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Abstract

This thess invedigates the process of peer collaborative leaning in three Supplementd
Ingruction (S) groups a Rhodes Universty. The roles of the S leader, the students and the

task in the peer-collaborative learning-teaching process were researched.

The ressarch is rooted in socioculturad theories of learning and devedopment. The nation of
activity is thus centrd to this invedtigation. The tasks gods and interactions in the S sessons
were andysed in order to arive a an understanding of the process of learning-teaching in
eech of the three S sessons. A method of analyss devised by Van Vieenderen to sudy the
process of everyday cognition in the problem solving activities of community activigs (1997)
was adgpted for this study. The method of anadlyss was used to study the interaction processes
of paticipants in the S groups. Each interaction between the SI participants was broken into
its condituent parts and labded in terms of the gods of the interactions in relaion to the
preceding interaction or operdtion, the task or subtask under discusson, and the S sesson as

awhole

Data from the andyss of the activity were quantified in order to assess the qudity of the
learningteaching process A quditaive andyds of the patterns of mediation was used in
conjunction with the quantified data of interaction patterns to draw conclusons about the

neture of the peer collaborative learning-teaching process in the three Sl sessions.

The research findings indicate that the nature of the S task is crucid; students in S need to
be ale and willing to participate and the facilitation dyle of the S leader plays a role in
determining the qudity of the activity in the S sesson. The theds explicates learning

teaching activity that resultsin higher order learning.
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CHAPTER ONE

THE SCOPE AND CONTEXT OF THE RESEARCH

1. Introduction

This research is located within the fidds of Cognitive Psychology and Academic
Devedopment (AD). In this introductory chapter | shdl outline the theoretical perspectives that
underpin this reseerch in redion to the two fiedds Academic Deveopment is the umbrdla
discipline for the sudy. The process of collaboretive leaning is examined in redion to the
cognitive devdopment of students which, in turn, is conddered as pat of the broader notion

of AD.

The am of this ressarch is to invedigate the process of peer collaborative learning in
Supplementa Ingtruction (S1) groups in two fird year university courses. Mogt of the research
on pexr collabordive learning has taken place in sthools and has focused on a comparison
between traditiond competitive learning and a coollaboretive learning milieu (Cohen, 1994,
Johnson & Johnson, 1985, 1991; Savin, 1980). The research on S has concentrated on

comparisons between the academic performance of Sl attendees and nonrattendees.

This ressarch investigaies the process of peer collabordive learning in S groups rather than
the peformance outcomes of dudents who paticipae in the collabordive learning process.
Thefollowing research questions were thus asked:

What is the nature of the interactive process between the Sl leader (SIL) and the first year

students?



How are the learning tasks negotiated, that is, how do the SIL and Students reach task
definition and intersubjectivity?

What isthe nature of the tasks the group engages in?

To wha extent do the interactions and the tasks present opportunities for knowledge
restructuring and criticd thinking?

The research findings centre on the roles played by the Sl leader, the Sudents and tasksin Sl.

2. Thecontext of theresearch

The research took place againgt the backdrop of momentous changes in education in South
Africa in the lagt three years of the 1990s. Education, per se, is a contested arena. Brookfield
sys “Classooms are not limpid, tranquil ponds, cut off from the river of socid, culturd, and
politicd life. These are contested spaces — whirlpools containing the crosscurrents of struggles
of maeid supeioity and ideologicd legitimacy which exig in the outsde world’ (1995,
p.3). As a rexult of the socio-politicd higory of educetion in South Africa, education has
been even more contested than it would have been in a “normd” society. The Apatheid

school system has left some students underprepared for university sudies.

Since the 1980s various academic support programmes were initisted a universties in an
atempt to hdp academicdly underprepared students cope with maingream teaching and
learning activities. However, many of these programmes attempted to teach academic <kills
disembedded from the curriculum content the dudents were sudying.  These programmes
specificdly targeted <udents from disadvantaged educationd  backgrounds, and as such

branded sudents as different to the mgority of the sudents on the campus. These remedid



programmes did not have the support of the students they were meant for and reseerch seemed
to indicate that skills were best developed as pat of a sysemdic programme, integrated into

the firgt year curriculum (Drewett, 1993; Zuber-Skerrit, 1987).

Supplementa  Indruction (SI) was deveoped a the Universty of Missouri, Kansas City
(UMKCQC), in the late 1970s in order to provide a nonremedid vehice for the devdopment of
sills and content knowledge in hidoricdly difficult university courses. Tetiary inditutions in
the United States of America and dsewhere, have been experiencing the growth of
heterogeneous student bodies as a result of “the democratization of, and open access to,
tertiary education since the 1960s’ (Zuber-Skerit, 1987). The UMKC response was unigue in
that it targeted courses rather than students It aso required much more active involvement

from the participants than other forms of tutor-directed programmes.

The fact that Sl requires students to be active agents in ther own learning, is shown by this
resesarch, to offer chalenges to S leaders and groups. The effectiveness of the peer
collaboretive leaning experience is serioudy undemined if paticpant activity in the
teaching-learning process is limited Factors that limit the active, collaboraive involvement of

students and thus the effectiveness of Sl were isolated by this study.

The S groups who were the subjects of this sudy come from Rhodes University, South
Africa. Rhodes Universty is an English university with aliberd history. Judging from the
Universty’s student intake, its niche market seemsto be middle-dass, academicaly well
prepared sudents. However, asmall percentage of students who do not achieve the

univergty’s automatic entrance requirements, but who are deemed to have academic potentia



by the deans of faculties gain access to the indtitution each year. Thus the student population

is mede up of so-called prepared and underprepared students.

2.1 Academic Development

The fidd o AD has evoved from beng a margind endeavour in traditiondly white
universties, where academic support tutors were employed to hdp underprepared black
dudents cope with the demands of universty dudies, to a maindream enterprise that initiates
and supports changes within inditutions so that teeching and learning is improved for dl
dudents. During the 1980s it has become increasingly clear that the “problem” of sudents
being underprepared for universty was no longer an issue that pertained to a minority of
black dudents on traditiondly white campuses. Many dudents ae now perceived as
underprepared for the demands of universty study. One reason is that school dudy is very
different from universty sudy and as such mekes different demands on Students. Another
reeson is that the demogregphics of tertiary inditutions are changing. They ae becoming
increesngly heterogeneous and diverse in rdation to ther racid compogtion, the home

language students spesk and the educationa experiences sudents bring to the inditutions.

When universties were andl, dite inditutions, lecturers were able to spend time with
dudents inducting them into the culture of the universties, ather in individud or smdl group
tutorials. With ever-larger numbers of sudents from dl backgrounds gaining access to tertiary

sudies, this kind of enculturation is much more difficult to achieve



Academic Development is concerned with finding ways in which the enculturation into the
literacies of academic disciplines can be made accessible to dl students. Thus there has been a
redization that it is not a amdl group of students who have to adapt to the changes in tetiary
education, but rather that inditutions have to change 0 tha they can better serve dl their

students.

2.2 Cognition as a socially situated process

This ressarch is informed by the widesoread recognition among socioculturd  theoridts  thet
learning and devdopment are mediated in many different ways (Griffin & Cole, 1984; Lave
1991, 1993, Rogoff, 1995). It is undersood that learning is mediated by Sgnificant others
who hdp leaners to acquire the literacies that will enable them to become pat of the
disciplines they wish to access. Learning is essentidly seen as a socid process that cannot be
divorced from the socid context. It is further recognised that learning occurs through
paticipation in culturdly Stuated ectivities with other members of the community. S is one

way in which students are encouraged to participate in the culturd acivities of the academy.

3. Supplemental Ingtruction (S1)

This bdief underpins the practice of Supplementa Indruction (S). Sl is a peer collaborative
academic assgance programme where successful senior students who have been trained in
basc leaning theories and draegies for mediating active learning, facilitate learning for
gndl groups of fird year dudents in out-of-class, voluntary sessons. The S leader (SIL) is

the more-competent other (Vygotsky, 1978) who mediates learning for the S group through



usng her knowledge of the content area and S facilitation drategies. In S sessons students
engage with the SIL and each other in an atempt to better understand the course materid and
to devdop ways in which to learn the maeid. S is thus one way to facilitate the academic

development of first year Sudents at university.

The findings of this research seem to indicate that S is successful in mediating learning for
dudents who ae adle and willing to paticipate in the teaching-leaning process. Students
with a poor academic background and who are not used to the interactive nature of the peer
collaborative gructure do not seem to benefit to the same extent as their more prepared fellow
dudents Clark (1998) and Koch & Madlon (1998) found that underprepared students seem to
prefer a more sructured gpproach than is traditiondly offered by S. Hunt (1997), in her study
of tutorid groups a Rhodes Universty, indicated that the teeching-learning process in tutorid
groups that depend for its effectiveness on sudent interaction, was not as effective with
second language dudents from former DET (Depatment of Education and Training) school
backgrounds. My research indicates that a successful SI sesson requires udents to share
respongbility for the process with the SL. The SL, in turn, needs to be e and willing to
share the responshility with the group. Not dl leaders and dudents are adle to rise to the

chdlenge.

3.1 Supplemental Instruction and Academic Development

As the second millennium comes to a dosg AD is indrumentd in the move in educdion

towards Qudity Assurance (RSA, 1995). Essentidly, Qudity Assurance has to do with

accountability. Academic inditutions are accountable to their sudents and their many other



stakeholders to ensure that Sudents engage in qudity learning through the qudity of the

inditution’s curricula, including teaching and assessment practices.

Thus, even though this research was dated a a time before the Qudity Assurance movement
came into fruition, it now needs to take cognizance of the new developments and assess how
S fits into the notion of assuring a qudity learning experience for students. | hope to be adle
to show how the findings of this ressarch may be goplicable in helping inditutions assure

qudity for their Sudents

4. Thestructure of thethess

In the theoreticd overview (Chepter Two) | pogtion teaching and learning as a socidly
condructed process. Teaching and learning takes place within a context where paticipaion in
culturd activities brings aout learning and deveopment through a process of mediaion. An
oveview of some of the man theories that underpin thinking about the cognitive
devdopment process of univerdty dudents is  preseted. Findly, the notion of
underpreparedness is examined. Collaborative learning is podted as one way in which the

learning needs of diverse sudents may be mediated.

In Chepter Three various theories on collaboraive learning ae discussed. Collaboretive
learning is seen as a way to build leaning communities (Treisman, 1986, Bruffee, 1993).
Ressarch on the conditions for effective collaborative learning is explored. Supplementd
Indruction is dtuated within the collaborative learning framework. An agument for the

pogtion d this research project within the area of collaborative learning is made.



Chapter Four outlines the ams of the research and explains the research orientation followed
in this dudy. The mea-theoretica framework for this research is socio-culturd theories of
devdopment. As this research is concerned with examining process, a quditative research
methodology is followed. The research methods ae outlined. An innovaive resserch method
devdoped by Van Vleenderen (1997) is employed to andyse the interadion processes in the
S groups. The research data on the interaction patterns is presented in Chapter Five. In

Chapter Sx data related to the mediation paiternsis presented.

Chapter Seven provides a discussion of the research findings of this study. The sudy found
that the factors tha influence the qudity of learning-teeching in S groups include the nature
of the tasks, the way the activities are mediated by the SIL and the contributions made by the

students in the teaching-learning process.

The thess concdudes with Chapter Eight. In this chapter | consder the shortcomings of this
research and make recommendations for further reseach. | dso  outline some

recommendations for assuring qudity practice in teaching and learning that emanate from this

sudy.



CHAPTER TWO

THEORETICAL PERSPECTIVES

1. Introduction

This ressarch is grounded within a socioculturd paradigm of learning and  knowledge
condruction. “The god of a socioculturd gpproach is to explicate the reationship between
humen action, on the one hand, and the culturd, inditutiond, and higoricd gStuations in
which action occurs, on the other” (Wertsch, Dd Rio and Alvarez, 1995, p. 10). The focus of
this sudy is the processes of interaction between dudents as they engage in peer learning

groups within the context of atraditiondly English South African universty in the late 1990s

The dudents who paticipae in these learning groups come from diverse language, culturd,
sodo-economic and  educational  backgrounds. However, the teaching and learning process
often assumes a homogenous group of learners (Lave, 1993). Thus, in many indances, it does
not take account of the various and varied assumptions, gods and socioculturd higtories of
dudents. A socioculturd gpproach begs that the above-mentioned factors reating to Student
profile be taken into account so that learning opportunities devised by university teechers may

fadilitate the cognitive deve opment of al the sudents who engage in them.

A number of academic deveopment (AD) practitioners have been influenced by the
socioculturd  goproach to  the devdopment of mind (Dison, 1997). These socioculturd
theories aticulaie wdl with the conceptions of teaching, learning and knowledge condtruction

to which many AD practitioners subscribe. Boughey (1994), working in the fidd of academic



literacy and writing devdopment in South Africa, for example, recognises that not dl
dudents prior learning experiences prepare them for the type of leaning required by
universties.  She beleves that university writing tasks are tools through which students can
learn to develop academic literacy S0 that ther writing becomes appropriate for the
sociocultural setting of academia. | shdl discuss aspects of academic literacy under a separate

heading later in this chapter.

2. The sociocultural genesis of knowledge

Socioculturd  psychologists see cognitive devdlopment as a generative process, which takes
place as a function of socid interactions. Learning is a socid activity that takes place within a
soecific socid context. Rogoff (1995, p.4l) assats tha individud development should be
dudied in terms of its interrdation with socd interaction and the culturd ectivity which is the
focus of persond and interpersond actions. The socid sdting, the individuds involved in the
action and the activities which they paticipate in are dl interdaed within the teaching and
learning process. Vygotsky's term for the process of teeching and learning, i.e teaching
learning, (1978) takes cognisance of the reciprocd naure of the roles of teaching and
learning. It is descriptive of the active involvement required from both paticipants in the
teaching and learning reationship. | shdl thus refer to the process within which teacher and

learners are engaged in, as teaching-learning or learning-teaching interchangesbly.

10



2.1 Theroleof activity

In a discusson of Leont'ev’'s notions of action and activity, Bronckart (1995) dates that “the
notion of activity concerns the most generd forns of the functiona organization of behaviour,
through which members of a gpecies gain access to the world” (p.76). He further says that
“activity develops through actions, it bresks down into substructures of behaviour oriented
toward goals and is underpinned by the group’'s usage of rules” (p.76, origind emphass).
Schools and universties are culturd environments.  They exig for the purpose of organisng
activities, which enable the culturd knowledge of previous generations of scholars to be
pased on to, and built on by, laer gengaions  Another primary god of schools and
universties is the condruction and dissemination of new knowledge The specific usage of
rules, which denotes that individuas have accessed the world of academia, is gained through
engagement in the various activites of leaning and teaching within the universty. A
discusson of the edtivities and gods, which the community-of-scholars vaues, will follow in

the section on academic literacy below.

For Rogoff (1995) the use o “activity or event” as a unit of analyss which takes account of
“active and dynamic contributions from individuds, ther socd patnes and higoricd
traditions and materids and ther trandformations’ (p.40) offers socioculturd  researchers
opportunities to observe and underdand learning and  devdlopment  within - a  given
sociocultura sphere. Activity as a unit of andyss presarves the interrdation of individud and
socid context.  Rogoff notes that an gpproach that preserves the unity between actar and

context addresses Vygotsky's view that the essence of an event should not be lost through

11



focusng on discrete dements which would lose their meaning if Sudied without reference to

the socioculturd context.

The sodd sdting, the individuds involved in the action and the activities which they produce
ae dl interdaed within the teaching-learning process. Activities and the context within
which learning hgppens are integrd to knowledge production.  According to Brown, Callins
& Duguid (1989, pp. 32-33) understanding is developed through authentic activities in
“dtuationd usg’. They define authentic activities as “the ordinary activities of the culture’ (p.
34). Within the university context these would include lectures, tutorids, essays, exercises,

fidd trips and precticds whose am it would be to initiste dudents into the “world” of

psychologidts, lawyers, sociologists, and o on.

According to Perkins, Jay & Tishman (1993) the process of enculturation through which
Sudents become part of new knowledge communitiesinvolves:
Culturd exemplars that can be artefacts and people who modd or otherwise exemplify
cultura knowledge;
Direct transmisson of key information; draghtforward teeching of  concepts
vocabularies, and information related to cultural knowledge;
Involvement in culturd activities that entals hands-on praectice in usng aspects of culturd
knowledge; and
Involvement in culturd interactions where interpersonad exchange of culturd knowledge

takes place between leaner and leaner and between learner and mentor (origind

emphass pp. 79-80).

12



The socioculturd activities in which expats and novices ae involved, meke leaning
possble According to Vygotsky (1978) children learn through their interaction with more
experienced members of a community. Tharp (1997) and Newman, Griffin & Cole (1989)
beieve that joint productive activity between experts and novices towards a common purpose,
which affords participants opportunities to tak about the shared activity, is an ided way to
learn. “Even the youngest children, as wel as mature adults, develop ther competencies in

the context of such joint activity” ( Tharp, 1997, p.6).

2.1.1 Mediation

During joint productive or god-directed activity (PascuaLeone, 1995) culturd knowledge is
pased on through a process known as mediaion. Mediation is made possble through the use
of dgns and tools or through engagement in culturd activiies with dgnificant others
Language is an example of a Sgn sysem through which culturd ideas and menta processes
(thinking) are mediated. The mediation process assumes a link between socid communicetive

processes and individud psychologica processes (Wertsch, 1991).

Knowledge is socidly condructed and learning devedops as a result of didogicd and
didectica interactions between teachers and learners and between two or more learners.
According to Vygotsky learning takes place on two planes  Frg on an inter-mentd plane, i.e
between people, in activity of which conversaion is one type, and laer on the intra-menta
plane, i.e within the leamner's mind. On the inter-mentd plane the learning process is
mediaied by others. The learner deveops idess and thinking paiterns through her interactions

with dgnificant othes  On the intra-mental plane, a didectical process between old and new
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conceptions occurs within the learner’s mind.  She practices and repeats that thinking until the

new thinking becomes interndised (Vygotsky, 1978).

Through conversations with more mature members o a culture, learners come to know the
meanings of words and concepts.  Thus they come to share these meanings with the rest of the
mature members of the culture. Humans have devedloped tools for mediation. These may be
concrete tools or artefacts like computers or psychologicd tools like language which are usd

to mediate idess.

For Miller (1989) mediation and the mediaor are centra to the learning process. Miller Sates
that “the source of the action lies not in the person who acts, thet is the biologica congtitution
of the actor, but in another person who indructs and regulates the action” (Miller, p.156). The
fact that human actions are regulated by others dlows learning to take place. Learning is not
the mere transfer of knowledge and understanding from one person to ancther; rather it has to
do with actions which ae regulaed or mediated in ways which “endble the learner to

congruct understianding” (Miller, p.156).

Through mediation a learner develops actions which hdp her to underdand problems or
regulate her actions in a paticular way. This externd regulation enables her later to regulate
her own actions, mentd or physcd, to solve problems of the same kind (Miller, 1989). This
regulation of action which firg takes pace on the inte-mertd plane can teke place later on the

intramentd plane.
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Mediation can be horizontd, that is, between learners of the same age or it can be verticd,
where experts induct novices into culturd practices Each type of mediation offes a
quditaivdy different path through which the world can be accessed (Topping, 1997). For
example, mediation by peers dlows for the potentid devdopment of cognitive conflict, which
can precipitate learning without purposeful dructuring of god directed activity.  Vertica
mediaion, on the other hand, is often sructured and directed towards specific teaching gods
or leaning outcomes. What Vygotky cdls the zone of proximal development denotes a

psychologica “ space’ where mediation of knowledge can effectively happen.

2.1.2 The Zone of Proximal Development

In this section | shdl discuss the role of the zone of proximal development (ZPD) in the
process of mediation. Vygotksy proposes that learners have an actud level of devedopment
which can be assessed through various tests, as well as a potentid level of development which
they can reach while they engage in problem solving activities of “indructiond socid
interaction” (Rogoff & Waertsch, 1984, p.2). Vygotsky defined the ZPD as “the digtance
between the actua deveopmentd leve as determined by independent problem solving and
the levd of potentid devdopment as deermined through problem solving under adult
guidance or in collaboraion with more capable pears’ (Vygotsky, 1978, p.86). Rogoff &
Wertsch (1984) cdl the ZPD “a dynamic region of sengtivity in which cognitive development
advances’(p.1). In this dissertation the ZPD is understood to be a “zon€” within which the

learner is ready to learn or develop when the activity chalenges her to do so.
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For Vygotsky, indruction precedes devdopment; leaning is thus the precursor to cognitive
change and deveopment and occurs within the ZPD. If the digance between actud and
potertia  development with the hdp of mediaion is negligible, there is no need or mativaion
to lean. Also, if the ggp between the known and the unknown is too big, learning mediation
can not teke place ether. A person will learn from interactions that are sructured at the
gopropricte levd. Initidly, Vygotky assats that the new cognitive processes the learner
acquires through the process of indruction are exercised only in interaction with adults or
peers. Thee proceses then become interndised and become pat of the learner hersdf

(Rogoff & Wertsch, 1994).

Wertsch (1984) extended Vygotsky's concept of the ZPD by examining different dements
that need to be present for development to occur. He introduced the notions of gtuaion

ddfinition, intersubjectivity and semiotic mediaion (p.8) in his explication of the ZPD.

Stuation definition refers to participants understanding or interpretation of the Stuation they
find themsdves in.  Two people may ogtensbly be involved in the same activity, but if thar
gtuation definitions do not correspond, they are in fact, participaing in different activities In
the universty context, when students are given an essay to write, for example, the lecturer
expects them to share ther idea of what is meant by the task. This presupposes that students
andyse the topic correctly, undertake adequate research and report on it gppropristely and
that, in producing the essay, they execute the task set by the lecturer — whether it be to
“discuss’, “andyse’, “criticdly assess’ or “explan’.  However, lecturers and students often
do not share the same dStuation definition of tasks and dudents fal to achieve the desred

learning outcomes. Reasons for this mismaich in Stuation definition between lecturers and
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dudents will become dear in the discusson on academic literacy, which follows in section

31

Wertsch (1984) dates that “humans actively cregte a representation of a Stuation; they are not
the passve recipients of this representation” (p.8). What is required of a learner in the process
of devdopment, is tha she gives up ha “exiging gStudion definition in favour of a

quditatively new one’ (p.11). Thisresultsin aStuaion redefinition (p.11).

The second concept of intersubjectivity comes into play here.  Wertsch defines it thus “we
can sy that intersubjectivity exiss between two interlocutors in a task setting when they
dhae the same dtuation definiion and know that they share the same Stuation definition”
(p.12). Of course the Studtion definition of the mediating adult or more competent peer (let us
cal her the teacher) is different to that of the learner. The teacher takes on a dtuation
definition which is deemed gppropriaie for the particular teschinglearning Stuation. Thus, a
leest three different Studtion definitions may be a play & a given moment in the learning
teaching interaction: the learne’s and teacher's intrgpsychologica gtuation definitions and
the one that dlows the teacher to communicate with the learner. This third Stuaion definition
is edablished on the bass of the learne’s intrgpsychologicd Stuation definition and
“represents objects and events in a way that will dlow communication between adult and
child” (p.13). Thus the teacher temporarily suspends her own gtuaion definition in favour of
one which will have vaue for the teachinglearning didectic, a dae of intersubjectivity is
reeched s0 that a the levd of the teachingleamning dyad a paticular Stuation definition is

shared.
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Wertsch notes that the ZPD is often defined by this third, “negotiated Stuation definition”
(p.13). It sts up the levd of devdopment the learner is required to etain or is beieved to be
able to atain. Alterndively, it can be seen as the degree to which the learner needs to shift or
is deemed cgpable of chifting or changing her initid Stuation definition. A new Stuaion
definition is thus developed by the dyad from the origind definitions hdd by each. This
requires the learner to give up her origind Stuation definition in favour of the new one which
develops as a result of a change in her underdandings of the objects or events in question

(Wertsch. 1984).

The third concept reding to the ZPD that Wertsch beieves to be important in reaching
intersubjectivity, is semiotic mediation. Intersubjectivity is mediated by language and other
nontverba  semiotic processes such as indicating objects and facid expressons. Wertsch
(p.14) explans that “a paticular way of taking about the objects and events in a sdting
automaticaly sts the level a which intersubjectivity is to be edtablished”. In this way the

semiatic processes do not merely reflect the present Situation definition, but indeed creete it.

2.1.3 AnalogiestotheZPD

| shadl extend this discussion by rdaing work done by Griffin & Cole (1984) on activity.
They ae concerned with researching activities that creste opportunities for cognitive change
in children. The ZPD is one notion they find rdevant in developing thinking in this area.  In
addition, they discuss the merits of various concepts andogous to the ZPD used in American
research literaiure, in providing gppropricte metgphors, which can influence the dructuring of
teaching-learning Stuations.
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Wood, Bruner & Ross (1976) have formulated the idea of scaffolding to refer to the degrees
of adult intervention in learning opportunities for children. Wood dams that “adult tutorid
interventions should be inversdy reaed to the child's levd of task competence — so, for
exanple, the more difficulty the child has in achieving a god, the more directive the
intervertions of the mother should be’ (Wood, 1980 in Griffin & Cole, 1984, p. 47). Griffin &
Cdle are concerned that the scaffolding metgohor may be too limiting in that it presupposes a
drong sense of an adult ordained end in mind and seems to leave little room for the learners

Credtivity.

Boughey & Van Rensburg (1994) finds the idea of scaffolding ussful to describe a process
goproach to the development of essay writing thet can influence the cognitive and academic
literacy deveopment of dudents. The essay writing praoess is broken up into a series of
exercises tha introduce dudents in a sydemdic way to progressvey more cognitively
demending writing and ressarch. They cdl the dructuring of these exercises linear
scaffolding.  They use the notion of cognitive scaffolding to refer to providing formative
comments which afford students opportunities to build ther idess in order to improve to thar

thinking and writing both quditatively and quantitatively.

Ancther idea which interests Griffin & Cole (1984) is Let’ev's concept of “leading activity”
which refers to types of ectivity which seem to have the impact of propdling Students
development forward in contrest to other types of activities which seem to be have little or no
impact on dudents. A leading aclvity dlows a learner to “reorganise his or her prior
functioning”. Learners who do not bendfit from an ectivity have ether dready incorporated a

paticular development into their functioning, or they “are impevious to the sort of
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opportunity that this activity Zo-ped offers’ (p.50). (Zo-ped is the teem used by Griffin &

Colefor the ZPD.)

From the discusson above it seems evident that an gppreciation of the socid nature of
leaning is important for an understanding of the teaching-learning process. The process of
mediation that makes leaning possble is complex and presupposes a sengtivity to the
learner's zone of proxima deveopment. Appropricte mediaion within the ZPD is required

for learning.

Griffin & Cole suggest that it is gppropriate to think of red learning settings, as andogous to
goprenticeship  sdttings, where adults and  teachers support learning and  creete  opportunities

for learning on severd different levels. This is an idea which Rogoff has researched in much

depth (1995).

2.1.4 An apprenticeship mode of learning

Vygotskian theorists use the notion of apprenticeship as a metgphor for the teachingleaning

process. It seems to be an gppropriate metaphor and modd for the teaching and learning
process which tekes place within the univergty context (in o far as it does not subscribe to a

“gpontaneous’ interndisation or gopropriation of specidised knowledge or Kills).

Rogoff (1995) suggests that socioculturd activity can be seen as a process of gpprenticeship
where guided participation and participatory appropriation form the core phases leading to

devdopment. These phases are not separate and independent of one another. Rather as one
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phase of the process enjoys prominence, the other remains in the background. Alterretivey,
one may sy tha one could be a necessxy condition for the other. The process of
paticipaion in the culturd activities of the knowledge community or community of practice
prepares new paticpants for later full paticipation in the community (1995, pp. 139-140). A
knowledge community or a community of practice refers to a group of people who share
knowledge and vdues of a paticular kind. Bankers make up a knowledge community or
community of practice who know about and practice within the world of finance and banking.
In academia there ae different knowledge communities for example psychologists or
sociologigs. As members of the communities of psychologiss or sociologigs they share

specific ways of knowledge production and presentation.

The metaphor of apprenticeship refers to a modd of the reproduction and generation of
culturd knowledge of the community. In the academic environment the reading of books and
the processes of expert thinking demondrated in lectures serve to foster “nore mature’

participation in the community.

Guided participation refers to how individuds change through their participation in culturd
activities dongsde or under the tutdage of expets in the community. The novice gradudly
participaies in authentic activities of the community and receives feedback, which serve as
guiddines towards more appropriate behaviours  Davydov and Ker (1995) concur thet
authentic teaching and learning imply a process of collaboraion between teechers and
learners (p.13). Thus guided paticipaion occurs on the interparsond plane Mind is
trandformed through its activities within the knowledge community under the guidance of

“more competent” or mature members of the community of practice.
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Participatory appropriation denotes the process through which a novice changes and grows
through paticipation with others producing gradudly more “accurae’  goproximations of
mature culturd actions Rogoff is a pans to explain that this change or devdlopment is one of
“becoming” rather than acquistion. The paticipation in culturd activities therefore has a
trandformetive effect on the novices understanding of and &bility to perform these activities.
This is the genearative process of the devdopment of mind to which Vygotsky and Wertsch

refer. It is an intrapersonda process.

Rogoff avers that participation is in itsdf a process of gppropriation as engagement in an
adtivity reguires the paticipant to make ongoing contributions, whether through actions or
through attempts to understand the actions or ideas displayed by others (1995, pp. 150 — 151).

Brown, Cdllins, and Duguid (1993) dso substribe to an gpprenticeship modd  of learning.
They bdieve that learners need opportunities to perform authentic activities in  authentic
gtuations.  When dudents have multiple opportunities to observe and practice authentic
culturd behaviours, they learn concepts and imitate gopropriate normative behaviours. Brown
e a ague tha learning is a process of enculturaion (p. 34) in accordance with Rogoff's

notion of gppropriation.

3. Learning at univerdty

Learning can be described as a process of development within a specific sociocultura context.

The sociocultura milieu with which this study concerns itsdf is the universty. The learrers

are fird year univerdty dudents. Learners who enter academia have to recognise, assmilate
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and use vaious culturd expressons and rules typicd of the universty and ther discipline

Specidities.

Within the universty context the socid communicative processes, such as lectures, tutorids,
essey writing, and 0 forth, am to influence the devedopment of individud, psychologica
processes of cognitive development.  Cognitive development will occur if Sudents  prior
learning experiences have prepared them for the higher level learning demands of universty
courses. Pascaul-Leone dates that “performance a any time is synthesized by the ... clugter
of compatible schemes avaldble in the bran’'s fidd of activation a the time of responding:
the probability of this peformance is proportiond to the rdative dominance of the duder of

schemes generating it” (1995, p.340). Thisideais relaed to the notion of the ZPD.

Learnears are active agents in the congdruction of ther own knowledge. Condructivigt theories

use a building or enginesring metgphor of knowledge production as opposed to a factory or

input-output metaphor which assumes a more passve role for the learner (Marton, Hounsdll &
Entwidle 1984). New knowledge and underdanding are built on the dructures of old

knowledge. Interaction with new informaion and problems fedilitete the condruction of new

knowledge.

3.1 Academic Literacy

Successful interaction with and demondration of an undersanding of the culturd expressions
of the academy have come to indicate a specidised type of literacy known as academic

literacy (Boughey, 1994, 1995, Taylor, Bdlad, Besdey, Bock, Clanchy, & Nightingde,
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1988). Academic literacy refers, inter dia, to the vaues underlying eech discipline, ways of
producing knowledge and ways of taking aout knowledge Discourse communities are
defined by “peculir ways of knowing, sdecting, evduding, responding, conduding, and

aguing” (Bartholomae, 1985, cited in Safidd, 1994, p.17).

Boughey (1997) notes that each discipline within the academy has its own conventions and
epigemology. Students in the different disciplines have to acquire the spedific discourse of
eech distipline They acquire academic literacies through their participation in the various
culturd acts of academia, such as dtending lectures, teking notes, reading academic texts,
writing essays, and entering into didogue with lecturers and fellow learners about the content

and structures of these cultura acts.

Boughey (1997) obsaves that “people become literate by observing and interacting with other
membas of the discourse until the ways of spesking, adting, thinking, feding and vauing
common to that discourse become naturd to them” (p.3). Because “becoming literate’ is a
process of socidisation, saverad language and AD prectitioners have noted that academic
literacy needs to be seen as a product of degree dudies and not an expectation a the
beginning of students universty carears, as seems to be the case if one looks a the way many
curricula are dructured (Boughey, 1997; Dison, 1997, Dison and Rule, 1996, Stafidd, 1994).
Thus dudents undergo an gpprenticeship in order to become literate in the discourses of the

academy.

Academics who teach in a universty are pat o a worldwide community who research their

disciplines and communicate with other members of therr disciplines across the world. They
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can be sad to bdong to specific discourse communities. A literate person in the academic
culture undergands “how argument and evidence (are) dructured and presented in his / her

discipline’ (Starfield, 1994, p.17). Each disdipline has its own “language’”

Successful students are those who can “crack the code’ of a particular discourse community.
More often than not they have to work out for themsdves how the discourse community is
condructed because in very few curricula is there explicit teeching of subject discourse.
Cracking the code implies thet, through interactions with lecturers and texts of the discipline
suderts are able to “determine what conditutes appropriate texts in each classroom; the
content, dructures, language, ways of thinking and types of evidence required in that

discipline and by the teecher” (McCarthy, 1987, cited in Starfield, 1994, p.17).

Lauillard (1993) says, “sudents need hep in practisng the magpping between world and
formdism, the ways of representing academic idess and ther interrdations’ (p.58). The
groundrules of academic literacy need to be made explicit to students. They require hdp with
activeting epigemic knowledge.  In order for them to become familiar with the groundrules of
disciplines, dudents are given tasks to do and problems to solve thet will hdp them acquire

knowledge and develop skills necessary for study in thediscipline.

Dison and Rule (1996) write about academic literacy in a dightly different terminology. They
ague that students need to acquire “disciplinary competence’. The term competence “entails
an integration of content and skills and is underpinned by affective factors’ (p.86).
Confidence to express knowledge and <kills within a discipline is a necesssy component of

disciplinary  competence. Further, “disciplinary competence requires not only thorough
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integration of <kills and content, but adso an integration of discrete kills into generdized

disciplinary competencies’ (p.86).

Dison and Rule unpack the meaning of disciplinary competence with an example of an essay
writing task, which requires students to compare two texts. They bresk the task down into the
many discrete kills and knowledge the sudents would need to exhibit for the successful
completion of the task: Students need a good sense of how the discipline works.
This would indude knowledge of the following:
Codes: Linguidtic (language/s, academic regigter; disciplinary terminology)
Visud eg. movement (Dramaand Film) and drawing (Architecture)

Auditory eg. Music

Conventions Essay gructure; referencing; researching

Concepts. Key ideas and debates within the discipline

Vdues Abaout what qudlifies as knowledge and evidence

Canons Authoritative sources. primary texts, critics and commentators
ills Cognitive and linguidtic, in order to operationdise the above.

In addition, dudents would need the kills of syntheszing, summaizing, and andysng; skills
in reading and writing; knowledge of genre, conceptud frames and disciplinary didect as

well asthe cognitive kills to execute the above (Dison & Rule, 1996, pp. 87-88).

3.2 Cognitive development of university students

Crag (1989) assats that cognitive development can only be assessed through examining its

perceived products. Cognitive growth is marked by severd devedopments which gudents
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exhibit in thar digpogtion towards knowledge and leaning, the vaues they expound and the
goparent <kill with which they perform and engage in academic tasks. In this section | am
going to discuss a number of changes which represent the student’s development towards a
progressvdy more mature thinker who is becoming a legitimate member of the academic

community.

The student’s gppropriation of the rules and vaues of the academy is seen through her higher
order thinking <kills which dlow her to ded with complex, ill-dructured problems, her
devdopment from dudigic thinking to an acceptance of cognitive rdativisn and her usage of
gopropriate languages for thinking. (These concepts will be explaned in more depth in the
folowing sections) Socioculturd notions of leaning and academic literacy as a Subsat
thereof within the academic milieu, discussed earlier in this chapter, form the metatheoretica

framework for this discusson.

3.2.1 Higher order thinking

Universty dudents have to engage in what is known as higher order thinking. Higher order
thinking is complex and nonalgorithmic; there is no one dear-cut path or pattern towards a
solution; there are multiple solutions to problems, learners have to weigh up many dternatives
and negotiate uncertainties; they have to infer what is missng in a st problem. It involves
gererding and imposng meaning and finding a Sructure where there seems to be disorder.
Higher order thinking involves nuanced judgement and interpretation. It is an effortful process
which demands <df-reguld@ion from the leaner  (Resnick, 1987). Higher order thinking

dlows sudents to solveill-structured problems.
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Resnick argues that higher order thinking is, in fact, a feaiure of tasks which taxonomies tend
to categorise as lower order sills, such as knowledge and comprehension. The act of reading,
fa example, demands a range of complex skills. She isolates four types of knowledge that
have to be integrated in the act of making meaning of a text. The fird type of knowledge is
linguisic knowledge, i.e. knowledge of how sentences are formed and rules of forward and
backward reference. In higher education the groundrules of the discourse community are dso
rlevant. This knowledge is required for meking inferences and is implicit when the learner is
familiar with the language and the knowledge domain of the text. It is dso imperdtive for the
process of congdructing a coherent notion of the reationships between idess events, actors
and objects The second type of knowledge is doman specific knowledge or what Resnick
refers to as topicd knowledge. Thirdly, readers use ther knowledge of the rules that govern
inference. Fourthly, reading demands knowledge of rhetorica gtructures, which are necessary
for the process of interpreting and making meaning of texts When the reader is skilled and
the language and knowledge domains of the text are familiar, thee <kills and knowledge
levds ae implicit. However, when the reader works in an unfamiliar language and an
unknown domain, she conscioudy has to invoke the draegies to ad her comprehenson

(Resnick, 1987, p.9).

When deding with problems in the Humanities higher order thinking skills come into play. In
order to solve problems expert thinkers “daboraie and recondruct problems into new forms
they look for conddencies and inconddencies in  proposed solutions they pursue
implications of initid idees and make modifications rather then seeking quick solutions and
gicking with initid idess they resson by andogy to other smilar solutions’ (Resnick, 1987,

pp 15-16).
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It is dear that higher order thinking is a complex process, which is demanded in even
seemingly dmple cognitive activities However, the sills for this type of thinking are not
dways deveoped within the schooling system. Therefore, some students are unable to invoke
these <kills unless they are explictly taught and practised. Thus the type of complexity
inherent in non-agorithmic or ill-structured problems is difficult for dudents to ded with a

first.

3.2.2 Kitchener'sthreeleve theory of cognitive processing

Kitchener ddinguishes three levds of progressvely more complex cognitive processing.
First level cognition has to do with what an individud dreaedy knows and drategies that have
dready deveoped and indudes cognitive functions such as reading, memorising, computing,
language usage and acquidtion.  Second level cognition or metacognition concerns knowing
about knowing. This refers to a learner’s ability to monitor her Srategies and progress on a
task. Knowledge about cognitive tasks and the ability to gauge performance on task is
incduded in the concept of metacognition. Metacognition dso has to do with knowledge an

individuad has of hersdf asalearner.

Kitchener cdls the third levd epistemic cognition. This she says has to do with a meta-meta
level of cognition. It involves knowledge about the legitimacy and truthvalue of Statements,
what counts as knowledge, how it can be vdidated. It indudes “knowledge about the limits of
knowledge, ... the cetainty of knowing ... and the criteria for knowing. Epistemic cognition
incorporates drategies used to identify and choose between the form of solution required for

different types of problems’ (1983, pp. 225-226).
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Research on adolescent and adult cognition seems to indicate that epistemic cognition has
developed by late adolescence and plays an important pat in the reasoning abilities of
adulthood. It dlows people to ded with problems, which have come to be known as ill-
dructured problems. These are problems for which there is no clear-cut and correct answer
and whose solution requires the weighing up of sometimes conflicting evidence. It involves
the ability to recognise tha the same evidence can be used to draw divergent conclusons
depending on the context and frame of reference used by the cognisng agent. The &bility to
devdop condusons by synthessng conflicting evidence is a fedure of episemic cognition.

Thislevd of cognitive ability iswhat Perry (1970) terms cognitive rdativiam.

In contrest to cognitive relaivism, which comes to charaderise “maturé’ early adult thinking
dands the absolute epigtemologies of earlier thinking. This absolutist thinking precludes the
thinker from recognisng and solving ill-structured problems. Reather, the learner is limited to
recognisng and solving puzdes or dgorithmic problems. These are problems for which there
is one dear solution and definite Srategies for reeching the solution. The types of problems

which dudents sudying the Humanities have to be ale to sove are of the ill-structured

vaiety.

3.2.3 Perry’snine stages of intellectual and ethical development during the college year s

Cognitive dructures are not regarded as a “given” within individud minds, rather, they are
activaed, and ther form and content mediated, through socid interactions. Pery (1970)
invedtigated a related aspect of dudents cognitive development in a longitudind Sudy of

Sudents from Havard and Reddiff that spanned from 1954 to 1966. In this sudy he
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caegorised the forms of intelectud and ethicd devdopment of universty sudents into nine
levds The firg dx ae rdevant to a discusson on udents cognitive development. During
these Sx dages dudents evolve from a pogtion of absolute dudism in ther thinking to a

pogition of contextud rdativism

Absolute dudism characterises the firg postion where there exists a single truth, the right
answer or solution to problems. These truths are known by Authority, which is represented by
the lecturer. However, the lecturer presents the students with a multiplicty of views. The
sudent perceives this as Authority’s way of leading her towards independent thinking. Hard

work and obedience will lead her to the “Holy Grail”.

In the second pogtion the dudent perceives the multiplicity of idees and uncertainties as
unnecessary  confuson brought to ber on her by an Authority who is perhgps poorly
qudified; dternatively the exercises in working through diverse posshiliies are meant to help

her find the answer by hersdf.

The third podtion dlows the student to percaive multiplicity as a redity with which even
Authority gruggles. She is not yet ready to give up her bief in Absolute truth. It is gill out
there waiting to be accessed. Thus multiplicity has a legitimate subordinate status within a sea
of truth. She begins to question Authority’s notion of quality and the rdevance of hard work.
As long as work is expressed wel it seems to be perceived as of good qudity regardless of
how much work was done to get to a point of “good expression”. Multiplicity is seen as

something  Authority wants. Pearry  argues that most dudents find themsdves  between
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postions one and three by the end of first year / beginning of second year. However, others

reach stage five during thistime.

Multiplicity seems pervasive and gans the daius of a legitimaie doman in the fourth pogtion.
Sometimes the student reasons that any idea goes in a world where there are no right answers.
Thus Authority has no right to judge her opinion. She sats hersdf up againg Authority whch
dill represents the dudigic world where right-wrong prevals. Alternatively the student sees

contextud relativigtic reasoning as aspecid category of what Authority wants her to do.

In pogtion five the sudent's thinking reeches a point of contextud rdatvism whee dl
knowledge and vaues are contextudly dependent and reaive. However, within this frame
dudidic rightwrong thinking has a subordingte daus in some Specid cases depending on

context.

The student redlises that within a world of rdativism, she will have to teke a sand by forming
persond commitments.  Podtion dx sees the dudent setting hersdf up for impending
commitment. In podtions seven to nine the process of developing persond  commitments
comes to fruition. Perry indicates, though, that very few people reech a find stage of mature

commitment during the firgt four years of study.

3.2.4 Theroleof alanguage of thinking in cognitive development

There is a language for thinking which indudes words such as  “think, bdieve, guess

conjecture, hypothesis, evidence, suspect, doubt and theorize’ (Perkins, e al, 1993, pp. 72-
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73). According to Pekins et d., thee ae “more than jus a st of convenient labds...
conceptud  development is involved” (p.73). Olson and Adington (cited in Pekins, e d.,
1993) argue “that good thinking requires competence with concepts for managing how bdiefs

are to be held and how statements are to be taken” (p.73).

They further assert that a“rich language of thinking” alows for high leve metacognition

(p.73). The proper use of concepts for thinking is an indicaiion of the level of cognitive
engagement  within the academic context. A wdl-devdoped language of thinking contains
terms, which describe mentd processes and products. It is a requiste for high leve
metacognition. It dlows the sudent to underdand the “illocutionary force' behind statements,
for example, whether a datement is an assumption or a hypothess, a beief or a certainty.
Stuations where students are cdled upon to communicate thought processes or products
dlow the language of thinking to be activated (1993, p. 73). The dudent is aile to engage
with the way idess, questions and concepts are communicated and with the way thinking in
the various disciplines is dexribed or medisted to other members of the knowledge
community. “Abdract conceptud dructures’ (Perkins, e d., 1993, p. 74) ae used by
powerful thinkers and ae activated without obvious gtuation cues.  Appropriaie abdract

conceptua gtructures help to organise inquiry.

An important factor to be borne in mind isthe Sudents disposition with regard to thinking.
Good thinkers have developed a digpogition of inquiry. “Wheat often distinguishes good from
average thinking dipositions, is their abiding tendencies to be mindful, invest mentd effort,

explore, inquire, organise thinking, teke intdlectud risks, and so on” (Perkins, et al, 1993, p.
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75). Cognitive growth is sgnified by changesin the way language and the tools that mediate

underganding are used (Vygotsky, 1978).

3.2.5 The context-specific nature of literacies

The research of sociocultura psychologists has shown that the literacies learners come to
devdop, through socid interactions in school and a home, dther hdp or hinder thar ahility
to lean within the sthool environment (Scribner and Cole, 1973; Thap, 1997). Midde-class
children are prepared for the literacy demands of school through the way their parents teach
them to question and argue and not to accept one paticular sdution to a problem; they are
scidised into meking sense of how books and other printed materid work. The various
processes of school literacies are thus moddled by parents and in time gppropristed by their

children (Brice Heath, 1983).

Schools and universities operate on the assumption that this socidisation has teken place
before students enter these inditutions. However, it is clear from research that this is not
dways the case (Hendricks & Quinn, 1998). Tharp (1997) argues that schools have to aopt
the socidisation role for children from working class parents if these children are not to be “a
rik” of falure within the school system. AD practitioners, Smilarly, dam that universties
have to explicitly teach the rules of ther various disourse literacies to give sudents from al
backgrounds the opportunity to enter into the discourse communities (Boughey, 1996, 1997,

Dison & Rule, 1997; Grayson, 1995; Hendricks & Quinn, 1998).



When sudents are not sociaised to participate in the taken for granted dominant mainstream
literacy practices (Boughey, 1998) of the academy, they are referred to as “underprepared”. In
the next section, | shal andyse how we understand what it means to be underprepared for

univergty sudy.

3.3 Under preparedness

It can be argued that underprepared students find themsdves in “a context where they mugt
compete, within an unfamiliar context and in tems of unfamiliar groundrules, in order to
succeed” (Mol & Sonimsky, 1989, p. 163). Mdl & Sonimsky (1989) report that
underprepared sudents are confused by the fact that a divergty of discourses with many
groundrules exig in the universty environment because for maeny of thee <Sudents
“educationd activity has ...been homogenised into one groundrule, ‘replicate what is given'”

(p.161, origind emphags).

Miller (1989) argues that there are two “theoretica abdractions’ (p.158) which may help
tertiary educators to understand students who may need to be taught the groundrules within
the learning-teaching Sitution in order for them to be successful. He refers to under -prepared
and over-prepared students. Under-prepared students “ may have gaps in their knowledge and
may require help to fill in the blank spaces’ (p.158). In the case of over-prepared sudentsthe
inadequiate (for tertiary study) cognitive structures developed during twelve years of schooling
may have become fossilised. That means that some learning patterns are over-learned and

dominate cognitive learning processes. Students then need to unlearn the dd Structures and
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conceptions or typicd paiterns of activity (Moll and Sonimsky, 1989, p.160) and develop or

learn new ones (Miller, 1989).

Miller suggests that “dudents need time and opportunities to condruct not only new
underganding but to learn the at of decondruction; to gain indght into ther own learning
processes — condructive and decongtructive — by activdy and persgently engaging in the
vay tasks tha conditute universty education” (p. 158). Moll and Sonimsky contend that
learners need “to be taught to mobilise particular cognitive operations in the redisation of %

contextually-specific illg” (p. 165).

Following Driscoll (1982) and Klausmeer & Asociaes (1979), Jones & Watson (1990)
report that there is a corrdation between students information processng style and ther leve
of cognitive devdopment (p. 39). Information processng <kills and gppropriste leves of
cognitive devdopment are preconditions for the devdopment of higher order <kills  Jones
and Watson discuss research that established tha some American high school students do not
devdop beyond Paget's concrete operaiond dage. High school sudents whose educationd
experiences have not offered them opportunities for engagement in formd operaiond
thinking and who have not been exposed to abdract and andyticd thinking, have not

developed higher order thinking abilities

Underprepared  dudents (whom Jones & Wason bedieve often come from lower socio-
economic  backgrounds) are used to “repditive diills’ and their educationd and socid
experiences often teech them to be followers rather than leeders.  In South Africa, Grayson

(1995) found that under-prepared students do not see themsdves as having responshility for
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ther own leaning. They beieve tha this responghility lies with the teacher. These dudents
learn by rote and depend on the authority of the teecher rather than on internd voalition.
Under new learning circumstances these students can no longer rely on their repertoire of

useful Srategies, different cognitive Strategies may be required.

Vygotsky asserts that “the specific structures and processes of intramenta functioning can be
traced to their genetic precursors on the inte-mentd plang’ (Wertsch, 1991, p. 27) Thus, if
these “dructures and proceses’ have not been exercised through joint productive activities,
the students would not have had opportunities to appropriate these “structures and processes’.
Sudents who have practised problemsolving skills and have leant to exercise and quedion

authority within the teaching and learning context are more ready for university study.

The qudlity of experience within the teachinglearning process is indrumenta in shgping the
leaners  undergtanding of the nature of academic learning. Miller argues that this has
implications for orientations towards and conceptions of the learning process as wdl as for the
devdopment of cognitive dructures (1989, p. 155). By cognitive structures he means patterns
of activity which typify a learner’s interaction with the socid and materid environment. It has
to do with how a learner acts on and responds to (eements in) the environment. Cognitive
kill, on the other hand, refers to how the units of cognitive structures are used or mobilised

within specific contexts (Ml & Slonimsky, p.160).

Mol and Sonimsky (1989) have outlined three ways in which under-prepared students
schooling have traned them to think about knowledge. Firdly, the concept of argument as it

relaes to academic discourse is not appreciated. Rether, argument is understood to mean that
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one sets onesdf up in oppogtion to another. When knowledge is regarded as absolute, such a
dance cannot be possible. Secondly, underprepared students view of the kind of interactions
one has with knowledge is limited. A text is not something to be interrogated, but to be learnt
in its totdity. Thirdly, the skills of questioning and paying sdective dtention are not seen to
pertan to the academic environment. Students are dbile to use these <ills within their

everyday lives, but seem unable to activate them with regard to ther academic work.

Sometimes learmners who fal to demondrate understanding could in fact be unaware of the
fact that ther performance on a task is inadequate, as ther episemic underganding of the task
is limited. This dae of afars is andogous to Mille’'s (1989) example of the child who fals
a a consarvation task, not because she does not comprehend the concept of conservation, but
because the task, as she interprets it, does not demand that she demondrates an understanding
of consarvation (p.154). Thus, if a Sudent's experience of academic problems is limited to the
puzzie or dgorithmic kind, she may fal a tasks requiring integraion and synthess of diverse

possible solutions asis the case with ill-structured problems.

Miller further agues that knowledge is not produced merdy through experiencing new
phenomeng; rather he purports that it is action that dlows the learner to experience conflict
with her present understanding that spurs on the development of new learning. A new concept
must be experienced by the learner as unfamiliar or even contradictory to her present
underganding to dlow her to tranform her understanding, acquire new knowledge and even
deveop new cognitive gtructures. Thus Miller’s view is condgent with Vygotsky's bdief that

learning precedes development. It is through action, “any kind of activity menta or physicad
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that changes the way a dtudion (task) is experienced by the person who produces the action”

(p.156) that we come to know.

3.3.1 Theroleof information processing kills

Mentd functions such as our dilities to use and understand concepts, solve problems, discern
interrelations between concepts, and 0 on, cannot be understood separaidy from  socid
actions and interactions (Vygotsky, 1978). In the same way, the manner in which we process
information develops through sustained socid interaction. In this section, | shdl examine the
different ways in which dudents process information. Information processng syle or skills
have thdr origins in activities within the educationd and academic contexts from which
sudents come. So like dl cognitive processes, the devdopment of information processng

style has a socioculturd higory (Mall & Sonimsky, 1989, p. 161).

Information processng dyle is &kin to Sdjo's (1979) gpproaches to leaning.  Surface leve
processng (lower order thinking) can be linked to a surface gpproach to learning. Mall and
Sonimsky post that a rote learning context is likdy to invoke surface levd processng. Sdjo
categorised this gpproach to learning asfollows:

Students have the intention to complete task requirements,

They treat the task as an externd impogition;

They do not reflect about the purpose of a task or the drategies they employ to engege

with it;

They do not integrate the different dementsin atask or text;
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It is difficult to diginguish principles from examples (Crag, 19883 refers to this as

students inability to disinguish between sign and sgnified or token and type.)

Information is memorised for assessment purposes.
(Sjo, 1979)
This gpproach is compared to a degp agpproach to learning where learners interact with texts
vigoroudy with the purpose of improving their understanding thereof. A deep gpproach to
learning is dso characterised by the ability to integrate new idess into an dready assmilaed
knowledge base learners are adle to link principles to examples, evidence to condusions and
they are able to gprehend and assess the logic of a text dructure (Sdjo, 1979). This is thus a

trandformationd gpproach to learning (Entwistle, 1997).

Crag (1988a 1989) reports on the “contextudly specific skills’ in an andyds of the badc
generd academic literacy skills which under-prepared or poor dudents are unable to display.
In her dudy, prior leaning experiences did not support the kinds of deveopment, which
would have prepared students for the cognitive demands of universty learning. He andysis
facuses on the cognitive processing capeacities of learners. She discusses tasks which students
have difficulties with a different levds of cognition. These different leves ae wha

Kitchener (1983) terms firgt level cognition, metacognition and epistemic cognition.

While one might assume that for many Sudents the shift in cognitive development will entall
a devdopment from being reaively adept a the firs levd of cognition, Crag's research has
recognised tha underprepared dudents not only expeience problems with  epigemic
cognition, but dso in rdaion to fird levd cognition. Crags findings on the firg leve
cognition problems of what she terms poor students are summarised below:
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Poor students relate to texts linearly. Each component of the text is given equd weight.

Reationships between different parts of the text can therefore not be discerned. “Text’
can refer to areading or to alecture, for example.

Poor gudents relate to a text in a way, which she cdls “out-of-focus-engagement”. This
“blurred” interaction with the text renders the student unable to support an argument with
gppropriate evidence from the text.

Poor dudents command of the written word is inadequate. They do not communicate
effectively that they know and what they know.

Poor gudents have the need to check ther knowledge againg evidence in the red world.
Craig cdlsthis“reg-world bias’.

Poor students tend not to understand the interplay between Sgn and signified within atext.

Poor students tend to think in “fixed categories’. For them the world of idess is assgned
the same properties as the world of objects; objects are a matter of fact, whereas ideas can

be propogtiond and tentative.

On the metacognitive and epitemic levels, poor students have trouble understanding and

andysng both the form and the content of texts, whether authoritetive works or ther own

attempts at academic writing. Poor sudents are unable to glean the properties, structure and

conventions of academic discourse (textbooks, essays interacting in  tutorids) from ther

experience thereof. It is difficult for them to “apprehend the sructure’ (Laurillard, 1993, p.

50) of academic discourse in a spontaneous fashion (Craig, 1988a, 1989) merdy by reading

texts, ligening to lectures, interacting in tutorids, writing essays. They may be unable to stand

goat from these texts long enough to andyse and undersand them as they are concerned with

too many different levels of processng and attempts a understanding. Students may at frst be
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uneble to engage their epigemic cognition as fird levd and metacognition take time to
become pat of ther thinking dructures within the new leaning context with its new
demands. This rdaes to Perkins notion that sophidicated thinking requires an extensve
knowledge base. While dudents ae trying to extend ther knowledge base, the

epigemologica questions remain less important.

4. Mediating learning opportunitiesfor all sudents

The process of becoming a member of any community of pracice is a complex, generaive
process. The knowledge and sKills required of a full member are thus devedoped, over time, as
the dudent paticipaes in the various activities of the academic community and dowly

gopropriatesits vaues of inquiry.

The diverse range of sudents who enter an English South African university in the late 1990s
necesstates that the process of becoming a member can no longer be expected to happen

spontaneoudy (Craig, 1989 dthough such an assumption used to be made when the student

body was much more homogenous.

It is evident from the research into students cognitive development discussed in this chapter
that the learning-teaching process is a complex one Given the diverse backgrounds of
sudents, mediating learning needs b take account of a wide range of competencies which the
sudents need to acquire.  These competencies include reeding academic texts, writing,

conducting research, learning to participate in academic discussons with peers and teschers,
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negotisting the multiplidties of meenings views and orientations within  the various

disciplines of sudy, to name but afew.

The diverse levels of student competence and prior experience obviate a range of mediaiond
means. Research which ams to find the best ways of mediaing learning for the largest
number of dtudents in a cohort, has proliferated over the last two decades, both in South
Africa and abroad. A common denomingior in the condusions reeched in this research points
to the need for Sudent academic development to form an integrd pat of the curriculum
(Zuber-Skerrit, 1987). It is dear that the teaching of discrete skills in isolated skills modules
in the hope that these skills will be transferred to and across the content aress is a futile

exercise (Boughey, 1995).

It seems gppropriate for tertiary inditutions to make available various means to hdp students
become academicdly literate in ways which are integraied within the disciplinary teaching-
learning context. Examples of current practice which ad academic literacy development
indude usng sudent writing as a vehide for conceptud devedopment; deveoping student
writing through meking the writing process a recurdve exercie that hdps to make thinking
explidt, through responding to drafts of dudents essays, tutorids (facetoface and computer
assided) and group discussions that provide students with opportunities to darify conceptud

understanding and learn from the approaches of fdlow students.

In the next chepter | shdl explore peer cdlaboraive learning as one way in which sudent

learning development may be successfully mediated.
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CHAPTER THREE

PEER COLLABORATIVE LEARNING

1. Introduction

In this chapter | shdl discuss collaborative learning It is seen as one way in which the
learning needs of diverse dudents can be mediated. Collaborative learning is an umbrela term
for many different types of learning Stuations where groups of dudents are involved in
mutual explorations, where the teacher is not the chief actor in the teaching-learning didectic.
Types of colabordive learning incude amongst others, cooperaive learning, prdolem

centred learning, writing groups, peer learning, discussion groups and seminars.

The socid context of the collabordive learning enwironment is important. Students learn
through “the sodd gimulaion of mutud engagement in a common endeavour. This mutud
exploraion, meaningmaking, and feedback often leads to a better underganding on the part
of dudents, and to the cregtion of new underdandings as wdl.” (Smith & MacGregor, 1992,

p.10-11, my itdics).

Collaborative learning classes are sructured so that Students work together on problems. The
teecher’'s role is tha of “feclitator of knowledge rather than conveyor of knowledge’
(Sampson, Vorder, Burton & Coallet, 1999, p.8), but the dass is st up in such a way that the
students provide chdenges, set up inquiries to try and ded with the chdlenges and develop

solutions to problems. A rdlevant question here is whether collaboretive learning can do this



for sudents from learning backgrounds where they were given very little autonomy. | gl

discuss this later, with reference to the research data

2. Cadllaborativelearning in higher education

Collaborative learning is not commonly usad in higher education. However, its higory daes
back to a least the 1950s when Abercrombie researched the process of learning to maeke
diagnogic judgements with medicad dudents & the Universty of London. She found thet
those dudents who worked on problems of diagnods in collaboraive groups leamnt the skill
quicker than those who worked on the problems individudly. The qudity of their judgement
was dso superior. She concduded that collaborative inquiry was more successful than

individud inquiry in the development of diagnostic judgement (Abercrombie, 1974).

2.1 Cadllaborative learning and the building of communities

Treigman (1986) did landmark research on the podtive effects of collaborative work in higher
education a the Universty of Cdifornia in Berkdey. He was puzzled by the fact that Adan
American dudents performed much better & mahematics and science than other ethnic
minorities like AfricanrAmerican and Hispanic dudents He followed the students around and
discovered that the AsanAmerican sudents moved around in “packs’: they ae, dudied and
atended class together. They were continudly engaged in conversations about their work. In
contrast, the AfricarAmerican and Hispanic dudents were isolaed from each other and

worked done.
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Treigman st out to find out why this was 0. He found that the African-American and
Higpanic students fdt socidly margindised a their university. Ther high school experiences
did not prepare them for universty sudy and in their experience, only the week, students
sudied together. Academic achievement was often negatively associated with socid prestige

in thair home communities.

In order to change this dtuation, Treisman developed a programme that would force his
minority sudents to become more of a student community. He invited them to join an honours
discusson group. He dructured peer collaboration into the teechinglearning process by
expecting pears to check each other's homework. In dass, collaborative smal groups were
used to fecilitate the solving of difficult problems Treisman's intervention thus affirmed these
students  academic potentid while teaching them the benefits of a collaboraive learning
context. The result was that many of these previoudy “remedid” sudents became A and B
grade dudents. Treilsmen concluded that conversdion, a sense of community and pogtive

s f-concept were vitd dements for successful learning (Nelson, 1994).

2.1.1 Collaborativelearning and thetranstion from school

Bruffee (1993) agues that collabordive learning is a re-acculturation process. It provides
dudents with a bridge from their old school learning communities where knowledge was seen
as finite and veded in the authority of a teacher and a textbook, towards the new universty
community where they have to learn to operae within an environment of contextud
relaivism. In a collabordive learning context dudents come to experience knowledge as

“something people congtruct by talking together and reaching agreement” (p.3).
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Bruffee sees collaborative learning groups as “low-risk” trangtion communities or  support
groups’ (p.4) where students can “try on” the language and behaviours of the new discourse

communitiesthey aretrying to join.

2.1.2 Utilisng theinfluence of peers

The peer group plays an important role in heping individuds build on and devdop new
vaues and atitudes that are in tune with ther new learning context. Collaboraive learning
groups dlow inditutions to mobilise the
peer group influence around intelectud concerns. teking advantage of the
naure and extent of college and universty dudents influence on one
another to help them recognize ‘new facts or widened perspectives and
‘better mediate and reinforce the academic and intdlectud influences which
colleges are presumably capable of exerting’ (Bruffee, 1993, p.6)
Bruffee (1993) contends that collaborative learring has the potentid to mohbilise the force of

the peer group in Sudents development (p.6).

Johnson, Johnson & Smith (1991) suggest that peer rdationships play an important role in
socd and cognitive deveopment. Pears can be modds of podtive vaues and  atitudes.
Soending time with peers in productive reaionships could provide opportunities for direct
learning and reinforcement of these vadues They argue tha, without peer rddionships many
foms of “prosocid vadues and commitments could not be deveoped” (p.49). Peer
relaionships teach dudents to view problems from perspectives other than their own and
provide a socdd mirror agang which one can view onedf. The sodd sengtivity thet is
required for autonomous behaviour can be developed through being pat of a supportive peer

group as it offers opportunities to learn from others what is expected within the socid
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environment. Johnson et al further assart that felow students can be the single most important

influence on students' educaiond aspirations (pp. 49 — 50).

Pear collabordtive learning offers opportunities for learning which are quditaively different
from the learning which would occur if a teacher were to fadilitate the process (Topping,
1997; Wdls et al 1990). Peer interaction dlows learners the freedom to bring ther exiging
knowledge to bear on a problem. They activdy interpret the avalable information through
asking questions and searching for answers. Research quoted by Wells et al indicates that the
power redions between learnes and teacher militate agangt this kind of collaborative

congruction of knowledge (p.112).

The interactions amongst students can have a mativating effect on members of the peer group.
The pexr group regulaes the activities and monitors progress, the peers provide feedback,
support, encouragement and mativation. This could play a role in the devdopment of more

postive attitudes towards the subject area studied (Johnson & Johnson, 1985, p.119).

2.1.3 Collaborativelearning and student diver sity

Collaboraive learning builds learning communities (Smith & MacGregor, p.18) by utilisng
the diversty inherent in a group. Sudents ae diverse in aess such as educdaiond
background, language and culturd experiences, learning dyles, levels of underganding and
prior knowledge. Collaborative learning groups provide a plaform for joint productive

activity that has aseries of potentially positive effects,



This diversty has the potentid to set up cognitive controversy within the group and within
individud minds Johnson & Johnson (1985) see cognitive controversy as an  important
feature of this learning environment. Cognitive controversy refers to “conflicts among the
idess, the opinions the concdugons the theories and the informaion of goup members’
(1985, p.115). Controversy “promotes episemic curiogty or uncertainty about the correctness
of ongs views, an active search for more information, and, consequently, higher achievement
and retention of the materia being learned” (Johnson & Johnson, 1985, p.115). Kagan (1986)
and Nijhof & Kommers (1985) concur that cognitive controversy gimulates learning in

cooperative groups.

Johnson, Johnson & Smith (1991) sugges tha Sudents who work in competitive or

individudidic settings do not have the opportunities offered by the cooperative inquiry

environment where “a  reconceptudization of one€s knowledge and condusions and,

consequently, greater mastery and retention of materia being discussed” (p.33) can occur.

3. Featuresof collaborative learning

Collaborative learning groups differ from traditiond learning groups in dgnificant ways as

suggested in Table 1.
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Table 1: A comparison between cooper ative and traditional learning groups.

Cooperative Learning Groups Traditional Learning Groups
Pogtive interdependence No interdependence
Individua accountability No individua accountability
Heterogeneous membership Homogeneous membership
Shared leadership One gppointed leader
Responsble for each other Responsble only for onesdf
Task and maintenance emphasized Only task emphasized
Socid kills directly taught Sodid sKills assumed or ignored
Teacher observes and intervenes Teacher ignores groups
Group processng occurs No group processing

(Johnson et al 1991,p.25)

Pogtive interdependence refers to the fact that students share the same god and enter into a
commitment to help each other atan tha god. It depends on facetoface promotive
interaction  where individuds hdp each other by providing chdlenges to promote
underganding. Individuds devedop a sense of pesond responghility for devdoping each

other's undergtanding.

Research by Banes & Todd (1977) seems to indicate that students need cognitive and socid
skills for productive smdl group interactions. The socid skills needed include the ahility to
monitor and control the group’'s progress through a task, the abilities to manage conflict and
competition, the ability to modify and use different viewpoints and a willingness to give and
receive support. They further indicate that useful behaviours for effective interactions include
soliciting opinions, encouraging  explicitness, indicaing differences and making connections
between viewpoints The cognitive skills indude problem sting, venturing hypotheses and
usng evidence Therefore, collaboraive leaning demands a degree of  metacognitive

awareness from participants.
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3.1 The benefits of peer teaching and verbalising

In cooperdive leaning-groups learners have the opportunity to act as “teachers’ to fdlow
learners. Bargh & Schul (1980) have sudied the cognitive benefits of teaching for the tutor.
They suggest that in preparing to teach or explain idess and concepts to another in a coherent
way, a Joeeker has to engage in the task of cognitive restructuring of her knowledge. This
alowsthe “teacher”
To see the isue from new perspectives, enabling him or her to see
previoudy unthought of new redionships between the discrete dements It

may be this building of new rdaionships that fadlitates a better
fundamentd grasp of the materid. (Bargh & Schul, 1980, p.595).

Webb's (1985) research indicates that giving and recelving explandions as opposed to merdy
giving or recaiving information seem to be bendficd to achievement. Kagan (1986) agrees
that the demand for dear communication amongst participants promotes high qudity learning
and influences long-term retention.  Hetcher (1985) argues thet giving explandions is a form
of cognitive fadlitation. | undersand this to mean that the process helps students to develop

ther understanding of concepts or problems.

According to Johnson & Johnson (1985) the discusson process in cooperdive  groups
contributes to the development of higher qudity cognitive drategies for learning, and dudents
use higher order thought processes (p.115). Ord rehearsd has a pogtive influence on storage

of information and promotes long term retention of information (Johnson & Johnson. p.116).

Swing & Peterson (1982) conclude from their reseerch on interaction in heterogeneous groups

that high achievers benefit from giving explandions to others Students seem to perceive
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detalled explandtions as better and this is ggnificantly rdaed to group achievement. Low
achievers are helped if they receive adequate responses to specific questions (Cohen, 1994).
Swing & Paeson found that low achievers benefit especidly from paticipaion in
heterogeneous groups wheress average achievers seem to benefit more from engagements in
homogeneous groups (in Cohen, 1994). Tudge (1990) came to dmilar condusons and
uggests that exposure to high-leve reasoning postively influences sudents  learning from

more competent others.

Webb (1982) tekes issue with research which indicates that mere vocdizing has a postive
impact on underdanding. She quotes ressarch by Durling & Schick (1976) which indicates
that the purpose of the vocdizing seems to be the important varigble. They sudied the results
of interactions between peers, vocdisng to a confederate and vocdising to he experimenters.
They found that when students explained concepts to their peers or to confederates the impact
on achievement was greater than if they verbdised to the experimenters. They concluded thet
when students spoke to peers or confederates, they may have viewed themsdves as teachers,

whereas in interactions with the experimenters, they saw themsdves as students.

Bag & Schul’s (1980) findings concur with the above. When dudents are involved in
activdy teeching someone dse, they ae involved in a complex process of information
resructuring, which heps them to present cdear explanations. Savin (1980) suggests tha
shaing of ideas and resources and the process of group feedback help group members to
restructure their idess and think about problems in ways which they may not have been dble to
do on their own. The group learning context provides the space for the process of knowledge

congtruction to be made public and externdised.
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Wedls Chang & Maher (1990) argue for three kinds of tak to be present in the teaching
learning process, each with its own benefits. (I) Tak between learners where they can share
ther expeatise and ther ignorance. (i) Tutoridtak where dtudents can benefit from the
expert guidance that responds to their partticdar needs (iii) Opportunities to reflect on ther

learning through writing, reading and inner speech (p.101).

Bruffee (1993) notes that collaborative learning tasks creaie opportunities for sudents to learn
to “spesk differently” and in the process they develop an intermediary language on the road to
negatiating membership of the new discourse community. Students can invest trugt in a smdl
group of felow sudents with whom they can risk exposing ther ignorance and can show thelr
expertise. Through this they build up the confidence to venture their views in front of a whole

class.

Bruffee (1993) makes the point that in order for dudents to engage in “condructive,
reacculturative converstion” (p.24) they have to be willing to invest authority in their peers
and in turn accept the authority the peer group bestows on them. They have to be comfortable
with a dae of interdependence in redion to ther felow dudents He agues that
interdependence is one of the most important skills sudents will lean in ther time a

university, as it demands both socid and intdllectud maturity (p.2).
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3.2 Theissue of the authority of knowledge

Wdls et al (1990) argue that an interactive learning environment where learners are seen as
having ggnificant contributions to meke towards developing ther underganding of a task or
topic has a pogtive impact on the qudity of learning. They ague that dudents unequd or
limited knowledge base should not be seen as a hindrance to accepting them as partners in he
process of knowledge meking as the more or less equd power between pears in a
collaborative gtuation could have podtive effects for dudent learning. The difference
between a transmisson mode of teaching and learning and a collaborative mode “lies in the
nature of the discourse itsdf, which aises from the way in which the paticipants rdate to

each other and the topic thet they are addressing” (p.99).

For collaborative learning to succeed, dudents need to give authority to felow Sudents and
accept authority from them. Many dudents gsruggle with this A number of reasons for this
ae advanced in the literature. Bruffee argues that students who view teachers and texts as
purveyors of knowledge are unable to see knowledge as socidly condructed and contested
(1993). A second reason reaes to the fact that many high schools ae competitive
environments. Students compete on a nationd levd for places in good tetiay inditutions and
for finandd asigance Within an environment of tough competition there is little room for
cooperation. The third reason reaes to the second one. Students do not have the sills for
cooperative work (Bosworth, 1994). Cooperaive skills can, however, be learned through

direct teaching and through modding cooperdive behaviours (Bosworth, 1994).



The collaborative classoom makes condderable demands on sudents to reframe ther role
from passve obsarvers to active paticipants in the learning process. MacGregor (1992) hes
outined some of the changes in focus that <udents have to undergo in order to work

successfully in collaboretive learning groups. They haveto shift:

From ligener, observer, and note-teker to active problemsolver, contributor
and discussant;
From low or moderate expectations of preparation for classto high ones;

From a private presence in the classoom (and few or no risks therein) to a

public one, with many risks

From dtendance dictated by persond choice to that having to do with

community expectation;

From competition with peersto coll aborative work with them;

Fom repondhiliies ad  SHf-definiion associaed  with learning

independently to those associated with learning inter-dependently;

From seeing teechers and texts as the sole sources of authority and

knowledge, to seeing peers, onesdf, and the thinking of the community as

additiond and important sources of authority and knowledge (p.39).
Thus students have to learn to draddle the uncertainties of new roles for themsdves and ther
teachers in order to regp the benefits from collaborative learning dructures. This implies the
devdlopment of metacognitive awareness with regard to ther role in the teachinglearning
process. Finkd & Monk (1992) report thet it takes a long time for group members to begin to
act independently of the group leader and to form reciprocad rdationships with one another.
Students resst the teecher’s (or group leader’s) move from the centre to the periphery as it

seems asif sheisabdicating responsibility (p.52).

3.3 Interactionsrequired for higher level engagement

According to MacGregor (1992), collaboraive learning engages many minds in the same task

a the same time and therefore has the potentid to “unlessh a unique intelectud and socid
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synergy” (p.37). However, she warns that undructured, freewheding explorations sddom
provide enough chdlenge to sudents to engage in the learning process. They need to be
dimulated by puzzling tasks or questions and they should have a cler sense of the expected

outcomes (p.38).

Cohen (1994), in a review of the literature on cooperdive learning, isolates some of the
conditions which meke for productive smdl groups The kind of productivity that this
research is concerned with relates to conceptud learning and  higher order  thinking.
Researchers who work within a socdid condructivis paradigm believe that productivity comes
about as a result of engagement in a process of discovery when sudents are involved in hight

level discourse working on ill-structured problems (Cohen, 1994).

The type of interaction that is most effective will depend on the naure of the task Sudents
engage in. Routine tasks, where sudents have to learn facts or come up with smple right-
wrong answers, require them to be hdpful by offering subgtantive and procedurd information.
Conceptud, highe-order learning, on the other hand, requires more complex interactions
between members of a group. These interactions require students to share ideas, hypotheses,

drategies and speculations (Cohen, 1994, p4).

Chang & Widls (1987)) ague that learning involves “problemsolving where the planning and
execution of tasks are brought under conscious control” (in Cohen, 1994, p.6). Students thus
have to daify wha ther gods ae plan procedures, generate and sdect dternatives and
reviev and change plans if goproprite. Thus metacognition is activaled by active

participation in collaborative learning.
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Cohen (1994) reports on research done on the interactions of dyads by Schwartz, Black &
Srange (1991). They found that dudents neaded to be able to “create agreedon
representations’ of a problem in order to be adle to wok on it. This finding confirms
Wertsch's (1984) andyss of the ZPD where one of the steps in creeting the ZPD includes the
cregtion of intersubjectivity. Thus students need to be aware of and srive to reach inter-
ubjectivity so that they are dl engaged in more or less the same task a the same time.
Schwarz e al argue that tasks that require students to make abdtractions and require and

enable representationa negotiation are good for productivity.

Cohen concludes that the various studies she reviewed suggest that students need to be taught
the <kills for discourse, ether before or by means of cooperative work. Bruffeg's work (1993)
uggests, though, that collaborative work is a vehicle for discourse development. Thus groups
need the kinds of tasks that will require them to use subject and interactional discourse and the

kind of facilitator who helps them to shift to higher levels of discourse engagement.

4. Collaborative learning tasksfor cognitive development

Student activity is the most important dement in collaborative leaming. The types of activity
that are hdpful in collaborative learning indude asking questions, heping to answer other
sudents questions, deveoping hypotheses, devdoping a language for interacting in the
discourse of the subject, creging menta modds and writing to darify idess and conceptud

understanding.
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Webb, Ender & Lewis (1986, cted in Cohen, 1994) found thet, withou the hdp of an
ingructor, sudents tended to operate a the lowest level of abdraction. Nelson (1994) concurs
that, if left to work entirdy on ther own, dudents ae likdy to work a low levds of
abdraction. He suggests that undergraduate students typicdly relae to tasks with dudism or
multiplicity. He argues tha Students need the intdlectud scaffolding that will dlow them to

gpproach tasks at more sophidticated leves of thinking.

Nelson (1994) suggests three ways in which that sceffolding can be provided: by furnishing
sudents with or heping them to devdop modds or frameworks that aford them opportunities
for metacognition; by suggeding dternative posshbilities within disciplinary  discourse, or, by
introducing leaners to uncertainty and cognitive relaivism by offering dternaives to be

compared and criteriafor comparing them (p.54).

Nelson further argues that collaborative interactions need to be dructured through preparation,
cognitive dructuring and role dructuring. Preparation refers to sdecting points for discusson
about which dudents have some shared, relevant knowledge. Opportunities for cognitive
structuring are provided through questions or andyticd frameworks that force students to
engage a higher leveds of thinking. Role structuring has to do with providing occasons for
meaningful participation for al members of the group and engaging ways that will minimize

behaviours that inhibit participation and progress

The dructuring of the interaction hgppens in a number of ways In Supplementa Ingtruction,
the collaborative learning programme that is the subject of this dissertation, preparation and

cognitive structuring can happen through tasks set by the lecturer that students require help
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with and take to the group. Alternaively, sudents can suggest their own points for discusson
based on interests or difficulties. Preparation and cognitive structuring are aso tasks of the
group leader if she is able to assess sudents zone of proxima development. Role structuring
is the task of the leader who has to be senstive to dlowing dl Sudents opportunities to
paticipate. She ds0 has to be avare of and minimize conditions that will inhibit participation

and progress.

5. Supplemental Ingtruction (S)

S is a peer collaborative learning programme where trained senior dudents act as group
leeders for fird year leaning groups S is normadly indituted in so-cdled high-risk or
higoricdly difficult courses. It is a means of formdisng leaning groups and making the
process of active group learning avalable to larger numbers of Sudents who would not
normaly congder forming or joining a group. The am of S is to hdp dudents come to grips
with difficult concepts in a course while hdping them to devdop the requisite skills to master

the concepts.

S draddles a bdance between being linked to specific courses while a the same time
functioning & an out-of-dasyoom learning environment. According to Kuh, Douglas Lund
& Gyurnek (1994) out-of-classoom experiences have a grester and more lagting impact on
dudents than do classoom experiences. It thus makes sense to integrate these experiences

into the overdl learning programmes of students.

S differs from amdl group tutorids in a number of ways It is voluntary, whereas tutoria

attendance forms part of the DP requirements for most courses. Modt tutorids are tightly
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dructured in that the tutor has a certan number of questions or problems to work through
during the tutorid time. They ae thus directed towards satisfying curriculum demands. Tutors
ae often directive and some tutorids become minklectures rather than opportunities for
dudents to test and develop therr conceptuad understanding. S, on the other hand, is amed a
fadlitating the meeting of Students needs as opposed to the needs of the lecturer. The
sudents set the agenda or the Sl leader assesses the needs of the group through questioning
thelr gragp of concepts or faclity for working through problems. The S process is much less
formd than tutorids and the S leader is seen as one of the group, a fdlow dudent, dbeit
older and more experienced. The S leader is seen as a modd sudent who has found
successful ways of magtering the course. Her job is to share her experiences as a successful

Sudent of the course with the S group.

The informa nature of S sessons is an integrd pat of wha makes it a learning context
which is a once integrated in the Sudents learning programme and agpat from the formd
dructures of thet programme Thus S has an important socid function in cregting learning
opportunities for sudents (Hillman & Mc Carthy, 1996).
The S sydem is dedgned to focus precisdly on undersanding and kil
development and greglly improves the success of these processes by getting
dudents to work together in groups and endbling them to build ther own
underdanding by patidpaing activdy in groups in an infoomd and non
thregtening environment. (1996, pp. 97-98).
Following Goodlad & Hirg (1989), Smuts (1996) discusses some of the benefits that accrue
to dudents who teach other dudents Goodlad & Hirgt isolate four theoreticd frameworks
they percave as rdevant to peer tutoring, namey role-modd theory, socio-linguidic theory,
gedtdt theory and behaviorigt theory. | concur with Smuts thet their discusson on the role of

behaviorist theory seems irrdevant for the theoreticd framework of Supplementa Ingtruction
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and indeed this dissartation. Role-modd theory, sodio-linguigic theory and gedtdt theory are
more useful in conceptudising the benefits of peer tutoring.

Allen (1976) notes that the concept of socid role is important in thet it is associated with
expectaions developed and specified within the context and in reation to other roles within a
socid  dructure. According to role theory, people are ether condrained or motivaied by the
expected roles they occupy. This may explan how students come to be predominantly passive
in learning environments, the teecher is percaived as the font of knowledge and the students
“receive’ knowledge rather than actively condructing it. Peer collaborative learning on the

other hand, sets up expectations of mutud learning and teaching anongst members.

Sodo-linguigic theory argues thet children’'s upbringing equips them with different petterns
of gpeech, perception and therefore adbility to perform within the formd, specidised milieu of
school. Berndein (1964, 1965, 1970) argues that working dass children are brought up with a
‘redricted code of speech tha is wesk in generd concepts. Children from middle-class
homes, however, ae socidised within a milieu of eaborated speech codes, rich in concepts
and they cope very wdl within the school environment. Research by Lawton (1972) discussed
by Gooded & Hirg indicates, tha working-class children can learn the eaborated speech
codes and rich concepts necessary for success in school. This concurs with more recent
research by Newman, Griffin, & Cole, (1989) & Thap (1997) that found that working-class
children improve ther peformance in school when they are immersed in learning contexts
that hep them to deveop agppropriate languages for learning. Teecher-dudent communication
assids in deveoping daborated speech codes. Goodlad & Hirst (1989) suggest that peer

tutoring can play apogtiverolein this regard too.
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According to Goodlad & Hird, gestdt theory suggests that learning occurs when learners are
ale to gtuae idess within larger contexts or intdlectud dructures. In peer tutoring
paticipants can learn from how others rdate ideas to broader contexts. The process of
offering learners opportunities to deveop ther underganding and awareness of how idess fit
into the bigger picture of what is being learned promotes cognitive development. Goodlad &
Hirg note that these different theories do not conflict, but offer different perspectives and

idess for different types of activities that may be utilised in peer tutoring to facilitete learning.

Smuts (1996) didilled some of the benefits that accrue to students who teach others based on

the above theories as discussed by Goodlad & Hirgt (1989 pp. 61-62):

They develop a sense of persond adequacy (role-modd theory)

They find a meaningful use of the subject matter of their own studies (gestdt
theory)
They reinforce their own knowledge of fundamentds (gestat theory)

The adult role and dtatus of teecher leads them to experience being part of a
productive society (role-modd theory)
They devdop indght into the teaching-learning process and can cooperate
better with ther own lecturers (gestdt and role-modd theories) (Smuts,
1996, p.130).
Thexe bendits refer to quditative devdopments to dudents learning and developmentt.
However, mogt of the research into SI has focused on assessing the effectiveness of the

programme and are thus quantitative sudies.

5.1Researchon S

Most of the research on S has focused on the corrdation between Sl attendance and academic
achievement. This research congdently shows that regular Sl participants out-perform nontSl

paticipants by dgnificant margins. In the United States research indicates that S sudents
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achieve hdf to one grade point higher then ther nonS counterparts. In South Africa a
postive correation between atendance and achievement has been found in most studies. See

for example Hillman & Mc Carthy (1996), Koch (1996) and Smuts (1996).

Mc Cathy, Smuts & Cossr (1997) express concern that the datisicd anadyses deployed in
most of the research that ams to assess the effects of S on student performance are highly
inadequate. These andyses do not take account of many of the independent variables that can
impact on sudent achievement. Most research involves a comparison between sudents who
have dtended a given number or more Sl sessons and those who have atended fewer than
this number, or no sessions a dl (eg. Matin & al, 1990; Congos & Schoeps, 1993; Koch,

1996).

Mc Carthy et al take issue with this type of andyds on severd grounds. Firdly, it assumes
that dl fectors influencing peformance are identicaly didributed across dl S and non-S
dudents. Secondly, Martin et al clam that they factor in academic preparedness as measured
by maric results or “prior academic achievement” (1992, p.24) and academic ability a
univergity as it relates to academic success. Mc Carthy et al however, suggest that there is not
a high correlation between academic preparedness and academic success. One of the reasons
for this discrepancy is that university learning requires quditativey different kinds of thinking
skills to most school learning.  Thirdly, traditional andlyses teke account of motivation as a
factor in S dudent success However, this reseerch does not distinguish between motivation
to succeed a the course and motivation to atend S. Mc Cathy et al conclude that there are
various factors that influence sudent success and that it is very difficult to cam success on

account of Sl attendance only.
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An dtendive multivaiade regresson andyds usng, inter alia, S sessons  atended,
academic ability in the universty environment (as messured by the aggregae of al common
courses in the curriculum, exduding the course in which S is implemented), and levd of
preparedness as independent varidbles is suggested by McCathy et al. The dependent

vaigble will, of course, be thefina course mark in the SI supported course.

There is a death of research invedigating the nature of interactions in S groups. An
examindion of interactions within S may illuminate why S dudents seem to outperform
nonS sudents. Cohen (1994) and Webb (1992) have made suggestions regarding the type of
research reguired in relation to cooperative learning. Ther research, as indicated ealier, is
based on cooperdtive learning a school level. The literature on the effectiveness of S reveds
that there is a need for different kinds of investigations in order to develop our understanding
of what makes S effective (Mc Carthy et al, 1997 and Smuts, 1997). This type of andyss
will contribute to an understanding of how to increase the effectiveness of S in cases where it

is not so effective.

Mc Cathy e al dae that given the limitations of Satigical proof of the effectiveness of S,
“Future andyses of the effectiveness of S might profit from solicting continuous qualitative
feedback - in the form of surveys interviews, and inffoomd discusson — from S Students

themsdlves on the benefits to them of the Sl programme’ (1997, p.225).

The gpproach in this research was not to assess the effectiveness of S in reaion to Sudent

achievement, but to assess the quality of sudent interactions in S that may improve or inhibit
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dudent underganding and subsequent achievement. S offers the study group (the leader and
S dudets) dmog totd autonomy (within the confines of the S modd which is based on an
active, collaborative learning framework) to choose topics for discusson and to decide how to
devdop ther undedanding. Savin (1980) suggeds that an  important question for
collaborative learning research would be to assess what the effects of high student autonomy
ae on outcomes of cooperaive learning (p.239). The outcome | am interested in reaes to

quality of student interaction.

Cohen (1994) suggests tha rdevant research in the fidd of collaborative learning needs to
focus on the nature of underganding that emerges from group interaction, the kinds of socid
and cognitive skills necessary for engagement in productive group work and how different

tasks affect the type and qudity of interaction produced in agroup.

If one consders research on cooperative learning in schools, there are severd suggedtions as
to the types of activities and interection petterns, leedership interventions, and so on, that
could paentidly ather hinder or dgnificantly contribute to productive ectivity in S groups.

This research ams to make a contribution in this regard.

5.2 Sl at Rhodes University

S was introduced to Rhodes Universty in Grahamstown in 1994. It was firg introduced into
the Depatments of Law and Psychology. Other depatments in the Faculty of Humanities
followed. Through the years it has become evident thet the programme is most successful in

departments with large dlasses and where the work is conceptualy challenging.
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S leaders are chosen jointly by the department and the S coordinator who is employed by the
Academic Devdopment Centre. The training of S leaders follows broadly the training
programme st out by the initistors of S a the Universty of Missouri, Kansas City (1995)

but has been contextuaised for the South African and the Rhodes University context.

S leaders find it chdlenging to get dl sudents actively involved in the teachinglearning
process in 9 sessons as will be seen from the data Much of this difficulty stems from the
educationd higory of dudents. However, students from a range of backgrounds report thet
they find S beneficid and cite S as a podtive influence in their academic success (Davies &

Vorger, 1994).

6. Conclusion

In this chepter | have discussed the role peer collabordive learning can play in hdping firgt
year sudents to become pat of the community of scholars. | have indicaed that S is a form
of collaborative learning where a senior dudent leads the group in order to ensure that the
learning is taken to higher levels than may be possble if sudents are dl a the same levd of
cognitive deveopment. There seems to be a need for research that investigates how Sl makes
a contribution to sudent development. This research project drives to meke a contribution in

thet regard.

66



CHAPTER FOUR

THE STUDY

1. Introduction

In this chapter | consder my research orientation, including aspects of quditative research
methodology as they pertain to socioculturd research. The research methods employed in this
dudy ae illumnaed. Fnally, | discuss issues of vdidity, generdizability and ethics with

regard to this study.

2. Aimsof theresearch

The am of this ressarch was to gain an underdanding of the process of collaboration in
Supplementd  Indruction groups in fird year dasses & Rhodes Universty. In the previous
chepter | indicated severd dams made for collaboretive learning. | wanted to investigate the
circumdances under which collaborative learning occurs and the factors that contribute to
creding leaning opportunities in collaborative learning groups. The man ressarch question
thus concerned the process of interection that spawns learning in organised peer groups.
According to many researchers, the best way to study process is through quditative research

methodology.

The learning process is a socid one. When examining the learning process, socid influence

and individud learning ae difficult to separate Rogoff et al (1995) see learning and
development within a socioculturd pergpective as a “process of chaging patidpation in
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culturd  activity”. They dam that no activity is purdy individud (1995, p.131). Rogoff
(1990) dams that individud deveopment (learning) can not be dudied separatdy from the
socid context within which it occurs. It thus makes sense to look a collaborative learning
through dudying collaboretive leaning processes in red-life setings. The interactions of
individuds are influenced by the actions of others as wel as by other dements of the socid
context. 1 have thus decided to study collaborative learning processes as they occur in

Supplementd Ingruction (S) groupsin firs year classes & Rhodes Universiy.

3. Research orientation

Raner (1997) agues that quditative research needs to be based on sound ontologica and
epigemologicd  assumptions He outlines three ontologicd  principles  underlying  qudlitative
psychologica research. Firgly, he assats that psychologicd phenomena are complex and
multifaceted and they devdop from rdaionships with other phenomena Secondly, complex
psychologicd phenomena find expresson in extended responses. Thus the externd dgns of
these phenomena can be as complex as the phenomena themsdves. Thirdly, psychologica

phenomena are forms of menta activity or consciousness (pp. 55-58).

The epigemologicd questions with regard to psychologicd research gem  from  our
underganding of the naiure of these phenomena The nature of the phenomena dictates how
they can be known. Rainer dates that “the task of inferring mental activity from extensve
expressionsis the centrd and digtinguishing concern of quditative methodology” (p.59).

This task of coming to undersand psychologicd phenomena requires interpretive skills that

can discen  psychologicd meaning, asess coherent meanings even across  different
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expressons and discern the amilaities in gpparently diverse expressons. An ability to see
rldionships among psychologicad phenomena is a requiste skill (1997, p.59). According to
Raner, “Quditaive methodology brings the subjectivity of the researcher to bear on the
ubjectivity of the subject. It does not atempt to truncete the subjectivity of both parties

within forma measurement operations’ (p.59).

The process of interpretation in quditative inquiry is known as hermeneuics The most
important guiding principle of hermeneutics is tha psychologicd dgnificance can only be
assumed by looking a the rdaionships of psychologicd expressons with other psychologicd
responses. “The dgnificance of a response is not trangarent in a Sngle behaviour. It can only
be disclosed in a nework of regponses’ (Rener, p.62). Finding reationships between
behaviours in order to illuminae psychologicd phenomena is known as the hermeneutic

circle,

Quadlitative research is known by meny different names, for example, naurdigic inquiry,
condructivis, and interpretive research. However, dl thee different types of quditative
ressarch have in common ther pog-pogtivis (Lincoln & Guba, 1985) or, to use a different
term, non-pogtivig (Ratner, 1997) dance with regard to inquiry. The principles that underlay
post-positivigt research are the following:

There ae multiple redities. These redities ae condructed. Prediction and control  of
phenomena are not the kind of outcomes sought. Rather, a levd of underganding can be
achieved through the research.

Thereis an interactive reationship between researcher and researched.
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Hypotheses are time and context bound and can therefore not be dated a-priori. Quditetive
researchers aso do not seek to offer generdizations The am is to devdop an understanding
of aparticular case.

All entities are in a condant date of flux that makes it impossble to didinguish causes from
effects.

Post-pogtivigtic research is underpinned by values, that is, it cannot be neutral or value-free.

(Lincoln & Guba, 1985).

3.1 Values under pinning this study

| have postioned my research within the socioculturd paradigm. Thus | acknowledge the
interrelatedness of different levels of andyss and the mportance of sseing my work within its
sociohigorical  context.  Socioculturd  psychologica  inquiry is in the man interpretive. Within
an interpretive  framework knowledge is seen as rdaive and condituted within  the

frameworks of the paradigm rather than absolute.

My research was underpinned by an undersanding that actions and activities are framed by
the context within which they occur. This context includes the hisory of the community of
practice to which the paticipants in the community who ae the subjects of the inquiry,
bedong. My task as a researcher was “to understand what is going on, the definition of the
situation” (Connole, 1998). Connole dates that understanding is the process of interpretation.
The researcher ams to undersand a phenomenon and is thus adle to identify paiterns of

meaning from which it may be possble to generdize (1998, p.20).
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Within the interpretive paradigm knowledge is viewed as condructed, raher than as an

independent entity that exidts outdde of the interactions. According to Lincoln & Guba (1985)

condructivism “intends neither to predict and control the ‘red’ world, nor to transform it, but

to reconstructthe ‘world’ & the very point a which it exists in the mind of the congtructor”.

3.2 Rdationship between resear cher and resear ched

In quditative research the researcher rardy dands within an independent relationship to the
researched. | would thus like to spdl out my pogtion in relation to this research. | have been
involved in coordinaing the Sumlementad Indruction (S) programme & Rhodes Universty
gnce its inception a this inditution in 1994. My tasks as coordingtor incude recruiting
leeders (in  patnership with the depatments within which they work), training and
supervisng them. | am involved in dinicd supevison of S sessons with the am of
commenting on the processes | observe s0 tha S leaders can improve their practice. | often
do these observations as a participant observer. This is 0 that | can paticipate in the process
should it be necessary. Ingtances of participation occur when | fed it necessary to ask
questions, for example, prompting the S leader and the group to look a different posshilities
or if the interactions are shdlow and there are possbilities for deeper engagement. The S
leaders and thelr students are thus used to my presence in S sessons. For this research the

only unusud presence wasthat of the video camera
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4. The study

4.1 Context of thestudy - SI at Rhodes University

S was introduced to Rhodes Universty in Grahamstown 1994. It was firg introduced into the
Depatments of Law and Psychology. Other depatments in the Faculty of Humanities
followed. Through the years it has become evident that the programme is most successiul in

departments with large classes and where the work is conceptudly challenging.

S leaders ae chosen jointly by the department and the S coordinator who is employed by the
Academic Deveopment Centre. The training of Sl leaders follows broadly the training

progranme set out by the inititors of S a the Universty of Missouri, Kansas City (1995)

but has been contextuaised for the South African and the Rhodes University context.

S leades find it chdlenging to get dl dudents activdly involved in the teechinglearning
process in 9 sessons as will be seen from the data Much of this difficulty sems from the
educationd higory of students. However, dudents from a range of backgrounds report thet
they find S bendfidd and cite S as a podtive influence in their academic success (Davies &

Vorger, 1994).

4.2 Activity asthe unit of analysisfor this sudy

In socioculturd reseerch the unit of andyds is activity. According to Rogoff et al (1995),

Leontev was concerned that researchers find a unit of analyss “that preserves the inner
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workings of events of interest, rather than segparding an event into dements that no longer
function as does the living unit” (p.127). For Rogoff et al the socioculturd gpproach involves
the obsarvation of processes of development on three planes, the persond, interpersond and
community. However, depending on the ressarch quedtion, one plane will be foregrounded

and sense can be made of each plane of andyss within the context of the whole.

For my resarch, the plane of interest is the interparsond. | invedtigate how cognitive
devdlopment (learning) is mediated within the context of voluntary, smdl group collaboraive
work between students. Rogoff et al (1995) assart that individuds develop as a result of their
involvement with others in shared activity. Ther paticipaion in the activities as wdl as the

activities per se, conditute and have been congtituted by the traditions of the community.

Thus, important reseerch questions that emerge within this framework are Under what
drcumdances might socid interaction result in leaning? Thinking occurs as  people
paticipate in an activity. How do peoples paticipation change as an activity deveops?

Vaiation and amilaity in their participation in varying activities become the focus.

4.2.1 The structure of activity in Sl

An S sesson can be seen as a context within which some of the regular activities of the
academy are exercised. The teaching and learning activities in SI where a near peer (the SIL)

and peers (the fird year students) are the main actors, indude asking and answering questions,
solving problems, developing hypotheses and s0 on.  The gods of S ae amonge others to

provide students with opportunities to learn the course content and drategies for managing

73



and magering course content within a nonthreatening, peer collaborative environment. Thus
S dudents have opportunities to “engage in socid practices which provide frameworks for
wha ae gopropriate gods for thinking;, opportunities to practice ways of thinking; and tools
or the means for thought” (Gilbert, 1995). S sessons differ from tutorids because the
agendas of the paticipaing students rather than those of the lecturer are discussed in the
session. Thus the nature of the Sl sesson sets catain boundary conditions for the activities

that take placeinit.

S s=ssons normdly have a main task or tasks that can be broken down into many different
subtasks that emanae from the man task(s). These subtasks may be initiated by the SIL or by
one of the members of the S group with the god of developing understanding of the leading
activity. Thus the actions are peformed with the am of fulfilling the gods of the activity. The
actions in the case of 9 ae manly inter-actions between participants. Interactions are smilar
to Leont'ev's (1981) actions Following Van Vleenderen (1997), | have chosen to cdl them
interactions because of the interactive nature of the actions. Each participant’s interactions are
influenced by the adions or interactions of the other participants as well as the gods and

circumstances of the contributions of other participants (Rogoff, 1990).

An interaction refers to an utterance of a paticipant which is ddinested by an utterance of
another participant preceding and following it. An interaction can be further divided into
operations. In the case of the interactions in S an operation refers to pat of an interaction
whose god and content differs from an operation that precedes and follows it. The gods of

the operdions can be assessed within the context of the overdl gods of the interactions and
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conversation of the S sesson as a whole. It is recognised that activities are dynamic and that

they change with the participants as the gods of their actions or interactions change.
Figure 1 contains a graphic representation of the dructure of activity in SI. The manner in
which this dructure was used to andyse the S activities will be discussed in the sections thet

follow.

Figure 1- Structure of the Sl activity

TASK WITH GOALS
Interaction
Operdtion 1
Operation 2
SUBTASK WITH .
Opqati onl
|
Operdtion 2
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4.3 The research process

| st out to invedigate the interactions within S groups that would generae learning
moments. A learning moment occurs when questions relevant to the learmners needs ae
generaed or answered. | was paticulally interested in moments where peers collaborate to
answe a guestion or olve a problem. Examples of peer collaboration | have noticed when
obsarving S sessons indude darifying concepts, processes or procedures and  offering
drategic help. Another example is when students darify metacognitive or epistemic issues for
themselves or each other. | was interested to see how these peer collaborative processes occur
and under what circumgtances they emerged, as wel as what influenced the qudity of these

processes.

4.3.1 Data collection

The data were collected within a naturdigtic setting. Actud Sl sessons were videotaped. The
decison to do this was underpinned by an understanding that “redities are wholes that cannot
be understood in isolation from their context, nor can they be fragmented for separate sudy of
the pats’ (Lincon & Guba 1985 p.39). The whole context, induding the physica

surroundings and the sedting plan influence the qudity of the inter-actions.

Severd S sessons in Legd Theory 1 and Psychology 1 were videotaped during the second
semedters of 1996 and 1997. This time of year was chosen as it was thought that Sl leaders

would have gained experience from running sessons during the fird semester. There was dso

an assumption that they would have devdoped more or less dable groups whose members
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would be familiar with the S process. As will be seen from the discussion of the data laer,

thiswas not truein dl casss.

S sssons in Legd Theory and Psychology were chosen as S had been running in those
departments since its inception a Rhodes Univergty in 1994. It was assumed thet a culture of
S would have developed in those departments and that the type of S sessons would be a far
reflecion of wha S could be like Logdics like the avalability of video equipment and

camerapersons influenced when tgping could occur.

Sudents permisson to participate in the ressarch and for the videotgping of ther S sessons
was sought before the commencement of tgping. Should anyone have objected, the
videotaping would not have gone ahead. No one objected a any of the sessons It is
acknowledged that, a the gart of an Sl sesson students may have been aware of the camera,
but this did not seem to be a problem and sessons proceeded as they would normaly have
done (This was confirmed through persond communications with S leaders and udents

subsequent to videotaping.)

4.3.2 The sampling process

The principle of purposve or theoreticd sampling was used to make the find sdection of S
sessons for andyss Out of a pool of recorded S sessons a limited number of complete

sessions were sdlected. All the sessions in which the S leeder did not work as a group were

exduded. Sessons with only a few dudents or where the S leader divided the big group into

gndler buzz groups were discarded as that kind of group process has a completdy different

77



dynamic and different mediation means come into play. | chose three S sessions in which the
S leader worked with the whole group a once. The drategy of choice then, was whole group
problemsolving as opposed to, for example, working in pars or in a number of smdl groups

within the bigger group.

Included in the sample, was what one coud regard as a good S session, a satisfactory one and
a paticularly poor one. An Sl sesson may be regarded as successful or good if there was a
redively high level of active paticipation by students in the process of solving the SI task. A
poor S sesson is one that is dominated by the SIL and where the potentid for active learning
by the students was dther not created or the opportunities for active learning were not utilised
during the sesson. The sampling thus dlowed me to do a comparative swly of the S sessons
and to draw concdusions on the conditions under which the S process may be successful or
unsuccessful. Thus two Psychology sessons (1996 and 1997) and one Legd Theory session

(1997) were chosen.

4.4 Video asdata

The videotapes were wetched severd times initidly with the am of becoming familiar with
the data and, later, to assess whether any patterns emerged. The tapes were transcribed and
later the transcriptions were checked by an independent person agangt the originds for

accuracy.

| then proceeded to work with the transcripts. The fina andysds was based on the transcripts

of the origind videotgpes with occasond reference to the origind tapes for daification. The
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andyss took place agang the background of cogntive devedopment theories and
collaboraive learning theory discussed in chepters 2 and 3 a wdl as a forestructure
devdoped as a result of my familiarity with the Sl process through repested observations over

anumber of years.

| was interested in establishing how the interactions during the different task segments were
mediated to enable dudent learning. The different factors that emerged as rdevant to my
research question were related to the role of the Sl leader, the role of the students and the

influence of the task.

5. Data Analyss

The data andyss process | followed was adgpted from work done by Craig (1988b), Van der
Riet (1993) and Van Vlaenderen (1997). The andysis can be divided into roughly sx seps. |

shdl describe in some detall fow the andlys's proceeded.

5.1 Step one: viewing thetapes

In order to familiarise mysdf with the data and dart the process of immerson in the data, dl
the videotgpes (nine S sessons) were watched. Familiarity with the range of interaction
paterns contained in the tgpes dlowed me to choose a sample that | felt would dlow me to
meke a ussful andyss of important aspects of peer collaborative learning in higher education.
Once the sample of three sessons was chosen the three tapes were watched severd times.

This dlowed me to develop a picture of the data (Craig, 1988b). Idess and questions about the
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data began to form a this dage. Crag cdls this a “fird order impogtion of meaning on the
data’ (1988b, p.98). At this dage and a every other stage of the data andyss the substantive
theories about learning in generd and collaborative leaning in paticular as wel as the
foresructure of my experience as coordinator shaped the meanings imposed on the questions

asked.

5.2 Step two: reviewing of the tapes

As | viewed the tgpes some tentative answers about the meaning of the data began to emerge.
| pad paticular atention to the rdaionship between vebd and non-verba interactions.
Following Craig's suggedion for this early dage of the andyss the answer to the question of
what the data might mean and what the reaionship between verbd and non-verbd
interactions could be, was answered with the tentative phrase of “I think it means that...”. At
this point | aso began to isolate segments of the tgpe that seemed to contain potentidly rich
materid for interpretation. These were segments in which the interactions between S leader
and sudents or between the sudents themsdves, seemed to produce learning moments. Craig

(1988n) likened the second stage to a further penetration into the data.

At this sage my supervisor joined me in the viewing of the tgpes and together we isolated
what might be the units of andyss for this research. Before the third stage of the andyss the
videotgped sessions were transcribed and, where agppropriate, paralinguidic dements were

noted. This was a verbatim transcription. The transcripts were checked with the hdp of a

research assstant.
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5.3 Step three: becoming familiar with the transcripts

The next step was to familiarise mysdf with the transcripts. | found that with the audio-visud
pre-andyss in my head, | could proceed with the andyss through examining the transcripts. |
used the transcripts to isolate the units of andysis. The units of andyss for this Sudy are the
tasks and the actions within tasks. The tasks and actions were fractured into their congtituent
pats namdy interactions and operaions. | shdl outline the process of fracturing in another

section below.

5.3.1 Step four: developing athick description of the data

The next sage of the andyds was to develop a thick description of the units of andyss. The
devdopment of the thick description occurred through imposing meaning on the data | began
to note patterns of interaction ad the variations and dmilarities as the activities developed

were noted (Rogoff, et al, 1993).

According to Crag “the data reveds (and may even conced) the potentid dory tha the
researcher congtructs.” She notes that “the analys, like the archaeologist, draws on theory and

data and the relation between these ... in order to construct a coherent account” (p.100).

A thick description answers questions @out wha the data might meen, what intentions may
have been behind the actions and interactions, whet the context and gods of actions were, as

well as what the underlying or “associated practices, beliefs, dedres, ec. surrounding the

action” could be (Crag, 1988b, p.100). At this dage, according to Crag, the interpretation
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contains “speculation amut intentions and possble consequences of this, propostions about
the meaning of actions and evauations of gppropriate gods in such a dtuation” (Craig, 1988b,
p.100). This interpretetion was guided by the subgtantive theories that inform my thinking

about learning.

Figure 2 is an extract from the firda S session to illudrate the data that emerged from
devdoping a thick destription through the process of brangorming. The firsg  column
contans the identification of the spesker. SIL1 indicates that this extract is from the first
sesson where the S leader has been dedgnated the code SIL1. The S leaders in the
subsequent sessons are identified as SIL2 and SIL3 respectively. Sl refers to the first student
to spesk. All subsequent interactions by this particular student will be under the desgnation

S1. Subsequent student speskers are indicated by the codes 2, S3, and so forth.

The second column contains the transcribed data The third column contains the number given
to the interactions and operations. For example SIL1's fird interaction is sub-divided into
three didinct operdtions. The firg operation is denoted by the number 1. Subsequent
operdions are indicaed as following the fird operation, i.e 11, 12, ec. An explandion of
the terms interaction and operation follow in Section 54. The fourth column contains the

thick description of the data.
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Figure 2— Thick description of extract from Sl sesson

SIL1 |Letf's review the facts we drew |1 SL1 bring the group to order to
together last week. dart the session.
SL1 invites contributions from
the group.
SL1 dso wats to bring people
who did not atend the previous
week, into the picture.
SIL1 wants the group to get a
picture of where they got to the
previous week.
Okay, who wants to sart? 11 SIL1 opens the floor to the
group.
SIL1 invites participation.
SL1 offers the group the choice
to participate.
S1, do you want to Sart? 12 SIL1 notices that Sl is ready to
Sart.
SL1 asks him if he would like to
dart.
S1 We defined delict. Then we went to | 2 Sl ligs wha they did the
the dements of ddlict previous sesson.
interpretation.
SIL1 | Does everybody undersand the path | 3 SL1 aks if everyone

that we followed?

underdands the path they've
been fallowing.

SIL1 reminds them that they ae
working within a gructure,

54 Step five fracturing the data

The next sep was to code the different sub-units of andyss so that | could provide an

explanatory account of the data The coding was guided by the methodology developed by

Van Vleenderen (1997). Van Vlaenderen did an andyss of group problemsolving workshops

where the participants were community activiss. Her am was to andyse the process of




problemsolving through an everyday cognition approach. Her analyss of the process seemed

gppropriate to the process of peer collaboration in Sl sessions.

Following Ven Vleenderen (1997) | isolated the interactions between participants. An
interaction is one ingance of communication by one participant that is preceded and followed
by input from ancther participant (See section 4.2.1). Each interaction was further divided into
what she terms operations. An operaion is the smdlest unit of meaning that can be isolated
within the interaction and that can be differentiatled from other meaning units within the
interaction. An operation gets its meaning from its purpose in tems of the collaborative
process and rdaes to the communication between participants and its function within the
context of the task being addressed and the S session as a whole. Figure 2 shows how the

firgt interaction by SIL1 was fractured into its congtituent operations.

5.5 Step sx: the development and application of a reading guide

The fractured data were then anadysed usng a reading guide. Van Vlaenderen (1997) assarts
that “a reading guide method of textud interprefation ams a extricating those features of
texts which darify the meaning of a text” (p.92) Van Vleenderen (1997) makes the point that
the reading guide is based on the assumption that the process of interpretetion is “a reflective
process of engaging data guided by successvely revised and better formulated questions’.
The quedtions are developed through an earlier process of data andysis and when imposed on
the data, it dlows the data to be read through a sharper lens than the previous andyds through

which the guide was creeted.



The reading guide deveoped by Van Vleenderen (1997) isolaed three dements as the
condituent pats of the operations or interections. Thee dements ae the immediate
interaction function (IF), the cognitive-affective content (C) and the underlying function (UF)
of the operations. They rdae to the function of the interaction in terms of the sesson as a
whole, or the task being worked on in paticular. The IF rdaes to the function of the
operdion in rdation to the converstion hagppening in the sesson. The C rdaes to the
cognitive purpose and / or affective content of the operdion in reaion to the promaction of
underganding or the learning god of the task or sub-task. The UF has to do with how the
operdion relaes to the task the group is busy with a the time of the operation or in rdaion to

the Sl sesson as awhole. Each dement occurs in severd different forms.

The reading guide is goplied by asking the following question about eech operation, “What
does this interaction or operation mean in relation to what has gone before — utterances as
well as tasks?” | adgpted the reading guide to suit the context of peer collabordive learning.
Thus some of the origind forms of the dements were mantaned while others were
diminated and 4ill others added. The new reading guide was refined through the process of
atempting to goply it to the data Successve gpplications of the reading guide reveded ways
in which the guide needed to be adapted or refined. After each adgptation of the guide, the
new guide was gpplied to dl the data. Thus the data underwent successive reinterpretetions as

Reading Guide 1 was refined.

When the Reading Guide 1 was findised, an independent coder did a blind coding of the

transcriptions plus thick descriptions of the three sessons. After each sesson was coded, we

compared her coding to mine. Mogt of the coding was the same. However, there were a few
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differences of interpretation. In cases of difference, we taked a&bout our different
interpretations with the am of settling on one consensus interpretetion. The categories that
were omelimes problematic pertained to the following interactive functions: comment,
elaborate and explain; forms of cognitive affective content that presented intermittent
problems were interpretation and reflection and someimes it was difficult to didinguish
between interpretation and example as an interpretation would someimes condst  of
presenting examples, the underlying functions that presented interpretation differences were:
task and group. It was difficult in some ingtances to differentiate whether an utterance was
task related or group relaed. The didinction between a contribution and an utterance
specificaly amed a developing conceptual understanding was problematic & times. The
reading guide is not pefect, but represents a “best fit” in tems of the data and the

interpretations available.

The different forms of the three dements used in my andyss ae presented in Table 2. A

breskdown of the meanings of each of the forms of the dementsiis presented in Appendix A:
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Table2- Elements and their forms

Immediate Cognitive-dfective Underlying
inter activefunction content (C) function (UF)
(IF)
clarify exanple task
comment fact Devdop  conceptud
understanding
inform interpretation amplify
question reflection participation
invite understand contribution
judiify repetition direction
elaborate strategy own nesds
probe concept engagement
explan class memory group
query puzze concept claification
request problem intersubjectivity
request assistance light relief
record
disagree
uggest

An example of the gpplication of Reading Guide 1 to the data is presented in Figure 3. Note
that the firs couple of operaions represent the firgt interaction by SIL1. The interaction was
thus divided into its condituent parts in tems of the operations it was made up of. All
operatiions dways have an IF and UF, but in some cases it was not possble to asign a

cognitive/affective content to the operation.
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Figure 3— Reading Guide 1 applied to extract from Session 1.

SIL1 | Let's review the facts we| 1 SIL1 bring the group to| IF: Invite
1 drew together last week. order to start the session. C--
SIL1 invites contributions | UF: Task
from the group.
SIL1 dso wants to bring
people who did not attend
the previous week, into the
picture.
SIL1 wants the group to get
a picture of where they got
to the previous week.
Okay, who wants to start? | 1.1 SIL1 opens the floor to the | IF: Invite
group. C--
SIL1 invites participation. UF: Participation
SIL1 offers the group the
choice to participate.
T, do you want to start? 12 SIL1 notices that T is ready | IF: Invite
to start. C--
SIL1 aks him if he would | UF: Participation
like to sart.
S1 We defined ddict. Then| 2 Sl lists what they did the | IF: Inform
we went to the elements of previous session. C. Fat
delict. ... ... interpretation. UF: Gontribution
SIL1 | Does everybody understand | 3 SL1 asks if  everyone| IF: Question
1 the path that we followed? understands the path they've | C. --
been following. UF: Intersubjectivity

SIL1 reminds them that they
ae working within a
structure.

The andysds of the fractured data was processed by means of a computer Spreadshect

programme. The data were quantified and summary tables of contributions by the different

paticpants were developed.

In addition, bar graphs that facilitate comparisons of

contributions were produced for each sesson. The quantified data were used to develop

interpretetions about the qudity of interactions in Sl. The rexults of the andyss of the data

achieved through the gpplication of the Reading Guide 1 are presented in Chapter Five.
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5.6 Application of a second reading guide

A second reading guide was goplied to the origind videotgped data, the transcribed sessions,
the thick description, and the data accessed through the Reading Guide 1. Reading Guide 2

related specficdly to the process of mediaionin S.

With regad to the S leader the following questions emerged: How does the leeder manage
the group? What drategies does he/she use and how do the draegies enable or hinder

collaborative leaning?

With regard to the role of the students, the questions were the following: How do the students

interact with each other and with the S leeder? What kinds of interaction patterns emerge and

which dements within the S| sesson influence the patterns of interaction?

In relation to the task, the quedtions that emerged were What is the naure of the tasks
employed in thexe S sessons? Do they dimulate active, collaboraive learning? Do different

types of tasks lead to different interaction patterns and different learring outcomes?

The results of the gpplication of the Reading Guide 2 are presented in Chapter Six.

6. Validity

There are a vaiety of viewpoints aout how quditative researchers can ensure the vadidity of

their research. Lincoln & Guba (1985) believe that the criteria for trustworthiness within the
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naurdigic paradigm need to be different to those traditiondly used for pogtividic research.
They ague tha the naturdidic epigemology is better sarved through an interrogation of the
cedibility (inseed of intend  vdidity), dependebility (inseed of rdiability), and
confirmability (insteed of objectivity). They suggest that the following methods are used to
ensure trusworthiness of quditaive research:  “prolonged engagement and  persgent
dbsarvation, triangulation, peer debriefing, negative cae andyss and member checking (to
edablish credibility); thick description (to fadilitate trandferability); and auditing, to establish

dependahility and corfirmatility (p.219).

In this gudy an independent researcher coded the transcripts blindly using the firg reading
guide to ensure the trusworthiness of the interpretations. | have dso deveoped thick
desriptions of the data My prolonged involvement in dinica obsarvaions aso contributed

to the trustworthiness of the interpretations.

Rane (1997) agues for the use of Maxwdl's (1992) criteria for vdidity and rdiability
measures. Maxwel suggests tha the following messures ae most auited to quditaive
ressarch  methodology:  destriptive  vdidity,  interpretive  vdlidity, theoreticd  vdidity,

generdizability and where rdevant, evauative rdiability.

Descriptive vdidity refers to the factual accuracy of the research account. The researcher
needs to take measures to ensure that what she is describing did in fact occur, was seen and

heard. All other vdidity measures are dependent on the establishment of descriptive vdlidity.

He assats that descriptive vdidity is concerned with issues of omisson and commission.

“The omisson of things that participants in the discusson fed ae dgnificant to the account
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(for the purposes a issue) threatens the descriptive vdidity of that account” (p.287).

Veification by different observers could fadilitate descriptive vdidity. In this research, an

independent researcher verified the transcripts.

6.1 Interpretive validity

For quditative ressarchers, the meaning of objects events and behaviours are paramount.
Interpretive validity is not & issue in pogtivisic reseerch. According to Maxwel, “acoounts
of participants meanings are never a matter of direct access, but are dways constructed by
the researcher(s) on the bads of accounts and evidence’. | would suggest that in the study
contained in this dissertation, independent obsarver verification could be an adegquate measure
of interpretive vdidity as my concern is not with participants assessment of ther experiences,
as would be the cae in a phenomenologica account. Thus seeking consensus would be

adequate for both descriptive and interpretive vaidity (p.291).

6.2 Theoretical validity

Maxwell argues that abdtraction of data “goes beyond concrete description and interpretation
and explicitly addresses the theoreticad congtructions that the researchers bring to or develop
during the dudy” (p.21). Theoreticd undersanding refers to an underdanding of how the
account functions as an explandtion of the phenomena under scrutiny as wel as how the

account functions as a description and interpretation of that phenomenon. Thus the vdidity of

the concepts as wel as the suggested reationships between them need to be conddered. This

rdaes to wha is commonly known as condruct vdidity and internd or causd vdidity.
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Maxwell suggests that consensus about the meanings of terms and the approprigeness of
their applications is sought. He dates tha “any chdlenge to the meaning of terms, or the
gopropridteness of their gpplication to a given phenomenon, shifts the vdidity issue from

descriptive or interpretive to theoretical”.

6.3 Generdizability

Maxwel mentions two types of generdizability: generdisng within a community where the
findings in one ca= dudy ae goplicable to other cases within the same sdting and
generdisng to setings beyond the one sudied. For Maxwdl “internd generdizability ... is
far more important because quditative researchers rardy make explicit cdams about the

externd generdizability of their accounts’.

6.4 Evaluative validity

Like generdizability, evduative vdidity is not an important factor in quditaive research and

certainly fals beyond the scope of this study.

7. Ethical condgderations

The dudents in the sdected S groups were gpproached to participaie in the research.

Permission was sought from these students to videotape their S sessions. Care was taken not

to reved the identities of any students or S leeders involved in this sudy. They are referred to
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as 9L (S leader) 1, 2 or 3. Smilaly, sudents are identified as S1, 2, ec. in order of ther

active participation in asesson.

8. Concluson

In this chapter | have outlined the main condderations pertaining to this study. In accordance
with issues of vdidity in quditaive research, | have endeavoured to provide a description of
the theoretical and paradigmatic vaues that underpin this sudy. | have dso outlined the issues
that are conddered important in terms of establishing the trustworthiness of this study. In the

next chapter the research findings are presented.
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CHAPTER FIVE

THE DATA — INTERACTION PATTERNS

1. Introduction

In this chapter and in Chapter Six | present the data from my research. In the present chapter,
the andyss of the activity in the S sessons is presented. The theoretical underpinnings for
this andyss of activity were discussed in Section 2 of Chepter Two and Sections 4.2 and 4.3
of Chepter Four. The data for the andyss in this chepter will be presented in Section 2
bdow. In Chepter Sx | present data to illustrae the mediation patterns that emerge in the
three SI sessons. The data for this anadyss of mediaion patterns were the transcripts of and
the raw data from the videotapes of the sessons. The daa andyss in Chapters Five and Six
will then be used to draw conclusons about the process of peer collaboration in the three Sl

sessons under investigation, in Chapter Seven.

2. Databaseand summary data

In this section the process of the generation of the database for the andysis of interactions and
operations is discussed and examples of the database will be presented. The raw daa from
which the database was generated were the transcripts from the three sessons read in
conjunction with the videotapes wherever additiond information was pertinent. Summary data
were generated from the database and a large part of the discussion in this chapter is based on

these summaries.
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2.1 The generation of the database

The research was an invedtigation of the activity, that is the interactions and operations in the
Sl sessions. The dructure of the Sl activity that influenced the andlysis was the following: The
S sesson weas the firg, broad unit of andyss. The paticipants in the S activity, the SIL and
the firg year students participated in the teaching-learning process through interactions An
interaction is an utterance of one participant which is delinegied by an utterance from another
paticipant before and after. In many indances, an interaction could be divided into two or
more operations. One operdion can be segparaed from another through its god / mative in
reaion to other operations the task or subtask. (See dso, Sections 4.2.1 and 5.4 in Chapter

Four for more in-depth description of this analyss).

The data for this andyss were derived from transcribing the raw data from the videotgped S
sessons. A thick description was imposed on the data The next step wes to fracture the data
into interactions and operations. Findly, Reading Guide 1 was goplied to the fractured data in
order to fadlitate the andyds of the activity (see Section 5.5 in Chapter Four for a discussion

of Reading Guide 1).

Reading Guide 1 dlowed me to andyse eech operaion in terms of the following dements its
immediate interactive function (IF) (that is how it relaled to the previous operaion or
interaction), the cognitive-affective content (C) of the interaction (how it amed to further
underganding, or the dfective content of the operation); and the underlying function (UF),

that is, how the operaion related to the task or the sesson as a whole. Each dement could
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take saverd forms. Table 2, which provides a breskdown of the three dements and ther

different forms, is reproduced below.

Table2 — Elementsand their forms

Immediate Cognitive-affective Underlying function
interactivefunction content (C) (UF)
(IF)
clarify example task
comment fact devel op conceptud
understanding
inform interpretation amplify
question reflection participation
invite understand contribution
judtify repetition direction
elaborate Srategy own needs
probe concept engagement
explan class memory group
query puzze concept darification
request problem intersubjectivity
request assistance light relief
record
disagree
uggest

2.2 The structur e of the database

The activity structure of each Sl sesson is represented in the database. The database contains
the consecutive operations that meke up esch sesson. An extract from the database for
demondration purposes is given in FHgure 4. The operaions are colour coded. Each figure
condgs of Ix columns the firg indicates the number of the operation, the second identifies
the participant of the interactions and operations, the third indicates the form of the IF, the

fourth indicates the form of the C and the fifth indicates the form of the UF within the
9%



operation. The sxth column is an annotated sub-divison of the sesson into different Sages A
dage is regarded as a pat of the sesson tha can be isolated from other parts of the sesson in
terms of its task, that is, the issues or combination of issues dedt with during the stage. Each
dage denotes a change or development in the god of the activity and thus initiates a new task
or subtask for the group. The stages were isolated as a result of interpretations of the raw data

and the graphical representation.

Figure 4— Extract from database from Session 1.

54 IS SErEERR Stage 8: SIL1 negotiates sub-
ask 4. The task is established.
s41 S SIL1 inquires whether the
55 concept under discussion is
55.1] s . Contribution understood. Understanding of
concept clarified.
56 [SIL
57| Contribution
58 Contribution
59 SIL derstand
60
61 SIL Participation
62 S5 Reflection
63 SIL Participation
63.14 SIL Puzzle Engagement
64 [S5
69 [sL
66 Contribution
67 S1 Contribution
68 Contribution
68.14
68.2) Stage 9: S2 initiates sub-task
69 SIL 5. She wants to clarify an
epistemic issue. Her problem is
70 Contribution resolved.
71 |SIL
72 Contribution
73 Contribution
74 |SIL




2.3 Fregquency of the different forms of the interaction eements|F, C and UF

The data from andyds were quattified in order to drav comparisons between types and
frequency of inputs made by each member of the three sessons. Summaries of the frequencies
of the different forms of the dements IF, C and UF ae presented below to facilitate the
discusson about eech sesson. Thee will dways be the same number of IF and UF in a
sesson. However, the number of C will be less as not dl operaions had a definite cognitive-

affective content.

It is my assation tha cetan types of interactions are potentidly productive in simulaing
peer learning wheress other types of interactions limit the potential for such leaning to occur.
The quantified data dlowed me to see whether there were any sharp didtinctions between the
three S sessons. The quantified data are represented graphicdly in tables and dso in the
foom of bar grephs for ease of reading. The gregphs were generated by means of the

Soreadsheet computer programme, Microsoft Excel.

3. Analysis of the sessions

These data are used to draw comparisons between the three sessons in order to form a picture

and develop conclusons about the activity paiterns and the naiure of the tasks in each S

sesson and how these influence esch other and the potentid for active learning in each

50N
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The discusson of the data from each sesson will $art with a brief description of the nature of
the overdl tasks discussed in the sesson. This is followed by a discusson of the roles of the
sudents and the S leaders in the sessons. A more extensve discusson about aspects of the

tasksis presentedin Chapter Six.

Conclusons about the mediation styles of the SILs can be drawn from the daa as wdl as
about the interaction patterns of the sudents in relation to tha of the SILs The data dso
reved information about the potentid cognitive benefit of the interactions and tasks the
groups paticipated in. | shdl now look a the data from each sesson in turn. This will be

followed by a comparison between the three sessons.

3.1 Session 1

The man am of the sesson was to discuss a Legd Theory problem quesion. A problem
question presents a scenario of a legd problem and asks sudents to andyse the problem and
preset a judgement about, for example how they would advise a dient under the
circumstances presented in the gtory of the problem. All the inputs and sub-tasks contributed

toward the god of developing an gpproach to answering the problem question.

Seven dudents paticipated in this sesson. The group sa around a long, rectangular table.
SIL1 and S6 and S7 st on one dde of the table, the rest st opposite them. SIL1 thus faced
Sl, 2, 3, A and b throughout the session, but had to turn to his right to make eye contact

with S6and S7.
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3.1.1 Student contributions

Sesson one had the highest rae of participation by sudents of al three sessons. Together,
the dudents in the sesson provided more input than the S leader. Inputs were measured in
terms of operations contributed by participants. SIL1 contributed 49.28% while the students
contributed 50.72%. Of the students, S2 catributed the most (17.63%), followed by S5
(8.99%), A (7.91%), 3 (5.76%) and SL (540%). 6 and S7 provided the least input (less
than two percent each of the tota contributions by dl participants. The frequency of the

various forms of the dement IF is presented in Table 3 and Figure 5.

This interpretation is based on an andyss of the frequencies of the different forms of the
dements of IF, C and UF in reaion to the contributions of eech participant. The percentages
were cdculated by dividing the number of contributions of eech form of the dements by the
totad number of contributions by the SIL and the totd number of contributions by the students,
respectively, in each S sesson. Thus for example, the tota number of IF and UF contributed
by the SL in Session 1 was 137 and that contributed by the dudents was 141. The totd
number of C was 105 (SIL1) and 125 (students). Percentages were rounded off to the second

dedimal point.

Note: In the following tables, SS was used to refer to indances where more than one student
sad the same thing and it was difficult to differentiate between speskers. SX refers to a

sudent who was not within view of the camera a the time of spesking and who could not be

identified.
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Table 3- Freguency

of theforms of element | F— Session 1

- &

8 I= [0} c ®

:8 2 é § g % IS = o | o > g <8é J4 % ;S’

= |s|E|8|8|sle|l|s B|8|E|3|g|8|S|2%]¢8
& c|lo|a|lo|d|E|o|E [|la|lo|lc|lc|d3|d|RE |
S1 0 0 1 2 1 6 2 0 0 0 0 01 2 0 15 5.40
S2 2 6 4 2 2 19 6 0 2 0 2 0 0 3 1 49 17.63
S3 0 3 0 2 2 8 1 0 0 0 0 0 0 0 0 16 5.76
S4 1 1 0 3 0 9 2 0 0 0 1 1 0 3 1 22 791
S5 1 2 1 0 0 11 2 0 2 0 1 0 1 2 2 25 8.99
S6 0 0 0 0 0 4 0 0 0 0 0 0 0 0 1 5 1.80
S7 0 0 0 0 0 1 3 0 0 0 0 0 0 0 1 5 1.80
SS 0 0 0 0 0 1 1 0 0 0 0 0 0 0 1 3 1.08
SX 0 0 0 0 0 1 0 0 0 0 0 0 0 0 0 1 0.36
SL 16 | 12 0 3 3 19| 34| 13 3 9 0 4 0 6 15 137 49.28
Total 20 | 24 6 12 8 79| 51| 13 7 9 4 5 2 16 | 22 278 100.00

Figure5 - Frequency of the forms of the element IF - Session 1
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The mogt frequent forms of the dement (IF) contributed by the Sudents were: inform
(42.55%), question (12.06%), comment (8.51%0), suggest (7.09%), and el aborate (6.38). Other
forms of IF occurred less than 5% each. The frequency of the forms of the ement C isgiven

in Table4 and Fgure 6.

Table 4 - Frequency of the forms of the eement C — Session 1

o
5 ° 3 5|8 5 3
> = = =
g g8|¢2 s|&|E|le|g|E |80 g
s |88 5|8 n|e|E|B8|8 5|8 E|2|8 |5 8
a oo |lad|E|E{o|lg|d|e|lae|ad|S|F QO cl
S1 1 o|2(|7(0]0]1]2|0(O0]1]1 14 6.09
S2 2 o| 2|17 |5|]0|2|4|0]2]1 42 1827
S3 1 1|/]0|J]10|212|12]0]0]12|0fO0]O0 15 6.52
S4 0 1|3|J]10|2|0|]1]1])J0|212|O0]O0 19 8.26
S5 2 o|1|9f(3|2]J0|0|22]1]0 2 9.57
S6 1 o|1|2(0j0O0]J]O0O|JO|O0Of1]0]O 5 217
S7 0 o|2|0f0jO0O]1)|2|0f1]0]O 5 217
SS 0 ojo|loOofO0OjJO]J]O]|]2|0[O0]O0]1 2 0.87
SX 0 ojo|l1f0|0O0]J]O|JO|OfO0O]O]O 1 043
SIL 0 2 8 |119]| 6 4 3119 |15(10( 14| 105 45.65
Total 7 4 19|75 (19| 12| 6 |21|16|2 |14 (17| 230 100.00
Figure 6 - Frequency of the forms of the element C - Session 1
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The mog frequent forms of the dement C contributed by the students were fact (44.8%)

interpretation (10.4%), example (8.8%), opinion (6.4) and class memory and reflection (5.6%

each). Other forms of content occurred less than 5% each.

The frequency of the forms of the dement UF are given in Table 5 and Figure 7.

Table5- Freguency of the forms of e ement UF — Session 1

- S = > ® S S
2 |z |3 § | § 2 |5 |8 g
S £ s g |2 |3 |58 = | S48 7 | Sg
g g l5 |3 |2 |2 |3 |&tal5 285 |8 |S |58
a < o a a i o £33 £zl a [ [ [silla'd
S1 0 10 2 0 0 0 0 1 0 0 2 15 5.40
S2 0 26 6 1 0 1 4 2 0 0 9 49 17.63
S3 0 11 0 1 0 1 1 0 0 0 2 16 5.76
S4 0 13 6 0 0 0 0 0 1 0 2 22 791
S5 0 12 6 1 0 0 1 0 0 0 5 25 8.99
S6 0 4 0 0 0 0 0 0 0 0 1 5 1.80
S7 0 2 2 0 0 0 0 0 0 0 1 5 1.80
SS 0 0 0 0 0 0 0 0 0 0 3 3 1.08
SX 0 1 0 0 0 0 0 0 0 0 0 1 0.36
SL 3 7 35 3 12 9 10 0 0 15 43 137 49.28
Total 3 86 57 6 12 11 16 3 1 15 68 | 278 | 100.00
Figure 7: Frequency of the forms of the element UF - Session 1
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140 DTask
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120 W individual Needs
100 OLight Relief
Number of B nter-subjectivity
operations BGroup
60 B Engagement
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40 = Obcu
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The mogt frequent forms of underlying function (UF) contributed by sSudents in this sesson
were  contribution  (56.03%), task (17.73%), develop concepud underganding (DCU)
(15.60%). Other forms of UF occurred less than 5% each.

Student  contributions of the following forms of the dements IF, C and UF exceeded that of
SIL 1

IF: disagree, daborate, explain, inform, justify, query, request assistance and suggest.

C: dass memory, example, fact, interpretation, opinion, and reflection.

UF: contribution, individud needs.

3.1.2 Contributionsby SIL1

The mogt frequent forms of immediae interactive function (IF) contributed by SIL1 were
quesion (24.82%), inform (13.89%), cdarify (11.68%), support (10.95%), invite (9.49%)
comment (8.76) each and probe (6.57%). Other forms of IF occurred less frequently than 5%

each.

The mogt frequent forms of content contributed by SIL1 were fact (18.10%), repetition and
puzzle (1429 % each), underdand (13.33%), drategy (9.52%), reflection (8.57%), example
(7.62%) and interpretation (5.71%). Other forms of content occurred less frequently than 5%

each.

The mog frequent forms of underlying function (UF) contrbuted by SIL1 were task

(31.39%), DCU (2555%), participaion (10.95%), engagement (8.76%), intersubjectivity
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(7.30%), group (6.57%), and contribution (5.11%). Other forms of content occurred less

frequently than 5% each.

3.2 Session 2

For this sesson, two sudents were asked to prepare summaries of sections of the work on a
section on Thought and Language in the Psychology 1 textbook (Louw & Edwads 1993).
They presented their summaries in the sesson. Everyone was expected to prepare the section

and arrive with questions and issues they needed to darify.

There were twelve sudents in the sesson. They s in individud desk chars in the shgpe of a
horseshoe. The SIL2 was postioned in front of the board and acted as scribe to the group. She
dood in front of the board throughout the sesson. Sx of the twdve dtudents participated.

Apart from the two presenters, S1 and S5, most of the interactions were by S2.

3.2.1 Student contributions

In sesson 2 mogt of the interactions were contributed by the SIL2 (60.35%), followed by S1
(1542%), X (1145%), b (5.73%) and S3 (4.85%). SA and H contributed less than one
percent to the sesson. The rest of the dudents in the group (7) did not contribute. The

frequency of the forms of the eement IF will be presented in Table 6 and Figure 8.
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Table 6- Freguency of the forms of lement IF — Session 2

- 5
: 5ls g s 5
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S1 0 0 0 2 1 29| 1 0 0 0 1 0 0 0 0 1 35 1542
S2 0 0 1 1 3 10| 3 0 1 0 0 0 0 0 4 3 26 11.45
S3 0 0 0 0 1 4 0 0 0 0 0 0 0 2 2 2 11 4.85
S4 0 0 0 0 0 2 0 0 0 0 0 0 0 0 0 0 2 0.88
S5 0 0 0 0 1 7 3 0 0 0 0 0 0 1 1 0 13 5.73
S6 0 0 0 0 0 1 1 0 0 0 0 0 0 0 0 0 2 0.88
SX 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 1 0.44
SL 5 15| 1 | 11|15 10| 34| 6 1 9 1 8 4 1 ]110]| 6 137 60.35
Total 5 15| 2 | 14| 21 64| 42 6 2 9 2 8 4 4 |17 | 12 227 100.00
Figure 8 - Frequency of the forms of the element I F - Session 2
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The mogt frequent forms of IF contributed by the students in this sesson were: inform (60%),

quedion (8.89%), suggest (7.78%), and explan and support (6.67%). Other forms of IF

occurred less than 5% each. The frequency of the forms of the dement C will be presented in

Table 7 and Fgure 9.
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Table 7 - Freguency of the forms of element C — Session 2
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The most frequent forms of content contributed by dudents were fact (52.33%),
interpretation (15.12%), example (9.3), opinion (8.14%), and problem (5.18). Other forms of
content occurred less than 5% each. The frequency of the forms of the dement UF will be

presented in Table 8 and Fgure 10.

Table 8 - Frequency of theforms of element UF — Session 2

ol = - o c
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S1 0 1 24 4 2 0 0 1 0 0 0 3 35 1542
S2 1 1 13 9 0 0 0 0 1 0 0 1 26 1145
S3 0 1 1 6 1 0 0 0 0 0 0 2 11 4.85
4 0 0 2 0 0 0 0 0 0 0 0 0 2 0.88
S5 0 1 8 4 0 0 0 0 0 0 0 0 13 573
S6 0 1 1 0 0 0 0 0 0 0 0 0 2 0.88
SX 0 0 1 0 0 0 0 0 0 0 0 0 1 044
SIL 10 9 8 48 5 11 6 5 0 0 11 | 24 | 137 60.35

Total 11 14 58 71 8 11 6 6 1 0 1 | 30 | 27 100.00

Figure 10 - Frequency of the forms of the element UF
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The mog frequent forms of UF contributed by students were contribution (56.03%), DCU
(25.56%), task (6.67%) and concept claification (5.56%). All other forms of UF occurred less
than 5% each.

Student contributions of the following forms of the dements IF, C and UF exceeded those
mede by SIL2:

IF: inform

C: fact, opinion, example and problem

UF: contribution

3.2.2 Contributions by SIL2

The mogt frequent forms of IF contributed by SIL2 were quedtion (24.82%), explan and
comment (10.95% each), daborate (8.03%), inform and suggest (7.30% each), pobe (6.57%),

and record (5.84%). All other forms of IF occurred less than 5% each.

The mogt frequent forms of content contributed by SIL2 were interpretation (35.19%),
repetition (17.59%), and puzzle (11.11%), undersand (8.33%), exanple (7.41%), dSrategy

(6.49) and reflection (5.56%). All other forms of content occurred less than 5% each.

The mog frequent forms of UF contributed by SL2 were DCU (36.04%), task (17.52%),

engagement and participation (8.03% each) concept darification (6.57%), amplify (7.30%)

and contribution (5.84%). All other forms of UF occurred less than 5% each.
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3.3 Session 3

The task in Sesson 3 was a discusson of a plan for an essay on the implications of studies on
intddligence on our underdanding of the naure of human inteligence. The second task relaed
to developing an underganding of the different theories of inteligence in order to be dble to

answer multiple choice questions on the topic.

Seven dudents were present at this S| sesson. The dudents and SIL3 were seated in a
horseshoe in individud desk chairs Two of the students were seated to the right of SIL3, the
rex were on her left. Mogt of the interactions happened with the group on her left, athough
she occasondly made an effort to indude the two Sudents to her right. Two of the students
took turns to act as scribe to the group. While they were a the board, they did not interact
much with the res of the group. There was little reference to wha they were writing on the

board, which was an dmaost verbatim record of the verba proceedings.

3.3.1 Student contributions

This sesson was dominated by SIL3. 69.79% of the interactions were made by SIL3. The
following participants contributed the rest of the interactions S1 (9.79%), S3 (6.38%), 4 and
$H (468% each), 2 (298%). S6 and S7 each contributed less than 2% to the sesson. The

frequency of the forms of the dement IF is presented in Table 9 and Figure 11.
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Table 9- Freguency of the forms of lement IF — Session 3
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Figure 11 - Frequency of the forms of the element IF - Session 3
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The mogt frequent forms of IF contributed by the students were inform (69.01%), followed
by explan (845%), and question and suggest (7.04%) each. Other forms of IF occurred less
than 5% each. The frequency of the forms of the dement C is presented in Table 10 and

Fgure 12.

Table 10 - Frequency of theforms of eement C — Session 3
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The mos frequent forms of content contributed by the dudents werer fact (68.18%) and
interpretation (16.67%). All other forms of content occurred less than 5%. The frequency of

the forms of the dement UF is presented in Table 11 and Fgure 13.

Table 11 - Frequency of the forms of element UF - Session 3
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Figure 13 - Frequency of the forms of the element UF
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The mogt frequent forms of UF contributed by the students were: contribution (77.46%) and
task (11.27%) and DCU (5.63%). All other forms of UF occurred less than 5% each.
The students did not use a wide range of different forms of the three dements. The following

forms of the dements IF, C and UF contributed by the students exceeded those of SIL3:

IF: inform
C. fat, interpretetion

UF: contribution.

3.3.2 Contributionsby SIL3

The mogt frequent forms of IF contributed by SIL3 were quesion (37.80%), inform
(15.85%), explan (10.37%), probe (6.1 %) and request (5.49%). All other forms of IF

occurred less than 5% each.

The mog frequent forms of content contributed by SIL3 wee puzze (33.8200), fact
(24.26%), draegy (16.18%), repetition (9.56%) and problem (6.62%). All other forms of

content occurred less than 5% each.

The mogs frequent forms of UF contributed by SIL3 were paticipaion (31.1%), task
(29.27%), contribution (15.24%), DCU and engagement (7.32%) each. All other forms of UF

occurred less than 5% each.
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4. A comparison between the contributionsin the three sessions

Differences between the three sessons relate to the levels of participation of the SILs and
students, and the nature of the inputs provided by the SiLs and the students. The participation
rates of the SLs in the three sessons seemed to have a Sgnificant impact on the interaction
paterns and the qudity of the interactions of the students. SIL1 contributed & a rate of
49.28%, SIL2 60.35%, while SIL3's contribution rate was 69.79% of the totd contributions of
SIiLs and dudents in the three sessons. It follows that the participation rate of the students
was inversdy proportiond to the rate of the SILs Sesson 1 (50.72%), Sesson 2 (39.65%)

and Session 3(30.21%).

The gyles of the SlLs were didinctive. This can be discerned through examining the types of
forms of the three dements they used. SIL1 and SIL2 used a range of the forms of the three
dements, while SIL3's use of the forms of the dements was limited. (See Table 16 for a
breskdown of the extent to which different forms of the dements IF, C and UF were used by
the three SILs) The different forms of the dements can be sub-divided into the functions they
srve in rddion to the following aspects of the medigion of peer collaborative learning

teaching process: process management, cognitive engagement and first level cognition.

Process management has to do with dl the factors that relate to developing a teaching
learning environment conducve to peer collaborative learning. Forms of the IF that reate to
managing the pear collabordive process are quedtioning, inviting participation, requesting
help, supporting contributions by different participants, assessng whether  intersubjectivity
exigs between members of the groups (i.e. whether everyone understands and follows the
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process) and 0 on.  Process management dso indudes providing support for individuds in
the group in order to ensure psychologicd security so that participants are free to engage in

the process without fear of embarrassment.

Cognitive engagement has to do with interactions and operdtions that demend that the
paticipants engage with the teeching-learning process in a way that dlows for the
redructuring of knowledge It is linked to interactions that demend or demondraie a

metacognitive involvement or understanding of the learning materid.

Knowledge redtructuring refers to usng knowledge in a different form from the way in which
it was origindly presented. Rumehat & Norman (1981) regard knowledge redtructuring as
“the cregtion of new dructures ether to renterpret old information or to creste new
information” (cited in Marzano, 1991, p. 518). Vosiiadou & Brewer (1987) see knowledge
restructuring as “changing the theory base or explanatory sysem that guides the organization
of information” (cited in Mazano, 1991, P. 519). Thus, for example the integration of
content with exiding knowledge or condructing different examples of a phenomenon or
thinking of how a body of knowledge could be gpplied in a different context contribute to the
restructuring process. Elaborating on concepts and conceptudising  different examples would

be evidence of some leve of knowledge restructuring.

Metacognition relates to the dbility of an individud to monitor her thinking processes and

how they ae influenced as she works on a paticular god or task. Claifying a concept,

commenting, explaning, interpreting or judifying something, reflecting on knowledge or

116



thinking and dedsng drategies for working with materid would form pat of the

metacognitive process a work.

Frg levd cognition refers to tasks such as reading, computing, memorisng, perceving and
learning language. It thus indudes working with what an individud dready knows Sharing

and recording factud information are forms of first level cognition.

Table 12 bdow provides an outline of how different forms of the dements IF, C and UF reate
to mediaing the peer collaborative process. It could be argued tha the forms question and
paticiption of the dement IF, sometimes function to invite or devdop cognitive engagement
and not only a process management function. However, in most cases, in the S sessons under
invegtigation, they occur in reaion to process management. Thus | chose to categorise them
under process management. However, one needs to be mindful of the other purpose they do

Serve in some operations.
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Table 12: Functions of eements and their formsin relation to the Sl activity

Process Cognitive First level cognition
M anagement Engagement
IF | Invite Claify Inform
Request Commernt
Request Assist. Explan
Record Elaborate
Suggest Example
Support Justify
Query Probe
Quedion
C Concept Interpretation Fact
Ruzze Opinion
Repstition Problem
Understand Reflection
Strategy
UF | Amplify DCU Contribution
Direction Engagement Concept clarification
Intersubjectivity
Group
Individua needs
Participation
Task

Tables 1314 and 15 provide comparisons of the contributions mede by the sudents and SiLs
in each of the three SI sessons. The tables compare the rates a which each of the forms of the
dements rdating to the three aspects of the mediation process, namdy process managemen,
cognitive engagement and firsd level cognition were used by the dudents and the SILs
respectively, in each of the three sessons. The percentages were caculated by dividing the
number of contributions by students and SIL, respectively, of each form of the dements by

the total number of contributions by each, to a particular agpect of the mediation process.

Table 16 compares the contributions by each of the SILs to the mediation process in terms of

their usage of the different forms of the eements pertaining to their function in the mediation
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process (j.e. process management, cognitive engagement or first level cognition). Table 17

compares the contributions by the students with regard to the same.
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Table 13: Comparison of contributionsby SIL1 and studentsin Session 1.
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Table 14: Comparison of contributions by SIL2 and studentsin Session 2.
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Table 15: Comparison of contributionsby SIL 3 and studentsin Sesson 3
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Table 16: Comparison of contributionsby the SILsin thethree Sl sessions

Process M anagement Cognitive Engagement First Level
Cognition
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Table 17: Comparison of contributions by the studentsin thethree S| sessions
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Table 18 compares the rate at which SILs and students, respectively, contributed to the three
agpects of the mediation process. This was done by cdculating the total number of
contributions (i.e. dl the forms of the elements) by SIL and students, respectively,

to each aspect of the process.

Table 18 - Comparison of rate of attention given to different aspects of mediation by the
SlLsand studentsin the three sessonsin terms of total contributions by each.

Process management | Cognitive engagement | First level cognition
SL1 5251 32.98 1451
Students1 | 2334 26.04 50.61
SL2 44.76 45.29 9.95
Students2 | 15.79 2594 58.27
SL3 60.56 1638 23.06
Students3 | 12.98 12.98 73.04

An andyds of Table 18 reveds that there was a great difference between the scores of the
fird two S leaders and those of SIL3. SIL3 spent nearly two thirds of the sesson on process
management. She ds0 oent condderably less time on cognitive engagement issues compared
to the other two. Her effort on first level cognition issues accounted for nearly 25% of her

tota contributions.

The proportion of time spent on cognitive engagement by SIL1 and SIL2, needs to be seen in
the light of the fact that SIL1'S sesson seemed to have been a more successful sesson, and
that SIL2 was more active than her students whereas the students did dightly more than SIL1
in Sesson 1. It aso needs to be seen againg the background of the nature of the student inputs

in the two sessons.
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The dudents in Sesson 2 contributed more of ther totd interactions in the sesson on
cognitive engagement issues than the students in Sesson 1. However, it is dear from Table
18 that the dudents in Sesson 1 assumed a greater leved of responghility for the teaching-

learning process than the students in the other two sessons.

In terms of process management, the one form of IF that stands out with dl three of the SILs
is question with the proportion of puzze-type questions being exceptiondly high in the case
of SIL3. In tems of cognitive engagement, the forms of the dement reaing to the
development of conceptual understanding (DCU) stands out. The form of the dement UF that
dands out in relation to process management is that of task. There was a marked difference in
the levd of atention pad to process and cognitive engagement by SIL3. She awarded nearly
60% to the management of the process and only 16% to cognitive engagement. This large
imbadance points to the difficulty she experienced in getting the dudents to participate in the

teaching-learning process.

4.1 Mediation stylesof the SILs

One could labd the dyles used by the SILs by looking a the forms of the eements that seem
most prevdent in ther interactions as well as the way they have dructured the tasks in ther
repective sessons. In addition the level & which the Sudents contributed may aso be an
indication of the SIL’s fadilitation syle. SIL1's syle can be described as enabling. His type of
feaclitation dlowed the sudents in Sesson 1 the freedom to contribute extensvely to the peer
collaboraive leaning process. It enabled a high degree of engagement by the sudents
Students in Sesson 1 spent less time sharing information and facts than the dtudents in the

other two sessons (see Table 17), and more time asking quesions, commenting and
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gaboraing on contributions. If one compares the contributions of the SIL and dudents, in
terms of the totd number of operations in the three sesson (SIL's plus sudents) it is clear
that there was a grester sense of shared responghility for the learning- teaching process than

was the case in the other two sessions (see Table 19).

SL2s gyle was one of providing (Van Vlaenderen, 1997). This can be seen from the high
proportions of comment, explain, elaborate, interpretation, and DCU contributed by SIL2.

SIL2's contributions are characterised by a vey high levd of interpretations. Thus she
provided much of what she percaved sudents needed to undersand. Students in Sesson 2
played a limited role in terms of process and in terms of cognitive engagement compared to

therate a which the SIL contributed to those aspects of the session (see Table 19).

SIL3's gyle can be caegorised as probing (Van Vieenderen, 1997) or interrogating given the
high proportion of questions and the frequency with which students were urged to participate.

She offered a high proportion of factud information — 24.26% of her contributions relaied to
providing or daifying factud information. Much time was spent dhaing draegies for
tackling the essay or learning ligs of information. Students in Sesson 3 contributed minimaly
to process management compared to the SIL. The raio of SIL and dudent contributions in

Sessons 2 and 3 in terms of cognitive engagement was more or less the same retio.
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Table 19: Comparison of contributions made by SlLs and students in the three S
sessons in relation to their combined contributions to the sesson and in relation to each
other’s contributions to the differ ent aspects of mediation.

Base Session Process Cognitive First level
management engagement cognition
% % %
A SL1 25.32 1590 7
Students 12.09 1349 2621
B SL1 67.69 %11 2107
Students 3231 45.89 7893
A SIL2 26.39 26.7 5.86
Students 6.48 10.65 2392
B SL2 80.28 7149 19.69
Students 19.72 2851 80.31
A SIL3 41.96 11.31 1592
Students 4.02 4.02 277
B SL3 91.26 73.79 41.15
Students 8.74 26.21 58.85

A: Contributions to each aspect of mediation as a percentage of the total number of
oper ations contributed by all participantsin the session.

B: Comparison of contributions by SIL and students to process management,
cognitive engagement and first level cognition, calculated in relation to the total
number of contributionsto each aspect by all the participantsin the session.

See Table 21 (Appendix E) for the totd number of contributions by the different

paticipants of each form of the dements rdating to the different aspects of the
mediation process.

5. Conclusion

In dl three sessions the SIL played a dominant role The mogt important function of dl three

SiLs was to dructure the sesson and tasks and to encourage participation and contributions

by dudents Ancther important role was reated to hdping Sudents towards deeper

engagement with the learning materid.
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Although dl three of the SILs seemed to share these functions, they differed in the way in
which they tried to achieve ther gods. From the daa it was evident tha an enabling
leadership dyle generated greater participation by sudents. In order to achieve a high qudlity
of participation seems to require engagement with both task and process. The task needed to
be st 0 tha it enabled al dudents to make a meaningful contribution towards its execution.
The tak in a collabordive learning environment should be complex enough to necesstate

collaboration. Findly, sudents needed to be able and willing to engage with the tasks.

In the next chepter the nature and content of interactions and operations will come under the
gootlight. The quantified data presented in this chapter will thus be complemented by
quditative data in Chapter Sx. Both sets of data will be used to draw conclusons about the

process of peer collaboration in the Sl sessons.



CHAPTER SIX

THE DATA — MEDIATION PATTERNS

1. Introduction

In this chepter | present data that illusrate the petterns of mediation that occur in the S
sessons under discusson. The daa for this section emanate from a second reading guide
goplied to the data This reading guide congss of three questions that dl relate to the nature
of mediation in thethree Sl sessons

What does the data reved about the role of thetask in a Sl sesson?

What does the deta reved about therole of the S leader ina Sl sesson?

What does the data reved about the role of the studentsin a S sesson?

2. Mediation of learning in Sl

Medigtion in S is influenced by many different factors How the SIL sets up the physicd
layout of the room seemed to be dgnificant to the interaction patterns that are dlowed to
emerge during the session. In the previous chapter | explained the differences in physicd
layout between the three sessions. It was clear tha dudents not directly within the line of
gght of the S leader participaed less than students with whom the S leader could essly
maintain eye contact throughout the session. Thus it can be sad that the physicd layout of the

S room influenced the patterns of interaction that could potentidly develop in the sessons.



This chapter will focus, however, on the other factors that influenced the mediation of
learning in 9. Learning in S is mediated through language by the S leader and by the peer
group and through the use of tools such as the textbook, student notes and the writing board |
dhdl dart the presentation of the data by looking & what the daia reved about the nature of
the task, then | shdl discuss the role of the SI leeder before findly discussng the role of the
sudents in the mediation process. The data will be presented as extracts from the three Sl

eSS 0Ns.

3. Therole of the task in the mediation process

An important feature of the mediaion process is the nature of the task and the way the

presentation of the task is mediated by the Sl leader or the student who initiates the task.

3.1 The nature of the tasks

The type of task had a great influence on the levd of engagement students developed with it.
Task type reaes to the content of the task as wdl as to how the execution of the task is
dructured. The task in Sesson 1 was a complex one. The task spanned severd sessons. In the
previous session the group had covered part of it. By the end of this sesson, the task had dill
not been completed. The overdl task was a problem question relaing to delict and it induded
agects of wrongfulness, fault, blame pan and auffering, and remedies. The ovedl task
could thus be broken down into severa sub-sections Within each of those subsections
dudents needed to undersand complex legd concepts, the different tests, for example, how to

test for wrongful behaviour and they needed to be aware of the case law they could refer to in
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support of their arguments. Thus the task offered many opportunities for degp engagement by
the group. In Sesson 1 it was obvious tha the task was to be discussed by the group as a
whole. The responshility for participating in the task was experienced as the responsbility of

the whole group.

The summary task in Sesson 2 was dso divided into severd smadler tasks, mainly by SIL2.
She introduced severd smdler concept darification tasks. SIL2 demondrated how the
summaries could be presented as concept maps. She interpreted the summaries and asked for
as wdl a gave daifying examples Content darificgion and devdoping conoeptud
underdanding were thus important ams of this sesson. Vaious students were assgned the
task of summarisng sections of the work. The rest of the group seemingly perceived this as
their excdlusve task as none of the other students present in the sesson had prepared to discuss

those sections.

In Sesson 3 there were two main tasks the one was a discusson about the essay and the
seocond one involved developing an underdanding of the theories about the dructure of
intdligence. Here, too, concept clarification and understanding the course content seemed to
be the main ams. In this sesson it seemed as if there was an expectation that the group would
discuss the task. However, in this case, it seemed as if the way the session was gructured and
the manner in which SL3 peceved her role resulted in the sesson being dominated by

SL3.

A number of different types of tasks were done in the three S sessons. In dl three sessons

the task was set during the previous week. Students were expected to prepare o that they
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could discuss the task in the sesson. There was a difference, though, in the way the tasks were
conceptudised in the three sessons. Where the task was perceived as the responsbility of the
whole group, the teaching-learning process could successfully involve the mgority of the
dudents. However, where it seemed as if only some students accepted respongbility, it was

difficult for the peer collaborative process to be successful.

3.2 Structuring of tasksand sub-tasks

The overdl dructuring of S sessons seemed to rest with the SIL. However, when students
fet that they had the authority, they introduced subtasks of ther own. The SIL was genedly
respongble for indicating the end of a subtask and inviting contributions when dudents were
not forthcoming. Activities were frequently punctuated with phrases such as “What's the next
Sep?’, “I want to go on to...”, “Okay, do you want to go on a hit? when the SL fdt that a
task had been completed. They probed for depth of engagement through asking for examples
and more extensve explanations. It was the SILS responghility to assess sudents levels of
underdanding and to chdlenge individuds to examine ther levd of underdanding or

commitment to idess.

The SIL’s task included making sure that the students kept track of where they were in the
process of completing the task. The fdlowing is an example that illusraed how SL1
summarised every now and then and claified what they were trying to achieve: “Okay, does
everybody understand what were doing, where we're going? Were trying to formulate not

the perfect answer, but a good, well-sructured answer to this question. Okay.”



3.3 The negotiation of tasks and student participation

The extent to which the leader took the time to edablish intersubjectivity with the students,
whether the leader was open to negotiding the tak and how dudents participaion was
invited and/or negotiated with the group played a role in devdoping a sense of task ad
process ownership within the groups. The extent to which the leader was able to maeke
Sudents fed comfortable about meking themsdves vulnerable in front of others and the ways
in which she facilitated participation by students were crucid to the naure of the learning that
could teke place in Sl. The manner in which the task was initisted and the nature of the task

influenced the potentid for learning in the session.

3.3.1 Transitions between tasksin Session 1

An andyss of the rawv daa and the graphicd representation of the sesson reveds that the

sesson consged of Sx subtasks. These subtasks were done in fourteen stages Stage 15 was

the closure of the sesson. See Appendix C for the graphical representation of Session 1.

Stage one: SIL1 brought the sesson to order and initistled the work by creding
intersubjectivity. He ensured that everyone was clear about the progress reached on the task
during the previous sesson. At the dat of the sesson he invited Sudents to participate in a
task he chose with the am of credting intersubjectivity. He ensures that everyone is clear
about the progress reached on the task during the previous session.

Stage two: SIL1 negotiated the content of subtask 1. He dso negotisted individud



paticipaion with the group. This trangtion hgppened through a question by SIL1 about the
direction of the sesson.

Stage three: During this sage, S3 initiated sub-task 1 through a question about the content of
the next sage. This followed an open invitaion by SIL1 for the presentation of the next phase
of the task.

Stage four: Sl initided a disagreement about the clasdfication of the problem under
discusson. The disagreement was resolved through input by $4, S3, S2 and SIL 1.

Stage five SIL1 reestablished intersubjectivity by reminding the group about the direction of
the main task after the resolution of the disagreement. He did this after asking whether
everyone understood where they were heading.

Stage six: S5 initiagtled subtask 2 through a question about the gppropriste Srategy to ded
with the content area in the examination.

Stage seven: R initiatled subtask 3 through dissgreeing with the categorisation of the
problem. This was followed by arequest to expand on a point made earlier by S3.

Stage eight: SIL1 negotiated Sub-task 4 by asking for suggestions about the next phase of the
tak. The tak is edablished. SIL 1 inquires whether the concept under discusson is
understood. Understanding of concept dlarified.

Stage nine. 2 initited sub-task 5 through a question about the episemic nature of the task.
Her problem isresolved.

Stage ten: Re-establishment of intersubjectivity after sub-task 5.

Stage eleven: S5 initiated a return to subtask 4 by deveoping a different example to test her
undergtanding of the concept discussed earlier as part of sub-task 4.

Stage twelve: SL1 initited subtask 6. They discuss different types of loss and the

conditions under which remedies can be gpplied for.
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Stage thirteen: SIL 1 conduded the firg part of sub-task 6 by establishing whether the group
understood the discussion fully.

Stage fourteen: SIL1 introduced the second pat of subtask 6 by diciting suggestions about
the next gep in solving the problem. More types of loss are discussed. Severd examples of
the different concepts are given in order to clarify the concepts.

Stagefifteen: SIL1 drew the sessonto aclose

In mogt indances the naure of the task and who initidly participated in the task was
negotiated. Trangtions between tasks happened primenily through quedions invitations and
disagreaments. Vaious paticipants in the S session introduced the tasks and sub-tasks. The

establishment of intersubjectivity formed an integra part of trangtions between sessons.

3.3.2 Transtions between tasksin Session 2

An andyds of the transcript and the grephicad representation of this sesson reved that the

session was made up of the fallowing stages:

Stage one: The task was edtablished through a conversation between SIL2 and S1 who had
been assgned the task of presenting her summary. The conversation helped to develop
intersubjectivity in relation to what S1 planned to do.

Stage two: SIL2 invited an explanation of a concept from the group and explained why it was
important for sudents to undergand the concept.

Stage three: Sl continued with her contribution. There were occasond interruptions by the

SIL with the am of developing or establishing conceptua underganding.
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Stage four: SIL2 inquired whether the group understood. This initiied a long discusson
about a concept with the am to develop understanding of the concept.

Stage five: SL2 tried to negotiate broader participation from the group. S1 continued her
discusson. Conversation to develop underdanding of a specific concept occurred during this
dage.

Stage six: This stage was introduced when SIL2 asked whether the concept was understood.
During this stage there was a focus on the devdopment of conceptud understanding around
gpecific concepts mentioned by S1.

Stage seven: Sl continued. There was a discussion about the meanings of concepts. She
informed the group of the direction of the next part of their contribution.

Stage eight: Sl continued. This dage condsted of the deveopment of conceptud
understanding with regard to the rext concept under discussion.

Stage nine SL2 intisled Task 2. The presentation by S5 was interspersed  with
interpretations and explanations by SIL2.

Stage ten: S5 asked an epigemic quettion that SIL2 and fellow students tried to darify for

him.

The neture of tasks was not negotiated in this sesson. There was some limited negotiation of
paticpation. However, most dSudents were ether unwilling or unprepared to paticipate.
Thee wee only two tasks in this sesson. The discussons were about  developing
underganding of concepts mentioned by the two presenters S1 and S5. No metacognitive
issues emerged from the dudents during this sesson. An epigemic question was asked
towards the end of the sesson and seemed to be the direct result of the explaretions and

interpretations by SIL2.
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3.3.3 Trangtions between tasksin Session 3

An andyss of the transcript and the grephicd representation of this sesson reved that the

sesson can be divided into the following digtinct stages.

Stage one: SIL3 introduced the task tha was decided upon during the previous week's
session. She negotiated participation.

Stage two: SIL3 explaned how she would gpproach the essay under discusson. She
intermittently tried to involve the students through asking them to contribute what they knew.

Stage three: SIL3 introduced a discusson on research studies on heredity by asking students
what they knew about its role in human intdligence.

Stage four : Focus on the studies about the influence of environment on intelligence

Stage fivee SL3 informed the group about the change in the direction of the discusson. This
was the last phase of the discusson of the essay.

Stage six: SIL3 informed the group that she wanted to move on to Task 2. She invited them to
participate in the discusson.

Stage seven: SL3 forced paticipation by dl sudents by geting them to take tumns reading
about a particular theory from the textbook.

Stage eight: SIL3 asked whether they knew about drategies that could be used to learn ligs.
During this stage $4 explained how to use mnemonics.

Stage nine: SIL3 introduced an explanaion of Thursone's and Guildford's theories of menta

abilities.



Stage ten: SIL3 announced the end of the task and the sesson. This was followed by a
discussion about the imminent test.
SIL3 took contral of the interactions from stage two onwards.  All the stages were initisted by

SILS.

The tasks in this sesson were not negotiated a& any point. The students initiated none of the
tasks or subtasks. At no stage did SIL3 involve the students in discussons about the nature of
tasks or subtasks. The only time a topic was initiated by a sudent was during the find dage

of the session when Sl needed to know about the logigtics of an imminent test.

SIL3 tried to negotiste participation by dudents a severd intervas during the sesson.
Sudents were generdly willing to paticpate, but SL3 did not give them enough time to
respond. She dso showed them wha she would do and say without giving them an
opportunity to think about their own responses to the essay question. This may have had the

effect of intimidating Sudents and thus limiting participation.

3.3.4 Introducing the task

In this section | shdl show how the three SlLs dated theér S sessons. The mediation

petterns that emerged during the firg few minutes of a Sl sesson st the scene for patterns

during the rest of the session.

Bdow are extracts from the start of each of the three sessions. | shdl present the excerpt from



eech s=sson followed by a brief discusson. The numbers on the left of each extract indicate
the number of the operation; XXX refers to a pat of the contribution that was inaudible; ...
indicates that the contribution was not completed, or tha the voice of the participant trailed
off and / indicates that the gpesker was interrupted and unable to complete hisher

contribution.

Extract 1; Session 1

1 SIL1  Let'sreview the facts we drew together last week.

11 Okay, who wants to start? He sees that Sl looks as if he would like to
say something)
12 S1, do you want to dart?

2 S1 We defined ddict, and then we went to the dements of ddict ...
interpretation.

3 SIL1  Doeseverybody undersand the path that we followed?

31 Is everybody happy with it? Is everybody happy with how far we are?
32 Wejust got asfar as elements.
33 Where are we going to now?

4 Y We have dready expanded on the dements We expanded up to
wrongfulness.

5 SIL1  Ja we expanded on the dements.

51 Who wants the next one?

In the above excerpt the SIL1 st the scene. He reminded them of what was done the previous
time. He offered an open invitaion for paticipatiion to the group. SIL1 was sendtive to the
group’'s body language. He noticed thet S1 was ready to participate and he (S1) was invited to

dat. SIL1 wanted to make sure that the group members were dl a the same point, that
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intersubjectivity hed been established.

He invited them to paticipate in sgtting up the starting point for the next part of the task (3.3).
2 further established the path they had followed during the previous sesson. They expanded
on the dements of ddict and had to take the task further during this sesson. SIL1 invited
them to dtart on the next phase of the overdl task (5.1). SIL1 did not state what 1 could be.
Raher, he offered the group freedom of choice Thus within the firg one and a hadf minutes
of the sesson he edtablished with the group that their participaion was expected and they
responded pogtivey to that invitation. SIL1 adso edablished thet the decison-meking power
in the group was shared. Thus the firg minutes were integrd in the establishment of criteria

and expectations for the Sl process.

The second excerpt is taken from Sesson 2. This sesson was based on a task st during the
previous week. After greeting the group, SIL2 reminded them about the task they had decided
on the previous week. S1 had prepared the summary on Thought Processes and she was

invited to dart. She started by gating the six points she intended to focus on in her summeary.

Extract 2; Session 2

21 SL2 So, you're giving yourself bascaly amentd picture of it. Okay.
(SL2 draws a concept map on the board as Sl talks)

22 Areyou going to start with conceptsor...?
3 S1 Ja.

4 SIL2 (SL2 cleans the board and writes the word “ concepts’ on the
board. She starts with a concept map of the subsection concepts))
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5 S1 Concepts  influence our cognitive progress, through processes and
ultimately our behaviour. (She reads from her notes)

6 SIL2 Okay, hald on. (She needstime to write)

6.1 Influences — cognitive processes, etc (shewrites)

6.2 Can somebody maybe give us a definition of what would encompass
cognitive processes?

6.3 Just generdly, from what you' ve done so far.

6.4 Cognitive processes. What do you think?

7 Y Thought.

8 SIL2 Thought. How secanwe ...

81 SL2 Okay, you probably get cognitive ...

SIL2 st hersdf up in front of the class a the board. She acted as scribe to S1. S1 had been
given the power to hold the floor initidly by virtue of the fact that she had prepared the
summary that made up the firg part of the sesson. The firg minute and a haf was made up of
exchanges between SIL2 and S1. SL2 invited dudents to offer a definition of the concept
“cognitive pracesses’. A ddfinition asks for a specific response. 2 provided a limited
regponse. SIL2 acknowledged the contribution and then asked how ese the concept could be
defined (8). She did nat give the group much opportunity to respond and think about it before
she offered her suggedtion. At this point she effectively shared the power with S1. This may

have inhibited possble participation by other sudents in the group.

SIL2 etablished that participation by the rest of the group would be sought. At this point the
task was not negotiated with members of the group. S1 had made decisons about how she
wanted to gpproach the task. By drawing the concept map on the board as the summary was

being presented, SIL2 modeled a different way of presenting the summary.

142



The following extract contains the first few minutes of Sesson 3.

Extract 3;: Sesson 3

11

71

72

7.3

10

11

SIL3

Sl

SIL3

S1

SIL3

S1

SIL3

SIL3

SIL3

XXX brief overview of what intdligenceis.

Okay, let's hear from anyone what a brief overview of inteligence is
as an introduction to your essay.

1Q could be induded.
IQ could be away of measuring intelligence.

What isintelligence?
Ability

Okay, there s no pedific definition.

Like, how would you destribe it?

Ability to think rationdly.

(to student writing on the board) Just put that above XXX.

Okay, let's just look a what the book says for those who have
books.

What would you indude in the introduction®?

What have they said about intelligence? Okay, have you read amout
intelligence a dl? From what you have heard in the lectures what
did she say about intelligence?

She spoke about how to messure intelligence.

What about measuring intelligence?

XXX

Sorry, | can't hear you.

XXX gpproaches XX X.
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The overd| task was to discuss the structure and content of an essay on inteligence. The SIL
did not etablish the task dearly with the group. They sruggled to cregste intersubjectivity.
She found it difficult to edablish rgpport with the students. They were willing to offer their
suggestions, though. This group was dow to warm up, but she did not give them enough or
aopropriate  opportunities to do 0. Indead of following the tral of ther thinking, she
immediatdy gopeded to the authority of the book (7.1). The tone st a the dat of a S
s$sson tends to peavade it Edablishing the task is lagdy a quedtion of edablishing

intersubjectivity in relation to the task and the process through which the task will be handled.

4. Theroleof the Sl leader

The ability of the SIL to mediate successfully depended on factors such as the mediation syle
of the leader and the levd and qudity of paticipation by the students. In Chapter Five |
characterised the mediation syles of the three leaders as enabling (SL1), providing (SIL2)
and interrogating (SIL3). Mediation syle may be influenced by, amongst other things, the
responsveness of the sudents and the leader’s ability to manipulate the teachinglearning

milieu and her levd of confidence about the content area under discussion.

4.1 Theimportance of establishing inter subjectivity

In Chapter Two | discussed Wertsch's notion of intersubjectivity with regard to the mediation
process. A criticd task of a S leader is to ensure that a high levd of intersubjectivity exigs
with regard to the naure of the task, and that intersubjectivity is developed as tasks am to

develop students understanding.
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Bdow ae some examples of how SILs went about ensuring intersubjectivity at different

stages of the task.

Extract 4; Sesson 1

76.5

77

78

79

81

82

S

85.1

87

SIL1

SL1

L1

SIL1

SIL1

SiL1

Does everybody understand causation — what we mean by XXX?

Direct link between lethd accident as opposed to/

As opposed to refusdl to take a blood transfusion after the accident.

Does everybody understand thet link in causation?

Do you know what happened? As you flew out the window as a result of
the accident, lying in the road, another driver drives past and drives over
you. Would that give you causation?

Wiel, what do you think, using that...?

Ja, because | wouldn't be in the road in the firgt place if it wasn't for the
accident.

Okay. Do you see what you've got to look a? Who caused the accident?
How was the accident caused that threw you out the window? Do you
understand?

Y ou're not going to look at the person driving over you.

| amn looking a it like the guy who actudly caused my accidernt, so...

How was the accident caused? Normd driver. Car in front of him dams
on the bresks, could not sop in time. Y ou flew out the window.

What do you think in that case? Does the test, what does the test say — but
for the...

But for X's conduct, the result would not have occurred.

X is the driver in that casee What do you think? X is driving normdly,
etc.

You're saying X was the driver, he caused the accident.
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89 SL1 The passenger flew out the window.
0 Y Thereisadirect link because if X had not/

90.1 How as X driving?

This edract illusrates the ongoing process during the teechinglearning process of
edablishing intersubjectivity by ensuring that the paticpants shae the same dgtudion
definition and by letting them know tha they do. In the extract SIL1 and the students take
responghbility for devedoping intersubjectivity. The process of learning includes a perpetud
shift in or redefinition of gtuation or concepts in favour of “a quditaivey new one’
(Wertsch, 1984, p. 11). SIL1 did not provide an answer. Rather, he modded a way in which
the sudent could hdp hesdf devdop an answer to her own question. Felow sudents

participated in the process of creating understanding.

The following example was taken from Sesson 2. This extract illugrates the shifts in Stuation

definition that occurs during the learning process.

Extract 5;: Sesson 2

S1 112 Soripts. XXX activity influences people's dtitudes and behaviour. We dl
are usd to interpreting new information and events.

SL2 113 But how does this happen?
1131 Does anybody know how this happens?
Y 114 It's when we require new/
SL2 115 So we create scripts from that knowledge?
2 116 Maybe when we learn anew pair of actions.
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SL2 117 Usudly involves people s behaviour.
2 118 Peopl€ s attitudes and behaviour.

SL2 119 So, maybe dl these things impact on on€ s atitudes and one s behaviour.

When the SIL did not offer dear indications of what the task was, sudents floundered. The

folowing example from Session 1 illudrates the importance of creding intersubjectivity so

that the interaction can be productive.

Extract 6; Session 1

19.2 SL1 I’'ve drilled into everybody a set formula for answering these questions.

19.3 That is addfinition of the section you're doing. In this caseit's ddlict.
Just write them out, quickly Sate them.

194 What's the next step?

20 SV, Expanding with examples

21 SL1 With examplesbeing?

22 3 XXX The gory. The thing thet ticksin your mind.

23 SL1 Thething thet gicksin your mind, like?

24 5 The onewe did yesterday.

24.1 Like the students ... what was that udent?

25 A (Whispersto S3) Can | get yesterday’ s notes from you?

26 Y Like the womanwho ...

27 SIL1 That Stevenson ca=e. ...

28 Y Y ou're talking about ddlict and you'regiving aCrimind Law ...
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The quesion was decontextudised and dudents found it difficult to respond saisfactorily.
Creating the context is an important pat of defining the dtuation. In this section very little
sense was made and little achieved. Some sudents were willing to oblige SIL1 for a while.
The temporary lack of focus was rescued by S2 who then asked to take the proceedings in

another direction.

4.2 Sharing strategies

One of the roles of the SIL is to share ideas dbout drategies for learning with students The
SLs experience in terms of learning srategies was used by them to hep students reflect on
problemsolving drategies (Sesson 1) or to give them idess aout what they could use in
answering questions (Sessions 2 and 3). SIL1 demondrated a Strategy that can hedp students

solve difficult problemsin law in the example below.

Extract 7;: Sesson 1

142 Y Then how come you have the XXX remedy for pain and suffering related to
bocily injury?

143 SIL1 Jg, it'sthe same kind of thing. You can put it under both.

W Okay.

145 SiL1 | don’t want you to be confused about it.

1451 It can go under both remedies.
146 Sl What would you recommend? (students laugh)
147 Y | think you should ask Prof. X that.
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148 A | just want to reed you wha it says here under definition of patrimonid
loss It says “It is cdculated by determining the vaue of the plantiff's
estate ...if delict had not been committed.” And it aso says (she reads from
a different set of notes): “To cdculate an amount in cases of persond
injuries which loss usudly tekes the form ... makes up for loss of
earnings.”

149 SL1 That fdl under?

150 A That was both for patrimonid loss.

151 S1 Hmmm.

152 SIL1 If you have a definition and an example it can sort things out like that
(clicks his fingers). | promise you. You don't even have to ak Prof. X.
(laughter).

Here the SIL created a playful oppogtion between the students and the professor. If students

learn srategies to solve their own problems; they can get dong without the professor.

In the next extract SIL3 taught students about the use of mnemonicsto remember lids.

Extract 8: Sesson 3

1191 SL3 Fom pas expeiences you've had with other courses in Psychology where
you've hed to remember many things. How do you remember them...?

A WEéll, you could try mnemonics.
SIL3  Okay, how do you do thet?

A Widl, take the firdt letter of each of the seven.

B 8 B B

SL3  Okay, and then?

124 HA XXX

S

SL3  Okay, did you her tha? You take the fird letters of, or whatever method
you have and you just try and form a word. Just remember that there are
seven, okay. And then try and form a word and from that word, remember
the seven asthey are ...
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SIL2 reminded them often that their own ideas could form a vauable part of an essay.
So, maybe, if you're discussng it, then you could actudly point out the
amilaity tha you see Only because it's mentd modes, it does not
necessrily meen you can't associae it with images. Even though you're
discussng it separatey, but when you're seeing links, okay. When you're
looking a them together and seaing links it shows that you're thinking
about it. It showsthat you're critically thinking.

4.3 The SIL asnear -peer

There were severd ways in which the SILs established their podtion as a near-peer. The use
of language in the mediation process seems to be important. SIL1 used indusive language —
he referred to “we’ and “us’ more often than to “you’. For example, he used phrases like the
fdlowing: “Let’'s review the facts we drew together last week”, “What was the last thing Prof.
X told us about...?” and “Where are we going now?’. SIL2 sdd things like, “Can you hep us
with that?’. SL2's use of language gpproximated that of the dudents closdy, as is evident

from the following short excerpt:

Extract 9;: Sesson 2

69 SIL2 Oh, like aproposd, kind of thing? Okay.

70 Y o, it’slike your own opinion, kind of thing?

4.4 Sharing the process

SIL1 offered students the choice of the direction in which the session was moving. He



frequently asked: “Where are we going now?’, “What's the next sep?’ and “Does anyone
want to offer a suggestion for what we do next?. Not interrupting a spesker and inviting
gedures ds0 sgndled to them tha they could participae fredy. In addition SIL1 subtly let
the sudents know that together they could solve problems without the hep of the professor.
After working through an intricate section, he sad: “If you have a definition and an example,
it can sort things out like that €licks his fingers). | promise you, you don't even have to ask

Prof. X. (Laughter from students).

4.5 Acknowledging ignorance

One way in which the SILs edtablished ther daus as fdlow sSudents was to acknowledge
when they did not know. Sometimes this was used as a device to get sudents involved in the
discusson, and a other times the SLs redly did not know. Either way, it simulaed

participation from the group.

Extract 10: Session 2

652 Sl They identify rdationships between a concept, eg. the ca and the
property of the concept, eg. thefur. (She reads from her notes).

66 SiL2 Propogition.

66.1 Does everybody get that? Do you understand that?

66.2 | don't.

66.3 Did you find you understood it when you reed it?

66.4 XXX Can you put it in ancther way? Can you explain it in another way?
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67

69

70

71

72

73

SIL2

SIL2

SL

2

| think it's more knowledge that you know about. A certan image of
something thet, thet. ..

Oh, like aproposd, kind of thing? Okay.

o, it'slike your own opinion, kind of thing?

Isit like your own opinion?

Because to, its what you know. So if you look a a spider, you think al
siders ae poisonous. If you actudly, like me think dl spiders are
poisonous. Even though | have no cause to know dl are poisonous. It's

just how | fed about something.

So, then. There is obvioudy a difference between a propodtion and a
fact ... Because dl snakes are not poisonous.

Ja, it says here “A proposition ...”

Here 2 helped SIL2 to understand the concept of propositions after SIL2 damed ignorance

(66.2). The daborated exchange between SIL2 and S2 helped to darify the concept. S2 usd

the book to back up her example S1 only deviated from her prepared notes once during the

sesson. This occurred after the above exchange.

Extract 11: Session 2

76

77

78

79

S1

SIL2

Sl

SIL2

S1

Did you underdand the pat where it says they identify the rdationship
between a concept and the properties of a concept?

Not redly, whet relationship?

If | mention acat, thefirgt thing you'll think about is, “A cat hasfur”.

Ja, asocdion. So the rdaionship that they're refaring to is the
association between the cat and what you think as being the property of
the cat or adog or whatever it is you' ve been talking about.

And if you see something that looks like a cat and does not have fur, you
know it'snot a cat.



81 SIL2 Ja

82 Sl And then the other typeis mentd models.

This was the firgd time S1 moved the action forward without the SIL asking her to do so. It
seemed as if the fact that SIL2 admitted ignorance helped her to gain a sense of her own
authority to “teach”. This was the firg time Sl did not refer to her notes in order to respond.
Thus it was her firg atempt & a red conversation in this sesson. In operation 77 SIL2 usd
the gppropriate word for the concept described by S1 in her example She thus in a subtle

way, helped to develop the sudents vocabulary.

4.6 Reflection on the learning process

The SLs often reflected on the learning process taking place in the S sesson dlowing the
sudents to think about the tasks on a metacognitive level. Bdow are some examples

It'slike amap, an image aswdl. Y our own representation of what you're
thinking about. So, maybe if you' re discussing it, then you could actualy
point out the smilarity thet you see. Only becauseit's mentd models, it
does not necessarily mean you can't associate it with images. Even though
you're discussing it separately, but whenyou're seeing links, okay. When
you're looking at them together and seeing links, it shows thet you're
thinking about it. It shows that you're criticdly thinking.” (SIL2)

X is to blame. That is the link you need to find. Tha is the causation link.
All caustion means is Is there someone to blame? Is somebody a the root
of the cause of it? Now if you say, “Yes tha person did cause it”, or “He
could have caused it”, then you're to say to yoursdf: Has he acted in a way
that it could be sad that it was his fault? He did something. His action was
wrong, or this action was bad, so he caused it. (SIL1)

4.7 Creating zones of restricted development



Where dudents were not given the opportunity to explore, learning was stunted. Craig (1988)
refers to this missed opportunity as the zone of restricted development. This zone indicates the
goace where, with proper mediation, the sudent(s) could have developed their understanding.
This hgppened when, dther sudents were not willing to participate, or the SIL was not able to
see and exploit a learning opportunity. Often the SIL was not willing or cgpable of handing
over ay adthority to the dudents. Premature cognitive commitment was ancther way in

which the zone of development was restricted. Below are some examples.

Extract 12: Session 2

1278 9L2 So that is how you use sripts to interpret new information. That is why
you need to discard some of it 0 that you can interpret new information
and events or accommodate new information and events.

128 Y So would you say that schizophrenia dso fdls under the scripts that a
person needs to discard? Isit interndised or learnt?

129 SL2 It degpends. No we XXX think that schizophrenia is a collection of
things okay? XXX.

1291 Do you wart to tdl usthe next, hdlo!

Hae 2 presented the dass with something that could have been potentidly fruitful.
However, the SIL did not engage with her in the discusson, nor did she give other Sudents
the opportunity to offer their thoughts on the maiter. She gawe a tenttive idea and then moved

the activity ong,

When the SIL’s content knowledge was inadeguate it limited the extent to which she could



asSd dudents to develop ther conceptud understanding. Beow is another example from

Sesson 2 where SIL2 seemed ungble to hdp sudents

Extract 13: Session 2

62 SL2 Can somebody maybe give us a definiion of wha would encompass
cognitive processes...?

6.3 Just generdly, from what you' ve done so far.
6.4 Cognitive processes. What do you think?
7T KR Thought

8 SL2 Thought. Okay. What is cognition or what's cognitive?

8.1 How elsecanwe. ...

82 Y ou probably get cognitive; you probably get behaviour. ..

83 It' slike a psychologica concept.

84 If they ask you a quegtion on it they're not goma ask in any other way but

that it's a cognitive process or it's cognitive.

85 SO0 you need to understand exactly what it is or not when they ask you to
goproach this particular quesion when it comes up in cognition XXX. So
that's something you should know that you don’'t know. You have to find out

about it.

8.6 What is cognition? What is cognitive?

87 93L2 It's a concept you have to think and brainstorm about. You have to go and
find out about it.

Imprecise sentence condructions (or mediation through imprecise language usage) may have
been a conseguence of poor conceptudisation. SIL2 was not sure of what she was trying to
say. The SIL’s dtudion definition was poor. Thus her sentences were garbled and she was

unable to assist students to develop ther undersanding of the notion of cognitive processes.



She provided vague, incomplete phrases that did not provide daification or a pah for

thinking about the conoept.

A find example from Sesson 2 illusrates how deveopment can be redricted through the
ingbility of the SIL to see how she can hdp dudents to devdop their undersanding. In this
example Sl tried to reach intersubjectivity with SIL2 but she faled to establish it. SIL2 either

misunderstood her, or her own understanding was limited and she chose to move on.

Extract 14: Session 2

109 SIL2  If tha was the case, then well just go to lectures, the lecturers will tel us
whatever. WE Il absorb it and make our own mentd representations of it and
they will be exactly the same, and they’re not exactly the same. ...

110 S1 You, what you meaen is if you tdl me something and | undergand it in my
own way, not the way you were tdling me?

11 SIL2  You could be undergtanding it in your own way, or it could be redly the way
that I'm tdling you. But it could actudly be not the way that I'm teling you.
S0 theré's an dement that it could be accurate. You could be lucky. | could
redly explan it very wel and you would actudly redly undersand. Or it
could be tha maybe I'm not explaning wdl or maybe youre not
undersanding me wdl. But a& the end of the day you've got a completdy
different representation of what | was tdling you.

1111 Where were we? Oh, that was dl about mental images.

Bdow is an example from Sesson 3 tha illustrates how SIL3 redricted the learning potentid

of theinteractions.

Extract 15: Session 3

72 SIL3 What would you indude in the introduction?



73 What have they sad about intdligence? Okay, have you read about
intelligence a dl? From what you have heard in the lectures whet did
she say about intelligence?

8 Y She sooke about how to measure intelligence.

9 SIL3 What about measuring intelligence?

10 2 (Very soff) XXX

11 SIL3 Sorry, | can't hear you.

12 2 XXX agpproaches XXX.

13 SL In a generd discusson aout inteligence, what is intdligence? Without
using approaches (She looks at S2)

14 S1 Addto think rationdly. (to student writing on the board)

15 SL3 How | would answer it, okay, I'd s, ...

SIL3 and the group were sruggling to develop intersubjectivity. She was not very patient and
did not offer them opportunities to daborae SIL3 asked multiple questions without pausng
to give the dudents opportunities to congder them. After some atempts by Sudents to get
into her frame of mind, she proceeded to tel them how she would write the introduction to the
essay. She effectivey took authority over what was acceptable. It seems that the problem in
this sesson emanaed from the SIL3's impatience with the group and the fact that
intersubjectivity wes not edablished from the beginning. From the initid interactions it
seemed as if sudents were willing to paticipate, dbet a a limited levd. However, they were
not encouraged by the SIL. By jumping in to gve quite a lengthy expodtion of how she
would do it, she effectively dlenced the students for much of the ret of the sesson. This
sesson was in sharp contrast to Sesson 1 where there were frequent and eaborated student

contributions.
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Bdow is an eample of a typicd exchange in Sesson 3. This follows directly after SIL3's

suggestions in the previous extract about what would go into her introduction. None of the

initia student responses were longer than one sentence.

Extract 16: Session 3

174

175

176

17.7

18

19

20

21

211

21.2

21.3

22

23

231

SIL3

SIL3

SIL3

SIL3

That would be like my introduction. | won't XXX.

I'll go back to the topic. I'll tak about the two determinants — heredity
and environmen.

And I'm sure that you dl know from other courses you've done. We have
done heredity and environment. Y ou should have alat to say about that.
What would you say about heredity?

XXX gendtic XXX.

Okay, just put that. (to scribe at the board)

It' sinherited.

It' sinherited, okay.

And then in answering the question. What is the question asking for?
What is the question asking for?

Like the end part of the question. What do they want?

Using research findings which are?

Its dl in your book. You can even remember from the padt, from other
Ccourses you' ve done.

Research that was done by looking a the intelligence of rats.

Okay, what's that? Tha's the animd dudies. What about animd dudies
can you tel me?

That's wha they're asking for in the question. Different Sudies that have
been done. Y ou have to explain eech one.



232 Like each one that's been done. What concluson has been made from the
udies? So what XXX animd gudies
This excerpt is typicad of the interactions between SIL3 and her sudents. There were very few
indances of dudents eaborating on earlier contributions from others, and dmogt Al of them
elaborated about known content. There were no ingances of gpeculation or interpretation by
sudents. The possble vdue in this sesson lay in sudents hearing information about studies
about intdligence a second time after the lecture. Veary little, if any, processng of the materid
took place here. It had everything to do with the way the sesson was mediated. SIL3 did,
however, take pains on severd occasions to make it clear to the students what the question
was asking for. Thus she focused on activaiing the gudents metacognitive awareness

regarding the exercise.

4.7.1 Surface learning

SIL3 druggled to get sudents to paticipae fredy. She atempted to get dudents to say

something by suggesting the use of the textbook. However, agan this was merdy reporting

content rather than restructuring information:

Extract 17: Session 3

95 SIL3 He (Thurstone sad totd intdlectud dbility is dependent on seven
mental abilities.
Okay. Which are? ... (To § Which are? Just name them. XXX.

9.1 Okay, let’s just go round. The on€s who've got books just mention
oneand explanwhat it is.

9% Sl Verbd comprehenson. The ability a person has to comprehend ideas

inword form. (Reads)



97

100

101

102

103

14

106

106

107

108

SIL3 Okay, next one.

S7 Verbd fluency. The ahility to express yoursef fluently in words.
SIL3 Okay, can you remember any? (He does not have a book.)

HA No.

SIL3 Okay. They say there's numerica ability which you reckon is the?
A XXX do like problems and things like that.

SIL3 And mathematics, okay.

A With figures.

SIL3 With figures, ja Okay?

S5 Numericd ability.

SL3 That'sjust what he sad.

5 Memory.

4.4.2 Theinfluence of content related contributions influence participation

Long, content rdaed contributions from the SIL had the tendency to slence students |If,

however, the SIL manly used extended contributions to offer drategic advice, this did not

sem to have a negdive influence on sudent contributions. SIL1's eaborated contributions

were mainly of the second type. Below isan example.

What is important to remember is, the reason they give you these teds is...
When you're answvering a quesion if you're not sure of where to go, you
can dways rely on one of these tests that you know to answer. You tel
yoursdlf: What would the reasonable man have done? The same thing with
this It is important to know that in case you do get suck. But, obvioudy, if
they get too much for you, it’s up to you whether you want to learn them.

In this extract SIL1 offered the students a way of distancing themsdves from the problem to

160



enable them to look & it productively rather then to be overwhdmed by it.

SIL2's extended contributions were typicdly to interpret what student contributors said. This
type of contribution had a mixed effect: dudents did not get much opportunity to paticipate,
but it did give them a chance to see how a sudert could engage with the maerid in order to
make sense of it.

Do you remember ealier, we were taking about Sudying techniques?

Somebody taked about, | think it was for bran and behaviour. Because

those concepts were just so difficult and ether you want to swot it and you

don't know how to swot it. ... So that's your mentd imege of whatever it is

you cregte. It's like you put it there in whatever way so that the process

you're thinking aout can be undersandable to you. So, meaning it's quite

subjective and it can vary, depending on what's eesier for you to understand.
The dove two examples dso illusrate how the SILs engaged Students a a metacognitive
leve through therr reflections on the tasks.

Compare thiswith atypicd extended contribution by SL3:

Simulaion and atention. Okay, what &bout gimulation and atention?

That's related to, based on what you sad about atention. It's closdy related

but just explan.

Okay, let's say you have children, like the sudy they did here. When you

have children and they took some children and put them under the care of

some people who did nat give them enough atention and simuletion. ..
SL3 aked a quedion but did not give the group an opportunity to engage with it. She
proceeded to offer her answer and thus passed up an opportunity for active engagement by the

group.

The SL’'s use of language could be inviting or intimidating. In Sesson 3 the SIL frequently

used language in a way that interogated Sudents and had a negative influence on the
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amosphere in the sesson and thus on dudents will to participae The following examples

from Sesson 3 illudrate this point (45.9 and 49).

Extract 18: Session 3

45.8 SIL3 SO wha dout ewvironment do they say enhances
intelligence? Can someone giveme an example?

459 For those who have books | don't know why
you're pondering or why you're quiet because it's
looking a you. | would rather excuse those without
books then those with books | ak and you don't
know XXX | mean, it'sjud there.

46 3 Nutrition and intelligence
47 SL3 What? What about nutrition?
48 3 They ague tha inteligence can affect a child even

before hirth if the mother has had bad nutrition and
that can affect the unborn child.

49 SIL3 What dse that doesn’t include nutrition; that does

not include the mother?
The next example dso comes from Sesson 3. It illustrates how the SIL's response may have
inhibited participetion by dudents SIL3 did not respond postively to the inputs by the
dudents (45.9). She made dudents fed bad about ther limited participaion. Also, the
suggestion that it might be wrong to ponder, was counter-productive as a mgor pat of

learning does indeed involve pondering. In operation 49 she dismissad S3's contribution.
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Extract 19: Sesson 3

9 SIL3 What about measuring intelligence?
10 =2 XXX

11 9SL3 Sorry, | can't hear you.

2 X XXX goproaches XXX.
13 93 In a gened discusson about inteligences What is intdligence? Without
using the gpproaches.

5. Qyleof questioning

The type and number of questions asked by the SIL seem to be dSgnificant in determining the
nature of the interactions that will take place in the sesson. SIL1 asked 34 questions. Mogt of
these were questions concerning the process of the sesson. For example the following
questions. “Is everybody heppy?’, “Where do we go next?’, “Can you hdp us with that?’,
“Do you undergand?’ and asking for examples made up the mgority of the questions asked
by SL1 He aked sved puzze-type quesions demanding “banked knowledge' from

students.

SIL2 asked 34 quetions. The mgority of the questions were of the following variety: "Do
you undeagand? “Can we go on? She dso aked severd quedions with the am of
daifying her underdanding of what dudents were saying. Four questions were puzzle-type

questions.

In contrast SIL3 asked 62 questions of which 46 were puzzle-type questions. The SIL asked
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0 many quesions because she wanted to involve the students, but the questions had the
opposite effect. On many occasons she asked severd quedtions in rapid successon without
giving the students opportunity to respond (Extract 16. 21). Veay few quedions chdlenged
students to think deeply about the work; instead, they quizzed how much they knew about the
topic. This is in the naure of multiple-choice tests and the task dructure needed to be
carefully consdered S0 thet it could accommodate involvement by dl the sudents.

6. Mediation by peers

Peers are able to mediate the teaching-learning process when they are dole and willing to do
0. The students participated in the teaching-learning process in a variety of ways that were
influenced aso by the SILs mediation style. Table 20 summarises the various ways in which

sudents participated in the S sessions.

Table 20; Student tasksin S

Firg-levd cognition Clarification of categories

contributions Help with darifying terms, pronuncigtion
Offer dternative examples
Provide factud informetion

Promoation of learning gods Quegtions of epistemic nature
Reflect on metacognition
Elaborate on what SLs and others have sad
Chdlenge others dams, induding SILS
Explore own understanding
Offer dternative examples
Clarify concepts
Take initiative to introduce new tasks
Answer SIL’s questions
Answer felow sudents questions

Use of resources Claify points by finding proof in textbook,

notes
Record notes on board
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Peer collaboration occurred when students were given power to paticipate by the SIL. This
authority was given to students in subtle ways, for example through where the SILs positioned
themsdves in rddion to the dudents. The close proximity of sudents and SIL in Sesson 1
was probably one of the factors contributing to the high leve of peer collaboration in the
session. | shal now show extracts of the types of peer collaboration that occurred in sessons.

Extract 20: Session 1

51 SiL1 Who wants the next one?

6 3 It sfaultsisn't it?

7 A Fault, blamefulness, accountability.

8 3 With accountability you have to didinguish beween accountability
and the different forms of faullt.

9 SiL1 Will you hdp uswith that?

10 3 Okay, for the accountability you must find out what is the age of the
children. At wha age they can be hdd responsble XXX capex,
napex. And the different types of fault. Dolus is, in't it eventualis
dolus, indirect dolus, ...

11 Sl That'sfor crimind law.

12 A That’snot part of delict.

13 S1 XXX In Audin they put it under crimind law. He put it under
crimind law.

14 ) Ja

15 SL1 It's for both. It is like a universd concept that follows through dl
parts of law. So ja For those of you read Austin? Well donel

This extract illustrates severd aspects of peer collaboration that can take place should dl the
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right conditions preval. SIL1 drove the dructure of the sesson but he gave the Students
choices. In most cases they chose when they wanted to paticipate 4 expanded on S3's
contribution (7). They created a conversation. SIL1 interrupted to ask S3 for more information
on the types o fault. S1 chalenged the categorisation of the types of fault under delict. Thus
there was opportunity for cognitive conflict to develop. Sl offered proof of his contestation
(11). When 2 agreed, SIL1 resolved the controversy by providing an answer. Note that SIL1
dso commended good scholarly behaviour (15). Thus in this excerpt severd  important
learning moments occurred: dudents eaborated on each other's contributions, they voiced
ther dissgreements and crested cognitive conflict; the conflicc was ceared up by

callaborative input by SIL1, S1 and S2; and content knowledge was deve oped.

Students sometimes initiated collaboraive tasks. In the extract below, the impetus for the task
initigtion came from a belief that the proceedings were beyond the scope of the fidd of law

under discussion (28).

Extract 21: Session 1

28 SV Y ou're talking about delict and you're giving a Crimind Law...

20 Sl ()

30 Y Canl expand on ... sorry, | forget your name?

31 3 S3

32 2 S3. You know, when she was talking about fault.

321 Within fault they mention negligence and | found you have to
mention the test for negligence because it's going to apply in your
final answer.
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33 SIL1
A A
35 SiL1
36 A
37 2
38 SiL1

Okay, whet isthe test for negligence?
Foreseesble aspects and, okay.

And the case?

Kruger vs. Kruger

Houghton vs Stone

Okay, we offer two. Kruger vs. Kruger. (laughter from group)
Coetzee vs. Coetzeeis easy.

S decided to daborate on a point S3 made earlier (30). She initiated a different direction for

the discusson. SIL1 saw an opportunity to assess their knowledge of case law (33). The issue

brought up by S2 was an epigemic one. SIL1 acknowledged the new direction of the task and

he started to direct the new task by asking questions about content he deemed important.

Sudents enter into collaborative engagement in order to devdop their own and each others

understanding. An example is presented in the excerpt below.

Extract 22: Session 1

61 SL1
62 S5
63 SL1
64 S5
65 SL1
66 6

S5, do you understand causaion?

Ja | mean, ja
Could you offer an example?

Of causation? No.
(to the group) Offer an example we can relate to causation.

An example is drunken driving. He mentioned drunken driving that is a
direct cause of an accident.
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67 Sl | remember the lecturer saying you mugt, if you harm a person and he goes
to hopitd and he is supposed, he refuses to have a blood transfuson and
he dies Then it's not your fault. So, it must relate directly to your action,
have direct cause. Not like if he goes to hospitd and he refuses and dies.

68 SV And there is ds0 a tegt for it ...Were mentioning al agpects, causation and
everything. But would you have to go through the whole process?

In this case the sudents contributed to hdp S5 undersand an example of causation. S1L and 2
eaborated by mentioning another important aspect reating to causation, namdy the test for it.
At the end of her daboration, S2 asked an epigemic question for the condderation of the
group.

Below is an example where sudents hdped someone with alegd term.

Extract 23: Session 1

70 2 Thereisated.
71 gL1 Did Prof. X giveyou atest?

72 3 No, he said that the test for actud causation was that sine qua .. (trails off,
she does not know the phrase)

73 Y Sne qua non.
74 SL1 Sne qua non.

75 3 But for the bad conduct, whatever, ja

Here S2 and SIL1 helped S3 with the correct terminology.

Peer collaboration was initiated when a student recognised that there were issues she did not

understand. The following excerpt isacasein point.
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Extract 24: Session 2

92 Sl The example used here is an internd map. It's a mgp you make up in your
owvn mind, maybe of how to get to the Psychology Depatment. They're
not always accurate.

921 Thelagt typeis script.

93 3 Why do they say they’re not dways accurate?

XXX away of getting to the Psychology Department.
That' simpossible

8 R
8 &

This exchange was an atempt to help her see how mentd maps can be inaccurate. She dill
did not see it a the end of the exchange SIL2 then entered into a lengthy didogue with her to
try and help her see that menta maps can be ether accurate or inaccurate. Students used the

opportunity to ask questions about the epistemic nature of the work.

Extract 25: Session 2

149 X It' stheir theory.

10 S5 Whoever's theory this is, it seems like a perfect one. If it fals like, then you
say | have to go back (to the initid stages of the problemsolving modd).
Thenit'spossble that if 1 go back and | fail again. What happens?

151 SL2 Then you maybe need to think about ...

When the learning environment was used to its full potentid it crested many opportunities for
desp leaning. For example, dudents got opportunities to work with many different examples
of the same concept; they sought opportunities to test relationships of the content under

discusson with other areas of the work; or they rdated what they did in S with what was
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done dsawhere in the course, for example in tutorials.

Extract 26: Session 1

76.5

7

78

79

81

82

83.1

SiL1

SL

SiL1

SiL1

Does everybody understand causation — what we mean by XXX?

Direct link between letha accident as opposed to/

As opposed to refusdl to take a blood transfusion after the accident.

Does everybody understand thet link in causation?

Do you know what happened? As you flew out the window as a result of
the accident, lying in the road, another driver drives past and drives over
you. Would that give you causdtion?

Wel, whet do you think, using thet ...

Ja, because | wouldn’'t be in the road in the firg place if it wasn't for the
accident.

Okay. Do you see what you've got to look a? What caused the accident?
How was the accident caused that threw you out the window? Do you
understand?

You're not going to look a the person driving over you.

Here the dudents worked together to condruct dternative examples to try and explan how

causaion worked. The SIL chdlenged S5 to think through the problem hersdf raher than

give the ansver to her quedion without her having tried to work through it hersdf. This

paticular problem took a long dretch of interaction between severd students and the SIL and

multiple permutations of the problem to resolve the issue of causation.

Students hed opportunities to draw reationships with work done in other parts of the course
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For example, in Sesson 1 S2 saw an opportunity to relate the work done in the sesson to an

ealier example donein atutorid (201 to end of extract).

Extract 27: Session 1

B

2

8

S
&

=
@

=

2

S

S7

SiL1

SiL1

Sorry, you sy it hasto bein front of you?

No, not in front of you, other people.

There, it's got to be witnessed.

No. (gesticulates)

Its got to change somebody’ s viewpoint of you and it must be/

For ingance, the tut we just did. That was not defamation. Why?
Because it has to be sad in front of other people It wasn't publicised
and thisoneis publicised.

It wasn't defamation.

But the woman wasn't charged with defamation.

Ja, but only because he was her spiritud adviser.

No, but another thing they said ...

It would have been defamation if the woman had gone and publicised to
the neighbours and the thingies and the thingies. But she didn’t. It would
have been defamation. Shetold this one guy.

Ja

She told this one guy. She tald this priet whom she had confided in and
she dso had a history of regular confesson with the priest.

Yes And wha I'm tdling you is the Law says it wasn't defamation
because of that.

Bdow isan example from Session 2.
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Extract 28: Session 2

122 Y You know, in Psychopahology we dso did something on stripts They say
scripts are likewe play arole/

123 SIL2 Drama.

124 Y Drama, kind of thing. Or dmog the same thing. Or isit dmogt the same?

125 SIL2  What did they say about scripts?

6.1 Student-initiated discussions about metacognitive issues

There were severd indances in Sesson 1 where students engaged in conversations  thet

highlighted metacognitive issues. Below are some examples

Extract 29: Session 1

153 9L1 ...were trying to formulate, not the pefect answer, but a good, wdl-
Sructured answer to this question. Okay.

16 'S If we aswe this in the exam, do we have to put down dl thee
dements and expand on them?

17 SL1 Very important.

18 3 Y ou can get the answer wrong and still get Six out of ten.

Extract 30: Session 1
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P21 X2 Within fault they mention negligence and | found you have to mention
the test for negligence because it’s going to apply in your find answer.

33 SiL1 Okay, what is the test for negligence?

6.2 Semiotic mediation - opportunitiesfor using the language of the discipline

The tdk in S hdped sudents to practise a new use of language. They learned to use words

and phrases with very specific meanings.

Extract 31: Session 1

18 S5 Badcdly, if you were to lose your am. Wel, you know, Prof. X gave us
the example of where you 4ill have pan and feding in your am sx
months after.

159 < Phantom pain.

160 S5 Yes...

Extract 32: Session 3

24 S5 They sort of were trying to find out how intdligent rais are. How different
they can be How rats can be intdligent in different ways They took so-
caled dull ras and the intdligent, the bright ratis And they were trying to
sort of find their abilitiesto walk out (He searches for the right word.)

25 9L The maze

26 S5 To wak out the maze. The maze problem. They found that the bright rats
find it eeser to walk out the maze problem.

The conversations in the informd satting of S dlowed students to practise the use of the new
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language they needed to gppropriate in the different courses. The peer collabordive process is

tolerant of the imprecison that often accompanies the initid stages of discourse gppropriation:

Extract 33: Session 1

2 28 But the woman wasn't charged with defamation.
S 24 Ja, but only because he was her spiritud adviser.
204.1 No, but ancther thing they said/
2 25 It would have been defamation if the woman had gone and publicised to the

neighbours and the thingies and the thingies But she didn't. It would have
been defamation. Shetold this one guy.

6.3 Questions asked by students

Sudents in Sesson 1 aked seventeen quedions. Many were puzzle-type quedions some
aked for daification, a smdl number asked for permisson to expand on a point someone

ese had made eaxlier, or were epigemic in nature.

In Sesson 2 eight questions were asked. Mot were puzze-type quesions one was of an
epigemic nature, another rdated to whether the SIL understood a point and one inquired
about the reaionship between a concegpt discussed in this sesson with the same concept

covered in another section of the course.

None of the students questions in Sesson 3 rdaed to wanting to understand more of the
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work under discusson. They were mainly to ask for repetitions or had to do with the test that

was imminent a thetime.

It would seem that the nature of the interactions influence the degree to which Students are

prepared to engage with the materid.

7. Use of resources

The resources the groups made use of besdes each other and the SIL included their notes,
files and the textbook. It seems as if these resources were most successfully used to clear up
misconceptions. It did not seem as if the way the book was gppeded to in Sesson 3 was an
gopropricte way to use this resource as it dripped sudents of ther authority. Using the

examplesthe lecturers offered in the lectures seemed to be a useful toal.

Two of the SILs usad the board to record the proceedings. SIL2 used it to draw concept maps
on the board; thus she demondrated how the ideas could be captured in a different form to the
fully written out summary. SIL3 asked the students to use the board purely to record notes.
However, she did not refer to the process of note taking a dl, except to tell the scribe what to

add. At the end of the exercise the notes were not used as a means to summarise the process.

The SILS experience of drategies with the work was used by them to help students reflect on

problem solving draegies (Sesson 1) or to give them ideas dout what they could use in

answering questions (Sessions 2 and 3).
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8. Conclusion

In this chapter | have presented data to illustrate the range of interaction patterns in the three

S sessons | andysed for this research. A discusson of what the extracts indicate about

mediation in Sl sessonswill be presented in the next chapter.
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CHAPTER SEVEN

DISCUSS ON OF RESEARCH FINDINGS

1. Introduction

In this chepter | draw concdlusons from the results of the data andyss of the sample S

sessons. These conclusons are gleaned form the daa in reation to the learning theories,
sodoculturd theory and  ectivity theory discussed in Chepter Two and  theories on
collaborative learning, discussed in Chepter Three. | shdl discuss wha the data andyss
reveds about the role of collaborative learning in mediating leamning for al dudents a
wniversty, whether prepared or underprepared. Not dl the aspects of the theory will be related

to the research findings, however, they form the frame around which the discussion is woven.

The reallts of the daia seem to indicate that collaborative learring, when gopropriately
mediated, can bring about meaningful leaning. The following factors played an important

role in reaion to successful collaborative learning in the andysed sessons

The task - this includes the choice of task, the manner in which it is mediated by peers
and a more competent other who mediates the process and who ensures that the learning is
meaningful; quaity of task engagement by participants.

The rde of the SL in the teaching-learning process — this includes how the teaching-

learning process is managed.
The role of dudents — this indudes thar commitment to the process, ther levd of

participation and how they perceive ther satus within the learning-teaching environmen.
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| shdl now discuss what the data reveds about each of these factors. | shdl begin by

conddering the role of tasksin Sl.

2. Roleand quality of tasks

One of the ams of S is to dlow sudents opportunities to practise higher order thinking.
Mazano (1991) daes that “higher order thinking involves the redructuring of existing
knowledge and knowledge restructuring is facilitated by tasks with specific characterigtics’
(p.518). Tasks that facilitate restructuring are meaningful, complex and long term in nature

(For more on knowledge restructuring, see Chapter Five, Section 3).

Tasks are meaningful if students have an interest in them, that is, if the tasks fit in with ther
learning gods. Secondly, if dudents have some control over the tasks it adds to the
meaningfulness of the tasks Thus, Mazano suggests, dudents should have opportunities to
sdlect or condruct some of the tasks they engage in as well as having influence on the pace a

which the tasks are done.

Higher order tasks are dso described as complex. Complex tasks are nonroutine tasks that
canot be peformed automaticadly (p.519). Nortroutine tasks are not done every day and
nonrautomatic  tasks require conscious engagement.  Decison making, naturdidic  inquiry,
problem solving, sdentific inquiry and composng ae examples of complex tesks. For a
breskdown of the specific cognitive processes involved in these tasks, see Appendix D.
However, tasks may be framed as complex, but mediaged in ways that limit the depth of

engagement required for the execution of the task through collaborative processes. Tasks are
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long term if they have gpplication beyond the specific task to other areas of the curriculum

and the sudents’ learning.

From the daa it is dear tha the SILs and thelr groups concentrated on the following types of
tasks in ther sessons within the framework of dudent to student, sudent to SIL or SIL to
sudent interections The tasks were a combination of puzze-type ad ill-structured tasks

(Stronm-Kitchener, 1983).

Problen solving — ilkgructured and puzze (Sesson 1). The task in Sesson 1 was a
typicd Legd Theory problem solving task that required degp engagement, but dso
necessitated the recdl of factud content in order to develop solutions to the problem.

Concept  darification — puzdze (Sessons 1, 2 and 3). The meanings of concepts were
clarified in dl three sessons for example, words and phrases such as abdract and
phantom pain.

Devdopment of conceptud undergtanding — ill-gructured and puzze (Sesdons 1, 2 ad
3). In Sesson 1, for example, dudents deveoped their understanding of the concept of
“accountability”; in Sesson 2, concepts such as “propostions’ and in Sesson 3 different
aspects of the concept of “intdligence’ were discussed.

Application of information — ill-structured (Sessons 1, 2 and 3). In Sesson 1 information
was goplied to different case scenarios;, in Sesson 2 information was gpplied to aspects of
daly life or sudents experience of learning; in Sesson 3 the task was an atempt to see
how students could apply what they had learnt to write an essay on aspects of intelligence.
Recognition and reproduction of informetion — puzze (Sessons 1, 2 and 3). In dl three
sessonsrecd| of banked information was required in the completion of the SI task.
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Study drategies (Sessons 2 and 3) — puzzle. An example was the use of mnemonics to
learn ligs in Sesson 3. In Sesson 2 the SIL provided ideas on how the students could use
what they knew to show that they were thinking critically about the work.

Summaries — puzze (Sesson 2). The mgor task of the sesson was to produce summaries
of important content.

Discusson of essay task — ill-dructured and puzzle (Sesson 3). The congderation of how
an essay could be gructured and what information needed to be induded in the essay was

the task for this sesson. Recdl of key information made up the bulk of the exercise.

The main tasks in eaech of the three sessons had the potentid to become gppropriate tools for
mediating sudent learning. The Legd Theory task in Sesson 1 was divided into many sub
tasks that required students to develop thelr underdanding of aspects of the law and provided
them with opportunities to goply their knowledge of the law; they could relate the task to
other aress in therr course It dlowed them to engage ther metacognition in order to examine
the nature of problem solving tasks in Legd Theory and to assess what qudified as a proper

solution to the task. The task of summarisng course content in Sesson 2 had the potentid to
develop dudents metacgnitive awareness of the reading and sudy process the essay
preparation task in the third sesson was a complex composing task; the find task in Sesson 3

was the least complex asit focused on the recdl of knowledge.

Kounin (1970) dted in Brophy & Alleman (1991) notes that the qudity of “sestwork”
influences the level of Sudents engagement with tasks. Zas (1976) cited in Brophy &
Alleman (1991) notes that it is not o much the learning activities that influence what students
learn, rather it is the leaning experience that is engendered by the kinds of responses the
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activities demand from dudents that impact on their learning. Zas suggests that good
activities “provide for the atanment of multiple gods engage dudents in ective forms of
leaming, ... hdp sudents to devdop vadues and criticd thinking cgpabilities are built around
important content, and are well mached to the learners abilities and interests’ (cited in

Brophy & Alleman, 1991, p. 11).

Brophy & Alleman's research indicates that curriculla with the focus on teaching for
underganding and application have the following feaures Breadth of coverage is de
emphadsed; there is ample opportunity for information processing and meaning congruction
through discussons and activities the “discourss” and activities provide opportunities for
Sudents to conduct inquiry, solve problems, meke decisons or engage in higher order tasks
related to the content. They further suggest that activities dlow studentsto

prectise, devedop, or goply content; to synthesze and communicate wha has

been learned; ... to think criticdly about the content ... sets of activities should

indude opportunities for sudents to do something with the content — to use it

in the context of problem solving, dedison meking or other higher order

applications (p.14).
The taks in Sesson 1 contaned the features outlined by Brophy & Alleman. SL1's
datement about the length of the exercise indicated a de-emphass on content coverage in
favour of devdoping understanding and metacognitive awareness “So it's okay if this

question takes us three weeks to manipulate, to solve, to set out. But | need you guys to know

every sngle aspect.”



2.1 Task engagement

Sudents in Sesson 1 had the multiple gods of concept daification, learning and
underganding legd teminology and how to goply the legd concepts devdoping an
understanding of how the law works and how to develop good answers to a problem question,
among others. Criticd thinking abilities were engaged thraugh the process of didogue.
Students questioned, chalenged, and made sense of concepts and ideas by grappling with
them. Ther thinking was sometimes “reflective and sdf-corrective, governed by reasons and

criteriaand directed towards the making of connections about the world” (Splitter, 1991).

The content was important in relaion to sudent learning and servicing the domain specific
content needs of the curriculum. Above dl, sudents were activdly involved throughout the
sesson. As they worked through the task of discovering dl the dements to condder when
answeing the problem quesion (which was the man task of the sesson), vaious smdler
tasks were embedded within this one, bigger task. These smdler tasks contributed to the
underdanding of the main task and maintained student attention, as many of these tasks were

the result of persond needs expressed by individud students in the group.

The dtudents in Sesson 1 seemed to invest a lot in ther discusson activities The sudents
initiated some of the tasks (see Appendix C for a representation of when, by whom, and how
the tasks were initiated). They were engaged in information processng and restructuring and
sene-meking  activities They were not only involved on a cognitive levd, but also
affectively; they demondrated interest in, as wel as persond engagement with the content:

“And there is a test for it. But you see, this is where | want to know ..But would you have to
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go through the whole process?” (S2 — Session 1) and “That's o stupid. A mom dies a family

of kids’ (S5 - Sesson 1).

If a SIL is to offer students choices about the tasks, she needs to be confident about her ability
to manage the process that may not be totdly within her control. A good knowledge of the
content area to be covered, knowledge of the skills required to mester the content and an
ability to engage in active learning drategies go a long way to help the SIL keep focused on
the learning process. The data seems to indicate that sudents in Sesson 1 had the greatest
opportunity for involvement in the teechinglearning process through managing the S process
and through cognitive engagement. Students in the other two sessons had less opportunity for

active involvement (see Table 19 in Chapter Five).

Johnson & Johnson (1991) in ther summary of the features of collaboraive learning (See
Table 1, in Chapter Three, Section 3) mention pogtive interdependence as a prerequiste for
successful  collaboretive learning. They argue that collaborative tasks should be st in such a
way that dudents are not only interdependent in terms of the execution of the task, but dso in
terms of the marks they obtain for the task. They are thus in favour of group results for group
tasks. In S the only type of interdependence that can be set up, is god interdependence. In
other words, a gStuation where dl students fed responsble for the whole group achieving its
god is dedrable. Thus tasks and activities around the tasks need to be facilitated in a way that

endbles dl the sudents to accept respongbility for successfully completing the task.

For Legd Theory S groups the interdependence in terms of maks is tecit. If, as busy

Sudents, they spend their vauable time together to try and learn something, they need a pay
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off for ther invesment in terms of better marks. This type of interdependence is not so clear
for Psychology students. In Psychology most of the tests written throughout the year are
multiple choice tests. Many students do not cope very wel with the way muliple choice
questions in Psychology are dructured. The language in which they are condructed makes it
difficult for second language students to cope with the complicated, often confusng sentence
sructures. Thus, even though they seem to understand the work in S, there may not be a pay
off in terems of good test results for multiple choice tests. Thus SILs in Psychology have to
work extra hard to establish god interdependence in the way they structure tasks and activities

in order to make the sudents timein S meaningful.

3. Zone of Proximal Development

Cognitive controversy or uncertainty is an indicator of dudents zone of proxima
development and if the conflict is gppropriately managed, it leads to learning. During episodes
of cognitive controversy the three aspects that operate within the ZPD as outlined by Wertsch
come into play. These aspects are Studion definition, creating intersubjectivity and semiotic

mediation. (See Chapter Two for a discussion of these three aspects of the ZPD).

3.1 Cognitive controver sy

In Sesson 1 there were numerous indances of cognitive controversy and eaboraed
explanation, both of which are conddered important for learning in collaboretive learning
goups (Johnson & Johnson, 1991; Cohen, 1994). Through the process of solving the

cognitive controversy, degp processing of information occurs as the emphass is on
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underganding the content within the context of a particular problem. Within this process of
conflict resolution is embedded ample opportunity for content mestery. Whenever cognitive
conflict occurred in sessons one and two, it was initiated by the students. (See for example
extracts 18 and 24 in Chepter Sx). There was no cognitive controversy in Sesson 3. This
could be an indicaion of the limited degree of engagement with the process and the tasks

during thet session.

If the mediaion process is unable to edablish the optimd preconditions outlined by Wertsch,

it leads to a zone of regtricted development (Craig, 1989).

3.2 Zone of Restricted Development

A zone of redtricted development occurred mainly when a SIL was unable to assess students
gtuation definition or was unable to devdop the discusson or activity gppropriate for the
sudent to darify her confuson. Alterndively, if sudents did not have the confidence to assert
ther dtuaion definition and demand that atention be given to ther problem, growth was
dunted (Extracts 12,13 and 14). When the SIL did not encourage Students to participate by
being negative about their paticipation or lack of it, it dso sunted devdopment. An example

of this was Extract 11.

Factors that inhibited the learning-teeching process in the andysed S sessons were the
following:
A sing plan that kept students physicdly removed from each other and the SIL and

therefore inhibited face-to-face interaction (Sessons 1, 2 and 3);

184



Task gructures thet limited participation to afew students only (Sessons 2 and 3);

Taks that demanded limited cognitive engagement or opportunities for knowledge
restructuring (Sesson 3);

Prolonged contributions of content knowledge by the SIL (Sessons 2 and 3);

Frequent negative comments about and a lack of support for Students contributions
(Sesson 3);

Appeding to sources of authority without firs having established students sense of their
own authority (Session 3);

Limited content knowledge of SIL (Session 2).

3.3 Elaborated responses

According to Cohen (1994) daborated responses to quedtions contribute to leaning in
collaboraive learning groups. Students frequently initisted eaborated explanations in sessons
1 and 2 The SLs probed dudents to think more deeply about what they were saying
(Extracts 20, 22). Thus students had opportunities to teech each other, enter into subject

discourse and develop their avn and others understanding.

In Sessons 2 and 3 mogt of the explanations were provided by the SILs, thus there was a high
dengty of tutorid tak rather than tak between sudents, as was the case in Session 1. Extract
17 and the examples in Section 4.4.2, Chapter Sx) illudrate this point. Bargh & Schul (1980)
podtulate that students who teach other students tend to benefit much from the activity. Thus,
the ones who benefited the most in these two S sessons were the SiLs as they afforded

themsdalves frequent opportunities to teach.



4. First level cognition, metacognition and epistemic cognition

Different levels of cognition were activated during the sessons Firg levd cognition, where
dudents work with what they dready know, was most prominent in sessons two and three.
Perkins et a (1993) found that, while a knowledge base was being built or extended,
epigemologica questions could not be foregrounded as intdlectud energy was spent on firg
level cognition issues Knowledge acquigtion is important in order for sudents to be able to
pay dtention to issues of metacognition and episemic cognition. Thus dl three levds of

cognition are required for learning in peer collaboraive groups.

Metacognitive and episgemic cognition were ectivated by peer collaboretive activities Thus
dudents were engaged in dl three of Kitchener’'s cognitive processng levels discussed in
Chapter Two. For example, SIL1 reminded the students of the am of the task: “Okay, does
evaybody undersand what we're doing, where were going. Trying to formulate, not the
perfect answer, but a good, wdl-gtructured answer to this question” (Extract 29). Thus SIL1
made the ams of the exercise explicit and made the students aware of the importance of
understanding the process of problem solving in Legd Theory. Two student responses to this
were “If we answer this in the exam, do we have to put down dl these ements and expand
on them? and “You can get the answer wrong and ill get Sx out of ten”. Thus there was
emphads on more then fird-level cognition. As the dudents druggled to underdand the
naure and limits of the tasks, they were building metacognitive awareness of Legd Theory
tasks. The reflections of the SIL fadilitated the development of metacognitive awareness In

Sesson 1 the SIL reflected on how sudents could help themsdves out of difficult Stuations



by consdering what the “reasonable man” would do in a paticular Stuation (see fird example

in Section 4.4.2, Chepter Sx).

At the end of Sesson 2 one d the sudents remarked: “Can | ask a question? Are these people
saying this one or this is a pefect way of solving a problem? ... Whoever's theory this is, it
seams like a pafect one If it fals like then you say | have to go back. Then it's possble that
if 1 go back | fall agan. What hgppens?’ (Extract 25). This was not only an episemic issue. It
was dso a confrontation with Pery’'s (1970) dudismrddivism continuum discussed in
Chapter Two. SIL2 heped the student to see that there were many potentid modes that one
could follow. However, sometimes SILs did not have the expetise to hedp dudents cross

certain cognitive hurdles.

In Session 2, SIL2 modded how to interpret the information in the textbook, but she did not
give dudents the opportunity to practise the <kill. She accepted the responshility for
interpreting early on in the session, 0 that when S5 shared his summary of the work, he
expected SIL2 to expand on what he had prepared when he asked, “Would you like to
expangae’ (3¢)? Of course, SIL2 obliged and retained the power in the sesson. The

opportunity for explicit metacognitive engagement was not utilised.

5. Semiotic mediation and the acquisition of disciplinary discour se

When dudents paticipated ectivdy, they had ample opportunity to practise academic
language, and more spedificdly, subject or discipline spedific language. The process of

semiotic mediation provided them with opportunities to acquire disciplinary discourse. The
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peer collaborative context affords Sudents opportunities to learn to engage in disciplinary
discourse through learning discipline specific concepts and  participating in discipline specific
tasks. In Session 1 students learned about which types of cases pertain to crimind law and
which to delict; they learned about the kinds of evidence required to prove accountability
(BExtracts 2, 21,26 and 27). It provided them with opportunities to see what counted as
evidence and what not (Extract 27). In Sessons 2 and 3 there were many opportunities to hear
the SLs use distplinay language, and few opportunities to practise usng it (Extracts 12, 17
and 18). The peer group is more tolerant of imprecise language-usage that is a feature of the

language learning process.

6. Theroleof SIL

The man role of the SIL is to facilitate learning by mediating the tasks so that students are

involved in joint productive activity thet simulates learning.

One of the factors that didinguished the qudity of learning in the three sessons had to do
with the way the tasks were mediated. If one's notion of learning is based on the principles
that learning is an active process and that individuads condruct ther own knowledge, then a
SIL has to mediate for maximum active participation and engegement by sudents. Thus she
has to hedp udents to devdop a commitment to the task a the beginning of the S sesson.
This is done through ensuring intersubjectivity and through giving sudents power to influence
the task and the process through which the task is handled. SIL 1 was particulaly successful

a negotiating task and participation and esteblishing intersubjectivity.



6.1 Negotiating participation

Sudents participated actively to solve problems in S if they had an investment in the task and
a levd of choice aout ther paticipation. Frequent negotiations regarding choice or focus of
tasks and inviting dudents to participae in a manner that presarved their autonomy helped to
facilitate the group's investment in the process. Extracts 1, 20 and 22 from Sesson 1 ae

examples of how SIL1 negotiated sudents participation in the tasks.

The negotidion of tasks and participation were integrd to the process of power shaing in
Sesson 1. The dudents in Sesson 1 seemed much more willing to teke responghility for ther
own learning and for sharing power within the group than Students in the other two groups.
They paticipated fredy, asked questions, and answered them and posed problems In Sesson
2 about hdf the group paticipaed. This group conssed of tweve gudents It could be
argued that the group was too big for dl the students to be actively involved. However, | have
been present in sessions of up to eighteen that worked very wdl. In Sesson 3 the sudents
initidly seemed willing to paticipaie, but SIL 3 sazed power and in the process slenced the
group. It was difficult for her to motivate the group to paticipate after her initid dominance

(Extracts 3, 8 and 15).

Participation by dudents can be dructured by the SIL. She invites participation from Sudents
and decides when gtudents should be probed in order to deepen ther engagement with the
task. Quiet students need to be encouraged to paticipate. The SIL has to be aware of the
dudents body language so that those who seem keen to paticipate can be invited, or

uncertainties can be noticed by paying atention to facid expressons This hdps the SIL to
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work within the dudents zone of proxima devedopment. Examples of successful dtempts to

probe students to engage with the task can be seen in Extracts 1 and 22 from Session 1.

6.2 Process management

The role of SL indudes the impostion of a gdructure on the activities and the interactions.
Structuring the interaction darts with making decisons about the physca layout of the room
where S sessons teke place. Where students sit, whether they are able to make eye contact
with every other paticipant in the sesson, induding the SIL, is important for the promotion
of face-tofece interaction (Johnson & Johnson, 1991). Students proximity to others in the
room will influence whom they will interact with. Limited interaction with sSudents who
coud not be seen by the SIL without chenging his or her postion inhibited interaction with

those students in sessons 1 and 3.

Maintaining the collaborative learning process is an important function of the SIL. This
requires making sure that the leved of intersubjectivity among paticipants is optima for joint
productive activity. SILs frequently asked whether sudents understood, whether they were
happy with the way the S process was taking place. See Tables 4, 7, 10 and 16 in Chapter
Five for an indication of the frequencies with which SiLs tried to ascertain whether students

understood what they were doing in the sesson.

The SL plays a role in making decsons about the kinds of activities that will engage

dudents in active leaning. What needs to be borne in mind is that it is joint productive



activity that leads to development. Thus the activities need to be dructured in a manner that

will ensure that the mgority of students are able to participate in doing the tasks.

A high levd of trus between SIL and dudents contributes to high levels of interaction.
Students need to see that the SIL is genuindy interested in their progress through the task.
Here the SIL’s language usage is important. Indusive language that Sgnifies the SIL as part
of the process contributes to cregting trust and co-ownership of the process. The SIL needs to
show support for and vaue students contributions 0 that they can huild confidence in the
sgnificance of ther contributions as pat of the teeching—learning interaction. SIL3's frequent
negaive remarks had a limiting effect on the levd of student trust and consequently their rate
of participation. Extract 18 is an example of a negaive way in which SIL3 tried to encourage

interaction.

According to Cohen (1994) three types of tadk is required in collaborative learning groups
tak between learners tutorid tak and reflective tak (through inner speech, thet is thinking,
writing or reading). Tak between learners occurs when the SIL refreats into the background
s0 that the students may occupy centre stage. Thus an awareness of the need to creste space
for dudents to tak to esch other is paramount. The SIL’s role needs to be primarily an

orchestrating and scaffolding role, rather than adirective one.

In dl three sessons, the SLs maintained a high levd of paticipation. This high participaion
rate was not dways beneficid in hdping students to learn. SIL1's mode of facdilitation seemed
to be mogt successful in ensuring participation and degp engagement in the materid from the

students.
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6.3 The SIL’smediation style

In the three sessions andysed for this dudy three diginct mediation syles were isolaed.
These can be described as enabling (SIL1), providing (SIL2) and interrogating (SIL3). In
Sesson 1 the endbling syle was characterised by the SIL participating dightly less than the
sudents; the SIL pad much atention to process management and faciliteting cognitive
engagement by sudents Over 50% of the SIL’'s inputs related to process management. This
induded atention paid to the tasks (See Table 16 and 18). The dudent inputs in this sesson
that exceeded that of the SIL and reflect the degree to which the students engaged with the
tasks were the following forms of the dements:

IF: disagree, daborate, explain, inform, justify, query, request assstance, and suggest.

C: dass memory, example, fact, interpretation, opinion, and reflection.

UF; contribution, individud nesds

SILT's mode of fadlitation dlowed dudents to adopt a high levd of responghbility for the
learning process (see Table 19). They spent more or less equa effort on managing the process
and engaging in teechinglearning aspects of the sesson. This learner autonomy is important

for a successful peer collaboretive process.

SIL1 mantaned the delicate baance between felow student, group leader and facilitator, and
tutor. For the better part of the sesson SIL1 maintained his role as near-peer. There was one
ingdance where SIL1 adopted a traditiona tescher mode, using traditiond teacher discourse
like, “I have drilled into everybody”. At this point in the sesson it was dear that Sudents

suspended ther atention. They did not make eye contact with SIL1 nor with each other.
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However, SIL1 soon redised the problem and deered the proceedings into more productive

terrain.

The SL with the providing dyle (SL2) spent the largest proportion of the cognitive
engagement activities by providing much of the input, rather than dlowing the Sudents to do
the work. The contributions of the students that exceeded those of the SIL indicate that ther
engagement was limited were the following forms of the dements

IF: inform

C. fact, opinion, example, and problem

UF: contribution

SIL2 modeed the process of reflecting on content. The sesson was dominated by her
interpretations of the content presented by the two students who had prepared for the session.
This may have had bendfits for the sudents, in thet it provided them with a modd of how one
could think about the work. However, it provided limited scope for discusson among

students.

If SIL2 had made it clear what she was doing and then asked the students to demondrate how
they would interpret informetion, the drategy would have had more vadue. Only sudents who
hed the ability and the indinaion to criticaly reflect on the process they had been through in
the S sesson would have been able to derive that kind of vaue from the sesson. For others it

was an opportunity to hear the information a second time after the lecture.

Although there were ingances of peer tak and peer collaboration in answering questions and

clarifying concepts, this was limited. The dructure of a sesson intimately influences the way
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in which the sesson tasks ae perceved. Limited opportunities for joint productive activity,
cognitive controversy and elaborated responses to answvers were created by the structure of the
task and the providing mediaion syle of SIL2. It seemed, though, from their body language
and ther facid expressons as if they were interested in the proceedings. Thus these students

may have learned from a position on the periphery of the activities.

SIL 3's interrogaing dyle contributed the highest percentege of interactions and operations,
most of which were quedtions requesting or inviting sudents to paticipate. Again, the types
of inputs by the students that exceeded those of the SIL indicate the shdlow level of student
engagement were the following forms of the dements.

IF: inform

C: fact, interpretetion

UF: contribution

Initid dominance by SIL3 and the framing of frequent puzze-type questions created
expectaions that were contrary to the gpirit of peer collaboration. Minimd cognitive and
emotiond investment were made as a result. This was further highlighted by the fact that no
questions reding to the devdopment of an understanding of the content materid of the essay
writing process were asked during the sesson. There were dso no instances of student

initigtion of tasks or any peer collaboration.

Ancther factor that influenced participation and thus the levd of activity was SIL3's attitude
during the sesson. SIL3 dlowed her previous experiences with non-participating students to

influence her approach to this sesson. Students seats were far gpart and the students body
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language indicted that there was no group coheson. However, the udents did show some
willingness to engage during the initid dtages of the sesson, but this was soon disspated as a
result of factors such as the task and SIL3's mediation style which was interrogating rather
than inviting or enabling and the fact that the task was not negotiaied with the group a the
dat of the session to ensure that it would serve their needs at the time. Thus the development
and mantenance of pogtive rdationships with S dudents is important for ensuring
productive learning groups. An amosphere where students are able to have fun contributes to
their learning. This was lacking in Sesson 3, in contrag to Sesson 1 where intermittent

moments of light relief created a positive amosphere.

6.4 SIL srolein the enculturation process

The SIL plays a pivotd role in the goprenticeship rdationship with gudents. As the more
competent other in the peer collaborative dtuation the SIL's task is to guide and share her
experience. The three SILs in the dudy did this manly through sharing drategies like study
skills problem solving drategies and through opening up opportunities for  metacognitive
awareness. SL2 did this through demondrating the development of a concept map while the
two students were sharing their summaries of the sections of a chapter. SIL3 shared how she
would approach an essay. SIL1 showed the students how the tests could be used to help them

to solve aLegd Theory problem.

The role of the sudents in the apprenticeship reationship is on the plane of participatory
appropriation. Participatory gppropriation refers to how dudents change through ther

involvement in culturd ectivities (See Chapter Two for more discusson on  participatory
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gopropriation and the apprenticeship modd of learning) This is achieved through active
involvement in the peer collaborative process It is difficult to cite examples of participatory
gopropriaion within the course of a sngle S sesson. However, | think it is safe to assume
tha Sudents lean ways of thinking about concepts ways of quesioning, solving problems,
and udng language as a result of ther paticipation with others in the S context. Students in
Sesson 1 learned how an S sesson was conducted: problems were s, questions asked and
the group participated together to present solutions Thus they were able to paticipate & a
relaively deep leve in the process A very smpligic example of appropriation occurred in
Sesson 2 where b dfter experiencing the way in which the SIL interpreted every contribution
by a dudent, paused after his initid interaction and asked whether she wanted to “expangate’

(sc0).

7. Theroleof thestudents

S is a voluntary programme and therefore requires an internd locus of control from students.
This peasond responghility for on€s own leaning needs to be extended beyond getting
onedf to the SI sesson, to becoming attivdy involved in the teaching-learning process. Not

al sudents take on this respongibility.

7.1 Participation and commitment to the peer collabor ative process

Sudents  commitment influences their ability to participate and make useful contributions to
the teaching-learning process Students need to be a easse with the idea of participating and

they need to be willing to do so. Ther willingness to paticipate is influenced by, amongst
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other things, how secure they fed in the teachingleaning environment. This, in turn, is
influenced by ther experiences in dmilar teechinglearning Stuations. In the Depatment of
Lav dudents paticipaed in weekly tutorids where they were expected to be actively
involved in group discussons At leest one of the Legd Theory 1 lecturers promoted active
involvement of students in his lectures. The group who participated in Sesson 1 were regular
S atendees who were a ease with each other, used to the process of participation and sharing
responghbility for the success or falure of the sesson. There was thus a culture of
paticipation in the depatment and among the sSudents involved. Students were able to

trandfer their tutorid experience to the Sl setting.

During Sesson 1 dl the dudents made inputs and five out of the seven students contributed
extensvdy to the discusson. The two students who sat next to SIL 1 and thus out of his direct
line of dght, contributed minimaly, but were dill involved on the peiphey, fdlowing the
discussons. They were e to contribute meaningfully when cdled upon. There was plenty
of opportunity for dudents to verbdise and practise legd terminology as wel as process
information. Students were dl involved in giving and recaiving daborated explanaions This
according to Webb (1982), is bendficd to academic achievement. All sudents in the group
paticipaed in the joint productive activity of discusson and problem solving. In this sesson
the beneficid kinds of tak, that is tdk between leamers where they share expetise and
ignorance and tutorid tak, where they benefit from more expert guidance from the SIL were
present. It is of course, difficult to gauge the extent to which reflecting through inner speech

occurred.
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In contradt, the Department of Psychology, & the time when Sessons 2 and 3 were recorded,
offered only eight tutorids during the year. At the time of recording the students had had Sx
of the tutorids — three during the firs semester and the rest during the second semester. These
tutorids focused primarily on preparing sudents for the essays and other writing tasks they
had to write during the year. In addition, the lecture classes were big and few lecturers
dimulated discusson during lectures. Approximatedy 75% of dudents in Sesson 2 became
regular atendees during the second semester only. They therefore did not have a higory of
colleboraive leaning. The dudents in Sesson 3 atended S intermittently when  they

experienced problems with the course content.

7.2 Levesof participation and perceived authority

Many of the sudents in Psychology S came from an educationd background that left them
underprepared  for universty Sudy. Seaizing authority within a teaching-learning  environment
was new to these students. However, it needs to be borne in mind that black students come
from a culture with a “cooperdive socid orientation” and thus have the potentid to
“experience gregier academic success in cooperaive classes in comparison to whole dass
competitive dassooms’ (Mkhabea, 1996, p. 143). Mkhabda notes that the South African
black classoom is largely dominated by teecher centred approaches, and most sudents get to
universty without having been exposed to effective study <kills programmes. She suggests
that black dudents do not have opportunities to “goply their everyday life commund

orientetion to academic situations’ (1996, p.143).



There is thus a sious digunction between dudents life experiences in ther home
communities and their experiences in educationa settings. Ways need to be found to access
sudents cooperative skills and meke them fed secure enough to risk exposure in a
collaborative learning context. The ams and procedures of collaboration in the dassoom
should be made explicit and practised as part of the S process, especidly when students are

new toit.

In addition, it is important to hep sudents meke the connections between the work and their
own lives thus engaging dudents affectivdly as wel as cognitively with their leaming. In
Sesson 1 there were ingances where students tried to generate examples that would hdp put
themsdves in the shoes of people experiencing the legd problems they were aming to solve
in ther S session. SIL2 linked what the sudents were doing in the sesson to students
pesond learning and sudy needs. For example, she reflected on dudents experiences in a
previous S sesson where they generated drategies to ded with difficult course content. She
dso usad the course content in Sesson 2 to offer persondised, reatlife examples of students

learning lives.

7.3 Participation and perceived status

Their percaved daus or how Sudents themsdves perceive ther daus influences
paticipation paterns in peer collaborative groups. Cohen's (1994) research discussed in
Chapter Three shows that high status students contribute more than low satus students. In the
Rhodes Universty context datus is determined by whether a dudent beongs to the mgority

or minority culture. Hunt's (1997) research found that maes white Sudents English fird
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language speskers and black students who attended private or former modd C schools were
perceived to have higher datus within the academic milieu by other dudents These dudents
participated more frequently than students whose perceived status was lower. The mgority of
the dudents a Rhodes Universty are white, English spesking dudents with reaively good

academic backgrounds.

Black gsudents from former modd C or privaie schools are perceived to have a higher dtatus
than students from the former Depatment of Education and Traning (DET) schools (Hunt,
1997). DET schools were desgnated for black pupils during the time of Nationd Paty
government. It is dear from the interaction patterns in the 9 sessons that these datus
divisons goply. In Sesson 1 dl the participants were ether high achieving sudents or came
from the dominant communities on campus and were therefore very vocd. There were three
black sudents in tha group — one came from a private school and the other two were
Zimbabwean students who had achieved A-levels. In Sesson 2 few students were very vocd.
The vocd dudents had confident dispostions and were average academicdly, rather than
poor. All the dudents in tha Sesson 2 came from former DET schools Sesson 3 had a
mixed group of Sudents. The most vocd Sudents in that group were the maes The group
condsted of four maes (two whites) and three femdes (dl black). The most vocd mde
sudent was white. An important contributing factor to student slence in this group had to do
with SL 3's dominance Hunt (1997) found Smilar paterns in her dudy of the interaction
paterns in firgd year tutoria group at Rhodes Universty. Her study focused on the effects of

gender, race, and home language on the rates of participation in tutorid groups.



7.4 Student contributionsto the peer collabor ative process

The daa indicates tha where sudents perceve themsdves as having the authority to
contribute to the learning process, the potentia for learning interactions is high. Students in
Sesson 1 and to a limited extent in Sesson 2, made contributions thet resulted in cognitive
conflict and the resolution of the conflict through daborated responses from fdlow students

and SILs Attention was paid to metacognition aswell as epistemic cognition.

8. Conclusion

The findings of this research are that S as a peer collaborative process does have the potentia
to influence sudent learning pogtively. However, the right conditions need to preval. These
conditions include an gppropriate medidtion dyle on the pat of the SL; tasks tha ae
dructured for paticipaion by the larges possble number of dudents in the group; Students

who are able and willing to contribute to ther own and fdlow sudents' learning.

These findings indicate sdient areas on which S leader training needs to focus. The research
ds indicaes tha S dudents need to be made aware of the potentid influence of their
paticipation or lack of participation on ther leamning and devdopment. One of the ways in
which the slencing and limiting effects of sudent datus can be neutrdised is to make
dudents aware of its influence on ther learning. Thus, atention needs to be pad in S to

hdping suderts to reflect on dl aspects of the teaching-learning process, induding the role

they play in the process.
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CHAPTER EIGHT

CONCLUSION

1. Peer collaborative learning — possibilities and limitations

In this research | invedtigated the processes of peer collaboraive learning in S groups a
Rhodes Universty. | was concerned with understanding the processes that enhanced or
inhibited learning-teaching. The research findings indicate that S has the potentid to mediate
learning in a quditatively different way to tutorids and lectures. The process is dependent on
a number of key vaiables such as the mediation skills and style of the leader, the choice of

tasks and the level and extent of student contributions to the process.

Sudents seem to group themsdves in more or less homogenous groups in rdation to ther
academic background, but not necessaily in terms of levels of competence. Academicdly
able groups like the lav dudents exploit the full potentid of the peer collaborative process.
They ae die and willing to paticipate. For dudents who are academicdly underprepared,
the pogdtion seems different. There is a focus on lower leves of cognitive engagement as
dudents sruggle to deveop content knowledge of the discipline. Also, these students do not
paticipate willingly. S leaders druggle to get them to teke responghility for the activities in
the sesson. This is borne out by Blunt (1998) who suggests that S a the Universty of Port
Elizabeth has been less successful in engaging underprepared sudents than it has been in

fulfilling the needs of more competent students.

According to SIL1 (persond communication, February 1999) it tekes a longer period of

intensve S work before the levd of interactions move to the metacognitive and epistemic
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levels with poorer students. If, however, the focus on firsd level cognition is necessaxry, as
Pekins et al (1993) suggedt, then the S context does serve a purpose in providing students

with an informd, safe gpace to develop content knowledge.

Mkhabela (1996) noted that potentidly, black dudents (who dso meke up the largest
proportion of underprepared students @ Rhodes Universty) could achieve greater academic
success through collaborative learning, as ther home environments tend to be commund.
Theoreticdly, these students should find the collaborative learning context of S beneficid.
However, their experiences of the culture of school and classsoom have caused them to see
themsdves as having little authority in the teaching-learning context. An  explicit re
acculturation process in terms of the socid condruction of knowledge needs to be pat of the
S experience for sudents in order to assure that dl students derive the potentid benefits of
peer collaborative learning. Research by Clak (1998) and Koch & Madlon (1998) suggest
that underprepared students prefer a more dructured and directive gpproach to teaching

learning than the more informal, sudent-driven approach of Sl.

In S sessons sudents need to be given opportunities to reflect on their experiences within the
peer collaborative context as well as on ther learning in generd. Thus, Johnson & Johnson's
(1985, 1991) emphasis on the importance of the processing of (reflecting on) the group work
seems to be supported by the findings of this research. SILs, then, need to be trained to be

sengtive to the needs of al students and ke able to lead students in the reflective process.



2. Generalizability of theresearch

It is likdy tha the findings of this ressarch are generdizable to other types of smdl group
teeching Stuations, such as smdl group tutorids where a dudent tuor fecilitates the learning
of dudents. Findings with regard to the nature and dructure of tasks that are gpplicable to
collaborative work in smdl groups may be rdevant for task desgn in tutorids The findings
about the facilitation styles which help or hinder student participation and autonomy may dso
goply. It seems important that attention be pad to the qudity of interactions between group
leeders, whether SILs or tutors, and their students. Putting students in groups with a group

facilitator and a sat of tasks does not necessarily guarantee that learning will occur.

This research has developed a means of evauating the process of peer collaborative learning
through a focus on the different aspects of activity, viz. the task, gods and interactions of the
S process This means of evdudion may be gpplicable to other smal group teachinglearning

modes, such astutorids, seminars and workshops within a university setting.

3. Sl and assuring quality in teaching and learning

Voluntary, out-of-class peer collaborative learning classes such as S offer students sructured
opportunities to interact with fellow gudents and senior Sudents in order to learn about the
demands of courses on different levels — & the level of learning content as well as engaging
on the metacognitive and epitemic leves It offers opportunities for students to engage in
cognitive controversy that will help them to engage with ther learning. In addition it offers

Sudents opportunities to take responghility for their own learming.
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A qudity teaching and learning environment can be assured through the training and on-gaing
development of S leaders in tarms of the aspects of mediating peer collabordive learning
groups highlighted by this research. Students can play a more active role in assuring a qudlity
learning experience by daming authority and reflecting on ther leaning processes, incduding
the peer collaboraive process of Sl. The SIL's role in faciliteting quality teeching-leaming in
S is paamount. SILs rneed to adopt a fadlitative style that will promote high qudity

interactions by students.

This research indicates some areas to be focussed on in the training and development of SILs.
Theseinclude:
moving beyond training in bedc fadlitation <ills to indude an in-depth look & how
different facilitation styles may help or hinder a fruitful teeching-learning environmert;
focusng on the dements of joint productive activity, thet is, the types of interactions thet
may lead to high qudity pexr collaborative learning and how the process may be
fadilitated by SILs and students;
emphassing task desgn with a focus on how the dSructure of the task might influence the
level and the extent of student engagement with the task;
paying in-depth dtention to the epigemic nature of the course with which the leader will
work;
emphassng the important role of metacognition in leamning and how to dructure
opportunities for metacognitive engagement by sudents;
developing sengtivity towards the potentidly dienating effect learning groups may have
on dudents who have not experienced high levds of active involvement in learning

teaching Stuaions.



4. Further research

This sudy focussed on examining peer collaborative processes in Situ. A shortcoming of the
research desgn is tha students and S leaders did not have the opportunity to aticulate ther
experiences of the collaborative processes for this study. This suggests a further area for

research.

A soond shortcoming of this sudy reaes to the sampling. The sample was chosen as it
represented examples of good, mediocre and poor S sessons as viewed againg the backdrop
of the current theories on collaborative learning. A more extensive sudy that andlyses a range
of different kinds of S sessons with an aray of adtivities and interaction styles will yied
vduable indghts into the kinds of mediation practices that spawn successful collaboretive

learning. A typology of good mediation practices may result.

Another useful area of research would be to do longitudind studies of specific S groups for a
year in order to invedigate how the group processes and cognition levels devdop and change

as the students and the SIL become more adept at the S teaching-learning process.

This research has highlighted the need for students to have a metacognitive awareness of ther
learning. Students need to be able to reflect on the teaching-learning process and their place in
it. Only if they are adle to do 0 successully, will they be adle to utilise the learning-teaching
potentid of peer collaborative groups. Action research projects that am to deveop students as

reflective learners who are able to evduate ther own and others performance in different



types of leaning contexts, will hdp praectitioners to find ways of improving the learning

teaching for students.

5. Final comments

The deps towards academic literacy are not giant ones. But as dtudents participate in the
vaious culturd adtivities of the inditution, with the guidance of and in joint productive
activity with fdlow dudents, they become ever more confident steps. Each of the activities
sudents participae in — lectures, tutorids, reading, writing essays paticipating in S groups,
helps them to see in different ways, the pah they must wak on the academic journey. This
research has investigated how the process of peer collaboration in S groups may fecilitate the

way sudents develop in their journey.
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Appendix A

Reading guide 1

INTERACTIVE FUNCTIONS

TO CLARIFY

TO COMMENT

TO INFORM

TO QUESTION

TOINVITE

TO JSTIFY

TO ELABORATE

TO PROBE

TO EXPLAIN

TO QUERY
TO REQUEST
TO REQUEST
ASSISTANCE
TO RECORD
TO DISAGREE

TO SUGGEST

Attempting to make the meaning of conceptud content intdligible
to others.

Making a statement to others about some aspect of a concept/ the
task / group process (excluding regjecion / support / query / judtify.

Providing (conceptud) facts to the group pertaining to the task or
other.

Seeking dlarification for others about certain conceptud data
(indluding additiond informetion) about the task / group [rocess.

Soliciting conceptua content from other(s) in function of solving a
problem.

Providing argumentsin favour of a pastion. Providing grounds for
aclam to others.

Providing additiond informetion about something presented by
another or subject.

Soliciting more informetion / ideas about conoept / problem with
the am of didting degper thinking about something.

Providing conceptud information making clear the meaning of
something.

Indicating uncertainty about certain conceptud content.

Asking (proposing to) others for something to be done with regards
to the task / group process.

A specific request denoting limited understanding and seeking
assistlance with of topic under discussion

Making awritten record or conceptua content.
Indicating to others that one considers certain conceptua content or
aspects of the task / group process unacceptable.

To propose an ideain response to earlier inquiry or query. Not
gpecific asin case of fact.
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COGNITIVE-AFFECTIVE CONTENT

EXAMPLE [llustration of concept for darifying purposes.
FACT Information provided in order to solve the problem.

INTERPRETATION Specific understanding of the meaning of conceptuad content.

OPINION Persond bdlief / feding.

REFLECTION Verbdisation of occurring cognitive — emative or behaviourd
process.

UNDERSTAND Redaes to whether the sudent/s follow and understand the process
or task.

REPITITION Re-occurrence of content of previous contributions.

STRATEGY Information about (learning) Srategies reating to the task or
problem.

CONCEPT |dea underlying nation.

CLASS MEMORY Information about what was said in class— bears rdation to the
task.

PUZZLE Question to which there is a specific, finite answer.

PROBLEM Aniill-gructured question with no definitive answer.
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UNDERLYING FUNCTION OF OPERATION

TAXK

DEVELOP
CONCEPTUAL
UNDERSTANDING
(DCU)

AMPLIFY
PARTICIPATION
CONTRIBUTION
DIRECTION
INDIVIDUAL NEEDS
ENGAGEMENT
GROUP
ASSISTANCE
CONCEPT
CLARIFICATION

INTERSUBECTIVITY

LIGHT RELIEF

Promotion of any aspect of atask not included below.

Input with the am of heping the group or an individud
understand a concept.

Strengthening conceptua ideas to enhance acceptance by the
group.

Encouragement of conceptua contributions towards the solution
of the problem.

Provison of the essentid conceptud building blocksin direct
function of the problem solving / task completion process.

Contribution that seeks to change the direction of the
proceedings, eg. introduce new task.

Contribution that seeks to fullfill persond need of participant,
unrel ated to the group process.

Encouragement of deeper engagement with the task / facilitates
Oeeper thinking.

Fadilitating goup dynamics/ For the benefit of the group
Process.

Group member asking for help with problem.

Input mede to help participants understand the meaning of
Specific concept.

Attemptsto make sure that the everybody in the group is
engaged in the same task.

Input made specifically as ajoke.



Appendix B: Transcript of Sesson 1, including description and application of Reading

Guide 1.

Column 1: spesker; column 2: transcription; column 3: number of operation; column 4:
thick description; column 5: labd according to Reeding Guide 1.

SL1 | Ld's review the facts we drew together | 1 SIL1 bring the group to order to | IF: Invite
last week. start thesession. C
SIL1 invites contributions from the | UF: Task
group.
SIL1 dso wants to bring people
who did not atend the previous
week, into the picture.
SIL1 wants the group to get a
picture of where they got to the
previous week.
Okay, who wantsto start? 11 SIL1 opensthe floor to the group. IF: Invite
SIL 1 invites participation. C
SIL1 offers the group the choice to | UF: Participation
participate.
S1, do you want to start? 12 SIL1 notices that S1 is ready to | IF: Invite
start. C
SIL1 asks him if he would like to | UF: Participation
start.
ST We defined ddict. Then we went to the | 2 Sl lists what they did the pevious | IF: Inform
dementsof ddlict ... interpretation. session. C: Fact
UF: Contribution
SIL1 | Does everybody understand the path that | 3 SIL1 asks if everyone understands | IF: Question
we followed? the path they’ ve been following. C: Understand
SIL1 reminds them that they are | UF
working within astructure. Intersubjectivity
Is everybody happy with it? If everybody | 31 SIL1isdill setting the scene. IF: Question
happy with how far we are? SIL1 is trying to establish whether | C: Repetition
there is anything from the previous | UF:
week which needs to be clarified. Intersubjectivity
dL1 is dso trying to esablish
intersubjectivity.
SIL1issgtructuring the activity.
SIL1 seems to have a grand plan in
his head.
Wejust got asfar as dements. 32 SIL1 reestablishes where they got | IF: Support
up to thelast time. C: Repetition
UF:
Intersubjectivity
SL1 | Wherearewe going to now? 33 SlL1 tries to dicit direction from | IF: Question
the group for the process of | C
answering the task question. UF: Direction
2 We have dready expanded on the |4 S2 further clarifies what they | IF: Inform
dements. We expanded up to achieved in the last session. C: Fact
wrongfulness. She participates in the process of | UF: Contribution

reaching intersubjectivity.




SL1 | Ja weexpanded onthe eements 5 SIL1 agresswith her information. IF: Support
Thee sems to be generd | C:Repetition
agreement in the group about the | UF:
starting point for this session. Intersubjectivity

Who wantsthe next one? 51 SIL1 asks who wants to contribute | IF: Invite

next. C:
SIL1 wants to move the action | UF: Participation
forward.
SIL1 wants to make sure there is
turn taking.
SIL1isdtill driving the structure.

(S3 begins to turn the pages of her file

This is an indication that she wants to

connect with the action.)

3 It'sfaultsisn’tit? 6 Offers contribution. IF: Question
S3 wants to edablish whether she | C:
isontheright track. UF:

Intersubjectivity
A Fault, blamefulness, accountability. 7 A helps by agredng and adding | IF: Inform
ancther point to consider. C: Fact
UF: Contribution
3 With accountability you have to edtablish | 8 S3 draws attention to an issue with | IF: Elaborate
between accountability and the different accountability. C: Fact
forms of fault. UF: Contribution

SIL1 | Canyou hdp uswiththat ? 9 SIL1 asks if S3 would like to hep | IF: Request
with different forms of fault. C
SIL1 sees an opportunity to help | UF: Participation
them clarify their understanding of
this.

3 Okay, for the accountability you must find | 10 S3 agress to offer information on | IF: Explain

out what is the age of the children. At different types of dolus. C Fat
what age they can be held responshle. Reates important fact about | UF: Contribution
...capex, napex. And the different types of accountability.
dolus, indirect dolus, ... of dolusarecalledin Latin.
SIL1 remans quiet during this
interchange.  He dlows them to
struggle with thisissue.

S1 Thet's for criminal law. 11 S1 disagrees with S3's | IF: Disagree
categorisation  of  dolus under | C:
ddlict UF: Contribution
Sl suggeds that the  correct
categorisationiscrimind law.

A Ja, that's not part of ddlict. 12 A agresswith SL IF: Support
They collaborate to try and figure | C
out what the answer is. UF: Task

S1 XXX. In Audtin they put it under crimina | 13 S1 suggests that a textbook | IF: Inform

law. Heput it under criminal law. caegorises dolus under crimind | C: Fact
law. UF: Contribution

S1 offers proof from the textbook.




SIL1 | It is for both. It is like a universal concept | 15 SL1  daifies the confuson | IF: Claify
that follows through dl parts of Lav. So, (Epistemic cognition?) C: Fact
ja SIL1 saes that it is a universd | UF: DCU

law

SL1 | For those who have read through Ausdtin, | 15.1 SIL1 congratulates their scholaly | IF: Comment
well done. behaviour. C: Opinion

UF: Group
Okay, does everybody understand what | 15.2 SIL1 asks if everyone understands | IF: Question
were doing, where we're going? the process they’ re going through. C: Understand
UF:
Intersubjectivity
We're trying to formulate, not the perfect | 15.3 SIL1 recognises tha there may be | IF. Comment
answer, but a good, well-structured answer some |oss of the generd focus. C: Reflection
to this question. Okay. SIL1 tries to bring them back to | UF:
his original structure. Intersubjectivity
SIL1 explains what they are trying
to do with thistask.
Episemic  knowledge. This is
wha makes for good argument in
Law.

S3) If we answer this in the exam, do we have | 16 S5 isnot ready to move on yet. IF: Question
to pu down dl these elements and expand S5 takes control of where the | C. Strategy
on them? discussion movesto now. UF: Direction

S5 aks metacognitive question re
scope of exam answver.

SIL1 | Veyimportant. 17 SiL1 acknowledges the | IF. Comment

importance of her query. C: Opinion
UF: Task

3 You can get the answer wrong and you can | 18 B3 do  aknowledges  the | IF: Comment
il get six out of ten. importance of the query C: Reflection
(general laughter ) 3 shares her experience / opirion | UF: Task

regarding S5's question.

SL1 | That's ... if you look at the tests that | 19 SIL1 suggests that it's strategic to | IF: Support
people have written. Some of you have not launch into an answer without | C: Reflection
written tests where you did not know the prepaing the ground for the | UF. Amplify
answer, but you've set out al the different answer.
things and you got Six, seven out of ten ... They are ligening, but do not look
with a totdly wrong answer. It's asLL
important  things. Like doing a Even though S3 mentioned the
mathematica  equation. You can write importance of getting the formula
down where you're going and get the right, it seems as if they are not
wrong answer! interested in  hearing the whole

story.
(Maybe they've heard him say this
before?) IF. Comment
C: Strategy
SIL1 emphasises the importance of | UF: Task
It's very important that you don’'t snap | 19.1 following the formula
straight into the answer.
I've drilled into everybody a set formula | 19.2 SIL1 says that he has explained a | IF: Comment
for answering these questions. st formula  for  answering | C: Reflection
questions many times. UF: Task




That is, a definition of the section you're | 19.3 SIL1 mentions the first step of the | IF: Inform
doing. In this case it's ddict Then you go formula. C: Strategy
to the elements of ddict. Just write them SIL1 goes on to the next step. UF: Task
out, quickly state them. Treditiona teacher-talk.
Wheat's the next step? 194 SL1 asks group what the next step | IF: Question
inthe formulais. C
SIL1 invites group back into the | UF: Task
discussion.
2 Expanding with examples. 20 2 answers SIL1' s question. IF; Inform
They say what the next stepis. C: Strategy
UF: Contribution
SIL1 | Withexamples Examplesbeing? 21 SIL1reflectstheir answer. IF: Probe
SIL1 probes for a more complete | C: Puzzle
answer. UF: Participation
SIL1  is  druggling to get
participation going. The reason
could be tha he has not given
them a dear enough dSructure
content within which to work.
They're grappling to find
something useful to say.
S3 XXX. The story. The thing that stick in | 22 S3 suggests what might form part | IF: Inform
your mind. of examples. C: Interpretation
UF: Contribution
SL1 | Thethingsthat stick in your mind, like? 23 SIL1 reflectswhat S3 hasjust said IF: Probe
SIL1 probes for an example of | C:
S3's suggestion. UF: Engegement
S The one that we did yesterday. 24 S5 tries to remember the case. IF: Suggest
C: Reflection
UF: Contribution
59 Likethe students ... what was that student? 241 S5 suggests that the case they did | IF: Question
the previous day could be rdevant | C:
to the present discussion. UF: Contribution
A (Whigpers to S3) Can | get yesterday's | 25 S4 asks for yederday's notes from | IF: Request
notes from you? 3. C
UF: Individua
needs
5] Like the woman who ... 26 S2 is dill trying to offer an | IF Suggest
example. C: Example
UF: Contribution
SIL1 | That Stevenson case.... 27 SIL1  suggests  an  appropriate | IF: Inform
example. C: Example
UF: Contribution
2 You're taking about ddict and you're | 28 Disagrees with the example. IF: Disagree
givingaCrimind Law ... C: Reflection
UF: Task
SIL1 | Okay, likethat. 29 SIL1 agress with something one of | IF: Support
the students  mentioned in| C
connection  with  his  origind | UF: Task
question about examples.
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2 Can | expand on .. Sorry, | forget your | 30 2 asks permisson to expand on | IF: Question
name? something S3 hed said earlier. C
S aks S3'sname. UF: Direction
2 takes control.
S chages the direction from
where SIL1's diverson wes taking
them.
3 3 31 B givesher name. IF: Inform
C: Fact
UF: Group
) S3.  You know, when she was taking | 32 S2 tekes them back to the | IF Comment
about fault ... discussion on fault. C: Reflection
UF:
Intersubjectivity
% Within fault they mention negligence and | | 32.1 S2 suggests that in an answer | IF: Inform
found you have to mention the test for where fault is under discussion, the | C: Reflection
negligence because it's going to apply in tex for negligence has to be | UF: Task
you find answer. mentioned.
2 shaes her understanding of the
epistemic  requirements  of  the
question.
SIL1 | Okay, what isthe test for negligence? 33 SiL1 acknowledges the change in | IF: Question
focus of thediscussion. C: Puzzle
SIL1 asks the group what the test | UF: Task
for negligenceis
A Foreseeable aspectsand ... Okay ... 34 A suggests an answer. IF: Inform
S4 thinks she knows pat of the | C: Fact
answer, but seems to think there is | UF: Contribution
moretoit.
SIL1 | Andthecase? 35 SIL1 asksfor the relevant case. IF: Probe
SL1 reminds them of the | C:Puzze
importance to offer case law as | UF: Task
evidence for their argument.
Epistemic issue.
A Kruger vs. Kruger 36 SA suggests a case. IF: Inform
C: Fact
UF: Contribution
4 Houghton vs. Stone 37 S offers adifferent suggestion. IF: Inform
C: Fact
UF: Contribution
SIL1 | Okay, weoffer two. Kruger vs. Kruger ... 38 SIL1 suggest that two @ses can be | IF: Support
(General laughter fromthe group) offered as examples. C: Repetition
The group finds that funny. UF: Task
S3 to| Coetzeevs. Coetzeeiseasy. 39 S3 suggests that a different case | IF: Comment
9] may be easier. C: Opinion
UF: Contribution




2 Ja, but you haveto haveit in. 40 S2 dates that it is important to | IF: Comment
have the test for negligence in the | C: Opinion
answe. UF: Contribution

SIL1 | Thetest, you haveto put the test. 41 SIL1 agrees with her that the test | IF: Support
isimportant. C: Repetition

UF; Task
Okay, can everybody write that down? | 41.1 SIL1 wants to bring the group to | IF: Question
Does everybody know what they're going the same point. Intersubjectivity. C: Understand
to write down? Is everybody sure where SIL1 asks if they dl understand | UF:
weregoing? the diredion of the discussion. Intersubjectivity

A XXX.  Foressesble aspect, preventability | 42 $4 suggestswhere they are going. IF: Inform

of harm. Focuses the discusson on the task | C: Fact
relaing to fault. UF: Contribution
Y If a reasonable person sees harm and takes | 43 2 sys what her understanding of | IF: Elaborate
stepsto prevent it. preventability of harm is. C: Fact
UF: Contribution
3 There are four steps: 44 S3 gtates that there are four steps. IF: Inform
They ... if a person sees the foreseedbility S3 gves a breskdown of the steps. C: Fact
of causing harm to another person... UF: Contribution
The second step is whether a reasonable
person has taken steps to guard againg the
conduct.
What seps would a reasonable person
havetaken.
Finaly, did the defendant take those steps?
$ The steps were modified to consider the | 45 S5 suggests another factor to be | IF: Inform
persond attributes of the defendant and the taken into consideration. C: Fact
circumstances of the defendant. UF: Contribution

SIL1 | Canyou give an example of that? 46 SIL1 asks S7 next to him for an | IF: Question
exanple of wha S5 had | C:Puzzle
mentioned. UF: DCU
S7 appeds across the table to 2
for assistance.

St A surgeon. 47 S7 givesan example. IF: Inform

C: Example
UF: Contribution
SIL1 | Okay. 48 SIL1 agresswith example. IF: Support
SIL1 waitsfor more. C
UF: Group
Si Ja, there are different standards. If you're | 49 S1 eaborates. IF: Elaborate
a specidid, there are higher standards set The rest of the group indicate their | C: Fact
for you than that of any reasonable man. agreement by nodding their heads | UF: Contribution
(General agreement) and saying “jal’.
Y] He said something ... XXX you're ill of | 50 S2 remembes what the lecturer | IF Inform
that profession. had sid about the issue of | C: ClassMemory
specialists and accountability. UF: Contribution

S Ja, that’ sright. 52 5 agrees with S6. IF: Support

C: Repstition
UF: Task




5] S0 you guys ae remembering from ... I'm | 53 2 praises them for remembering. IF: Comment
happy you guys are remembering. C: Opinion
UF: Group
SIL1 | Are you okay? Does anyone want to offer | 54 SIL1 enquires whether they are | IF: Question
asuggestion for what we do next? happy. C: Understand
SIL1 asks for suggestions about | UF: Task
the next step.
Discusstheremedies? 5.1 SIL1 offers a suggesion in the | IF: Suggest
form of aquestion. C
SIL1 offersthegroup thechoice. UF: Task
3 We haven't finished. We dill have | 55 S3 indicates that they are not ready | IF. Comment
causation and loss to discuss. tomoveonyet. C: Fact
B suggest that there are gill | UF: Direction
issues to discuss about causation
and loss.
3 Well hejust said what causation ... 55.1 S3 indicates that they are not reedy | IF: Inform
to move on yet. C Class_M emory
B suggests that there are sill | C: Contribution
issues to discuss about causation
and loss.
S3 tels them what they have
discussed.
SIL1 | Do you want us to expand on that or is it? | 56 SIL1 asks them what hey want to | IF: Question
do next. C
SIL1 asks whether they want the | UF: Task
group to expand on what they have
done.
SIL1 offers direction, but gives
them the choice.
2 Wejust highlight the causation. 57 Suggests a path. IF: Suggest
C
UF: Contribution
3 The causation between the conduct and the | 58 S3 defines more closely what they | IF: Elaborate
loss suffered.  There must be a dosdy need to do next. C: Fact
connected link, not a... S3 reads in her notes that there | UF: Contribution
needs to be a cdose link between
causation and |oss suffered.
SIL1 | Oh, you're reading it out, but do you | 59 SL1 chdlengesher. IF: Question
understand? SIL1 wants to know whether she | C: Understand
understands what sheis reading. UF: Task
¢ Yes. (Nods) 60 SBis sure that she understands. IF: Inform
C: Fact
UF: Task
SIL1 | S5, do you understand causation? 61 Sl asks S5 whether  she | IF: Question
understands  the  concept  of | C
causetion. UF: Participation




S Ja, | meen, ja 62 She says yes but does not seem | IF: Inform
are. C: Reflection
UF: Task
SIL1 | No, no, you must ... 63 SIL1 picks up on her uncertainty. IF: Invite
SIL1 gestures an invitation to say | C:
if sheisnot clear. UF: Participation
SIL1 | Could you offer an example? 63.1 SL1 aks H for an example of | IF: Request
causation. C: Puzzle
SIL1 wants to establish the level of | UF Engegement
her undergtanding.
$3) Of causation? No. 64 S5 says she is unddle to offer an | IF: Inform
example. C. Fact
UF: Task
SL1 | Offr an example we can relae to| 65 SL1 aks B for an exanple | IF: Request
causdion. related to causation. C
SIL1 brings in the quiet students | UF: Participation
next to him.
53] An example is drunken driving. He | 66 6 offersan example. IF; Inform
mentioned drunken driving that is a direct 6 remembes an  example the | C:
cause of an accident. lecturer had given. UF: Participation
SL | remember Prof. saying you mugt .. |If | 67 S1 eaborates on S6's suggestion. IF: Elaborate
you harm a person and he goes to hospital Sl rdaes an daborated example | C: ClassMemory
and he is supposed ... he refuses to have a of causgtion. UF: Contribution
blood transfusion and he dies, then it's not Sl remembers what the prof. said
your fault. So, it must relate directly to about it.
your action ... has direct cause. Not like if
he goes to hospita and he refuses and he
dies.
) And thereisaso atest for it. 68 S daborates further by bringing | IF: Inform
the test for causation into the | C: Fact
discussion. UF: Contribution
S But you see, this is where | want to know. | 68.1 S2 airs an issue she has with the | IF. Comment
There are just SO many tests and so much many tests. C: Interpretation
to write. And | mean | understand. We're 2 says she understands that it is a | UF: Task
mentioning al aspects ... causdion and process and that the group is
everything. mentioning al aspects.
But would you have to go through the | 68.2 S2s quetions relate to whether | IF: Question
whole process? the whole process is necessary | C: Strategy
when answering a question. UF: Task
This is an epistemdogicd question
— when to use and when not to use
atest.
SiL1 | Did Prof. give you atest? 69 SIL1 wants to suggest the strategic | IF: Question
thing. C: Puzzle
In SIL1l's experience, if the | UF: Task
professor gives the tedt, it is
important.




S Thereisatest. 70 2 datesthat atest exists. IF: Inform
C: Fact
UF: Contribution
SL1 Did he give it to you or did you find it in | 71 SIL1 wants clarity on whether the | IF: Question
your XXX? prof. gave the test or whether they | C: Puzzle
hed read about it. UF: Task
3 No, he sad that the tes for actud | 72 S3 says what the prof. stated as the | IF: Inform
causgtion wasthat snequa ... actual test. C: Fect
S3 strugglesto say the Latin term. UF: Contribution
4 Snequa non 73 S2 saysthe correct name. IF: Inform
C: Fact
UF: Contribution
SL1 | Snequanon... 74 SIL1 repeatsthe name. IF: Support
C: Repetition
UF: Task
3 But for the bad conduct, whatever, ja 75 3 states what it means. IF; Explain
C: Concept
UF: Contribution
SL1 | What is important to remember is, the| 76 SIL1 suggests that they need to| IF: Claify
reason they give you these tests is. When consider why tests areimportant. C: Strategy
you're answering a question if you're not SIL1 offers a reason for using the | UF: Task
sure of where to go, you can adways rely test.
on one of these tests that you know to It is strategic. It will help them
answver.  You tdl yoursdf: What would the with their reasoning.
reasonsble men have done?  The same Metacognitive issue  relaing  to
thing with this. It's important to know that S2 searlier question.
in case you do get stuck. But, obvioudy, if
they get too much for you, it's up to you SIL1 suggests utimaely they have
whether you want to learn them. The to decide whether they need to
entire ... learn the tests,
Oh. Do you understand this Sne quo non | 76.1 SIL1 brings them back to the issue | IF: Question
... but for the bad conduct there would be of sinequa non. C: Understand
no harm. Do you understand? SIL1 wants to know whether they | UF: DCU
understand it.
| don’'t want the test to confuse you. If the | 76.2 SIL1 dates that they need to learn | IF: Comment
test is going to help you, then learn it and the test if they think it will help | C: Strategy
know it, but if it's going to confuse you them. UF: Task
and you understand causation aready, then SIL1 suggests strategic use of test.
you can discard that test if you want.
Do you understand what | mean? 76.3 SIL1 asks if they understand what | IF: Question
he means C: Understand
UF: Group
It's meant to help you, these tests are | 76.4 SIL1 states that the tests are meant | IF: dustify
meant to hep you answer the question. to help, not to confuse. C: Strategy
Not to confuse you and throw you off. SIL1 repedts earlier tatements re | UF: Task
tests.
Does eveybody understand causation — | 76.5 SIL1 asks if everyone understands | IF: Question
what we mean by XXX? what is meant by causation. C: Repetition
UF:
Intersubjectivity




$ Direct link between lethd accident as | 77 S5 wats to demongrate her | IF: Inform
opposedto ... understanding of it. C: Fact
UF: Contribution
S As opposed to refusal to take a blood | 78 Sl relaes the discussion back to | IF: Inform
transfusion after the accident. his earlier example. C: Fact
UF: Contribution
SIL1 | Does everybody understand that link in | 79 SIL1 wants to know if everyone | IF: Question
causation? understands. C: Understand
UF: Group
59 Do you know what happened? As you | 80 S5 presants a different scenario for | IF: Query
flaw out the window as a rexult of the consideration. C: Example
accident, lying in the road, ancther driver S5 asks if her example would be a | UF: DCU
drives past and drives over you. Would case of causation.
that give you causation? S5 is trying to understand the
limits of the concept of causation.
SL1 | Wel, what doyou think, using that ... 81 SIL1 redirects the question back to | IF: Invite
her to make her think about it | C:
hersdlf. UF: Engagement
S3) Ja, because | wouldn't be in the road in the | 82 S5 thinks that there would be | IF: Justify
first place if itwasn't for the accident. causation. C: Interpretation
S5 offers areason for her answer. UF: DCU
SIL1 | Okay. Do you see what you've got to look | 83 SIL1 wants her to think about it | IF: Question
a? Who ceaused the accident? How was more assheisnot right. C: Understand
the accident caused that threw you out the SIL1 asks aprobing question. UF. DCU
window? Do you understand? SIL1 presents more questions to
dlow her to think about it more
carefully.
Youre not going to look a the person | 83.1 SIL1 wants her to think about it | IF: Claify
driving over you. more as sheisnot right. C: Strategy
SIL1 asks aprobing question. UF: Amplify
SIL1 presents more questions to
dlow her to think about it more
caefully.
SIL1 suggests what is important b
congder inthe scenario.
S I am looking at it like the guy who actudly | 84 S5 suggests that she looks a it | IF: dustify
caused my accident, <0 ... from the point of view of one of | C: Interpretation
the actors in the scenario. UF. DCU
SIL1 | How was the accident caused? Normd | 85 SIL1 restates example. IF: Clarify
driver.  Car in front of him dams on SIL1 explainsthe facts of the case. C: Example
bresks, could not stop in time. You flew SIL1 asks her what the test gates. UF: DCU
out the window.
What do you think in that case? Does the | 85.1 SIL1wantsher to apply thetest IF: Probe
test ... what does the test say ... but for the SIL1 want her to be dear on what | C:
the test says. UF: Engagement
5] But for X’s conduct, the result would not | 86 S2 reads from the notes what the | IF: Inform
haveoccurred. test states. C Fat
UF: Contribution




SIL1 | X is the driver in that case. What do you | 87 SIL1 relates the test to the case. IF: Invite
think? X isdriving normally, etc. SIL1 asks S2 what shethinks. C
SIL1 darifies the facts of the case | UF Engagement
for 2
5] You're saying X was the driver, he caused | 88 S2 wants to make sure of the facts. IF: Question
the accident. C: Fact
UF:Intersubjectivi
_ty
SIL1 | The passenger flew out the window. 89 SIL1 relates part of the story for | IF: Inform
7 C: Fact
UF: Contribution
4 There is a direct link because if X had not | 90 S2 givesan answer. IF: dustify
.. C: Interpretation
UF: DCU
How wasX driving? 90.1 2 redises that things might be | IF: Question
more  complicated  than  she | C: Puzze
imagined &t first. UF
2 askshow X was driving. Intersubjectivity
SIL1 | Ja okay, | sad X is driving normaly. He | 91 SIL1 restatesfacts. IF: Claify
is not drunk. The car in front of him dams C: Repstition
his breaks. X can't stop in time. He UF: DCU
smashes into the driver in front of him. In
that case, isthereacause...?
Y Thereisn't adirect link in that case. 92 S now changes her mind about | IF: Comment
whether thereis causation or not. C: Interpretation
S now seems to understand how | UF: Contribution
causation works with this example.
SL1 | Whynot? 93 SIL1 probesfor her reasoning. IF: Probe
C: Problem
UF. Engagement
Y4 Becausewasn't? 94 IF: Query
C
UF:
Intersubjectivity
Y . it would have been different if X hed | 94.1 S2 presents a scenario where the | IF: Justify
been able to stop. If it was possible for causation lirk would pertain. C: Interpretation
him to stop, then there would be a direct UF. DCU
link. But the circumstances....
SiL1 | Sowhat ... what...? 95 SIL1  probes S2  for  deeper | IF: Probe
reasoning. C
UF: Engagement
A It was the car in front of him XXX The car | 96 HA agueswherethefault lies IF; Comment
in front of his conduct. C: Interpretation
UF: Contribution
2 If the car in front of him was X, then there | 97 2 makes link between accident | IF: Explain
isadirect link. and cause. C: Interpretation
UF: Contribution
SL1 | So, you see how it flows onto al the| 98 SIL1 asks whether they see how | IF: Comment
players. | just want usto make sure here. the problem works. C: Reflection
SIL1 says he wants to be certain | UF
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they understand. Intersubjectivity
Change the fact. X has been drinking. Is | 98.1 SIL1 presents different  scenario | IF: Probe
there some form of causation here? for consideration. C: Problem
SIL1 aks them to condder | UF Engegement
whether there would be causation
in his new example
2 J 99 S2 answersin the affirmative. IF: Inform
C: Opinion
UF: Contribution
SILT (| just want to make sure everyone | 100 SIL1 darifiesargument. IF: Question
understands. Do you see how there can be Makes sure they follow | C: Understand
a link between the driver and what argument. UF: Group
happensto the passenger?
S7 You say X is driving. Is he ill driving | 101 S7 wants to darify the facts of the | IF: Question
normally, even though he was drinking? new scenario. C: Example
UF: Task
Y No, heis drunk. 102 S2 answersthequery. IF: Inform
C: Fact
UF: Task
SIL1 | No, heis drunk. Maybe he was swerving a | 103 SIL1 repeastswhat S2 has said. IF: Claify
little bit, playing alittle bit, speeding... SIL1 daifiesthefacts. C. Example
UF: Task
S And then the guy flies out the window, X | 104 S6 adds to the story of the case. IF: Inform
Smashesinto someone ... C: Repstition
UF: Task
SIL1 | One of them is killed or gets his leg driven | 105 SIL1 presents the concluson of | IF Inform
over, losesthe use of hislegs. the story. C: Example
UF: Task
Who's to blame?  Tha's what were| 105.1 SIL 1 askswho would beto blame. IF: Probe
looking &t. SIL1 states that the issue they are | C:
looking at iswho isto blame. UF: Engagement
9 XXX 106 6 answers. IF; Inform
C: Fact
UF: Contribution
SIL1 | X isto blame That is the link you need to | 107 SIL1 repests her answer. IF: Support
find. That isthe causation link. SIL1 states that they need to find | C:Interpretation
the causation link. UF. DCU
All causation means is ... Is there someone | 107.1 SIL1 summarises how they need to | IF: Clarify
to blame? |Is somebody at the root of the go about thinking through the | C: Interpretation
cause of it? Now if you say, “Yes, that problem. UF: DCU
person did cause it", or he could have SL1 shows how he would go
caused it, then you're not to sy to aout  thinking  through  the
yoursdlf: Has he acted in a way that it question.

could be said that it was his fault? He did
something.  His action was wrong, or his
action was bad, s0 that he caused it.

Thus SIL1 demondrates how to
apply the test for causation.




This is quite an intricate section. | said to | 107.2 SIL1  says the section is | IF Comment
you ddict is very involved and that's why complicated. C: Opinion
we'retaking so long. UF: Task
So it's okay if this question takes us three | 107.3 SIL1  explans the ressoning | IF: Justify
weeks to manipulate, to solve, to set out. behind his modus operandus with | C: Srategy
But | need you guys to know every single this question UF: Task
aspect.  This is what you've got to ded SIL1 says it's okay if it takes three
with in the exam. You're going to be weeks to  work through the
writing these things down exactly. Like question.
we've been doing it here. It's pigt going to SIL1 says he needs them to
be merdy a change of the facts of the understand the detail.
question. SIL1 explains that this is the kind
of thing they have to ded with in
exams— only the facts change.
So, does everybody understand causation? 107.4 SIL1 asksif they dl understand. IF: Question
SIL1 sure that they are ready to | C:Understand
move on to next task. UF: Group
SS Hmmmmm. 108 They indicate that they dl | IF Inform
understand. C: Understand
UF: Task
SIL1 | Okay, wha's next? Can anybody tell us| 109 SIL1 askswhat isnext. IF: Invite
anything about loss? This time SIL1 does not give them | C:
achoice. UF: Participation
Ealier someone suggested what
they <till needed to do.
SIL1 asks for contributions about
loss.
A Aren't there two types? 110 4 has query. IF: Query
A thinks there are two types. C. Puzzle
UF: Contribution
SL1 Okay, two types. 111 SIL1 reflectswhat $4 thinks. IF: Support
C: Repstition
UF: Task
Y No, there are three. 112 2 disagress. IF: Disagree
2 saysthere are three types. C: Fect
UF: Contribution
SIL1 | Okay, do you want to ...S5 do you want to | 113 SIL1 asks S5 for suggestions. IF: Invite
help us out with one or two? C
UF: Participation
$3) I'm thinking. 114 S5isnot sure. IF: Inform
S5 says sheis thinking about it. C Fact
Petrimonid. S2 points to her file so that S5 can | UF: Contribution
read about the types of loss.
(Laughter.)
Shefinds an answer in thefile.
SIL1 | Okay, it'snice peeping. 115 SIL1 suggests that it is easy to | IF. Comment
look. C: Opinion
UF: Task




53 But | don't know what it means. 116 $ admits that she does not | IF Request
understand. Assist.
This is an issue that demands more | C:
time. UF:. DCU
SIL1 | OkKay, financia? 17 SIL1 suggests an answer to her. IF: Suggest
C: Interpretation
UF. Engagement
3 Pecuniary. 18 S3 picks up the thread IF: Inform
C: Fact
UF: Contribution
SIL1 | Pecuniary. 119 SIL1 repeatswhat S3 had said. IF: Support
C: Repetition
UF: Task
2 Lossto personadity and ... 120 S2 gives another type of loss. IF: Inform
C: Fact
UF: Contribution
SL1 | just want to eplan where it comes from. | 121 SIL1 tekes the focus back to | IF: Inform
XXX was dlowed to keep a bit of pocket pecuniary loss, C: Fect
money. Tha pocket money was cdled a SIL1 explans the eymology of | UF: DCU
pecuniary. | just want you to remember word.
money they were alowed to keep. remember what kind of lossitis.
Peculiar. (Laughter) They have fun thinking of it as
peculiar.
SIL1 | No, no, the loss that you've got here (in| 121.1 SIL1 tries to show a student where | IF: Inform
your notes). The second kind of loss. they are. C: Fact
You've got patrimonid, pecuniary loss. UF
Intersubjectivity
That'swhat | want you to remember. SIL1 says he wants them to
remember pecuniary |oss
S31ooks lost.
So let's cary on. Weve just sad two | 121.2 SIL1 movesgroup forward. IF: Question
typesof loss. What' s the third one? SIL1 sayswhat they’ ve got. C. Puzzle
SIL1 askswhat thethird lossis. UF: Participation
Let's start with pat rimonial. 1213 SIL1 suggests they stat  with | IF: Suggest
patrimonid loss. C
UF: Task
Who wants to help us out with an | 1214 Asksfor explanation from group. IF: Invite
explanation of that? Imposes structure. C.
UF: Participation
S (Takes fil® Here ... or no wait ... pecuniary | 122 A wat to find an explanadtion in | IF: Suggest
her file. C
UF: Contribution
S Patrimonial isloss of property. 123 Sl explainswhat it is. IF; Inform
C: Fact
UF: Contribution




SIL1 | Sowhat kind of lossisit? 124 SIL1 probesfor more. IF: Probe
C: Puzzle
UF: Engagement
5 Fnancid. 125 X answers. IF: Inform
C: Fact
UF: Contribution
SL Materid, a car ... 126 Sl explainswhat financia implies. IF: Explain
C: Fact
UF: Contribution
A Cdculable. 127 A rdinesit further. IF: Elaborate
C: Fact
UF: Contribution
SL1 That’swhat | want. 128 SIL1ishappy with S4’ sanswer. IF: Inform
C: Fact
UF: Contribution
A (Reading. Encompasses both loss dready | 129 A reads and explandion from her | IF: Inform
suffered and future loss. notes. C: Fact
UF: Contribution
SL1 | Oh, tha's a nice way of putting things. | 130 SIL1 asks whether she understands | IF: Comment
But do you understand what that says? what sheisreading. C: Reflection
SIL1 wants to be sure she knows | UF: Task
what the notes mean.
A Yes Cdculable is pecuniary loss, money- | 131 A explains what the notes mean. IF: Inform
related loss. C: Fact
UF: Contribution
SiL1 | Okay, what's important about it? You say | 132 SIL1 asks what is important about | IF: Clarify
it's cdculable It has a definite vaue it. C: Interpretation
That's dways very important in Law. It's SIL1 gives an daborated | UF: DCU
important to know whether something has explanation.
a fixed vaue or something has a vaue that
can be etimated. And in the case of a
patrimonial loss, it's a vaue that can be
fixed. You canwork it out.
A Sorry ... 0 the definition of pecuniary loss, | 133 A states how she understandsiit. IF: Question
fals under patrimonid loss. A asksfor darification C: Concept
UF: DCU
SIL1 | Yes yes. Sorry, | did not make that clear. | 134 SL1 gologises for not being | IF: Claify
Pecuniary fal under patrimonid loss. clear. C: Fact
SIL1  offs an  daborated | UF: DCU
explanation.
So, patrimonid loss is a loss of financid | 134.1 |F: Elaborate
vaue. Whether it be property or anything. C: Fact
But the second part of that is, it dso as you UF: DCU
said, worksfor thefuture,
Can you give an example? 134.2 SIL1 requests an  example to | IF: Invite
illudtrate his explanation. C: Puzzle
UF: Perticipation




SIL1 | Okay, so does everybody understand that, | 134.3 SIL1 asksif everyone understands. IF: Question
what itis? C: Understand
UF: Group
It's for the value of your arms now, your | 134.4 SIL1 offersfurther explanation. IF: Explain
hands or whaever. You probably won't C: Interpretation
get anything for the now-vaue, but you are UF: DCU
going to get something for the future
vaue
Si But | don't know how to work that out | 135 Slisconfused. IF: Request Assist
becauseit' s damage to a person’s arm. Sl does not understand how bodily | C: Problem
ham can be cdculaed. (Two | UF:. DCU
conversations heppening a  the
sametime.)
S Or wha if somebody were a famous atist | 136 A offers an dternaive example. IF: Suggest
and he made a panting ahd somebody C: Example
deliberately tear it up or something. There UF: DCU
is a market at value, he could have made
like amillion or something.
S1 Or agood example ... 137 Sl thinks of an example that may | IF: Suggest
explain his earlier question. C: Example
UF: Contribution
L | think a good example applies to pain and | 138 2 suggests tha an  example | IF. Comment
uffering. relatesto pain and suffering. C: Reflection
UF: DCU
SIL1 | Itcanfal under both XXX. 139 SIL1 dlarifies categorisation. IF: Inform
C: Fact
UF: DCU
S1 Like in commerce If people damage | 140 S1 completes his ealier “good | IF: Suggest
goods in trangt, then they have to be sold example’. C. Example
at aloss. UF: DCU
SIL1 | It's commonly got to do with ... You're | 141 SIL1 goes bak to S2s ealier | IF: Claify
right in one way, but you're wrong. You query relaing to the categorisation | C: Fect
see, pain and suffering has a little more to of the example. UF: DCU
do with the emotiona/mental aspect than SIL1  explans how complicated
the physical aspect. When you look at the theissueis.
law, these are objects (points to his am). |
mean you can insure your ams, you can
insureyour legs.
Y] Then how come you have the XXX | 142 S2 questions why there is a| IF. Query
remedy for pain and suffering related, to connection between remedy and | C: Puzze
do with bodily injury? bodily harm. UF: DCU
SL1 [ Ja It's the same kind of thing. You can | 143 SL1 agrees with her | IF: Inform
put it under both, categorisation. C Fat
UF: Contribution
Y Okay. 144 S2 seems  heppy with  the | IF: Inform
explanation. C: Understand
UF: Task
SIL1 | I don't want you to be confused abott it. 145 SIL1 states that he does not want | IF. Comment
the group to be confused. C
UF: Group




It can go under both remedies. 145.1 SIL1 repeats that both remedies | IF: Claify
are gpplicable. C: Repetition
UF: DCU
SL What would you recommend? 146 Sl asks SL1 which remedy he | IF: Question
(General laughter) would recommend. C: Strategy
Group finds that funny. UF: Light relief
S | think you should ask Prof. that. 147 2 mocks the SIL1 - reaes to | IF Suggest
previous answer by SIL1 to similar | C: Opinion
questions. UF: Light relief
A | just want to read you what it says here | 148 A shaes the explanation in the | IF: Inform
under definition of parimonid loss It notes. C: Fact
says: A is dill busy with caculable | UF: Contribution
“It is cdculaed by deermining the loss.
difference  between the value of the Thus 4 daifies what the SIL1
plaintiff’'s estate after the commission of has been trying to explain above,
ddict and the vaue it would have had if
ddict had not been committed.”
And it dso says (different set of notes): 148.1 IF: Inform
“To cdculate an amount in cases of C: Fact
persona injuries which loss usudly takes UF: Contribution
the form of medicd expenses and loss of
future earnings.  This normaly takes the
form of an annuity. Plaintiff receives
amount which enables him to receive a
payment of which makes up for loss of his
eanings”
SL1 | Thatfel under? 149 SIL1 asks her for daification of | IF: Question
categories. C. Puzzle
UF: DCU
4 That was both under patrimonial |oss. 150 S2 answers SIL1' squestion. IF: Inform
C: Fact
UF: Contribution
sl Hmmmmmmm. 151 That seems to clarify something | IF: Inform
for SL C: Understand
UF: Task
SIL1 [ XXX Définition and an example - it can | 152 SIL1 explains that if he knows a | IF: Inform
sort things out like that (clicks fingers). | definition and an example, they | C: Strategy
promise you. You don't even have to ask have what it tokes to answer | UF: Task
Prof. (Laughter) problems.
Fun
SIL1 | Okay, firdly, do you understand how the | 152.1 SIL1ismoving on. IF: Question
property works? SIL1 asks if they understand how | C:Understand
property works. UF: Task
You take a person’s estate, you take | 152.2 SIL1 explains how it works. IF: Explain
everything that he's worth now. And then SIL1 then asks if they understand | C: Concept
you say, okay, lets take what it would be UF: DCU

worth if you paid that thing off, if you
didn't have that thing Oh, so do you
understand?

his explanation.




It's that difference  The materid vdue | 152.3 SIL1 darifieswhat he means. IF: Claify
That difference in the amount of money or C: Concept
loss you suffered. That' how you work it UF: DCU
out. And then patrimonial works in the
same way, but to do with medical expenses
and everything.
But, look it up for a more clear and precise | 152.4 SIL1  suggests  they  research | IF Suggest
definition to write that down for you to further for clarity. C: Strategy
study and learn. UF: Task
| don't suppose you've got a chapter | 152.5 SIL1 asks for reference from 4 | IF: Request
reference? for benefit of group. c

UF: Task

S What' sthat XXX principles? 153 Sl asks for darification of content | IF: Question
referred to by S4. C: Puzzle

UF: Task
A Ja, p. 657. 14 $4 gives page number SIL1 asked | IF: Inform
for. C: Fact
UF: Task
SIL1 | Moving on. What's next? 155 SIL1wantsto move on. IF: Question
C
UF: Direction
Sorry, did everyone understand | 155.1 Asksif everyone understands. IF: Question
patrimonial loss? C: Understand
UF: Task
Okay, what's next? 155.2 Asksthem for the next step. IF: Question
C: Repstition
UF: Direction
SL Pain and suffering. 156 S1 suggests pain and suffering. IF: Inform
C: Fact
UF: Contribution
SIL1 | Okay, does anybody want to help us out | 157 SIL1 asks if anyone in the group | IF: Invite
with some pain and suffering? would like to help. C
UF: Participation
S9) Badscdly, if you were to lose your am. | 158 S recdls an example from dass | IF: Inform
Well, you know, Prof. gave us the example given by the lecturer. C: Classmemory
of where you ill have pain and feding in UF: Contribution
your arm six months after.

4 Phantom pain. 159 S gives corect tem for the | IF Inform
conditon refered to in SH's| CFat
example. UF: Contribution

$ Yes. Which could be your pain and dso to | 160 $ aknonledges s help with | IF: Comment

livewithout an arm - emotiondly. terminology. C: Interpretation
S5 explains that her example could | UF: Contribution
relate to pain and suffering.

SiL1 | I'll give you a very good example of pain | 161 SIL1 offersanother example. IF: Suggest

and suffering. A Third Party claim. SIL1 bringsin 3¢ Party. C: Exanple
UF: DCU

Does everybody know what a third party | 161.1 SIL1 asks whether they know | IF: Question

is? Y ou have amotor vehicle accident. about 3" Party before he explains. C: Puzzle
UF: DCU




71 Oh, is it when you have, they sue for | 162 S4 atempts to explain about 3" | IF: Suggest
damagesand the.... Party. C: Interpretation
UF: Contribution
No, | think that's compensation. They sue | 162.1 But, suggests hersdf that she | IF: Elaborate
for damages Let's sy X sues Y for might be taking about something | C: Example
damages but in the meantime X's else —compensation. UF: DCU
insurance company pays out the amount to $% gves @ eanpe o
cover the damages. But, because of his compensation.
pan and suff ... So, he's actualy covered
for al actua expenses of medicd bills and
stuff. But the actua loss, future loss and
that sort of stuff. That's where he get from
SIL1 | Tha'swhat he sgoingto get, ja 163 SIL1 agrees with her  argument | IF: Support
relates tocompensation. C
UF: Task
But in the case of motor vehicle accident, | 163.1 SIL1  returns to  his origind | IF: Inform
you get it from the Third Party. It's a fund explanation of 3rd Party Fund. C Fat
st up by Government. Every time you fill SIL1 explains where money for 3 | UF: Contribution
up petrol, acent, two centsmay ... Party Fund comesfrom.
The reason | explain this to you, is you | 163.2 SL1 explans why he is spending | IF: Justify
may get it as a question. You've got to time on it the issue of 3™ Party C: Strategy
understand the context. So, every time SIL1 says they have to understand | UF: Task
you fill up with petrol, every litre, three, the context.
four, five cents go into the Third Party SIL1 explains what can be sued for
fund. And you can sue them for things under 3 Party claims.
like pain and suffering, which will include
if you have to go to a psychiatrist or you
have to see a ja a psychiaris for
example, For you to go on some
medication for your pan and suffering.
So, itsaimed at pain and suffering.
Let me give you an example and see if you | 163.3 SIL1 sets a problem to assess their | IF: Suggest
understand it. Say your mother passes understanding. C: Example
awvay and you ae five. She has a violent SL1 givesan example UF: DCU
degth. Shediesin acar accident.
Can you suefor pain and suffering? 163.4 SIL1 asks if one can sue for pain | IF: Question
and suffering. C: Problem
UF: DCU
S Ja  Your dad can sue. Obvioudy, you | 164 5 answers; qualifies her answver. IF: Inform
can'tsueat five. C: Fact
UF: Contribution
SIL1 | Okay. When it comes to pan and | 165 SIL1 asks them to think back to | IF: Question
suffering there is ... What was the last what the Prof. sad in dass about | C: Puzzle
thing Prof. told us about pain and pain and suffering. UF: Task
suffering?  Can anybody remember what
that is?
It's not only physical pain; it's aso loss of | 165.1 SIL1 suggests an answer. IF: Inform
amenities C: Fact
UF: Contribution




SS Amenities? 166 Students do not understand what | IF: Question
he means C: Puzzle
UF: Task
2 Amenities ... but | don't think it's| 167 2 does not agree with the | IF: Disagree
appropriate. suggestion that one can sue for | C: Opinion
loss of amenity. UF: Contribution
A Can ... is anything about ... | don't know ... | 168 $4 grapples with problem. IF: Question
because the child' s only five XXX. A sruggles to formulate what her | C: Problem
query is. UF: DCU
SIL1 [ No, it's not that. If you look a your notes. | 169 SIL1 explains that they will find | IF: Inform
You can't sue for somebody ese's pan the answer in their books. C: Fat
and suffering.  What | am tdling you is SIL1 gives them the answer and | UF: DCU
that the child can’'t suein this case. explanation.
This dl relates to S5's answer that
the father can sue on behdf of the
five-year-old child.
SIL1 | There are other remedies to sue for, but not | 169.1 SIL1  explains the complication | IF: Clarify
under this heading. You can sue for loss around this problem. C: Fact
of income or loss of money, but you can't SIL1 explains what can be sued for | UF: Contribution
sue for ... Just because you fed pain and and what not.
because you fed upset emotiondly, you
cannot sue the other person for pain and
uffering.
5 That's so stupid. A mom dies ... a family | 170 S5 thinks that the loss of a mother | IF: Comment
of kids.... is a vdid cae of pan and | C:Opinion
uffering. UF: Task
SL1 If the mother is the sole source of income, | 171 SL1 explans under what | IF: Explain
you can sue for income. But you can't sue circumstances the death of a | C Fadt
for pain and suffering. mother can lead to adlam. UF: DCU
How can you measure it? It is very | 1711 SIL1 asks how one can messure | IF Comment
difficult ... how much of it is related to that pain and suffering. C: Reflection
incident. Rhetorica question. UF: DCU
S7 You usudly, if you're a mother and you | 172 S7 asks question related to issue of | IF: Question
see your child run across the dreet. He is pain and suffering. C: Problem
run over, you see your child getting run Offers a scenario, asks questions | UF: DCU
over. Would you receive ... would you about it.
2
2 He did say something. You dso| 173 S2 remembers what the professor | IF: Inform
mentioned the one about someone having said about it. C: Classmemory
psycho ... you have a (points a her head) 2  remembes tha it had | UF: DCU
. A metd breakdown. He sad you something to do with
could get money for that. psychological pain but when her
wordsfail, she uses gesture.
2 remembas the tem she is
looking for.
States that Prof sad one could
claim for that.
SIL1 | Did he say anything about causation? Did | 174 SIL1 brings the discussion back to | IF: Question
he say there was alink? causation. C: Puzzle
SIL1 focuses discussion. UF: DCU
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S That' saseparate thing. 175 b disgrees. IF: Disagree
S5 suggests that what S2 recdlls is | C: Opinion
not related. UF: Task
SL1 It's a separate thing. What I'm saying is | 176 SIL1agreeswith S5. IF: SQupport
it's not the samekind of thing. C: Repstition
UF: DCU
| don't want you to get confused about it. | 176.1 SIL1 says he does not want to | IF: Inform
1’1l look it up. confuse them. C: Reflection
SIL1 wants to leave it there and | UF: Group
look it up.
$ Wha he said was  There must be a casua | 177 S5 recall what the prof. had said. IF: Inform
link between what happens and the person Rdaes to S2 and the SILYT's | C:Classmemory
and not between the person and someone dilemma. UF: DCU
dse
SL1 | Ja that'swhat I'm saying. 178 SIL1 agrees with her explanation. IF: Support
C: Reflection
UF: Task
S39) You can't haveit with adouble (?) link. 179 S darifiesfurther. IF: Inform
C: Fact
UF: DCU
SIL1 | That'scorrect. Okay. 180 SIL1 says S5is correct. IF: Support
C
UF: Task
What's our third loss? 180.1 SIL1 moveson. IF: Question
Askswhat third lossis. C: Puzzle
UF: Participation
Y Persondlity interest. 181 S2 suggests the next loss. IF: Inform
C: Fact
UF: Contribution
SL1 | Who wants to offer something about | 182 SIL1 asks for contributions about | IF: Invite
persondlity interest? the concept from the group. C
UF: Participation
5 Defamation. 183 S5 offers contribution IF: Inform
(General laughter) Group finds that funny. Laughs. C: Fact
UF: Contribution
Y] Do you wart an example? 184 X aks whether SIL1 wants an | IF: Question
example. C
UF: Task
SIL1 | S2, you are the stupidest, waste-of-time | 185 SL1 mekes a “jokg a s | IF Claify
journdigt | have ever met in my life expense to demongtrate | C: Example
(General laughter) defamation. UF: DCU
Group laughs.
Anyone who has read this question. The | 185.1 SiL1 refers them back to the | IF Inform
latter part of the question deds with a origind question they are working | C: Fact
certain type of defamation. on UF: Task

The latter part of the question
dedls with a gpecific type of
defamation.
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2 But you know why. You're the one who's | 186 S2 draws his atention to the fact | IF. Elaborate
being dumb now. You have to diginguish. that there are different types of | C: Interpretation
There's one where they say ... there are defamation. UF: DCU
two types. There can either be an injury to S2 suggests that they should be
your persondlity, but they say it to you. dear about exactly what
Not emphasising it. But I'm teling you congtitutes defamation.
certain people may have thought it was, 2 explans the different situations
Mike. in which defamation can happen.

SIL1 [ Okay. In order for it to be defamation, | 187 SIL1 agreeswith her. IF: Inform
there hasto be one other party. SIL1 summarises her point. C: Fact

UF: DCU
SJ) Publication. 188 S5 adds another possibility for | IF: Inform
defamation to be present. C: Fact
UF: Contribution

SL1 | But a the same time it must not be so | 189 SIL1  suggests the limits  of | IF Inform

outrageous that you can't believe it. defamatory action. C: Fact

UF: DCU
And a case of what was .. There's an | 189.1 SIL1 presents an example of non | IF: Elaborate
American case which is Larry Flint, it's... defamation. C: Example
(General laughter ) Group finds it funny. Laughter. UF: DCU

A They said he had sex with his mother. He | 190 A elaborates on the story of the | IF: Elaborate
publicised that this priest had sex with his example presented by the SIL 1. C. Example
mother, you know, his own mother. And S4 gives more detals. UF. DCU
they found it was so outrageous that a
decent human being would not have
believedit.

3 It was an advert for a drink or something | 191 S3 addsto the stary. IF: Inform
that said this priest had dept with his C: Fact
mother and.... UF: Contribution

S3) He dept with his own mother .... oh. 192 5 regiders mild outrage a the | IF: Claify
(Laughter) suggestion of incest in the story. C: Fact

UF:
Intersubjectivity

SL1 | Remember that as an example of wha I'm | 193 SIL1 suggests to 2 that the | IF: Claify
taking about.  Defamation, okay.  For example could be remembered for | C: Repetition
there to be defamation, | must say it in futurereference UF:. Amplify
front of somebody and it can't be so SL1  summaisss  limitations to
outrageous. defameation.

Y] And it must change what others think of | 14 S2 draws atention to another | IF: Inform
you. important pre-condition for | C: Fact

defamation. UF: Contribution

SIL1 | .. think of you. It's got to be in such a | 195 SIL1 repests her paint. IF: Elaborate
way that when | look a you agan I'll SIL1 offers an example of what S2 | C: Interpretation
think, actually you are a bit of a dut. You has said. UF:. DCU

know what | mean, that kind of thing. If it
changes other people€'s viewpoint of you
then there is defamation.
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St Sorry, you say it hasto bein front of you? 1% S7 aks a quesion to darify the | IF: Question
conditions under which something | C: Puzzle
isdefamation. UF: DCU

SIL1 | No, not in front of you, other people. 197 SIL1 answers S7’'squery. IF: Inform

C: Fact

UF: DCU
A There... it'sgot to be witnessed. 198 A further darifiesfor S7. IF; Claify

C: Repetition

UF: DCU
4 No (gesticulates). 199 2 seemsto disagree. IF: Disagree

C

UF: Task

SIL1 | It's got to change somebody’s viewpoint | 200 SIL1 daes the point 2 made | IF Claify

of you and it must be.... earlier about defamation. C: Repetition
UF: DCU

2 For instance, the tut we just did. That was | 201 2 daborates. IF: Claify

not defamation. Why? Because it has to 2 rdaes it back to another | C: Example
be sad in front of other people. It wasn't example that was discussed in an | UF: Contribution
publicised and this one is publicised. earlier tutoridl.

Explains why the tutorial case was

not defamation.

S3) It wasn't defamation. 202 S5 repeats that it was not | IF: Support

defamation. C: Repstition
UF: Contribution
%) But the woman wasn't charged with | 203 The group discuss the example | IF: Inform
defamation They clarify why the tutorid case | C: Fact
was not one of defamation. UF: Contribution
S3) Ja, but only because he was her spiritud | 204 IF; Inform
adviser. C: Fact
UF: Contribution
No, but another thing they said ... 204.1 IF: Suggest
C:
UF: Contribution
2 It would have been defamation if the| 205 IF: Explain
woman had gone and publicised to the C: Interpretation
neighbours and the thingies and the UF: Contribution
thingies. But she didn't. It would have
been defamation. Shetold thisone guy.
SS Ja 206 IF: Support
C
UF: Task
S7 She told this one guy. She told this priest | 207 IF: Support
whom she had confided in and she dso C: Repstition
had a history of regular confesson with UF: Contribution
the priest.
2 Yes. And what I'm teling you is the Law | 208 Epistemologica issue. IF: Claify
saysit wasn't defamation because of thet. C: Fact
UF: Contribution
SIL1 | So, does everybody understand where | 209 IF: Question
weve gone through this case? Is C: Understand
everybody happy? UF: Group
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SZ What' s the answver? 210 Joke? IF: Question
C
UF: Light relief
SIL1 | What's the answer? We have not got near | 211 SIL1 dates again that it is a | IF Inform
theanswer, yet. Wewill get to the answer. process. C: Reflection
UF: Task
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Invite
Invite
Invite

Inform

Inform

Invite
Inform
Elaborate

Request

Disagree

Inform

Comment

Comment

Comment
Comment

Comment

Comment
Inform

Inform

Inform

Suggest

Request
Suggest
Inform

No Participant IF
1 SIL
1.1 SIL
1.2 SIL
2 S1
3 SIL
3.1 SIL
3.2 SIL
3.3 SIL
4
5
5.1 SIL
6 S3
7
8 S3
9 SIL
10 S3
11 S1
12
13 S1
14
15 SIL
15.1 SIL
15.2 SIL
15.3 SIL
16 S5
17 SIL
18 S3
19 SIL
19.1 SIL
19.2 SIL
19.3 SIL
19.4 SIL
20
21 SIL
22 S3
23 SIL
24
24.1
25
26
27
28

Disagree

Appendix C
Database - Session 1

Content

UF

| Participation |

Understand
Repetition
Repetition

Repetition

Opinion
Understand
Reflection
Strategy
Opinion
Reflection
Reflection
Strategy
Reflection
Strategy

Strategy
Puzzle
Interpretation

Reflection

Reflection
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Participation
Contribution

Stage 1: SIL1 brings the
session to order and initiates the
work by creating
intersubjectivity. He ensures that
everyone is clear about the
progress reached on the task
during the previous session.

Contribution

Stage 2: SIL1 negotiates sub-
task 1. SIL1 negotiates
individual participation with
group.

Contribution
Contribution

Contribution

Stage 3: S3 initiates sub-task 1.

Contribution

Contribution

DCU

Stage 4: S1 initiates cognitive
controversy that is resolved
through contributions by S4, S3,
S2 and SIL1.

Contribution
Contribution
Engagement
Contribution

Stage 5: Re-establishment of
intersubjectivity after the
resolution of the controversy.

Contribution

Individual needs

Contribution
Contribution

Stage 6: S5 initiates sub-task 2
through question about the

appropriate strategy to deal with
content area in an examination.




29

30

31

32

32.1

33

34

35

36

37

38

39

40

41

41.1

42

43

44

45

46

47

48

49

50

51

52

53

54

54.1

55

55.1

56

57

58

59

60

61

62

63

63.1

64

65

66

67

68

68.1

Inform
Comment
Inform

Inform

Inform
Inform

Comment
Comment

Inform

Elaborate

Inform
Inform

Inform

Elaborate

Inform

Comment

Suggest
Comment
Inform

Suggest

Elaborate

Inform

Inform
Invite
Request
Inform
Request
Inform
Inform
Comment

Reflection

Reflection

Puzzle

Repetition
Opinion
Opinion
Repetition

Class memory
Class memory
Repetition
Opinion
Understand

Class memory

Understand

Reflection

Puzzle

Class memory

Interpretation
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Stage 7: S2 initiates sub-task 3
through disagreeing with the

categorisation of a legal

problem. This is followed by a
request to expand on a point
made earlier by S3.

Contribution

Contribution
Contribution

Contribution
Contribution

Contribution
Contribution
Contribution
Contribution
DCU

Contribution

Contribution
Contribution
Contribution

Stage 8: SIL1 negotiates sub-
task 4. The task is established.
SIL1 inquires whether the
concept under discussion is
understood. Understanding of
concept clarified.

Contribution

Contribution
Contribution

Participation

Participation

Engagement

Contribution
Contribution
Contribution




68.2

69
70 Inform
71
72 Inform
73 Inform
74 SIL
75 S3
76| [SIC
76.1 SIL
76.2 SIL Comment
76.3 SIL
76.4] [SIL
76.5 SIL
77 Inform
78 S1 Inform
79 SIL
80| [S5
81 SIL Invite
82| |[S5
83 SIL
83.1 SIL
84 S5
85 SIL
85.1
86
87
88
89
90
90.1
91
92
93
94
94.1
95
96
97
98
98.1
99
100
101
102 Inform
103
104 Inform
105 Inform
105.1
106 Inform
107 SIL
107.1] [SIL
107.2 SIL Comment

Strategy

Repetition

Strategy
Understand

Strategy
Understand

Strategy
Repetition

Understand

Interpretation
Understand
Strategy
Interpretation

Interpretation
Repetition

Interpretation
Interpretation
Interpretation

Interpretation
Reflection

Opinion
Understand

Repetition

Interpretation
Interpretation
Opinion
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Contribution

Contribution
Contribution

Contribution

DCU

Contribution
Contribution

Group

DCU

DCU
DCU

DCU

DCU
Engagement
Contribution
Engagement

Contribution
DCU

DCU
Contribution
Engagement

DCU
Engagement
Contribution
Contribution

Engagement
Contribution

Group

Engagement
Contribution
DCU

DCU

Stage 9: S2 initiates sub-task 5.
She wants to clarify an
epistemic issue. Her problem is
resolved.

Stage 10: Re-establishment of
interubjectivity after sub-task 5.

Stage 11: S5 initiates a return
to sub-task 4. Discussion
centres around several
examples to clarify the ideas
and concepts which are the
subject of sub-task 4.




Strategy
Understand

Understand

Puzzle

Repetition
Opinion
Interpretation

Repetition

Puzzle

Puzzle

Reflection

Interpretation

Puzzle

Understand
Interpretation

Reflection

Puzzle

Understand
Repetition
Strategy
Opinion

107.3 SIL
107.4 SIL
108 Inform
109 SIL Invite
110 Query |
111 SIL
112 Disagree
113 SIL Invite
114 S5 Inform
115 SIL Comment
116 S5 Request Assistance
117 SIL Suggest
118 S3 Inform
119 SIL
120 Inform
121 SIL Inform
121.1 SIL Inform
121.2 SIL
121.3 SIL Suggest
121.4 SIL Invite
122 Suggest
123 S1 Inform
124 [SIL
125 Sx Inform
126 S1
127
128 SIL Inform
129 Inform
130 SIL Comment
131 Inform
132 [SIL
133
134 SIL Clarify
134.1 SIL Elaborate
134.2 SIL Invite
134.3 SIL
134.4 SIL
135 S1 Request Assistanc
136
137 S1
138
139 SIL
140 S1
141 SIL
142
143
144
145
145.1 SIL
146 S1
147
148
148.1
149 SIL

Puzzle
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Participation

Contribution

Stage 12: SIL 1 initiates sub-
Contribution task 6. They discuss different

Participation types of loss and the conditions
Contribution under which remedies can by

applied for.

DCU
Engagement
Contribution

Contribution
DCU

Contribution
Contribution
Engagement
Contribution
Contribution
Contribution
Contribution
Contribution

Contribution
DCU

DCU
DCU
DCU

Group

DCU
DCU
DCU
Contribution
DCU
DCU
DCU
DCU
DCU
Contribution

DCU
Light Relief

Light Relief
Contribution
Contribution
DCU




150
151
152 [SIL
152.1| [SIL
152.2| [SIL
152.3| [SIL
152.4| [SIL
152.5| [SIL
153 [S1
154
155 [SIL
155.1| [SIL
1552 [SIL
156 [S1
157
158
159
160
161
161.1
162
162.1
163
163.1] [SIL
163.2| [SIL
163.3] [SIL
163.4| [SIL
164] [S5
165 [SIL
165.1] [SIL
166
167
168
169] [SIL
169.1] [SIL
170] [S5
171 [SIL
171.1] [SIL
172
173
174]  [SIL
175| [S5
176 [SIL
176.1] [SIL
177
178
179
180
180.1
181
182
183
184
185

Inform
Inform
Inform

Suggest

Inform
Invite
Inform
Inform
Comment
Suggest

Suggest

Elaborate

Inform
Suggest

Inform

Inform

Disagree

Inform
Comment
Comment
Inform

Disagree

Inform
Inform

Inform
Inform

Invite
Inform

Understand
Strategy
Understand

Strategy

Puzzle

Understand
Repetition

Class memory

Interpretation

Interpretation

Strategy

Puzzle
Opinion

Opinion
Reflection

Class Memory
Puzzle
Opinion
Repetition
Reflection
Class memory
Reflection

Puzzle
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Contribution

Stage 13: The first part of sub-
task 6 is concluded.

Stage 14: SIL 1 introduces the
Contribution second part of sub-task 6. More

Participation types of loss are discussed.

Contribution Several examples of the
Contribution different concepts are given in
Contribution order to clarify the concepts.

DCU
DCU
Contribution
DCU

Contribution

DCU
DCU

Contribution
Contribution
Contribution
DCU
DCU

Contribution

DCU

Participation
Participation




185.1 SIL Inform
186
187 SIL Inform
188 S5 Inform
189 SIL Inform
189.1 Elaborate
190 Elaborate
191 Inform
192
193 SIL
194 Inform
195/ [SIL
196
197 SIL Inform
198
199 Disagree
200 [SIL
201
202 S5
203 Inform
204 Inform
204.1 Suggest
205
206
207
208
209
210
211 Inform

Interpretation

Repetition

Interpretation

Puzzle

Repetition
Repetition

Repetition

Interpretation
Repetition

Understand

DCU
DCU
Contribution

DCU

DCU

DCU
Contribution
Inter-subjectivity

Reflection
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Ampli
Contribution
DCU
DCU
DCU
DCU

DCU

Contribution
Contribution
Contribution
Contribution
Contribution
Contribution

Contribution

Contribution

Group Stage 15: SIL draws session to

Light Relief a close.




Appendix D
Mar zano' s nonroutine academic tasks

Decision-making tasks: Sdecting among equally appedling dternatives.
The processinvolves:
identifying the dternatives to be considered
identifying the criteria used to assess the alternatives and their relative importance
identifying the extent to which each dternative possesses each criterion
making asdlection of aternatives.

Naturalistic inquiry tasks: Developing an explanation for some past event or a scenario for some future event and then
supporting the explanation or scenario.
The processinvolves:
- generating an initid inquiry question to be answered and the significance of the question

identifying the criteria or standards with which to evaluate the final product

identifying and using pimary and secondary sources

drawing a conclusion from the information gathered and articulating the rel ationships between the information and

the conclusion

identifying the extent to which the final explanation/scenario met the Sated criteria/standards.

Problemsolvingtasks: Developing, testing, and evaluating amethod or product for overcoming an obstacle or acongtraint.
The processinvolves:
-+ identifying the important factors affecting the problem situation along with the characteristics of the desired

outcome and the congtraints or obstaclesin the way of achieving the desired outcome

identifying the standards or criteriafor a successful solution

identifying the possible aternative ways of overcoming the obstacle or the constraint

sdlecting and trying out an dternative

identifying the extent to which the selected dternative produces a solution that meets the stated standards/criteria

if other dternatives were tried, articulating the reasoning behind the order of their sdection and the extent to which

each met the stated standardg/criteria

Scientific inquiry tasks: Generating, testing and evauating the effectiveness of the hypotheses generated to explain a

physical or psychologica phenomenon and then using those hypotheses to predict future everts. The processinvolves:

. explaining a phenomenon initialy observed

. identifying the facts or principles behind the explanation

. making a prediction based on the facts and principles underlying the explanation

. setting up and carrying out an activity or experiment to test the prediction

. evauating the results of the activity/experiment in terms of facts and principles that have been articulated

. making another prediction of future events based on the combined information from the origina explanation and results
of the activity.

Composing tasks: Developing aunique product or process that fulfills some articul ated need.

The invention process involves:

. identifying a Situation to improve on an unmet need

. identifying a purpose for the invention

. identifying specific standards or criteriathe invention will meet

. developing arough modd, sketch or outline of the product

. developing the product

. continualy revising and polishing the product until it reaches alevel of completeness consistent with the
criteriag/standards that were articul ated

Marzano, R. (1991). Fostering thinking across the curriculum through knowledge restructuring. Journal of Reading 347 (p.
518).
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Appendix E

Table 21: Total number of formsof elementsreated to different aspects of mediation
contributed by session participants.

Session Process Cognitive First level Total
Bartictigants manggement engagement cognition

SIL1 199 125 % 371
Studerts b 106 231 407

SIL2 171 173 33 332
Students Vivi @ 155 266

SIL3 281 76 106 463
Students 2 27 14 209
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