, There were also fewer
occastons when students initiated talk with the teacher and to their peers in order to
add meaning to the class discussions. There were also fewer occasions when answers
were rejected or students were criticised for their behaviour and there was less of-task

talk, especially in group work, and fewer occasions of code-switching.

7.3 Critical episodey

Critical episodes did eccur in all lessons, regardless of stream and padagogy
and these represented times when the students either engaged in higher order thought
or contact was made between teachers and students with regard to historical concepts.
However, the critical episcdes that occurred in the lessons of the less-able students
differed from that of the more abte students. In the less-able classes critical episodes
occurred when the teacher succeeded in obtaining the attention of the students or
succeeded in the explanation of & historical event by drawing on the experience of the
students and by giving concrete examples. In the case of the more-able students the
eritical episodes occurred when the teacher and students engaged, through interaction,

in historical thinking processes. Critical episodes occurred when the student provided
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a long turn or an unpredictable response to the teacher’s open ended question and the
teacher used the student’s response as uptake for further development of the lesson,
The critical episodes also occurred when the students proposed hypotheses or mised
questions in order o contribute to the development of the lesson, Other critical
incidents took place when the teacher established contact with the students covertly
and engaped ther in the interaction process. During such critical incidents the teacher
and student talk was often disfluent and included hesitations, changes of direction,
cognitive pauses, and pragmatic discourse markers, The studenis and teachers in such
interactions ssemed to show some mastery of the notion of the ‘language game’ that
was required to be played. In other words they made the right moves within the

interaction process su that historical interpretation occurred.

As noted above, the streamn the students were in, and the pedagogy that the
teachers adopted, influenced the nature of talk, the pattems of interaction and the
extent to which the teacher and students interactions involved the inferpretation of
history. This finding has important implications for teachers, teacher frainers, and
curriculum developers. It also provides some direction for future research in classroom

interactional analysis,

7.4  Implications

From this research, it is apparent that the history teacher needs to have a wide
repertoire of skills in order to engage students in historical thinking. One important
skill to enable this to happen is for teachers to be able to adapt their language

particularly for students of different ability, Skiiful use of questioning is another skill.
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For example, questions should be used not just to test recall, but also to stimulate
students to think in divergent ways. Questions can also be used to scaffold information
for the stedents. In this way questioning can be used tu enable students to relate
historical events to their own experience. According to Vygotsky (1981, 1986) this
process enables the scaffolding of information, and as such, can take students to higher
levels of understanding and beyond their current level of development. Questioning
skills can also be used not only to engage the students in the process of historical
thinking but also as a way of evoking empathy. This can be achieved if the teacher
oscillates between the asking of closed inductive questions and open-ended discursive

guestions.

Apart from guestions the teacher can also use other language skills for similar
purposes. That is, they can use talk to stimulate their students’ imagination and their
empathy, They can also structure their talk so that adductive thinking and the
interpretation of history can be achieved. In order to do so, the teacher must provide an
“authorial voice " (Paxton, 1999} in order to keep the students engaged in the
interaction process, The teacher can also use procedural talk not only to manage the

class but alsp to manage the amount of information provided to the students,

History has always been reparded as a “language™ subject. From this research,
it is apparent that the [anguage use of the teacher has an effect on the language
behaviour of the students and vice versa. In addition, teachers can influence the type of
interaction that occurs in the classroom just as much ns students can influence the

response of the teacher. As such, the findings of this study show how the teachers can
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use the student’s responses, and, that in turn, this uptake facilitates the type of class

discussions that promote historical thinking.

Not only does history muke great demands on the teacher, it also does likewise
on the students. The students require a wide repertoire of skilis to function effectively.
They need to be eble to initiate new questions, raise hypotheses, challenge peneralities,
contradict, qualify, reflect and monitor their thoughts, They also need communicative
skills frem both the copnitive and the affective domains such es the [anguage of
empathy, analysis and synthesis. Students of history have to possess and develop a
level of verbal dexterity and confidence that enables them fo communicate effectively
in the classroom, As part of the historical thinking process, the students have to be able
to empathise with people and events in history and be able to consider other
perspectives and interpretations. From this research, it would appear that to enable this
to eceur opportunities need to be provided for students to pasticipate in both teacher
led discussions as well as sinall group discussions especially those based on divergent

tasks.

Curricuium developers and teacher trainers also need to understand the skills
required to present history for interpretation. It is important that they are aware of the
classroom practices thet generate historical thinking and understanding and that this is
to be considered in balance with issues such as the management of large classes,
corqpletion of syllabuses and preparation for examinations, With respect to the
particular context of Singapore, curriculum developers and teacher frainets need not
only to incorporate the three initiatives laid down by the Ministry of Education, but to

do so with consideration for the variable English language ability of Singapore
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students. In relation to this, the cusriculum developers need to build into their
materials tasks that promote, rather than inhibit the interaction process in the

classcooms, particularly iteractions that lift students to a higher level of cognition.
7.5 limitations

The limitations of this research stem from its methodology, spect‘ﬁcaily that it

included a small sample size and that the analysis was based on a category system,

Although the sample size of this study, which comprised twelve lessons, might
appear small, and therefore lack a high degree of generalizability, the research is
supported by a detailed and fine-grained analysis of the intricate complex dynamics of
all the classroom discourse thet eceurred. In addition, claims made in the text, based on
the analysis, were supported by more than 200 examples of talk between teachers and
students, It might be noted that the inclusion of such an extensive representation of
actual transcripty of discourse is rare and addresses the cail that has been made it the
literature by Edwards (Dickinson, 1986) namely that:

most classroom researchers have coded rather than recorded verbal

interaction and few descriptions of teaching include much transeript

material...we therefore know listle about the languape teachers and

pupils normally exchange, and even less about the distinctive forms and

functions associated with transmitting particular bodies of academic
knowledge

e54)

To counter the limitation of smali sample size this research included the recording,
transeription and analysis of the whole 60 minutes of each of the 12 lessons. That is to

say, the finflings are based on the tota), not selected parts, of the lessons, a limitation
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apparent in & number of previously cited classroom research projects. The inclusion of
the whole lesson enabled it to be exemined in its entirety and as a consequence
inferences could be based on all the complex interactions that occurred within the
classroom, This addresses a cail for such to happen made by Wilen and White (18%1).
who supgested a close study of contextual features of the interaction be made to enable
& better understanding of the higher order thinking processes that cccurs. This was

undertaken in the present research,

At the same time, it must be acknowledged that the decision to investigate only
twelve lessons was made for practical reasons, namely because of the extent of the
transcription involved. Researchers who have carried out similar research (e.g.,
Nuthall, 1965) describe the onerous nature of such a task, providing evidence that it

takes approximately twelve hones to transcribe a forty-minute Jesson.

As noted, the analysis of the data was based on a category system. One of the
limitations levelled at such a system has been that it is preconceived and as such does
not capture everything that goes on in the classsoom when compared to an
ethnographic and an anthrepalogical approzch (Delament, 1983). However, it should
be nofed that this claim encountered strong opposition by exponents of the systemic
cbservational tradition such as MeIntyre and MacLeod (in Delamont, 1984). In her
1984 edition, Delamont retracts some of her earlier observation and concluded that her
earlier attack on the category system was strongly worded and that in fact a category

system has implicit virtues.

The high inference nature of the category system used in this research is

another possible limitation. Critics have raised the question how high is “High
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another possible limitetion. Critics have raised the question “How High is *High
Inference’?” (Babad, 1996, p. 1). It is feared that when a high inference system is used
in the coding, it can be subjective and qualitative. In an atiempt to overcome this
limitation, strong attempts have been made to maintain a high internal reliability. To
this end, both intra and inter-reliability measures were undertaken, and these in fact

indicated a consistent application af the categorization system,

7.6  Future research

Although 2 comprehensive attemnpt has been made to explore the nature of tatk
in history classrooms in Singapore, there are many issues that still remain unresolved,
Researchers no longer perceive the classroom as a black box {Dunkin and Biddle,
1974, Long, 1984) because systemic chservational tools of analysis have allowed the
classroom to become an open fish bowl with immense regearch possibilities (Prablu,
1987). It is hoped that this research is the beginning of 2 comprehensive explaration of
classroom discourse and interaction in Singapore classrooms, This area of research is
vital if quality interaction between teachers and students is to occur between teachers
and students in the classroem. Some of the more specific issues which require further
research in the classrooim are of two types: namely {ssues of pedagopy and with a
particular emphasis on classroom strategies, and, issues related to the language

demands of the subject history.

With respect to pedagogy in Singapore, one of the first issues that requires

further investigation is how Singapore teschers might meet the challenpes presented by
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classrooms with large student numbers, Soh (1999) in his examination of the variables
contributing to the study of Mathematics and Science states that,
the positive comelation between TIMSS (Third International
Mathematics and science studies) schievement and large class size
seems fo be contrary to common-sense as advocates would argue that

small class size will allow for more individual attention and hence
performance of the students as a whole.

(. 126)

He calls for further study to help us understand this phenomenon. An
understanding of this phenomenan would provide important evidence about the skills
that Singapore teachers require and the strategies that they can adopt to generate talk in

classes with large student numbers.

The generzl challenges that teachers face in whole class discussion has been
examined in other studies by Wilen (£990) and Howe (1988). Howe (1988) states,
...whilst there are difficulties in using whole ¢lass discussion as a
means whereby pupils can come to greater understanding and begin to
learn to express themselves in a situation which places a greater degree
of stress upon them, neverthefess, it does possess preat potential and
should not be discarded.

e

He suggests a need for practical approaches to helpteachers manage whole
class discussions, The importance he places on developing this teaching ‘repertoire’ is
50 great that he equates the need to the imperative for an orchestra to have a conductor.
The present research also indicates the need for further research on how teachers might

develop this repertoire of skills.

242



There is also an urgent need for research to examine the language needs of
students in varions content subjects, including history {Torbe, 1981), Whilst history
teachiag involves pedagagy about a form of knowledge (Hirst, 1974) it also includes a
particular genre of language. The question remains as to what extent the subject
history allows for the teaching of such forms of talk. This is an area for future
exploration. In addition, it is hoped that the current study is the beginning of further
research into the nature of that form of thoughtfil talk {Coltham, 1971) or as referred
to in this thesis the propositional alk (Shemilt, 1983), used by students in the
discussion: of history in the classreom. At present, little is known sbout this form of

talk, afthough it is appacent that it is distinct in many ways,

Anather issue which requires further research and which is it some wuys
linked to the sbove is the extent to which langunge eids or acts as a barrier in the
teaching and leamning of histery, particularly with respect to students of different
learning abilities. For instance, further research is required to explore the extent to
which Normz] stream students are disadvantaged by their lack of dexterity in
language. Research is also required to explore what strategies can be used to over
come these possible disadvantages, Questions such as, would electronic talk such as
that which occurs in collabarative *chais’ and e-mails provide an alternative tool for
such students to interact with one another and with the teacher might be considered.
Current research in the second language ecquisition field suggests a potential for this
e.g., Warschauer (1997). However, whether the same is true for history students is as

yet unknown.
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There is also a need to understand the metacognitive language associated with
the thinking processes of students. Although there is research to show that meta-
cogmitive awareness helps pupils to become better learners (Chamot and O"Malley,
1554) and that the best teol for generating this meta-cognitive knowledge is through
discussion (Coltham, 1971), much more research is required to explore how this meta-
cognitive language can be identified, how it might be taught to students and how in
furn they might learn and internalise this in order to interact effectively in the thinking
processes, Can students, for example, be taught the language of deductive reasoning
through the use of connectives such as “if...so...if... how/ if when, I think,,.! beg to
differ” or by teaching them the use of ‘hedging’ (i.., tentative languape)?. These are

areas requiring future research.

Intuitively, and based an the evidence of the current research, it s2ems that the
subject history provides a usefill context for teaching the language of probability, the
cotnplexities of questioning, the language for problem sofving (Hoodless, 1994) and
the complex language of analysis, synthesis, and hypotheses raising and testing (Hirst,

1974), However, much further research is required to test the veracity of this claim.

Finally, it is hoped that this research will stimulate teachers to reflect on their
classtoom practices and they may use this wetk as a basis for employing action
research to investigate what happens in their classrooms, to instigate change in
pedagogy through the employment of altemative strategies and interactions. Ina
similar way it i_s also hoped that this research may be useful for feacher treiners, asa
means of informing novice teachers about the dynamic and intricate relationship of talk

and thinking, and about the powerful interactions that occur in classrooms.
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Appendix A

[Amidon,E.J. and Hunter, E. ( 1966 p.210-21))

THE VERBJ\L INTERACTION CATEGORY SYETEM (VICE)

- Taacher-deitloted T T F, Olver Informatlon o Opioian: presents cantent or own

1dcas, cxplelny, orlenty, b rhetarienl questions. May be
short Matcments of extended locture.

2, Slvu Directlon: tells pupli ta take lome 1pecific actisng

1 commands,
9, Asin Narrow Quesdons aske drill ql.lu!limu, questions
requlsiog :lnl'lﬂ D]:l;hwu:“p;&m ar yu;{u;: ATEwem|
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o b prediced, ‘

&, Aska Broad Question: reka celatlvel ded quas-
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" 6 Rejeete {6a) Teags erliic or el .
1 kdeaa

pu
(1] vior: dtmnun;u or critieles
hehnvior. Dﬁlg:md 1o mton unddrnh!‘:uho-
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nent.
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m mplle.

betwoen

8, Icltlates Talk to Teacher: statecmentx which pupl.l.l dlrect
to teacher without lul.lduﬂnn from tescher,

10, Tefiintc Talk to Ancther Pu ch puplh
direct to wnother pupll whi are not wli:iwd.

L. Allence: pauscs or ahart periods of silence during a time
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Appendix B

Sadial and Cognitive Fur.cfions of Learnlng Conversations
Bomes & Todd {1993 p.79)]

Level one Level two
Discourse Moves Soclal Domains
Inlinting j Frogresa trough tark Clerifying glven quediong
Extending, Qualifing, Shifting lopic
Conlradicting Ending a dizcussion,
Eliciling Managing & manipulative ek
Costinve, Pypand Bring in, Suppart,
Request infiarmniian,
| Acceptiog
Caenpelition and condlicl Compelittan for the floor,
Contradiction,
Jaking,
Counpelling pesti cipation
cal Process Cogitive Procers
Propascs n cawse Comistructing the question, Closed tasks,
Frepeses a rexult, Faising new queilion, Open tasdy,
Expundds localy fe.g., doacripive details) | Sciting wp bypotheses,
Apptle & principle (o & case,
Categorises, Using exldence, Beyond the given,
Stales condition Lriley which siatement Explicit ypotheses,
is valid or invalid,
Advances evidenee,
Hegates, Ancodote,
Evalastes, Hypothefical canes,
Puts eltemative ¥iew, Uaing cvorydey Somwlodge,
Suggests 8 method, T Teelings and ting [ i Jiti
Rexintes in diffarent terms, etpaie
Expreasing cthical fudgementx,
Shayed rerestion of | ierry expericoca
Roflaivily
Monitoring own speoch and thought, Own contributions provigosal,
Tnterrelating Allemative viewpoints Validity of others,
E sl tinting own and others' perfarmance | Morz than oe poasibifity,
Awnretess of mimicgics
Finding overtrching principles,
Audience for reconling
5 .
Mewing \a new topi:
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Appendix C

The fellowing points will be noted in the coding procedure of classroom

talk. These have been adapted from instructions stipufated by Bellack (1966) in

his research study.

1

Coding will be fom the viewpoint of the observer, with
pedagogical meaning inferred from the speaker’s verbal
behaviour. Meaning will be inferred from the context and
intent

All missed statements and un-codeable statements will be
indicated. Partially missed statements will be coded only if
there is enough information to code the pedagogical move
and utterance,

A line of discourse will be 10cms, of transcript which is
type written

All complete utterances of less than one line will be
caunted as one line

In longer utierances, the final ling sepment is counted as
one line if it exceeds half the line. If it does not it is
discounted

In utterances that contain more than one pedagogical move,

each pedagogical move is counted as at least one line
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Appendix D

Icons, symbaols and abbreviations used in transeript

® Teacher TT
" Student 5T
= Students 8Ts
» Presenter Pt

v Latching and truncation

*  Overlapping speech hm n
*  Unclear words b.9.4
¢ Unnatural pauses nn
L Laughter

@
g Noise, collective mummur i1 ]
. Discourse markers dm
n Pragmatic markers pm
s Metnstaternenits m
] Thinking fillers tf
. Prosodic markers for questions /
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Appendix B

[Amidon and Huater 1966 p. 216)

o Tz 13 12 5 e B 5 [w[ufE]6 (W 6 [T
100¥:
3 L
4 Teacher IF
5
5
7
y
0 | Student Talk i_ X
11
12
13 f
14 | evhere |
15 ] ]
Totol ] 14 F] 10 “Tetal
] — 1 1
An example of how these were entered is given below. )
Tr how is tin transperied T3 "
St trin 51 pair 2™
Tt train cailway lines TS 3" pai
anly reilways T3  pair 4%
S roads S1 pair

Coded tallies were entered into she fifteen coll matrix, two st a time and the percentage of the
recorded lallies in all the fifteen categories were caloulaved.

Based gn matrix, patterns of interaction that demonstrated a hrmkamy from the [RE patiemns
a5 well as other unique patterns were identified. Examples are given below,

= Dugl imemetion patterns e.g. [4-5) teaches’s open questions fellowed by teacher's

own comment

»  Triple interaction pattems [ 4-5-10] teaches™s open question follawed by teacher's

own commitnt followed by student’s comment directed at teacher
*  Quadruple interaction patterns [4-5-10-11] teacher's apen question followed by
teacher™s awn comment followed by student's comment directed 10 teacher foltowed

by student’s comment to peer

Tho micromoves of these varions types of interaction pattem were uu.rmned inonderto

. understand and deseribe the thmhng pracesses involved,
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10
11
12

Appendix F

4 5 6 7 B 9 10

o1z’

111

Area

11

At example of the matnix as presented by Amidon and
Hunter (1966) to show intevaction patters that can be
interpreted by studying the matrix. Area A,
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Appendix G

Principdl, 11™ August 2000

Singapore.

Dear Sir,

1am n teacher who is at present on post degren leave, gramed by the Ministry of
Education. I am conducting h for a PhD in Education degree ot the Edith Cowan
University, Parth, Australia. My ares of research is cn “The Mature of Talk in the History
Classroom”, T am interesied In studying bow teachers ond students internct and tafk in the
history elessroom T belisve that my research will have pedagogical implications on the
teaching and leaming of history in Singapore Schools.

In order 1o conduct this research 1 seck permission 1o collact data on "classtoom talk™
from ene Upper Secondary Gifted stream histocy class. 1 need 1o andio and wdeo fope
o lessons. Prior 1o this I will also have 10 make two familisrization visits in order to
minimize ohserver effect. All in all, 1 will have to make four visitr oy,

I have specizily chosen ——fior the fullowing three reasens:

i) Rtis npremier school in Singapors with Gifted stream classes.

ii)  The school has alweys been a vanguerd of chmge and is thus suppertive of
research and schotarship,

iy [t has a history department, which it very actively involved in the
incarporation of IT ond thinking skills in the history lessons.

1 have been granied permission from the Ministry of Education to collect dota from
Schools,

Plensa nole that prior permission and consent will be oblafned from the HOD and teacher
cencemed, parents of the students and the students themselves,

[ also wish to state that all audio and videotapes will be kept by the researcher and later
by the Edith Cowan University under fock and key and finally destroyed alter five years.
‘Tha infonmation gained will be confidential end narme of school, 1eachers and studems
will be given code names when I write vp my findings. If you have any concerns
ragnrding this you can contact Dr Rhanda Qliver from Edith Cowan University.

Finally, pleass nlso note, that the School, the teacher and students have the right to
withdsaw fiom (he research ot eny time without prejudics, I am submitting tha following
documents:

‘Tha letler of permission from Ihe Ministry of Education
The Ietier sepking the teacher's permission;
The Ietter seeking consemt from parents of students and a letter to the students explaining
my pesearch,
1 have also made this request known 10 ——ad ——

| seek the suppon of yau and your Schaol in his research end eavor,
Thanking you,

Yours Faithfully,
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Appendix H

11 August 2000
To:
Thro*
The Principal,
o 1 Raffles Institution Lame,
Singagore. |

Dear Siz/ Madam,
Re: Collection of dain for Research

I am & teacher who is ot prmsent on post desl‘eelme,mwdbymuhihﬂsuyof
Eduction. T om conducting research fior a PED in Education at the Edith Cowan
University, Perth, Australin Mym ofresee.rchls on “The Nahire of Talk in the History
Cl " lam i lin g how leact mdstudenuml«ermandmlkm
the kistory clnssmcm I beliove that 1 m'y h will have pedsgogical imiptications on
the teaching and leaming of hislory in Singopore Schoals.

In erder t¢ conduct this vesearch I seek permission to collect dota on “classroom 1alk™
fiom oae Upper Secondary Gifted stream histery class. I noed to endio and video tape
g fessons, Prior to this § will #lso have 1o muks two familiarizaton visits in order to
minimize observer effeet. All in all, [ will have w make four visits only,

1 have specialty selucied you for the research because I have heard thal you are excellem
histary teachers and the history department is innovative in the use of [T, If you agres to
participate in the research, you will be required to teach the class using a strategy which
you have ussd before mul oue which you are comfortable with,

1 also wish 10 state that all audio and vidsotapes will ba kept by the researcher and later
by Lhe Edith Cowan Un v wuity under fock and key and finslly destroyed afler Gve years,
‘The information gair-. #ill be confidential md nema of school, teachers end sradenis
will be piven code names when I write up my findings. I you have my conters
regarding this matter pleass contsct my Supervisor, O Rhonda Oliver, Edith Cowan
University.

Pleass pote that you and your students have the right to withdraw from the research =1
amy time without prejudice. 1 have writlen and ehiaimed permission from the Ministy of
Edication eod from your School Principal to collect data from your School. Permission
will elso be chtained from the parents ond students.

1 seek your support and help in this research endesver.

Themking You,

Yours Faithfilly,
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Appendix I

14 Augist 2000

To:
The FrrenliGunsdian,
Thro®
‘The Principal,
Singnpora.
Dear SirfMadam,

Re: Collection of data for Research
1 am a Singapore teacher who is al presert on post degres leave, granted by the Minismy
of Bducation. [ am conduct: h for a PhD in Education at the Edith Cowan
University, Perth, Australin. My area of rasem‘d: is on " The Notwre of Telk in the
Hlstnry Cl " Tam | in 1g how teachers ond students interact mnd

talk in the Jistory class, I belisve my Tesemch wil help in the teaching mmd leaming of
history in Singapore Schogls,

1 have been granted permission by the Ministry of Education, the School Principal and
the History Teacher to video and audip tape four lessons from one class of students,
Your $on is from this class.

All video and audiolapes will be kept by me and Iater by the Edith Cowan University
under dock and key end finally destroyed efter five years.

The students are free 10 wilhdmw from the research st any time without prejadice

The information gained will be confidential and 1eachers end students will be given cods
names when 1 write ip ary findings. If you need further information you can coniact me
ol Tel. mo 4685953 and should you have any comcerns regarding this matter you can
contact the form teacher or the Principal,

T seek ¥our suppart in this endeqvor. IF you have oo objections to my carrying out this
sesearch please complete the form below and returm it to the teacher.

Thanking ¥ ou,
Yours Faithfully,

Pamela Thuraisingam,
PhD Research Student,
Edith, Cowen University,
Ferth, Westem Ausiralia

Re; Collzgtivn of data by Researcher
Dete

[ fguardien’s full nanw) bave been informed of the
research 1o be cmdumedby?mdaThwmsmgmmlhb“memeofmkm&le
History classroom™ and pive my permission for my seo

{Student*s nema} 1o fully participats,

Purent’s Signature
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Appendix J

Dear Student,

1 am a Singupore School Teacher, who iz conducting a research on the way
teachers and students interact md talk in the history classroom. [ believe that
this h which [ am conducting will help in the tesching and leaming of
history in Singnpora schools.

T have been grented permigsion by the Ministry of Education, your Sehool
Principal and your History teacher to conduct this research.

I now seek your permission to vides and audiotape four leszons in your
clags, All video and audictapes will be kept by me snd laler by my
University (Edith Cowan University— Westem. Australia) under dock and
key and finally destroyed alter five years,

The students are free to withdraw [rom the research at any time without
prejudice.

The information geined will be confidential and teachers und students will be
given cods names when | wite vp my findings, If you need lurther
informafion you can contact me at Tel. no 46€5553 end should you have wmy

concems regarding (his malter you can contacl the form teacher or the
Prineipal.

1 sk your support and help in carrying out this research. Please Iol us know
through your parenls il you have ey objections.

Thanking you,

Yours [rithfully,

Pumela Thurnisiogam,
PhD Rsearch

Edith Cowan University,
Western Australin
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Appendix K

Teacher
One

Stream
Specdal

Lessen

Pzd

Computer based inlegrated lesson. Teacher inpul
provided through power poinl and videy

pre ton, This provided stimulus/rigger for
lesson. Divergent question g used to g

two condlicting views afier which thero wasa
ten minule of ¢lass discussion faclitated ond led
by teacher. Teacher used overbead projector.
Students ore seated in front of the catnputer but
tumn fowards teacher when be speaks, [50mins

Specidt

A tourisl brochure was used s source malerial
to trigger discussion, Sluderts were given a
chollenging task where they had 10 cafuta and
guestion statement in the brochure “Rafflas
noquered pessession of the land in 18197 if all
th¢ credit should go 10 Raffles for the foumding
of Singapore and if he really possessed
Singapore. These queslions wedn given &5 open-
ended questions to stimulale discussion in
groups befors a general diseussion. Students
were sealed in groups. [60mins]

Two

Special

m

Drivergent question presented for debate and
discussion. A tencher led discussion. Strdents
were seated in a cirele and teacher perched
himself on the table. Powwer relation appesred
maore equal here as teacher actively encouraged
digression.

_|G0mins] |

Special

Student presentation of project work. Student
presented with the aid of transparencies and an
averhend projector. Teacher made commenis
and encournged stedents to make comments as
weil o5 the stadent presented her project.
Studen stood in front of the class.

{64mins)

Express

Graup task on a st of historical concepls which
were provided by the teacher, Students were
required to wsa the tenthook as a guide. Teacher
fisok tum to sit in with the groups to help them
find the meanings to the concepts in the
textbook.

Express

Vi

Source based question. Two picures of King
Mongkut provided to each student for group
discussion. Task was to write the enswer as a
group on the transparency to be displayed af the
end of lesson to the class. Teacher provided tha
questions.

[60mins]

Four

Express

Vi

Yideo shown at inlervals followed by a teacher
Ted dis¢ussion. {60nins]

Four

Express

Vi

Computer assisted learning followed by class
discusgion, Each group wos assigned o different

aspect of the lopic and they had to werk on the
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questions 48 they waiched a CD Roma on the
computer. They had to skim and scan the
material on the CD Rom for infarmation. They
worked in pairs Lwo 1o a computer. The teacher
went around interacting with the students. There
was an open teacher led discussion at the end of
the: {esson. [ B0 mins

Five

Marmal

Studenits had been ngsigned a task forr proup
discussion, They were required Lo prasent to the
class while enother group had to evaluate the
wswers of these students. The students were not
allgwed (o refer to tha lextbooks. The sludents
wers seated in 2 group. [50mins)

Five

Normal

Tha lesson eemtinued from where they had left
off earfier. Whils one proup presented the other
group evaluated. Again the studenls were seated

in a proup. [S0emins]

Six

Normal

Teucher handed out worksheets. Students filled
in the worksheets wilh facts with the help of the
teacher. This was in preparation for the coming
examinations, The lesson was dominaled by the
Leacher. [60mins

Six

Naormal

Teacher distributed 1o the siudents some notes in
preparation for tha coming examinztions. There
was drilling of facts wilh questions asked for
recall of facts. Teacher dominated the lesson.

[60mins]
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