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Preface



This book is about the language or discourse of history and is based on original research that I have conducted over the last ten years. The main aim of the book is to show readers how linguistic analysis can illuminate the way students of history use language to write and, in so doing, think about and conceptualize the past. It focuses on historical discourse that occurs in secondary school, examining in detail the kinds of texts1 that students are required to read and write as they move from the earlier to later years. Much of the research underpinning the discussion was initially carried out as part of a large-scale literacy research project known as ‘Write it Right’ (WIR) and was conducted in the 1990s under the auspices of the Disadvantaged Schools Programme in New South Wales, Australia (see Cofﬁn, 1996). The overarching aim of the project, on which I worked as a researcher and literacy/EAL2 consultant, was to use the tools of functional linguistics to reveal the reading and writing demands of a range of school subjects and related workplace sites. Christie and Martin (1997) and Veel (forthcoming, 2006) provide a summary of some of the most signiﬁcant ﬁndings. The WIR project provided me with an opportunity to carry out a detailed ethnographic and linguistic investigation of what is involved in learning the discourse of history. Through interviews and a study of comments on student work, for example, I was able to explore what teachers and examiners expect and value in student reading and writing. Most signiﬁcantly, my participation in classroom lessons across 17 schools over a period of two years (which included team teaching in history literacy interventions) gave me insight into history from the student perspective and gave me a stronger sense of why historical discourse may be challenging for some students, particularly those with low literacy levels. I am therefore very grateful to the teachers and students who participated in that project. Equally, I am indebted to my fellow WIR researchers who worked cooperatively and productively under Jim Martin’s leadership. Colleagues included Susan Feez, Sally Humphrey, Rick Iedema, Joan Rothery, Maree Stenglin, Robert Veel and Peter White. In particular, I am grateful to Jim Martin for all his stimulating input, support and encouragement. Finally, I am greatly indebted to Michael Halliday, the ‘powerhouse’ behind not just the WIR project but all my linguistic research.
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PREFACE



Since my time on the WIR project in Australia, I have had the good fortune to work with, and talk to, history teachers in the UK, gaining insight into the way history is taught and learned in that particular context at the beginning of the twenty-ﬁrst century. In particular, my thanks go to Timothy Brazier (Head of History, Bromley High School, Kent), Kevin Jones (Head of Humanities Faculty, Langley Park School for Girls, Beckenham, Kent), Martin Spafford (Forest Gate Community School, Waltham Forest, London) and Dave Martin (History Advisor and textbook author, Dorchester and research fellow at the Open University). As a result of my research and collaboration in schools across Australia and the UK, the insights presented in this book are based on a large corpus of over 1000 authentic history texts representing the types of reading and writing that secondary school history students undertake. Readers will ﬁnd in this book a wide range of examples of history discourse covering a multitude of historical topics. Texts include those written by textbook authors, schoolteachers, literacy consultants and students, some of which are effective examples of history writing and some of which are less so. I should emphasize, however, that the quantitative ﬁndings referred to at various points in the book and set out in the Appendix are based on a smaller, more manageable corpus of 38 samples of student writing. The texts in this ‘minicorpus’ were carefully selected to represent the most commonly recurring types of text within the much larger corpus. In addition, they were all examples of successful student writing (as measured by assessment comments and marks, alongside discussions with history teachers) since my purpose in the quantitative studies was to: a) capture key linguistic resources for making historical meaning and b) elucidate the features that address the requirements of secondary history curricula in order to c) form a basis for literacy interventions. Although my direct involvement in history teaching and learning has been within the Australian and UK contexts, I am interested in developments more broadly and I have beneﬁted from research conducted in many different contexts, including America and Europe. For this reason, where useful, I make reference to curriculum statements from the American as well as Australian and UK contexts. My aim here is to inform readers of any signiﬁcant differences or developments in the way history is taught and learned around the world and, of most signiﬁcance to this book, the implications of these for the role of language and literacy in learning. For those readers unfamiliar with one or more of the different school systems, Figure 1 may provide a helpful overview. Finally, I would like to thank my various critical readers who helped to make enormous improvements to the book. These include Francis Christie
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Table 1 The structure of secondary/high schools in America, Australia and England America



Australia



England



Secondary school entry and end points and approximate ages (note, however, that there is often variation depending on the existence of middle schools)



grades 7–12 (ages 12–18) or grades 9–12 (where middle schools cover grades 6–9)



years 7–12 (ages 12–18)



years 7–13 (ages 11–18)



Learning stages and average corresponding student age



N/A



stage 3/4 (ages 11–12) stage 5 (ages 13–15) stage 6 (ages 16–18)



key stage 3 (ages 11–14) key stage 4 (ages 14–16) key stage 5 (ages 16–18)



Terms for learning objectives or goals



standards



outcomes



attainment targets



Signiﬁcant public exams and approximate age



Varies from state to School Certiﬁcate state (age 16) Higher School Certiﬁcate (HSC) (age 18)



GCSE (age 16) AS level (age 17) A2 level (age 18)



(Emeritus Professor of Language and Literacy Education, University of Melbourne, and Honorary Professor of Education, University of Sydney, Australia), Beverly Derewianka (Associate Professor, Faculty of Education, University of Wollongong, Australia), Dr Clare Painter (Senior Lecturer, School of English and Linguistics, University of New South Wales, Australia) and my colleagues at the Open University, UK, particularly Kieran O’Halloran (Lecturer in the Centre for Language and Communication) and Dave Martin (Research Fellow in the Educational Dialogue Research Unit). I am equally grateful to Carol Johns-MacKenzie and Pam Burns at the Open University for all their help and expertise in obtaining copyright permissions and helping to prepare the manuscript. For permission to reproduce ﬁgures and texts from copyright material, I am grateful to the following: Beechener, C., Grifﬁths, C. and Jacob, A. (2004), Modern Times. Oxford: Heinemann. Topfoto, Edenbridge, Kent TN8 5PF, United Kingdom. Walsh, B. (2001), GCSE Modern World History. London: John Murray.
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Every effort has been made to trace the copyright holders, but if any have been inadvertently overlooked the publishers will be pleased to make the necessary arrangement at the ﬁrst opportunity. Notes 1



2



In this book the word text is used to refer to any stretch of language, spoken or written. For that reason, each piece of language that I use for illustrative purposes (complete or incomplete) is labelled Text 1.1, 1.2 etc. Those texts which were written by students or teachers and which were collected as part of my research on the WIR project and subsequent personal research are not explicitly referenced, unless they are published exam essays. All examples taken from textbooks are fully referenced. English as an Additional Language is the term used to describe teachers and consultants working with students for whom English is not their ﬁrst language. In some contexts the terms TESOL (Teaching English to Speakers of Other Languages) or ESL (English as a Second Language) are used.
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Introduction: why history?



Why investigate historical discourse? In this book, I show how the type of historical discourse that circulates within essays and school textbooks requires students to think about and conceptualize the past in particular ways. I demonstrate that students make different linguistic choices in the way they structure their writing and that successful students do this with increasing sophistication as they move from the earlier to later years of secondary schooling. You might wonder why investigating historical discourse is of interest and who it might be of interest to. Based on my experience, I would argue that in the ﬁrst place it is educationally valuable. Learning to read and write history successfully is not a straightforward process for all students. In fact, it is the linguistically demanding nature of history which may account for the fact that less able students are often reluctant to continue their studies beyond the obligatory years (in the UK this is Year 9). It seems to me that a comprehensive description of the discourse of history and how different demands are made of students across the secondary years makes an important contribution to understanding potential difﬁculties and provides a ﬁrm foundation for making improvements to educational practice. A further reason why an investigation of the discourse of history is of interest lies in its public signiﬁcance. We only have to consider the ‘History Wars’ and debates that have recurred with such frequency in the press and on the ﬂoors of government and congress over the last decade to realize that issues of history have ‘spilled beyond school-house walls and become part of the national agenda’ (Stearns et al., 2000, p. 1). This increase in public interest in history and concern over what school history should include has, I think, in part been sparked by issues of identity, both individual and collective. Such issues appear to be exercising the Western world in the early part of the twenty-ﬁrst century – for many people, it is our history that makes us who we are. The British historian Keith Jenkins puts it this way: people(s) in the present need antecedents to locate themselves now and legitimate their ongoing and future ways of living . . . all classes/groups write their collective autobiographies. History is the way people(s) create, in part, their
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HISTORICAL DISCOURSE



identities. It is far more than a slot in the school/academic curriculum. (Jenkins 1991: 18–19)



Perhaps another reason why history has captured people’s interest and imagination lies in the increasingly colourful and dramatic media presentations of the past. These range from epic historical Hollywood ﬁlms making imaginative use of computer graphics in order to depict past times vividly (e.g. Gladiator, Troy, Alexander the Great) to TV docu-dramas on important historical ﬁgures (e.g. Henry the VIII, Elizabeth I) presented by charismatic historians. Then there are the nation-gripping TV debates and polls on great ﬁgures from the past (e.g. Great Britons, Great Americans, Great Germans). In contrast, there is also the emphasis on the ordinary individual in historical narratives such as Antony Beevor’s retelling of the Battle of Stalingrad which, rather than simply being viewed as military history, has been hailed as a ‘compelling tale of human retribution’ (Max Hastings, Evening Standard). Finally, there is the trend for history to be seen no longer as the preserve of the professional. Increasingly, we are all being encouraged to be historians and to investigate our personal and national heritage. The growth of interest in family history (encouraged in the UK by programmes such as Time Team) is interesting because it ties in with issues of identity mentioned earlier. If history is seen as a signiﬁcant social phenomenon, surely its discourse merits some serious reﬂection and discussion in order to better understand it. The book is therefore of interest to those who view linguistic tools as a means of furthering our understanding of the social and cultural world we inhabit. Why study history? Clearly, beyond the walls of academia and school, history has quite different uses and may be harnessed for a range of purposes (including political, social and entertainment). But, even when viewed as an area of study, its meanings and purposes may vary. Below are three quotes which illustrate some of these differences. Each addresses the issue ‘why study history?’ In turn we have an academic, teacher and student perspective. Arthur Marwick, academic The simplest answer to the questions ‘Why do history?’ or ‘What is the use of history?’ is: ‘Try to imagine what it would be like living in a society in which there was absolutely no knowledge of the past.’ The mind boggles. It is only through a sense of history that communities establish their identity, orientate themselves and understand their relationship to the past and to other communities and societies. Without history, we, and our communities, would be utterly adrift on an endless and featureless sea of time. (Marwick, 2001, p. 32) Timothy Brazier, history teacher History makes them [students] well-informed citizens, well-rounded adults, it gives them a broader perspective on the country in which they live and how the country
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they know has developed . . . It explains the problems of the modern world, how these problems have been caused and possibly gets them to the solutions. . . . immigration, for example, it’s really important they have a take on these issues, that they can understand them rather than be in blind ignorance . . . and have the ability to enter into a debate even in an informal way. (Interview, March, 2005) Jessica, secondary school student (aged 13) I think people learn about history because they get insight into their country’s past and how much people have done for them and why society is like it is today . . . It’s very useful for general knowledge. I mean, if you’re on ‘Who Wants to be a Millionaire?’ and a million-pound question was ‘Who ruled – dot, dot, dot’, then it’d be very useful. . . . It’s good for seeing different points of view because for every bit of history there are two sides. I mean there’s never a one-sided argument in history. Like saying Sadaam Hussein is evil. Obviously he is, but I suppose there could be another side to that story. He could have had a troubled childhood or was brought up badly. It helps you get into other people’s shoes, see why they did things like they did. (Interview, May, 2005)



The previous quotes give some insight into the purpose of history as perceived by an academic, teacher and student. This book will expand such insights by using discourse analysis to explore further what history means – both as an area of knowledge and as a means of developing particular ways of thinking about and interpreting the past. In the remainder of the chapter, I introduce some of the aspects of historical discourse which linguistic analysis can illuminate and which I will go on to explore in the following chapters. I hope to show that the discourse of history is a complex but fascinating domain of language use and that understanding how it works is interesting in its own right as well as being of educational use. How do different views of history affect ways of writing about the past? Predictably, history, like any discipline (along with school history, like any area of teaching and learning) is not uniﬁed, ﬁxed or stable in the way it builds and presents knowledge. It follows that it is not always easy to pin down what we mean by historical discourse. The following texts, for example, are all pieces produced by professional or student historians concerning the First World War. Yet they each have a distinct style and construe the past in quite different ways. This is because each text is underpinned by its own particular view of what history is and/or how it should be taught. As you read through the texts you might ﬁnd it interesting to speculate on what these may be. For example, is history about producing a gripping narrative or providing a detached analysis?
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Text 1.1 August 1914 SO GORGEOUS WAS THE SPECTACLE on the May morning of 1910 when nine kings rode in the funeral of Edward VII1 of England that the crowd, waiting in hushed and black-clad awe could not keep back gasps of admiration. In scarlet and blue and green and purple, three by three the sovereigns rode through the palace gates, with plumed helmets, gold braid, crimson sashes and jewelled orders ﬂashing in the sun. After them came ﬁve heirs apparent, forty more imperial or royal highnesses, seven queens – four dowager and three regnant – and a scattering of special ambassadors from uncrowned countries. Together they represented seventy nations in the greatest assemblage of royalty and rank ever gathered in one place and, of its kind, the last. The mufﬂed tongues of Big Ben tolled nine by the clock as the cortège left the palace, but on history’s clock it was sunset and the sun of the old world was setting in a dying blaze of splendour never to be seen again. (Tuchman, 1962/1991, p. 13) Text 1.22



Dear Mother and Isobel, Since you last heard from me we’ve come all the way to Verdun. We crossed the channel on a big ship. We didn’t have much space at all, because it was so crowded! When we arrived in France we disembarked and started to march East. Now we have reached the trenches and not much seems to be happening apart from a steady but light sniping crossﬁre between the lines and a couple of gas attacks. the gas attacks were awful. The ﬁrst we heard was the sound of a stukka divebomber approaching and then the sirens went off. We all fumbled for our masks and everyone was put on stand by to defend against an imminent German assault, but it never came. Today we heard about an offensive that i’ll be taking part in. I can’t tell you where or when it will be in case this letter is intercepted. It will be the ﬁrst time that I go ‘over the top’, i’m looking forward to serving King and country but i’m quite nervous because old Tom who’s the only one in our company who’s been over the top before says that it’s hell on earth. Since I arrived in the trenches we havn’t done a lot. It’s very muddy and wet the foods awful, their are rumors that they’ve caught and cooked some of the many rats which scamper around the trenches as I write. I trust you’re all ﬁne back in England. Please give my love to everyone in Minster. Please write back as soon as possible Love from William Text 1.3 Britain and the outbreak of war in 1914 Sir Edward Grey, the Foreign Secretary, built on the agreements made with Japan and France by the Conservatives. In 1905 the German Emperor tried to undermine the Anglo-French Entente by declaring an interest in the future of Morocco. In the ensuing conference on Morocco at Algeciras in 1906, Britain supported France. Germany’s clumsy diplomacy strengthened the Anglo-French Entente. In 1907 an agreement was made with Russia to settle differences over Persia, Afghanistan and Tibet. This created the Triple Entente, which aligned Britain with France and Russia against the Triple Alliance, but it did not commit Britain to go to war as an ally of France and Russia.
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. . . In 1914 Britain was still not ﬁrmly committed to an alliance with France and Russia. As the crisis sparked off by the assassinations at Sarajevo developed, drawing in Russia and France, it still seemed possible that Britain would remain neutral. The German invasion of Belgium tipped the balance. (Scaife, 2004, p. 56)



Text 1.4 Explain why the Allies were able to force the Germans to accept an armistice in November 1918



Probably the greatest factor for German defeat was the collapse of the Homefront. The German U-Boat campaign had lost the favour of neutral countries for Germany, the blockade by the British Navy on food imports (Germany imported 1/3 food and raw materials pre-war) and the loss of Britain as a trade market for Germany (had been greatest market pre-war) meant massive German food shortages. By 1918, 18000 people had died due to starvation, and energy intakes had halved. This helped to break the morale of the people as well as the basic fact of material shortages and poverty. Political division between the conservative forces and anti-war parties (KPD and SPD) and naval mutinies also help to create division and weaken Germany. (Board of Studies, 1997, p. 22) Text 1.5 Pandora’s Box: propoganda and war hysteria in the United States during World War 1 The United States in 1917 was a heterogeneous, ethnically fragmented society.9 The demographic shockwaves of the New Immigration that began in the 1890s combined with accelerated industrialization, an increasingly organized capitalist system, and rapid urbanization to foster social dislocation and unrest. The multiple frustrations engendered in this process led to violence within a society that was involved in a ‘search for order.’10 At the root of this violence was the struggle of old-stock Americans against a massive ﬂood of immigrants, which signaled a profound social and cultural change.11 . . . The Progressive crusade thus took on an almost religious quality, although it had lost most of its momentum by the eve of World War I. 9 See Hans Speier, ‘Klassenstruktur und totaler Krieg,’ in Uwe Nerlich, ed., Krieg und Frieden im industriellen Zeitalter, 2 vols. (Güttersloh, 1966), 1:247. 10 Stressed by Robert H. Wiebe in his seminal study, The Search for Order, 1877–1920 (New York, 1967). 11 For a good survey of the history of social violence in the period before World War I, see Robert Justin Goldstein, Political Repression in Modern America: From 1870 to the Present (Boston, 1978), 1–101.



(Nagler, 2000, p. 485)



From the sample texts you will have seen that some history writing is akin to story-telling and some more a matter of analysis and logical argument. That is, the ﬁrst three extracts are clearly narrative in style whereby the writer records a succession of events as they unfolded in time. Moreover, in Text 1.1 (and in 1.2 to some extent), these events are described in a style that resembles ﬁctional writing – there is colour, suspense and atmosphere, and a sense that the writer wants to involve the reader in the ‘story’. In Text 1.1, an extract from the historian Barbara Tuchman’s study of the plunge into the First World War, the description of the funeral of Edward VII is especially effective in the way it vividly captures the spectacle and grandeur of the
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ceremony. It also strikes a dramatic note in its use of literary metaphor – history’s clock, the sun of the old world . . . setting in a dying blaze . . . Perhaps not surprisingly August 1914 has been described as ‘a masterpiece of the historian’s art’. You might have recognized that Text 1.2, unlike Text 1.1, is not the product of a professional historian but written by a school student (aged 14). This student adopts the persona of a soldier in order to give an inside view of life in the trenches. Like the previous text it offers a recount of events and displays features associated with story telling. For example, it gives us insight into the (ﬁctional) soldier’s feelings about the war (e.g. i’m quite nervous). An emphasis on ‘feeling’ and imagination is particularly encouraged in approaches to history teaching that value ‘empathetic understanding’.3 One of the aims of setting tasks in empathetic understanding such as that represented in Text 1.2 is to combine the ofﬁcial history that students learn with a consideration of the way individual social subjects may have viewed events and what they may have felt about them. However, students may sometimes interpret empathetic tasks as an opportunity to use their imagination to step into the shoes of ﬁgures from the past, rather than a chance to display an informed use of imagination ﬁrmly rooted in a solid understanding of the subject matter. The result can be discourse more appropriate to the subject area of English than of history. Another reason why examples of empathetic understanding such as Text 1.2 may not be viewed as historical discourse lies in the fact that they simulate what in history are referred to as ‘primary sources’. Primary sources refer to the various types of documentary and other forms of evidence generated at (or close to) the time of a particular historical event: for example, personal letters (as simulated in Text 1.2), news reports, posters, maps, legal documents and cartoons. Primary sources are therefore quite different to the ‘secondary sources’, the records and interpretations produced by historians with some distance from events.4 In other words, while historians need to read, analyse and integrate primary sources into their writing, the purposes and linguistic styles used in such sources are quite distinct from those in secondary sources. In this book, therefore, our main focus is on historical discourse produced by historians (including textbook authors) and student historians with the express purpose of recording, explaining or interpreting past events. In comparison with the ﬁrst two extracts, Text 1.3 (taken from a student revision guide) is less colourful and emotive but, in common with them, focuses on retelling events. The writers of Texts 1.4 (written by a student) and 1.5 (written by a professional historian), in contrast, focus less on people and events and more on explanation and interpretation. Their approach follows a more ‘scientiﬁc’ model in which propositions about abstract historical processes (e.g. probably the greatest factor for German defeat . . .) are supported through evidence. As a result, their less colourful style could be described as academic and ‘objective’. The term ‘objective’ is, however, contentious, and one we will return to and explore further in the next section.
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Finally, historical writing can be highly abstract and self-reﬂexive. In the following extract, Text 1.6, the historian Joyce introduces his study of labouring peoples’ perception of the social order in nineteenth-century industrial England. His style is quite distinct from the ones we have already discussed. This is because it is inﬂuenced by postmodernist and post-structuralist approaches to history in which terms drawn from theories of discourse (after Foucault5) abound. In this approach to history, one of the central tenets is the impossibility of objective knowledge and the acceptance of the partial and fragmentary, and therefore subjective, nature of human experience and accounts of it. Text 1.6 1 Introduction: beyond class? . . . while there is no denying that class was a child of the nineteenth century, when it comes to how the social order was represented and understood, there were other children too who were every bit as lusty as class – indeed, in many respects stronger and more fully part of their time. Received wisdom has in fact become a dead weight, the ﬁxation with class denying us sight of these other visions of the social order. This ﬁxation has recently come under direct ﬁre, signiﬁcantly from the left rather than from the right: both empirically and analytically, the concept of class has been attacked as inappropriate and inadequate. This scepticism is to be applauded. It informs the present work, though the ﬁre here is less direct. Class will not go away. It has its place, and an important one, though it does from time to time need to be put in it. A good part of this disciplining of the class concept involves attention to the actual terms in which contemporaries talked about the social order, and to the means through which they communicated their perceptions. In short, it involves attention to language, to the means and content of human communication. This, therefore, is as much a book about language as about class. At least in part it is a product of its post-structuralist times. It is necessary, however, to begin with the concept of class. And here, of course, it all depends upon how one deﬁnes class. (Joyce, 1991, pp. 1–2)



The six examples of historical discourse that you have just encountered represent the, at times, vigorously debated and polarized positions taken up by historians and history educators. These different positions are concerned with questions such as whether history should offer stories about – or present analysis of – past events, and the concomitant question of whether history belongs more to the humanities or to the social sciences. Then there is the question of the extent to which studying history is a matter of stepping into the shoes of ﬁgures from the past and developing an appreciation of, and a feeling for, their attitudes and values. Finally, there is the issue of whether history can claim objectivity based on its methods of investigation. Or are historians inevitably subjective in their interpretations in that they are trapped in the ideologies (discourses) of their times and constrained by the evidence available to them? Such issues and questions are intriguing and are certainly not easily resolved, as evidenced by the set of ‘classics’ published over the last 50 years
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that aim to unravel the purposes and practices of history. These include Carr’s (1961) What is History?, Elton’s (1967) The Practice of History, Skinner’s investigations of the nature of historical writing (1988, 1996), Tosh’s (1991) The Pursuit of History and more recently Marwick’s (2001) revised The New Nature of History and Jenkins’s (1995) On ‘What is History?’ This book aims to contribute to the exploration and debates concerning the meaning and purposes of history. The perspective, however, is a linguistic one and the focus is on how citizens are inducted into ways of thinking like a historian within the institutional context of secondary schooling. The following questions are ones that, in that context, seem particularly pertinent. Can historical writing be described as objective? The debate over objectivity/subjectivity is a particularly interesting and relevant issue for this book in that linguistic analysis can, I think, make a useful contribution to our understanding of the degree to which history represents the past in objective or subjective terms. Currently, it is an intensely contested area (see, for example, Marwick, 2001, pp. 38–44), with the two citations below representing extreme positions on the issue. The ﬁrst is a quotation from the postmodernist historian Keith Jenkins, who takes the position that not only should historians recognize the subjective nature of the content of the past and accept multi-levelled perspectives, but they should also problematize the status of its form. The second quotation represents the classical, empiricist approach to historical study initiated by nineteenthcentury historians such as Ranke and Acton where the aim is ‘to show how things really happened’. History as subjective The sifting out of that which is historically signiﬁcant depends on us, so that what ‘the past’ means to us is always our task to ‘ﬁgure out’; what we want our inheritance/history ‘to be’ is always waiting to be ‘read’ and written in the future like any other text: the past as history lies before us, not behind us. (Jenkins, 2003, p. 30)



History as objective Historical facts are seen as prior to and independent of interpretation: the value of an interpretation is judged by how well it accounts for the facts; if contradicted by the facts, it must be abandoned. Truth is one, not perspectival. Whatever patterns exist in history are ‘found’, not ‘made’ . . . The objective historian’s role is that of a neutral, or disinterested judge . . . The historian’s conclusions are expected to display the standard judicial qualities of balance and even-handedness. (Novick, 1988, p. 2)



In between the two stances represented above lies the intermediate view that seems to be most inﬂuential in school history: that history is no longer a
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neutral discipline founded on an immutable body of facts. Rather the past is contested ground in which numerous interpretations compete. In particular, students are encouraged to critically analyse a range of sources presenting different perspectives on an issue in order to understand the way in which the same event may be variously (subjectively) interpreted and represented. Nevertheless, there remains a general belief that substantiated, empirically detailed, well-researched and balanced accounts can be characterized as (relatively) objective and of greater value than unsupported and skewed representations. This brings us to a further important point: that the texts that historians and students have to critically analyse – that is, read (as opposed to write) in order to construct their versions of the past – include primary sources that are not in themselves examples of historical discourse as deﬁned earlier, that is, ‘discourse produced by historians (including textbook authors) or student historians which has the express purpose of recording, explaining and interpreting past events’. Primary sources (such as news reports, personal letters, political cartoons) are produced for a vast array of purposes by a wide range of authors. Nevertheless, they are extremely important in the production of history. They need to be read, critically evaluated and absorbed into texts such as those set out at the beginning of the chapter. For this reason, I will show the relevance of linguistic tools for helping students to unpick discourse that is not strictly ‘historical discourse’ (unless or until, that is, it is absorbed into the writing of historians/student historians). Indeed, it is in this area of critical analysis of primary sources that I believe linguistics has an important role to play – by providing us with tools to tease out the way in which evaluative positions permeate the vast range of sources on which historical accounts are built. Equally important, such analytical tools are useful in unpicking evaluative positions in secondary sources (even the most seemingly impartial and objective accounts) as well as the history texts that students themselves produce. It is an area that I will explore in more detail in Chapter 7, but by way of preview let us return to the texts set out earlier and pick out some examples of words and phrases that colour the accounts and which may, however, have passed unnoticed. From Text 1.1 . . . on history’s clock it was sunset . . . From Text 1.3 Germany’s clumsy diplomacy strengthened the Anglo-French Entente. From Text 1.4 Probably the greatest factor for German defeat was the collapse of the Homefront.
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Narrative or argument? Linguistic analysis can also play an important role in relation to the other major issue which I have identiﬁed as important to history and history education. This is the question of whether writing about the past is best achieved through ‘telling a story’ or presenting a logical argument. In fact, this book will show that it is helpful to conceive of history writing as comprising elements of both narrative and argument. More importantly, I will propose that the two-way distinction (narrative/argument) should be abandoned in favour of a model that views historical discourse (within secondary schooling) as comprising a repertoire of different types of text or ‘genres’, each of which enables different ways of thinking and writing about the past. What makes history a demanding subject? It is generally agreed that, as a school subject, history is challenging in that it requires students to be able to read critically and write persuasively at a relatively advanced level (Schleppegrell, 2004). I have already suggested that one potential area of difﬁculty may be perspective (the objectivity/subjectivity debate). I have also made the point that learning the discourse of history requires developing a range of ways of writing about the past. There are two further aspects of history that I will focus on in this book because I regard them as being of particular signiﬁcance – both in terms of understanding history as a domain of knowledge and in terms of illuminating the kinds of difﬁculties that students might face when studying history. These are time and cause-and-effect, both of which have, in fact, been singled out in educational research as being central to learning history but also likely to create problems. With regard to time, research shows that even adolescents can ﬁnd it difﬁcult to handle chronological order and represent the duration of historical periods (Carretero et al., 1991, 35; Stow and Haydn, 2000; Wood 1995). And yet: the practice of history is inextricably linked to ideas of time, to calendrical systems, and above all to the metaphors through which we think about periods. (Jordanova, 2000, p. 115).



Certainly, any historical writing is likely to draw on a wide range of linguistic expressions for construing time. In the extracts below, taken from Antony Beevor’s (multiple) narrative account of the Battle of Stalingrad (Beevor, 1999), you can see a variety of expressions that are used to carve up the past and create chronological order and duration. The classic account of the epic turning point in the Second World War (back cover of book) Two and half years after the purge began, the Red Army presented a disastrous spectacle in the Winter War against Finland. (p. 23)



INTRODUCTION: WHY HISTORY?



11



During the second week of December, a savagely exultant Stalin became convinced that the Germans were on the point of disintegration. (p. 42) (Beevor, 1999)



Like time, cause-and-effect is also pivotal to historical meaning-making. It is not just what happened that interests historians. More fascinating are the questions, why did it happen, and why did it have the inﬂuence it did? Causeand-effect can, however, pose problems for some students. For example, they may ﬁnd it difﬁcult to move from chains of cause-and-effect to multiple and simultaneously occurring factors and consequences. Educational research has also shown that, while historians tend to favour impersonal, abstract structures as providing suitable explanations for historical events and states of affairs, students often remain focused on human ‘wants and desires’ (Halldén, 1997, p. 205). In sum, there are several aspects of historical discourse that require further exploration. As stated earlier, the main aim of this book is to show how discourse analysis can extend our understanding of such areas and thus provide a ﬁrm basis for making educational interventions. What is meant by discourse analysis? Both ‘discourse’ and ‘discourse analysis’ have come to have different meanings depending on the theoretical framework they are located within. In this book, discourse is used to refer to language and meaning above the level of the clause and is concerned with the interrelationship between language, meaning and the social and cultural context. However, in concepts of discourse derived from post-structuralism and associated with Foucault (see footnote 5), discourse refers not only to particular uses of language in context but also to the world views and ideologies that are implicit or explicit in such uses and which deﬁne and delimit what it is possible to say and not say. While not explicitly drawing on Foucauldian notions of discourse, I would argue that the close, detailed analysis of the linguistic patterns of history texts discussed in this book necessarily raise awareness of the system of beliefs and practices which constitute school history. Within another approach to discourse analysis referred to as Critical Discourse Analysis (e.g. Fairclough, 2001), discourse has a slightly different meaning again. In fact, in that tradition, it has two meanings. One meaning (Discourse 1) refers to the ‘coherent understanding the reader makes from the text. It can include how the values of the reader, the reading context and so on affect the reading of the text in the production of coherence’ (O’Halloran, 2003, p. 12). The other refers to the Foucauldian sense of Discourse (Discourse 2). Importantly, Discourse 2 constrains Discourse 1. While reader interpretation is not the primary analytical focus of the ﬁndings presented in this book, it is an area of increasing importance in functional linguistic approaches to discourse analysis, particularly in relation to the area of evaluative meaning (e.g. Cofﬁn and O’Halloran 2005, 2006; Macken-Horarik, 2003; Martin, 1996, 2004; Martin and Rose, 2003). Issues of reader positioning and
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interpretation are therefore discussed in Chapter 7, where I explore in detail how historical phenomena are judged and assessed by both writers and readers. Different traditions of discourse analysis, depending on whether they are rooted in post-structuralism, discursive psychology or conversation analysis (to name but a few), draw on quite different analytical tools. In this book, the tools of analysis are those developed within systemic functional linguistics. How can discourse analysis be applied to educational contexts? Discourse analysis has been a major research tool in much applied linguistic and educational research for several decades (see Christie, 2002; Cofﬁn, 2001 for overviews). The main purpose of this type of analysis is to lay bare the way language works in educational contexts. In this book the context is school history and the analysis is used to provide a rich description of the way language works to make historical meaning, primarily in students’ written texts. This is particularly pertinent in the current context, where, over the last two decades, the ability to read and write at different levels of sophistication has become an increasing concern for Western governments. In Britain, for example, the present government has made literacy one of its key objectives and a number of signiﬁcant policies and national strategies have been implemented (e.g. the National Literacy Strategy). This emphasis on literacy is largely due to the now commonly accepted view that literacy levels inﬂuence, if not predict, social and workplace success as well as citizens’ access to, and critical participation in, the social, cultural, educational and vocational institutions and facilities of the culture (see Christie, 1990). However, there is still relatively little understanding of the precise nature of specialized literacies and the different types of reading and writing demands made on students in different subject areas and on citizens in different workplaces and social situations. In Australia, too, throughout the last decade, there has been an increased emphasis on literacy education exempliﬁed in the release of ‘Literacy for All: The Challenge for Australian Schools’ (Department of Employment, Education, Training and Youth Affairs, 1998). Signiﬁcantly, this document emphasized that: Literacy learning is a life long process. Learners, at all stages of education, need support in dealing with an array of literacy demands – with texts in the content areas of the curriculum [my italics], with texts of increasing abstraction, with texts which use technical language, and with those texts which are brought into being by new information technologies.



The document thus endorses the view that students need support in developing control over the language and texts of speciﬁc curriculum areas. This recognition of the subject-speciﬁc nature of literacy is beginning to inﬂuence educational documents across the English-speaking world. In the UK, for
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example, the Standards Site for the Department for Education and Skills now gives links to subject-speciﬁc ‘language for learning objectives’ as well as guidance on reading, writing, speaking and listening. This guidance is designed to be useful to subject teachers when planning schemes of work and planning for progression across units. In relation to history, here is an example of the type of guidance provided. In history, pupils produce many different types of text. They need to understand how texts are structured in order to produce historical writing that meets the need of different types of historical enquiry. They need to select, organize and deploy relevant information when producing texts, and making appropriate use of dates and terms. Historical writing also requires pupils to demonstrate different degrees of certainty in their prose. Pupils practise using the language of speculation and possibility, and qualifying a point. Pupils also need to understand the relationship between an argument and the supporting evidence, and between the general and the particular. When planning for progression in pupils’ production of texts, history teachers should consider: • how to model the structure of different types of writing in history to enable pupils to be increasingly independent; (Department for Education and Skills, The Standards Site)



As is the case in the UK, recent educational policies and documents produced by Australian state education departments foreground the role of language in different curriculum areas. For example, the New South Wales 7–10 Syllabus (Board of Studies NSW, 2003a) underlines that ‘History is ideally suited to develop students’ literacy skills’ and that students need to learn how to construct a variety of texts for different purposes. In sum, it is clear that UK and Australian policy-makers and educators are increasingly acknowledging the role of language in subject learning. However, there are few publications which unpack and make explicit what is meant by phrases such as ‘how texts are structured in order to produce historical writing that meets the need of different types of historical enquiry’. Indeed, even in guidance documents such as the UK’s National Strategy for literacy and learning in history (Department for Education and Skills, 2004), there is an absence of information on the types of text or uses of language speciﬁc to history. In the USA, the relationship between language, literacy and learning is also increasingly being recognized as educationally signiﬁcant. However, less well recognized and acknowledged in policy documents is the nature of the language of different curriculum areas and the relationship between developing language (including literacy) skills and learning subject matter. The links between language and learning are therefore rarely made explicit. For example, the California History/Social Science standards set out a framework of ‘intellectual skills’ to be developed from Kindergarten through to Grade Twelve, in which interpretation and analysis are given a key role
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(California State Board of Education, 2000). However, the literacy and language skills necessary to achieve these are not spelled out. Part of the aim of this book, therefore, is to articulate and make explicit the relationship between, for example, successful analysis and interpretation (i.e. students’ ability to explain and argue about the past) and a developing control of language and literacy. This will be achieved by providing richer descriptions, and greater understanding, of the types of historical texts students have to read and write. Why draw on systemic functional linguistics as a framework for discourse analysis? Systemic functional linguistics (SFL) is a branch of linguistics that has a strong functional orientation: it is concerned with how language makes meaning. Unlike traditional approaches to language and grammatical description, which are concerned with describing a system of rules, the systemic functional model describes how language is used in actual social situations, such as the history classroom. Systemic functional linguists are interested in describing varieties of language from the point of view of making this knowledge socially and/or educationally useful. In relation to history, the analytical tools of SFL make it possible to describe the specialized nature of its discourse in terms of the way texts are organized and the way grammatical and lexical patterns distinguish it from other subject areas. The primary architect of SFL is Michael Halliday (e.g. 1978, 2004), but there are many more linguists who have been involved in developing and applying the model (e.g. Martin, 1992; Matthiessen, 1995). In terms of investigating historical discourse there have been several important studies (e.g. Eggins et al., 1993; Martin and Wodak, 2003; North, 2003; Schleppegrell, 2004; Veel and Cofﬁn, 1996; Wignell, 1994), and I am indebted to these researchers for drawing my attention to areas of interest and importance. Few previous studies, however, have provided a comprehensive description of historical discourse within schooling and it is in this area that I hope this book makes an important contribution. As I discuss in Chapter 8, such an explicit description of the linguistic constitution of school writing provides a ﬁrm basis for pedagogical interventions aimed at facilitating students’ handling of historical discourse. Who is the book for and how is it organized? The book has been written with educational and applied linguists in mind – both students and practitioners – who are interested in seeing how linguistic research can be applied in ways that are educationally and socially useful. Equally, it is designed to be of interest to history professionals and educators who have some background or interest in language and linguistics. These include policy-makers, textbook writers, teacher trainers, language and lit-



INTRODUCTION: WHY HISTORY?



15



eracy consultants as well as classroom teachers of history and English as an Additional Language (EAL). It offers an introductory account to SFL theory for people interested in ﬁnding out more about how this approach can illuminate the way language works in a particular social context. To this end, Chapter 2 provides an overview of the aspects of the SFL model of particular relevance to this book. Any theoretical principles that are introduced in that chapter are grounded and illustrated throughout the subsequent chapters alongside further explanations of relevant linguistic tools. In case some terms are unfamiliar to readers, there is also a glossary. The structure of the rest of the book is as follows. Chapter 2: The systemic functional linguistic approach to discourse analysis Chapter 2 sets out the overall theoretical principles underpinning systemic functional linguistics and shows how a functional analysis can illuminate wider educational, social and cultural meanings. This is a chapter that some readers, depending on their linguistic background, may wish to return to and read in sections, as and when relevant. Chapter 3: The role of the recording genres Chapter 3 provides a general introduction to the three overarching purposes of writing about the past – recording, explaining and arguing about past events – and shows how these different purposes require different text structures (genres) and different uses of vocabulary and grammar. It then goes on to focus on the recording genres, showing how there are four distinct ways of recording the past. The implications for both reading and writing are considered, including the order in which students tend to develop control of history genres (in line with history curricula and syllabi). Chapter 4: The role of the explaining and arguing genres Chapter 4 examines the explaining and arguing genres in terms of their structure, key lexical and grammatical resources as well as their pedagogic role. Chapter 5: Learning historically valued representations of time Chapter 5 analyses the role of time in the discourse of history. It focuses on the way in which successful history students use vocabulary and grammar in order to move from personally oriented representations of time to ones that are historically valued.
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Chapter 6: Building different types of causal explanations Historians generally agree that cause-and-effect is central to historical writing and this chapter explains how successful students develop a repertoire of lexical and grammatical resources for construing different types of causal relations as they move through secondary school. Chapter 7: Responding to, judging and assessing past events This chapter examines the linguistic means for evaluating and re-evaluating historical phenomena in order to give new and different meanings to the past. Using what is referred to as the appraisal framework, it looks at how different evaluative strategies operate across different history genres. These strategies involve using linguistic resources to respond to events emotionally, judge past behaviour within a moral framework and assess the weight and causal force of past events. Chapter 8: Educational implications and applications Chapter 8 summarizes the ways in which the language of history may not be transparent, particularly to those new to the subject. It suggests that it may be educationally useful to make historical discourse an object of study for both teachers and students on the basis that explicit, shared knowledge about its functions and structure can help students to critically analyse historical texts as well as independently construct their own interpretations of the past. Appendix The appendix provides, in graph form, the quantitative ﬁndings referred to at various points in the book. They are based on a detailed analysis of a corpus of 38 samples of student writing. The texts in this ‘mini-corpus’ were carefully selected to represent the most commonly recurring and successful types of text within the much larger corpus underpinning the general discussion. Glossary The glossary provides a reference for those readers who do not have a background in linguistics or are unfamiliar with terms within the systemic functional linguistic tradition. Notes 1 2



Edward VII reigned as British monarch from 1841 to 1910. All original errors in student writing have been preserved throughout the book
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and places where the writing is illegible are marked with xxxx). Where necessary, names have been changed in order to preserve anonymity. Empathetic understanding is an approach to history and history teaching that arose out of the recognition that there is a gulf between our own age and previous ages, and that to understand the past we have to appreciate the values and attitudes of that time. Collingwood (1946), in particular, argued that to make sense of the past we have to make sense of people’s mentalities in the past, i.e. all history is history of the mind. In a similar vein, Elton (1967, p. 31) stated that a historian has ‘to understand a given problem from the inside’. In sum, empathy is concerned with the ability to enter into an informed appreciation of the predicaments or points of view of other people in the past. In history-teaching circles it has, however, been seen as problematic leading to continuous debate and contestation (see Phillips, 2002). While secondary sources are generally used to refer to a contribution to knowledge about a past age written up later by a historian and often using primary sources, they may include other contributions such as TV and stage drama, ﬁlm, historical ﬁction, museum reconstructions, models, re-enactments, etc. In this book, the term will largely be used to refer to the writings of historians and textbook authors. It should also be noted that, recently, in some history textbooks (e.g. Dawson, 2004) there has been a move to eliminate the distinction between primary and secondary sources on the basis that whether a source is primary or secondary depends on the question being asked. Foucault, who can perhaps best be described as a social theorist, has had considerable inﬂuence on the practice of history. In particular, some historians and historiographers have drawn on his concept of discourse, which has a rather different meaning from that found in this book. For Foucault, discourse refers to the way in which knowledge is organized, talked about and acted upon in an institution (such as a prison, hospital, school or family). Speciﬁcally, discourses are systematically organized sets of statements that express the meaning and values of an institution. A good introduction to Foucault’s writings is I. P. Rabinow (ed) (1984), The Foucault Reader, New York: Panthenon.



2



The systemic functional linguistic approach to discourse analysis



. . . if we simply approach each text with an ad hoc do-it-yourself kit of private commentary, we have no way of explaining their similarities and differences – the aesthetic and functional values that differentiate one text from another. (Halliday, 2002, p. 187)



As Chapter 1 made clear, there are several aspects of the discourse of school history that merit further exploration, especially if a central aim is to understand the particular demands of learning to read and write history. I argued there that discourse analysis can help to: • overturn the common-sense classiﬁcation of history writing as either narrative or argument and provide a richer understanding of the range of texts that operate in (school) history; and • extend our understanding of areas of meaning central to historical thinking and writing – namely time, cause-and-effect and the judgement/ assessment of past events. To investigate these areas requires a linguistic framework that has a focus on meaning and function rather than simply form and structure. The framework also needs to take into account the situated nature of language use and how it varies depending on its context. In this chapter, I explain how systemic functional linguistics (SFL) does this, and I show how its tools of analysis can provide some fascinating insights into key areas of historical discourse such as those identiﬁed above. First, I set out one of the most important principles underpinning SFL’s theory of language (a view of language as both system and instance) and then I introduce aspects of the theory of particular relevance to this book. Throughout the chapter, I will use extracts from student writing and history textbooks in order to help those of you unfamiliar with SFL to ground the theory. I should like to emphasize, however, that some readers may want to treat this chapter as a reference resource that can be returned to at point of need. To facilitate this I shall indicate points in subsequent chapters where it may be useful to return to aspects of the theoretical framework. You may also wish to consult one of the books that serve as introductions to SFL theory (e.g. Bloor and Bloor, 2004; Butt et al., 2000; Eggins, 2004; Humphrey and Droga, 2002; Thompson, 2004; Martin and Rose, 2003).
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A systemic functional linguistic view of language: system and instance In this section, I provide an overview of a key theoretical principle underpinning systemic functional linguistics in order to show how it informs SFL analysts’ approach to analysing and interpreting discourse. Speciﬁcally, I shall show how a system perspective on language inﬂuences the way analysts interpret each individual text as an instance both of an overall language system (in this case English) and a particular discourse or ‘discourse domain’ (in this case school history). A system perspective on discourse and language While a structural perspective on language looks at the ordering of elements in terms of what goes together with what, a system perspective looks at the options available to speakers of a language, that is, patterns in what could go together with what. These differences are illustrated at clause level in Figure 2.1. Thus, we can look at the following sentence in terms of the ordering of its elements noting that in English the inversion of verb and subject creates an interrogative mood or question form: a) Should the arrival of the white Europeans in Australian be seen as invasion? (interrogative – subject follows auxiliary verb, should) Equally, however, we could examine the same clause from the perspective of why the speaker or writer chose the interrogative form rather than, say, the declarative form with appropriate intonation or punctuation (or indeed a negative or positive question tag form) to indicate a question function: b) So, the arrival of the white Europeans in Australia should be seen as invasion? (declarative – verb follows subject) c) The arrival of the white Europeans in Australia should be seen as invasion, should it? (declarative + positive question tag, should it)



Figure 2.1 Ordering and options
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d) The arrival of the white Europeans in Australia should be seen as invasion, shouldn’t it? (declarative + negative question tag, shouldn’t it) Once we start asking these types of questions as to why one structure rather than another, we can begin to see how speakers and writers make different ‘choices’ in grammar (albeit often unconsciously) and how these are inﬂuenced by the context in which they are using language. Thus, in the examples above, one reason for choosing one form rather than another may be related to whether the context is spoken or written. In spoken text, for example, a question that is clearly signalled through an interrogative structure may be less ambiguous than one that relies on intonation. Equally, another reason may lie in the relationship between the interactants. While sentence a) suggests an open dialogue, the use of the negative tag in sentence d) suggests the speaker already has a preferred interpretation of events in mind and expects agreement from their audience. Although in SFL priority is given to options, and structure is not seen as the deﬁning characteristic of language, this does not mean that it is an unimportant part of the theory. Rather, it means that structure needs to be ‘interpreted as the outward form taken by systemic choices’ (Halliday, 2004, p. 23). Language, in other words, is primarily conceptualized as a system of choices, a ‘meaning potential’, and each act or instance of meaning derives its meaning from what could have been selected but was not. There is an important point to make in relation to language as a system of options. Within a language and grammatical system as a whole (such as English) there are a set of options. However, depending on the context of a text there are differences in the choices that are typically taken up. Returning to our examples above, for instance, we saw how the speciﬁc social context of language use might play an important role in explaining these choices. The following two (longer) examples provide further illustration. Each was produced in a different context for a different purpose, and you will see that this has affected the choices that the writers have made in relation to grammar and lexis (vocabulary) as well as the overall organization or structure of each text. As you read through the pieces of writing, you will see that some of the choices are similar in both texts (e.g. the use of the past tense) but other choices are quite distinct in line with their different contexts. You may wish to consider the likely context for each text and the inﬂuence it has exerted on the writer. Text 2.1 The Hero of Geduldig



The snow began to fall, the winds began to howl and the temperature began to drop. Santina poked her head out of the window. Her face did not ﬂinch when the snow rose to head height. This was not unusual weather on the planet of Geduldig; these snowstorms were about as common as rain is in England. Santina felt a ﬂood of relief when she saw the temperature had dropped to −500°.
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She had been worried that the weather was going to get warmer. The forecaster on Ice-vision last night had looked very worried. With a slight tremble in his voice, he had warned that the planet was getting perilously close to the sun. The protective blanket of white cloud surrounding Geduldig was in danger of being destroyed by the sun’s heat. That would be more than just a bad spell of weather; it would be the end of her planet, her home, her life. She tried to picture in her mind what it would be like if the temperature rose. The ice cold, bitterness of the planet would be destroyed. The vapour, rising mysteriously up from the crystal-white ﬂoor would no longer exist. The world would no longer be peaceful and airy, with only the colour white and the gold of the peoples’ eyes. ...



Santina, her heart ﬁnally at rest, went over to her bed (made of ice), slid back in between the ice sheets and went back to sleep. She started sweating, and felt hot and clammy. She woke up and once again looked out of the window. She was horriﬁed to see that the whole world was beginning to melt. Drip, drip, drip. CRASH, the cathedral spire had collapsed into a slushy mess. People everywhere were running, screaming, shouting, praying for the temperature to drop. Santina looked up and saw the ball of the sun getting ever closer, red, blazing, angry. She ran into her closest friend Eaon. He looked at Santina, saw her golden eyes staring fearfully out of that pale face, and they both understood. They knew that they had to do something. They ran out into the square, and looked at the remains of the cathedral. They stood in horror, their silver hair blowing in the strangely warm breeze. ‘We must ﬁnd Iceana’ said Eaon determinedly. ‘Only he can save us.’ ...



She heard a terrifying, thundering sound. She looked up and saw a massive chunk of blazing rock broken off from the sun. It was hurtling, like a shooting star, straight towards Santina. She could feel its heat, boiling her blood . . . Santina, as if in slow motion saw Eaon forcing the massive ﬁreball down the hill into the raging torrent. With a ﬁnal cry, he hit the ﬁreball. They vanished together in a huge explosion of steam. Steam rose up clouding the whole of Geduldig, forming new, fresh clouds, to protect her world from the cruel heat of the sun. Geduldig was saved. Text 2.2 Eora Resistance to Europeans 1790–1816



The Eora people had lived in the Sydney area for at least 40,000 years before the Europeans arrived. They had lived by hunting, ﬁshing and gathering and believed that they were the guardians of the land. This lifestyle did not last. When the Europeans arrived in 1788 they occupied sacred land and destroyed Eora hunting and ﬁshing grounds. In 1790 the Eora people began a guerrilla war against the Europeans. In 1794 the Eora, whose leader was Pemulwuy, attacked the European settlement of Brickﬁeld. Thirty six British and fourteen Eora were killed during this attack. In the same year the Eora killed a British settler. Then the British ordered that six of the tribe be killed. The Aborigines continued to resist the European invaders by burning their crops and houses, taking food, destroying cattle and killing some settlers. In 1797 they attacked Toongabbie and within a week the farmers had to retreat and the farms were burned. In that year their leader, Pemulwuy, was captured by the British but later escaped.



22



HISTORICAL DISCOURSE



By 1801 many settlers lived in fear of the Eora and the British started a campaign to destroy Aboriginal resistance. Troopers were sent to kill Aboriginal ﬁghters and capture Pemulwuy. One year later settlers killed the leader in an ambush. Other great Aboriginal leaders continued ﬁghting against the white settlers. However, the guns of the British were more powerful than the Aboriginal spears. The British shot many of the Aboriginals and many others died of the diseases that the British brought. This period of black resistance in Sydney ﬁnally ended in 1816. It is a signiﬁcant period in Australian history as it showed the determination of the Aboriginal people to resist the invasion. It also demonstrated how unjustly the Aboriginal people were treated by the White invaders.



No doubt you had no difﬁculty in identifying that Text 2.1 was produced within the context of school English and Text 2.2 within school history. That is, even though both texts use English grammar and lexis and even though both might be described as a ‘narrative’ – in that they are both concerned with an unfolding of events over time – it is also apparent that there are a number of differences between the two. Signiﬁcantly, these differences lie not only in the subject matter: the texts are also organized differently in terms of their beginning, middle and end structures and these function to create quite different types of meaning. Text 2.1, which was written by Jessica, a Year 7 British girl, has a beginning stage that orients the reader to what is to follow by establishing a setting and introducing characters. Then follows a stage where the main character, Santina, is confronted with a problem – the heating up of her planet. The next stage deals with Santina’s and Eaon’s reactions to the problem, which is resolved in the ﬁnal stage of the text. In Rothery’s terms this is a story genre (Rothery, 1996). Text 2.2, on the other hand (which was written collectively by a Year 8 Australian history class), has a beginning stage that provides a background – a summary of previous historical events that are of signiﬁcance to the rest of the text. This background stage is followed by a sequence of chronologically ordered, past events. The ﬁnal stage draws out the historical signiﬁcance of the events. In my terms, this is a historical recount genre. Another difference between the two texts, apart from the way they are structured, is one that you may have picked up ‘impressionistically’: Text 2.1 is likely to have come across as more emotionally charged, whereas Text 2.2 may have seemed somewhat ﬂat and impersonal. Looking more closely at the language, we can detect some of the features that create such an impression. First, Text 2.1 deals with Santina and Eaon, named (ﬁctional) individuals (or speciﬁc participants) who are easier to identify with than the more remote, generalized (or ‘generic’) participants of Text 2.2 (the Eora people, the Europeans, the British, settlers). Second, there is a difference in the way in which each student writer gives meaning to the events recorded. In Text 2.1 it is the characters’ thoughts, feelings and emotional reactions to the problem they must solve that give particular signiﬁcance to the events and serve to create suspense by slowing down the action (the words marked in bold below). You
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will notice, in particular, that feelings are often intensiﬁed (e.g. felt a ﬂood of relief as opposed to felt relieved). Santina felt a ﬂood of relief He looked at Santina, saw her golden eyes staring fearfully out of that pale face, and they both understood They stood in horror, their silver hair blowing in the strangely warm breeze



In Text 2.2, rather than highlighting people’s emotional responses to events, the writer foregrounds the ethical dimension of people’s behaviour and makes judgements in terms of Aboriginal resolve and European immorality (the words marked in bold): it showed the determination of the Aboriginal people to resist the invasion it also demonstrated how unjustly the Aboriginal people were treated by the White invaders



The above are only some of the features that distinguish the two texts. However, it is these sorts of differences that, from an educational perspective, are useful to make explicit to students. Too often students produce a piece of writing that may be effective in its own terms but is not appropriate to the history classroom, therefore receiving low marks and a comment such as: ‘This reads more like something you’d write for your English teacher. Too much imagination and not enough fact.’ Meaning potential and cultural purpose We have seen that narratives, in which plot and suspense are vital ingredients and where ﬁctional characters must face, emotionally respond to, and deal with a problem, may be at the heart of English, but are not what history is about.1 Rather, history is concerned with the chronological ordering of past events and their historical (often social or political) signiﬁcance. We must now ask what is the signiﬁcance of these different choices? Why do different learning areas value different types of text and meaning? These are important questions for both educators and students. In the SFL model, differences in systems of options (whether in terms of genres or grammatical and lexical choices) can partly be accounted for by the different cultural and social purposes that underlie different discourse domains. While one of the ultimate goals of the school subject of English is to develop in students a sensibility for appreciating literary works (see Christie, 1999), a key disciplinary purpose of school history is to develop students’ ability to sequence and explain past events and in so doing, develop their understanding of who they are and where they come from (both as individuals and as members of a society). As a consequence, English and history select and value quite different types of text that fulﬁl these distinct goals. We have already seen these goals exempliﬁed in the two pieces of writing (Texts
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2.1 and 2.2). At one level, they both might be described as narrative but, at another level, the more speciﬁc purpose of 2.1 is to create a ﬁctional story, whereas 2.2’s goal is to record historically signiﬁcant past events. English tends to place importance on texts such as the type of ‘story’ genre exempliﬁed in Text 2.1 in order to develop students’ understanding of plot and their appreciation of character development (through the construal of feelings, thoughts and responses). Another important text type or genre that students learn to produce in English is the interpretation genre, a genre that is designed to develop students’ skills in reading the message of a literary work and responding to its cultural values (see Rothery, 1994, pp. 156–70). Both the story and the interpretation genres are pivotal in achieving the disciplinary goals of the subject area of English. In contrast, the very different approach to knowledge taken by history means that texts such as that exempliﬁed in Text 2.2, where the focus is on building a chronological record of the past in order to develop an understanding of the historical signiﬁcance of events, are central to meaning making. We will also see that texts that argue why events happened in the way they did, play an important role in history and are, in fact, the texts that are given the greatest value in the later years of secondary school. In sum, a system perspective on a discourse domain enables us to see what choices are common or ‘typical’ in a particular domain in relation to other domains. (This does not, however, preclude variation or even ‘departure’ from the way individuals take up or instantiate the meaning potential.) Such a perspective encourages the analyst to consider what it is about the cultural and social purposes operating in a domain such as school history or English that establish particular ‘meaning potentials’ and why these may change over time. In relation to contemporary approaches to history teaching and learning in Western-style education systems, analysts may consider why texts that frame reconstructions of the past as a matter of perspective and argument are generally more highly valued than texts that merely record past events. Is it the case, for example, that an approach that trains students to weigh up the validity of different viewpoints in relation to different forms of evidence provides useful preparation for participation in Western-style administrative, legal and democratic systems? Having looked at discourse from the perspective of system and considered how different contexts make available different sets of meanings, I shall go on to consider why it is useful to take an instance as well as a system view of language. First I shall discuss the theoretical principle underpinning such a perspective and then I shall consider the insights that can be derived from looking at instances of language, that is, the particular texts or utterances that are produced or ‘chosen’ by writers and speakers, in this case, secondary school history students.
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System and instance: two complementary perspectives SFL’s dual focus on the complementary perspectives of language as system and language as instance is what distinguishes it from many other approaches to language and discourse analysis, and therefore it is worthwhile elaborating the theoretical principle. To do this, an analogy of the climate and weather is useful. Following Halliday (2004, pp. 26–9), climate and weather, rather than being distinct phenomena, are two different ways of looking at the same phenomenon. While climate is based on the observation and modelling of long-term, and possibly quantitative, patterns of hours of sunshine and centimetres of rainfall, weather is an immediate and direct experience of ‘rain falling’ or ‘the sun shining’. Language can be conceptualized in a similar manner. On the one hand, in the same way that weather is a kind of ‘event’, language can be seen as an event, with words unfolding in a particular context (the instance perspective). But, equally, we can stand back and look at language from a greater depth of time and observe it as a whole system of meanings or resources that are available to speakers of a particular language (the system perspective). This is comparable to seeing climate as the same phenomenon as weather but viewed from an increased temporal perspective. History as a system of meanings The systemic approach proposes that to fully understand and make useful observations about language, it is helpful to look at it from both ends (that is, take both a ‘weather’ and a ‘climate’ perspective). In other words, rather than treating the language system as one phenomenon and focusing on instances of language as another, we always need to bring both halves of the picture together. Earlier, we explored the notion of historical discourse as an overall pattern of meanings associated with a given type of context (i.e. a school subject area where the overall aim is to record and argue about past events). Looked at from the perspective of the overall system of the English language, these patterns of meaning can be interpreted as a particular subsystem of meaning potential whereby contextual factors lead to adjustments in the systemic probabilities of the English language. Thus, to take an example, lexis associated with moral judgements as opposed to a personal, emotional response is more likely to occur in the discourse of school history than in English (see Matthiessen, 2005, for further examples of speciﬁc domains or in SFL terms ‘registers’ as particular settings of systemic probabilities). History as instance By mapping the typical choices in a particular discourse domain, we are able to identify when a particular instance or a speciﬁc text does or does not ﬁt with the usual patterns. The following piece of writing, for example, would generally not be regarded as typical, ‘standard’ history, even though it was written by a 12-year-old boy as a history assessment task.
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Text 2.3



Many years ago I was the leader of a tribe, I looked after my family I made sure we travelled to places where food was plentiful and there was plenty to drink and no one ever went hungry, we were all happy we had each other and a great mother in our land our religious beliefs kept out minds strong and our teachings righteous, the most wonderful part of my life that I foolishly took for granted was my freedom. I assumed that I would always have it. Then one day the white people dressed in fancy clothes came upon our shores, I sat silently in the bushes with the men from my tribe and men from about nine other tribes in the area, it was the ﬁrst time that all the tribes in the area at the same time meet with each other. When we heard the ﬁrst couple of gun shots we thought the men may have been gods, and we thought that explained why they were dressed also strangely. Soon a few of the men including me found the courage to show themselves to the white’s and they slowly walked down to the land that the white men were building on, when they reached the whites they asked what are you doing here!



Read out of context, it is likely that many readers would locate Text 2.3 as belonging to the curriculum area of English. For example, there is the use of the authorial I and a high frequency of affective meanings (we were all happy, most wonderful part of my life, I foolishly). In addition, there is almost a complete absence, or low frequency, of language features associated with history. For instance, there is an absence both of temporal resources to create a chronological framework and of causal language to explain connections between events. Readers may also have noticed that the structure of the text is more akin to that found in English (as opposed to historical) narratives, i.e. a problem (the arrival of the white people) and a resolution (confronting the white men). It is important to remember, of course, that in some approaches to history the boundary between history and English is relatively weak and some teachers may encourage imaginative, empathetic writing of the type illustrated here (albeit that history teachers would expect the story aspect to be more clearly rooted in historical facts and understanding). It is perhaps worth reﬂecting at this point as to whether the types of writing tasks that teachers set for students always provide practice in what would be unproblematically regarded as historical discourse (of the type, for example, represented by Text 2.2, Eora Resistance to Europeans 1790–1816). Certainly, the increasing trend for teachers to set students a wide range of writing tasks such as news reports, diaries, dialogue and speeches (among others) may be increasing the demands made on students. While teachers’ motives for setting such tasks may be to provide a more engaging and stimulating writing environment, and while a common belief is that such tasks are less demanding than traditional history essays, it is also worth considering that students may be denied sufﬁcient practice in developing the writing skills that will earn them high marks in public exams. To sum up, we have now considered the way in which SFL analysts conceptualize language from a system and instance perspective. In relation to system, we have considered not only how speciﬁc languages (such as English)
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offer particular meaning potentials, but how different discourse domains offer distinct meaning potentials (sub-systems) providing us with insight into wider cultural and social questions. We have also seen how a system perspective enables us to regard the degree to which instances of discourse represent more or less typical patterns of a discourse domain. Whereas most history teachers would regard Eora Resistance to Europeans 1790–1816 as successful historical discourse, the account of the tribal leader would not be so highly valued. In the following two sections, I develop further the idea that different meaning potentials and therefore different discourse domains both shape, and are shaped by, their cultural and social context. First I consider the concept of genre. This concept has inﬂuenced a number of approaches to literacy and subject learning as well as literacy strategies in both Australia and the UK. However, the concept has often been considerably ‘watered down’, so it is useful to locate it within a broader theory of how language works. Most importantly, it gives us insight into how history texts are ‘put together’ in order to achieve a writer’s goals. The cultural context and the notion of genre Within SFL, the cultural context is seen as playing an important role in shaping meanings. Indeed the ‘context of culture’, as it is more technically referred to, is sometimes described as the sum of all the meanings it is possible to mean in a particular culture (see Butt et al., 2000, p. 3) or ‘sub’culture, such as an academic discipline or school subject. In particular, it is proposed that a culture’s purposes and goals and how members set about achieving such goals lead to predictable text structures or ‘genres’ (see Martin, 1997; Ventola, 1987, 1995). That is, the different purposes involved in chatting with friends, recording personal experiences or explaining why a particular historical event occurred will all result in distinct types of spoken or written text. Text 2.4 illustrates how a common purpose in history – chronicling past events – results in a three-part structure: Background, Record of events and Deduction. This is a structure that we ﬁrst came across at the beginning of the chapter in relation to Text 2.2, which I am now describing more technically using the functional vocabulary of SFL genre analysis. Each element or part of the structure is referred to as a generic stage and is labelled according to its distinct function in achieving the overall purpose of the text, in this case recording past events. The genre is referred to as a historical recount. Text 2.4 Eora Resistance to Europeans 1790–1816 Background provides summary of previous historical events that are of signiﬁcance



The Eora people had lived in the Sydney area for at least 40,000 years before the Europeans arrived. They had lived by hunting, ﬁshing and gathering and believed that they were the guardians of the land. This lifestyle did not last.
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Record of events provides a record of main events as they unfolded over time



When the Europeans arrived in 1788 they occupied sacred land and destroyed Eora hunting and ﬁshing grounds. In 1790 the Eora people began a guerrilla war against the Europeans. In 1794 the Eora, whose leader was Pemulwuy, attacked the European settlement of Brickﬁeld. Thirty six British and fourteen Eora were killed during this attack. In the same year the Eora killed a British settler. Then the British ordered that six of the tribe be killed. The Aborigines continued to resist the European invaders by burning their crops and houses, taking food, destroying cattle and killing some settlers. In 1797 they attacked Toongabbie and within a week the farmers had to retreat and the farms were burned. In that year their leader, Pemulwuy, was captured by the British but later escaped. By 1801 many settlers lived in fear of the Eora and the British started a campaign to destroy Aboriginal resistance. Troopers were sent to kill Aboriginal ﬁghters and capture Pemulwuy. One year later settlers killed the leader in an ambush. Other great Aboriginal leaders continued ﬁghting against the white settlers. However, the guns of the British were more powerful than the Aboriginal spears. The British shot many of the Aboriginals and many others died of the diseases that the British brought.



Deduction draws out the historical signiﬁcance of the events that have been recorded



This period of black resistance in Sydney ﬁnally ended in 1816. It is a signiﬁcant period in Australian history as it showed the determination of the Aboriginal people to resist the invasion. It also demonstrated how unjustly the Aboriginal people were treated by the White invaders.



Genre, within SFL, has a distinct deﬁnition – it is ‘a staged, goal oriented, social process’ (Martin, 1992, p. 505) and the emphasis is on the social and cultural dimension. That is, rather than being conceptualized in psychological terms, as the realisation of speakers’ intentions, genres are seen as systems of social processes, operating within the culture at large. In this book, you will gain insight into the relationship between the system of written history genres that operate within secondary school history, and the wider academic discipline of history and Western educational culture in which they are set. In Chapters 2–4, I shall explore in detail how the actual linguistic make-up of history genres is inﬂuenced by another dimension of context, that which is referred to as Context of Situation. From the perspective of understanding how discourse works (including historical discourse), a focus on the social as well as cultural context is important. It can, for example, open our eyes as to why some texts are dense and abstract and others more colourful and immediate. In the next section, I shall introduce Context of Situation and include examples of spoken language used in the history classroom as well as a variety of primary sources. Therefore my focus will expand beyond written texts produced by historians or students of history to include those that inform and inﬂuence student writers.
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The social context and the notion of register In the opening section of this chapter, in examples a) to d), we saw that grammatical choices are selected from the language system as an outcome of the speciﬁc social context in which an interaction is embedded (for example, whether an interaction is spoken or written and what kind of relationship holds between the interactants). In this section, we see how the notion of register serves to tighten up and systematize the relationship between key aspects of the social context and the grammatical and lexical (or ‘lexicogrammatical’) choices made by speakers and writers. Register therefore helps to explain variation within a discourse domain such as that of history. Within SFL, the speciﬁc Context of Situation is an extralinguistic category for deﬁning the situation type in which a text is embedded. Its conceptualization traces its genealogy through the linguist J. R. Firth back to the anthropological writings of Branislaw Malinowski. In Malinowski’s work (e.g. 1935), describing the Context of Situation was a necessary part of the effective translation and interpretation of the spoken texts of the peoples of the Trobriand Islands. In this early work, the main focus was the ethnographic description of the observable, material circumstances of the people under study. Since then, Context of Situation has evolved into a more generalized and abstract model whose purpose is to deﬁne the social variables that have an effect on language choice. These contextual variables turn on: a) the type of social activity taking place; b) the social roles and relationships between the participants; and c) aspects of the channel of communication such as whether the text is monologic or dialogic, spoken or written, or close or distant in time to the event represented. These three variables are referred to (respectively) as ﬁeld, tenor and mode, and collectively they are referred to as register (see Figure 2.2). The register variables of ﬁeld, tenor and mode capture in a systematic manner the links between the main facets of a social situation and the language choices we make. In teaching history, these three elements can be used as ‘pegs’ for helping students to interpret as well as produce texts. In particular, they can facilitate an understanding of how changing register variables result in language variation as students move through the school curriculum, as well as the fact that textbook writers may make rather



Figure 2.2 The register variables
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different language choices to student writers. In the following sections, each of the three variables is discussed in greater detail. The topic or activity of the text: ﬁeld Field refers to the topic or social activity in which language plays a part. At a broad level, we can talk about the ﬁeld of history. At this most general level, although it would be hard to predict with any speciﬁcity the types of participants and activities we might come across in actual historical texts (i.e. instances of historical discourse), we would expect them to be quite different to those found in other learning areas such as physics or mathematics. Thus, while in mathematics we would not be surprised to encounter cosine ratios, acute angles and hypotenuses alongside processes of dividing, calculating, solving equations, and so on, in history we would expect to come across a very different set of participants (e.g. kings and queens, soldiers, politicians, explorers) engaged in quite different types of activities (such as ruling, invading, governing, exploring). And most likely, these activities would be set in particular (often temporally speciﬁed) circumstances (such as in the tenth century, 100 years ago, two decades later). Within the broad ﬁeld of history, there are, of course, many more, narrowly deﬁned, ﬁelds such as military history, the history of ﬁlm, constitutional history, heritage, and so on, and within each of these there are speciﬁc topics such as the War of the Roses, the development of talking movies, democratic government, Aboriginal artefacts, etc. It is also important to recognize that some topics can be viewed from outside a historical ﬁeld. For example, if we take the topic of migration, we can examine it from an everyday, common-sense perspective based on direct personal experience of family or neighbourhood migration. But equally we can investigate migration from a historical perspective, conceptualizing it in generalized, abstract terms and investigating worldwide patterns of movement at different points in history. The movement from personal, common-sense experience and knowledge, to less familiar, increasingly more sophisticated ‘educational’ knowledge is one of the purposes of school history and schooling generally (see Bernstein, 1975, for further discussion of ‘common-sense’ and ‘educational’ knowledge) and is an important theme throughout this book. Figure 2.3 illustrates the



Figure 2.3 Heritage – moving from an everyday to a historical ﬁeld
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process of re-contextualization of a ﬁeld. In the ﬁgure, everyday heritage (drawing on students’ ﬁrst-hand experience and knowledge) is reworked as historical knowledge (using specialized lexis), thus extending students’ experience beyond the personal and familiar. We can also see this movement in the following two texts. Both of them deal with the same ﬁeld: the Holocaust. The ﬁrst is a primary source and the other is an extract from a popular history textbook. Both are texts that students would be likely to come across in any study of the Second World War. In the ﬁrst text (2.5), the writer, Victor Greenberg, uses everyday language to describe his ﬁrst-hand, personal experience of the gas chambers. He is the main participant and therefore there is repeated use of the I personal pronoun. Events are recounted in everyday terms. He tells how he was punched, locked into a barrack but managed to climb out (all concrete, physical processes). The circumstances of the events are mainly to do with place – he was locked into a barrack, he climbed through a narrow window, etc. Text 2.5 An account by a Holocaust survivor, Victor Greenberg They punched me until I was in a state of collapse. I was eventually locked into a barrack full of people who had been selected to be taken to the gas chambers. Realising the consequences, I was determined to escape and managed to climb out at night through a narrow window with a colleague. (Beechener et al., 2004, p. 141)



In the following text, the same event (i.e. the Holocaust) is described with increased distance in time and space and a historical rather than personal perspective is developed. The participants are groups of people – the Nazis, the Jews – and events are set in time – after the outbreak of the Second World War, in 1941. There is also use of specialist terms such as the ‘Jewish problem’, the Final Solution, policy, extermination and labour camps. Text 2.6 Hitler’s Final Solution After the outbreak of the Second World War the Nazis changed their policy towards the Jews. They wanted to get rid of as many Jews as possible, and began to make plans for how to deal effectively with what they called the ‘Jewish problem’. In 1941 they came up with a plan which was known as the Final Solution. The Jews would be dealt with in two ways: they would either be worked to death or executed. Extermination and labour camps were therefore set up throughout Europe in order to exterminate the estimated eleven million European Jews. (Beechener et al., 2004, p. 138)



In sum, some aspects of language (namely what are referred to in SFL as the Participants, Processes and Circumstances2) will be determined by the contextual variable of ﬁeld – that is to say, the subject matter or the aspect of human experience referred to (for example, law enforcement, news reporting, medicine and public health, or history). We have seen, however, that ﬁeld is not simply a matter of ‘subject matter’ but also includes the way in which the ﬁeld is made sense of, or interpreted i.e. the degree to which
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specialist knowledge extends common-sense understanding of phenomena. As you proceed through the book you will see that this is particularly pertinent in a study of school history where, as students move from the earlier to later years, they learn to see the past through increasingly specialized eyes – the eyes of a historian. The relationship between users of language: tenor Tenor refers to the nature of the relationship between users of language in a particular social context. Language will vary according to factors such as: • • • • •



how often the interlocutors have contact; how well they know each other; their social roles (e.g. teacher/student); their relative social status (e.g. expert/novice); the degree to which their values are perceived to be aligned (i.e. the degree of solidarity).



Thus, just by looking at a piece of dialogue and its linguistic patterns, we can deduce a great deal of information about the interlocutors. In the following piece of dialogue, for example, it would not take long to ﬁgure out the social roles and relative status of the interlocutors. Peter: Ok, everybody, now everybody if you can have a look at the overhead that’s up there now [pause] Ali? [pause]. We can see that, um, we have some of, what we have here, are aspects of warfare. In other words, the ‘input’. So, for instance, ﬁrst of all, we have an unavailability of goods here. That means that people couldn’t get certain things at the end of the war. Now, how do you think that might have affected Australian society at that time? What would the consequences be of that? Katina? Katina: They had to produce their own? Peter: Very good. They had to produce their own goods.



In conventional history classrooms, patterns in dialogue between teacher and students often resemble those illustrated above. Frequently, they indicate: • the roles of assessor and appraised (in addition to those of teacher and student); • unequal status – the teacher is in a more powerful institutional position both as subject expert and arbiter of classroom behaviour; • regular contact – students and teachers meet regularly each week during school term; • alignment – students may often align their values with those of the authoritative teacher (though this does, of course, depend on the nature of the pedagogic task and type of interaction).
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In the dialogue, where the history teacher, Peter, addressed his whole class (Year 10) on the topic of the effects of the Second World War on Australian society, we can see how the teacher’s status and authority are construed through his asymmetrical use of commands and questions (underlined below) and his lengthier turns. The role of teacher/assessor is constructed through his use of evaluative language (very good) and the degree of alignment is indicated by the student’s compliance in answering his question and providing the expected/historically valued answer. Teacher: Ok, everybody, now everybody if you can have a look at the overhead that’s up there now [pause] Ali? [pause]. We can see that, um, we have some of, what we have here, are aspects of warfare. In other words, the ‘input’. So, for instance, ﬁrst of all, we have an unavailability of goods here. That means that people couldn’t get certain things at the end of the war. Now, how do you think that might have affected Australian society at that time? What would the consequences be of that? Katina? Katina: They had to produce their own? Teacher: Very good. They had to produce their own goods. (Data recorded during a Year 10 history lesson in a Sydney school – as part of the WIR project)



Tenor in history textbooks may sometimes be more difﬁcult to identify and describe, since, although authors often adopt an overall authoritative tone thus creating an unequal status relationship between textbook writer and student reader, there may be shifts from a more authoritative impersonal style to a more casual, friendly one in which the writer directly engages with the reader. This is illustrated in the following textbook extract where the writer, Walsh, uses the pronoun you and the interrogative (underlined) to create a friendly relationship with his audience. However, at the end of the extract, Walsh resumes his teacher role by telling the student what they will do next – To ﬁnd out, you are going to look back at the ﬁnal stages of the war.



2.7 The impact of the First World War In 1914 the Germans were a proud people. Their Kaiser – virtually a dictator – was celebrated for his achievements. Their army was probably the ﬁnest in the world. A journey through the streets of Berlin in 1914 would have revealed prospering businesses and a well-educated and well-fed force. There was a great deal of optimism about the power and strength of Germany. Four years later a similar journey would have revealed a very different picture. Although little ﬁghting had taken place in Germany itself, the war had still destroyed much of the old Germany. The proud German army was defeated. The German people were surviving on turnips and bread, and even the ﬂour for the bread was mixed with sawdust to make it go further. A ﬂu epidemic was sweeping the country, killing thousands of people already weakened by rations. This may not surprise you, given the suffering of the First World War. What might surprise you is that ﬁve years later the situation for many people in Germany was still very grim indeed.
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Whatever had gone wrong in Germany? To ﬁnd out, you are going to look back at the ﬁnal stages of the First World War. (Walsh, 2001, p. 137)



In history textbooks there is a wide array of tenor relationships other than those that hold between textbook writer and student, since many books are made up of a range of primary sources in which social status varies immensely, as does the degree of distance/closeness between interlocutors. For example, a politician addressing the general public entails a very different tenor to that of a soldier writing home to his wife. The following two primary sources illustrate the sorts of differences that can hold between writer and reader. Text 2.8 is a diary entry and therefore, presumably, the writer, Doreen Ellis, did not have a wider audience in mind. For this reason there is no need for her to signal or negotiate status and roles. Consequently, there is no use of the you pronoun and no questions or commands. In other words, there is no explicit dialogic engagement. Text 2.8 Doreen Ellis, writing in her diary about life during the Second World War A friend of mine was caught in the blast from a nearby bomb and was taken to hospital with several shrapnel wounds. The all-clear went at about 6am and we were able to go home to bed. Two hours later, I got up and went to work. (Beechener et al., 2004, p. 215)



Text 2.9, in contrast, is a letter written in the early nineteenth century in which the writer, Ned Ludd, sets up a dialogue with his addressee, Frederick Smith (a mill owner), through the use of the personal pronouns I and you. He makes clear his status by setting down a series of conditions (if they are not taken down, if we come, etc.) concluding with a command in the form of an imperative (Inform your neighbours . . .). Text 2.9 A letter to Frederick Smith, a mill owner, from Ned Ludd, 1812 Sir, Information has just been given in that you are an owner of those detestable shearing frames, and I was asked by my men to write to you and warn you to pull them down. If they are not taken down by the end of next week, I will send one of my lieutenants with at least 300 men to destroy them. If we come, we will increase your misfortune by burning your buildings to ashes. If you ﬁre upon any of my men, they have orders to murder you and burn all your housing. Inform your neighbours that the same fate awaits them if their shearing frames are not speedily taken down, as I understand there are several in your neighbourhood. (Beechener et al., 2004, p. 41)



While tenor relations may vary considerably in the texts history students need to read, the general expectation is that, in their own writing, students should adopt an impersonal tenor. Text 2.10 (an introduction to a student essay) is fairly typical in this regard – there is no use of the personal I pro-
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noun to draw attention to the fact that the student is making an interpretation. Nor is modality used (words such as may, perhaps, it is possible) to soften or open up her interpretation to negotiation. Rather, the use of categorical declaratives construes an authoritative stance and assumes alignment between writer and reader. Text 2.10



It is only to a small extent that discontent among the peasants and proletariat contribute to the outbreak of revolution. The grievances of these groups are a part of the overthrow but there are many other factors more signiﬁcant than their discontent. These include economic and social factors, as well as disillusionment with the monarchy. (Board of Studies, 1997a, p.112)



If you look at my reworked alternative to Text 2.10, Text 2.11, you will see that the different choices there construe a rather different tenor. The use of overt authorial intrusion (in my view, in my opinion, I) and modality (probably, I think, may, could ) develops a dialogue with potential readers. The writer ‘persona’ does not assume a shared interpretation of past events. Text 2.11



In my view, it is probably only to a small extent that discontent among the peasants and proletariat contribute to the outbreak of revolution. I think it’s very likely that the grievances of these groups are a part of the overthrow but I think there may be other factors more signiﬁcant than their discontent. In my opinion, these could include economic and social factors, as well as disillusionment with the monarchy.



Later in the book we will explore more fully how different styles in interpreting and arguing about the past are inﬂuenced by the degree to which the reader is construed as being in agreement or disagreement. Before we move to considering mode, it is worth bearing in mind the point that I have made before. You have just seen that writing a diary and a letter both require quite different uses of language and that, in turn, these are quite different to those of the traditional history essay. It is therefore worth returning to the issue of writing tasks which require students to compose ﬁctional diary entries, letters and dialogues, amongst others. To what extent might students beneﬁt from practising these uses of language as opposed to those more typical of historical discourse? What balance should there be between the different types of writing? The channel of communication: mode Mode is the channel of communication, with speaking and writing being the two most basic channels. In a spoken text, the speaker and listener are often close to each other and are frequently concerned with ‘here and now’ situations with the result that gestures, facial expressions and shared
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observations do a great amount of work in communicating meanings. The interactivity and spontaneity of the spoken mode is something that children have considerable experience of when they begin school. However, at school, whilst the dialogic spoken mode remains important, the less directly interactive (and more reﬂective) mode of writing becomes particularly valued. This is because it serves to synthesize, compress and store information. Making the shift from the spoken to the written mode is a major feature of all school literacy. The following classroom dialogue and essay extract, both concerning the impact of the Second World War on Australia, illustrate some of the differences between the two modes. In the classroom interaction, for example, the teacher and student jointly construct the consequences of war through the technique of question and answer. Certain points are emphasized through pauses and repetition (underlined) and the ideas are packaged in accessible language. Teacher: Another aspect of war was that aeroplanes, ammunition and machinery were needed. [pause]. Badly. [pause]. So, what did the Australians do? Student: They made their own. Teacher: That’s right. They made their own. (Data recorded during a Year 10 history lesson in a Sydney school – as part of the WIR project)



In the following essay extract, the everyday language of the dialogue is absent. Rather, ideas are packaged in more abstract language, e.g. a restructuring of the Australian economy, industrial production, the momentum, and the writer’s thoughts are formulated as complete clauses that move the argument forward. 2.12 What was the effect of World War II on Australian society? One major effect of World War II was a restructuring of the Australian economy: the unavailability of goods meant that Australia had to begin to produce its own. In addition, because better equipment, such as aeroplanes, machinery and ammunition, was needed during the war, industries such as the iron and steel ones, as well as ship building, were greatly boosted. In fact between 1937 and 1945 the value of industrial production almost doubled. This increase was faster than would otherwise have occurred and the momentum was maintained in the post war years.



In the following chapters, you will ﬁnd out that, in order to be successful writers, history students need to move towards producing highly reﬂective and abstract representations of the past, of the sort illustrated in Text 2.12. In order to be successful readers, however, they need to be able to deal with a range of modes (as well as manage variation in tenor and ﬁeld). This is because of the interweaving of secondary and primary sources in history textbooks and worksheets. Thus students need to be able to handle everyday, spoken text (such as a recorded, spontaneous conversation), more
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formal spoken text (such as a political speech) and all types of written texts (including dense, abstract legal documents). The variation of mode in primary sources and its inﬂuence on language choices are illustrated in the following three primary sources, all of which concern the Cuban missile crisis of 1962. The annotations to the right of the sources indicate some of the shifts in style and indicate why the second and third source, Texts 2.14 and 2.15, might be less accessible to students than Text 2.13. More spoken, everyday



More written, abstract



Text 2.13 Kennedy speaking after a meeting with Khrushchev in 1961. Khrushchev had been very aggressive towards Kennedy. I think he [Khrushchev] did it because of the Bay of Pigs. He thought that anyone who was so young and inexperienced as to get into that mess could be beaten; and anyone who got into it and didn’t see it through had no guts. So he just beat the hell out of me. If he thinks I’m inexperienced and have no guts, until we remove those ideas we won’t get anywhere with him. (Walsh, 2001, p. 347)



Language use



Text 2.14 President Kennedy speaking in 1963 I believe there is no country in the world . . . whose economic colonisation, humiliation and exploitation were worse than in Cuba, partly as a consequence of US policy during the Batista regime. I believe that, without being aware of it, we conceived and created the Castro movement, starting from scratch. (Walsh, 2001, p. 347)



Use of I pronoun and colloquial language (starting from scratch). But also abstract nouns (colonisation, humiliation, exploitation, consequence, policy)



Text 2.15 Written by Robert Kennedy in 13 days Even after it was all over (the President) made no statement to take credit for himself or for his administration for what had occurred. He instructed all (his staff) that no interview should be given, no statement made, which would claim any kind of victory. He respected Khrushchev for properly determining what was in his own country’s interests and in the interests of mankind. If it was a triumph, it was a triumph for the next generation and not for any particular government or people. (Walsh, 2001, p. 352)



Third person pronouns (he, it), abstract nouns (statement, credit, administration, victory, triumph, generation)



Use of I pronoun, contraction (didn’t, I’m, won’t) everyday, colloquial language (that mess, guts, beat the hell )
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Mode is also concerned with the role that language plays in a text and whether it does all the work or, alternatively, interacts with another semiotic mode. For example, in the primary source shown in Figure 2.4, a propaganda war poster, language interacts with an image (that of a smiling woman at work in a factory). In combination, the verbal text and the visual image create the message that women can ﬁnd happiness in war-related industries. This interplay of modes is now commonplace in history textbooks, CD ROMs and DVDs but as commented on in later chapters, may create difﬁculties for some students. Kress and van Leeuwen (1996), for example, have argued that visual images are socially and culturally constructed products and have their own culturally speciﬁc grammar. As a consequence, the meanings are not always transparent, obvious and accessible to all students (see also Cofﬁn and Derewianka, forthcoming). Register, meaning and language So far we have considered, in rather general terms, how the register variables of ﬁeld, tenor and mode have an impact on how people use language within the context of school history. In this section I will show how, within the SFL model, register is used to systematically link the three aspects of social con-



Figure 2.4 World War II propaganda poster encouraging women to work outside the home. Courtesy of the Library of Congress (website: www.ualr.edu/arwomen/timeline.htm, accessed July 2006)
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text we have now discussed with three general areas of meaning which, in turn, link to speciﬁc areas of the language system. In order to explain what I mean by three general areas of meaning, I need to introduce another key theoretical principle underlying the SFL model – the notion that language has three main functional orientations which have evolved to represent three areas of meaning. Referred to as metafunctions, these three primary functions of language enable users to: • model or represent the world – referred to as the ideational metafunction; • engage interpersonally and exchange points of view – referred to as the interpersonal metafunction; • engender or create cohesive text – referred to as the textual metafunction. Thus, in the extract from Text 2.4, It also demonstrated how unjustly the Aboriginal people were treated by the White invaders.



we can say that language is simultaneously working to: a) represent past events: Aboriginal people were treated unjustly by the White invaders; b) present a point of view: the behaviour of the White invaders was unethical; c) link different parts of the message together: the conjunction also signals that the writer has already drawn a deduction about the signiﬁcance of the events. Each of the three general areas of meaning (ideational, interpersonal and textual) – as represented by the metafunctions – is associated with particular systems of language. Thus areas of language such as Participants (Aboriginal people, the White invaders) and Processes (treated) are fundamental to the building of propositional or ideational content whereas attitudinal lexis (unjustly), alongside systems of modality (e.g. may, probably), are connected to the exchange of views and attitudes and therefore are interpersonal in orientation. Finally, there are language systems such as conjunction (also) and reference (these events) which function to build cohesive texts and are therefore textual in orientation. The notion that the internal organisation of language is not accidental but embodies the functions that language has evolved to serve in the life of social beings (Halliday, 1973, pp. 43–4) provides a basis for construing the relationship between context and language as dialectical. The SFL model posits that there is a two-way relationship between the social and cultural environment and linguistic choices. That is, the social context in terms of its ﬁeld (e.g. war), tenor (e.g. teacher to student) and mode (e.g. written as opposed to spoken) will affect language choices. But equally, by making certain language choices, writers and speakers can inﬂuence their relationship with
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their audience as well as shaping the degree to which their text sounds written or spoken. This is a principle that may need to be taught explicitly to students to ward off comments on their written work such as: This is too informal. It gives the impression that you’re chatting with friends rather than writing an essay. This reads like a harangue rather than an essay.



The two extracts below, which are both taken from a chapter on Pompeii in the textbook Living through History, provide further illustration of the principle that there is a two-way relationship between the social context and language choices. In the two extracts, even though the writer and assumed readership remain the same throughout the book, there is a distinct shift in tenor relations: in the ﬁrst extract the writer construes a distant and authoritative persona and develops an expert-to-novice relationship, whereas in the later extract a more collaborative, equal relationship is created, primarily through the collective personal pronoun we. This shift in tenor relations can perhaps be explained by the fact that, in the ﬁrst extract, the writer’s expertise regarding the historical facts (i.e. ‘what happened’ to Pompeii) is not contestable, whereas in Extract 2, the writer, other historians and the student reader are equal in their lack of knowledge of how many people died. Extract 1



On 5 February AD 62 the Italian town of Pompeii was rocked by an earthquake. Almost all the buildings in the town were damaged and a ﬂock of six hundred sheep is said to have been swallowed into a huge crack in the ground. After the earthquake the town was repaired and life returned to normal. (Kelly et al., 1997, p. 34) Extract 2



We don’t know exactly how many people died at Pompeii, or in the neighbouring town of Herculaneum which was totally engulfed in boiling volcanic mud. We do know, however, that thousands of men, women and animals died a terrible death. (Kelly et al., 1997, p. 35)



As discussed earlier, in the case of student writing, a typical tenor relation constructed between student writer and teacher is akin to that of Extract 1. That is, even though in general, the student writer’s teacher/assessor will, in reality, be more expert than their student, pupils are encouraged to emulate the voice of an authoritative and objective historian. However, there are also shifts in tenor as students move through secondary school, particularly in terms of the degree to which they can assume convergence and alignment in the interpretation of past events. I shall discuss this in later chapters. In order to explain the context–language relationship in a systematic way, each register variable is posited as interrelating with one of the three metafunctions and with particular areas of language. The relationship between register variables, metafunctions and language is displayed in Figure 2.5. In later chapters, we shall look more closely at the relationship between
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Figure 2.5 Register–metafunction–language relationship register variables and language. At this point, therefore, Figure 2.5 serves as both a review of the Hallidayan model of language I have introduced (i.e. one that highlights the context–meaning–language ‘hook-up’) and a preview of areas of language I shall go on to introduce and explore. Ideology and the development of social subjectivities The main focus of this chapter has been to consider the overall ‘architecture’ of SFL and to provide an overview of its particular approach to language and discourse analysis. You will have seen that its general orientation towards language is to theorize it as a social phenomenon. Thus it links, in a systematic manner, speciﬁc language systems with particular types of meaning (ideational, interpersonal and textual) that in turn relate to variables in the social context (the subject matter, social relations and channel of communication) and the cultural context (namely the overall goal or purpose of an interaction). Given the focus on language as a social phenomenon, it is not surprising that SFL discourse analysts take the view that the examination of any discourse domain or register increases our awareness of the ideology that is enshrined in the way in which the discourse (such as that of school history) construes the world (see, for example, Halliday, 1993, p. 132, in relation to science). It is important to emphasize, therefore, that ideology in this book refers not to ‘false or distorted consciousness’ but to a theory or system of beliefs which has come to be constructed as a way of comprehending the world (cf. Carter, 1987, p. 92). In particular, the book takes the view that fundamental to the question of ideology is the way in which social subjects position and are positioned within a culture (in relation to their age and gender and cultural, political and social values) and the way in which this positioning engenders social subjectivities. One way of approaching social positioning is to examine the environments in which individuals learn to develop linguistic resources and expand their meaning potential, an ontogenetic process (see Painter, 2003). Another is to examine the way in which such positioning occurs through the unfolding of a text (a logogenetic perspective). Both approaches give insight into the positioning strategies deployed by, and across, different texts or genres. As Martin (1997) asserts, a logogenetic and
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ontogenetic perspective (a ‘semohistory’ across two different time frames) makes it possible to: foreground the ways in which subjects engage dynamically with texts as they unfold (logogenesis), the ways in which they are positioned and repositioned socially throughout their life (ontogenesis) . . . In a model of this kind, it would be more natural to interpret language, register and genre as the projection of semohistory. (Martin, 1997, p. 10)



This book, by examining the shifts in the language, register and genres of school history, as students move from the earlier to later years of secondary schooling, can be seen as providing an ontogenetically oriented ‘semohistory’ and thus as providing insight into the (ideological) evolution of a social subjectivity as shaped through school learning (in this case, school history). Equally, analyses of typical evaluative patterning in history discourse and how these unfold across speciﬁc instances of text can be seen as providing insight into the persuasive power of different rhetorical strategies. Both these perspectives on historical discourse underlie much of the discussion in the following chapters. Summary In Chapter 2, we have seen how SFL as a framework for contextually based linguistic analysis has the potential to provide some interesting insights into the discourse of history. Already we have seen that: • history makes available a set of meanings quite distinct from those in other subject areas; • these meanings are inﬂuenced by the overall disciplinary purpose of history; • by becoming aware of the typical meanings and realizations in school history we can recognize and explain why some instances of historical discourse might not be viewed as ‘standard’ history and may be less highly valued than others; • different purposes in writing about the past result in different ways of structuring texts, i.e. different genres; • particular features in the social context (the ﬁeld, tenor and mode) within which school history is embedded inﬂuence grammar and lexis (or ‘lexicogrammar’); and • different register variables and therefore different lexicogrammatical patterns operate at different points in secondary school history. In Chapter 3 and onwards all these insights will be ﬂeshed out and discussed in greater detail.
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Notes 1



2



It has been argued that some forms of professional written history can be viewed as developing similar plot lines to literary ﬁction. Hayden White (1973), for example, suggested that historical narratives follow four basic plots: comedy, tragedy, satire and romance. Following the SFL tradition, function labels have initial capitals.



3



The role of the recording genres



In history, pupils produce many different types of text. They need to understand how texts are structured in order to produce historical writing that meets the need of different types of historical enquiry. (The Standards Site: Department for Education and Skills)



In Chapter 2, we saw that different discourse domains make available different sets of meanings and that these are manifested in distinct types of text or genre and choices of lexis and grammar. The focus in this chapter and Chapter 4 is on genre and the range of genres that history students need to be able to produce if they are to be successful. In this way, I am returning to the issue identiﬁed in the quote above, which I ﬁrst raised in Chapter 1: history pupils have to understand how texts are structured in order to produce historical writing that meets the need of different types of historical enquiry (my underlining). Yet there is an absence of information as to the range of structures and the role they play in creating historical meaning. We therefore need to articulate, in precise terms, what these different structures are – in order to understand better the nature of historical discourse as well as the process of teaching and learning it. This is the aim of Chapter 3. As I noted in Chapter 2, the SFL concept of genre offers a way of capturing differences in texts that might at ﬁrst appear similar. I showed, for example, that in the culture at large, texts may be placed in the general category of ‘narrative’ even though they may have quite different cultural roles (such as telling a story as opposed to recording past events) and move through different stages and foreground different types of meaning. In this chapter, you will see how genre is a useful tool for ‘pinning down’ and categorizing different types of historical writing within the cultural context of Western-style schooling. You will see how it takes us beyond the limitations of the traditional ‘two-way’ division between narrative and argumentative forms of writing discussed in Chapter 1. In fact, the chapter reveals that it is possible to identify nine main types of history writing. This more extensive classiﬁcation is based on my detailed linguistic analysis of the most commonly recurring texts in both history textbooks and student writing. Although the SFL approach to the analysis of text structure and language has already been introduced, this chapter will extend the discussion of key
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theoretical principles and analytical tools where relevant. Thus, in the next section, I discuss further how the SFL conceptualization of genre is particularly useful in the way it illuminates differences and similarities across genres in a particular discourse domain. Genre as a way of ‘modelling’ text structure As we have already seen, the main principle of genre modelling of text structure is to break a text into elements that serve speciﬁc functions and occur in a particular order. Each of these functional stages is constituted by particular conﬁgurations of grammatical and lexical choices. These stages are seen as working together to achieve the overall rhetorical purpose of the class of ‘genres’ to which the text belongs. In Chapter 2, we looked at a historical recount and its constituent parts of Background, Record of events and Deduction, which work together to achieve the overall social purpose of ‘recording the past’. Below are the stages of a genre referred to as a factorial explanation, whose goal is to explain the factors leading to a particular historical outcome. A brief gloss for each stage is provided in italics. Note that the stage Reinforcement of Factors is seen as an optional element and is therefore enclosed by parentheses. Stages of factorial explanation genre: Outcome – identifying a historical outcome Factors 1–n – elaborating causes of historical outcome (Reinforcement of Factors) – emphasizing (often evaluating) key factors



In sum, genre is a construct that captures staged, goal-oriented social processes (Martin, 1992, p. 505). Such a relationship between text organization and communicative purpose, it should be pointed out, is not made explicit in all varieties of SFL modelling of text structure (see, for example, Hasan, 1996). It should also be pointed out that in the 1980s there was a focus on more general descriptions and it was only in the 1990s that the theory evolved to illuminate how genres work within speciﬁc contexts of situation. Within junior secondary school English, for example, Rothery (1994), drawing on Plum (1988), found that the story-telling genre is best conceptualized as a set of subtypes – the exemplum, the anecdote, personal recount, etc. – each with a different textual structure and grammatical patterning. Rothery pointed out that outside the school context the story-telling options may be very different. Another important development in Martin’s SFL genre analysis has been a methodology for determining points of similarity and difference between genres – what has been referred to as ‘genre agnation’ (Martin, 1997, p. 13). Essentially, there are two approaches to examining genre agnation – the typological and the topological. The typological approach is based on the setting up of categorical distinctions as oppositions between genres and requires, therefore, a degree of compromise about the relevance and priority
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of parameters. For example, a recording genre in which causal meaning is salient is distinguished from a recording genre in which there is an absence or very low frequency of cause-and-effect, even though they share the overall purpose of retelling past events. They are referred to respectively as a historical account and historical recount. The topological approach, on the other hand, takes into account overlaps and similarities and locates items on gradients of similarity along various functional parameters. Rather than imposing absolute boundaries of difference, such an approach maps degrees of similarity. It models choices in terms of tendencies and degrees rather than with the dichotomous (either/ or) terms available within a typological system network. Lemke (unpublished paper) states: A topology, in mathematical terms, is a set of criteria for establishing degrees of nearness or proximity among the members of some category. It turns a ‘collection’ or set of objects into a space deﬁned by the relations of those objects. Objects which are more alike by the criteria are represented in the space as being closer together: those which are less alike are further apart.



Following a typological approach, the historical recount and account would be seen as distinct genres but taking a topological approach they would be seen as closely related genres belonging to the same genre family, with instantiations of either genre being identiﬁed according to the degree of causal meaning as opposed to simply its presence or absence. The typological and topological approaches offer complementary perspectives on the classiﬁcation and agnation of texts. In this book, we will consider the classiﬁcation of key history texts in terms of their overall purpose, text structure and semantic patterning, grouping together into genre ‘families’ those that have overlapping characteristics. Although there has been criticism of SFL genre theory, particularly in terms of some its educational applications being prescriptive (e.g. Watkins, 1999), there are two strong arguments for developing descriptions of genres. First, by focusing on the prototypical features of texts which have particular social goals, we can gain insight into some of the key cultural patterns in a speciﬁc domain or community, against which the processes of differentiation and change can be better understood. Second, as recognized by the New Rhetoric school, they provide ‘the keys to understanding how to participate [my underlining] in the actions of a community’ (Miller, 1994, pp. 38–9) and therefore are a useful tool in teaching and learning. This aspect is generally recognized in applied linguistic work (particularly in the areas of English for Speciﬁc Purposes and English for Academic Purposes) where learning the discourse and texts of a particular discipline area or domain of work is seen to constitute an important part of ‘apprenticeship’ into a new community or ‘discourse community’ (Bhatia, 2004; Swales, 1990, p. 3, 2004). In the next section we will look at the main genres of school history and consider how they provide the keys to understanding what it means to think and write historically.
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The genres of school history One of the purposes of this book is to show how SFL analysis reveals that school history represents a wide range of genres beginning with a variety that appears relatively close to ordinary, everyday language use (the ‘recording’ genres) and extending through to a variety that is far removed from the everday (the ‘arguing’ genres). Situated along the continuum between recording and arguing genres are a set of genres whose overall purpose is to explain the past (the ‘explaining’ genres). The book will also show that there is a fairly predictable and stable pattern in the way students are expected to develop competence in particular types of genre at different points in the study of school history, particularly in terms of the ones they are expected to write (as opposed to read). Recording genres are the main focus in the earlier years of secondary schooling – typically Years 7 to 8 (ages 11–13) – and sometimes earlier still (i.e. in primary school). Writing tasks requiring students to record, sequence and narrate are frequently set in these years. Writing tasks in which students are expected to determine cause and effect and develop a complex, logical argument, on the other hand, tend to be privileged in later years (Year 9 onwards, age 14 upwards), with arguing genres being particularly prized in Years 11–13. Together the set of genres constitute a pathway along which students move as part of their developing control of the discourse of history. Figure 3.1 shows this movement from one genre family to another as students progress from the earlier to later years of secondary schooling. In this chapter, our focus will be the recording genres. For each ‘sub-’ genre within the recording ‘family’ I will discuss its distinctive features in terms of text structure as well as its typical ﬁeld, tenor and mode conﬁgurations and associated lexicogrammatical choices. In addition, I will consider each genre’s typical role in the teaching and learning of history, including the part it plays in textbooks and student reading. Following a similar format, Chapter 4 will then examine the explaining and arguing genres. My purpose here is to provide a systematic, ‘thick’ description of historical discourse of use for literacy interventions. Because I’m interested in elucidating features that successfully meet the needs of historical enquiry and curricula, all the sample student texts will be ones regarded by history teachers as effective.



Figure 3.1 Key history genres: purposes and relationship to secondary-school curriculum
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Recording history As discussed in Chapter 1, narrative is a widely used category in history, generally referring to texts that record the events of the past as they unfolded through time. Such texts may also draw out the historical signiﬁcance of the events recorded. Within school history, the importance attributed to students’ ability to read and write historical narratives, or what I refer to as the recording genres, is revealed in explicit curriculum and syllabi aims: • communicate their knowledge and understanding of history, using a range of techniques, including . . . structured narratives (UK National History Curriculum Key Stage 3: National Curriculum Online, 2005); • establish temporal order in constructing historical narratives (National Standards for United States History – Grades 5–12: California State Board of Education, 2000); • identify the central question(s) the historical narrative addresses (National Standards for United States History – Grades 5–12: California State Board of Education, 2000); • identiﬁes major periods of historical time and sequences people and events within speciﬁc periods of time (New South Wales History Years 7–10 Syllabus, Stage 4: Board of Studies NSW, 2003a). Examples of common writing tasks that require students to produce a narrative or recording genre are: 1. 2. 3. 4.



Write an account of your life. Write about the life of Julius Caesar. Describe the chain of events that led up to the fall of the Roman Empire. Describe and explain the sequence of events that occurred during the ﬁrst period of Aboriginal and European contact.



Clearly, each of the tasks above requires a narrative text but in each case a distinct type of narrative. Task 1 requires the school student to record the events of their own life (usually a short time span of a decade or so) whereas Task 2 requires a record of the events in the life of a signiﬁcant historical ﬁgure (typically a span of more than 50 years). The third task demands an account that, potentially, covers an even greater stretch of time, as does the fourth task. In addition, Task 4 requires a causal dimension, an explanation of the sequence of events. From the perspective of SFL genre analysis, each type of narrative text required by each task belongs to a distinct genre. These genres are referred to, respectively, as autobiographical recount, biographical recount, historical recount and historical account. Together the four genres make up the family of recording genres. Thus each type is agnate to the other three in that all four genres or ‘sub-genres’ have a shared overall purpose of recording history and share a similar text structure. However, a shift from speciﬁc parti-
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cipants (in autobiographical and biographical recounts) to generic participants (in historical recounts and accounts), together with shifts in the degree of abstraction and the use of the language of time and cause-and-effect, serve as criteria for a four-way typology, as displayed in Figure 3.2. In the rest of this section a description of each of the four recording genres will provide evidence of the limitations of an undifferentiated category of ‘narrative’. It will show that narrative is a somewhat crude category that beneﬁts from the further reﬁnement that genre and register analysis offers. This is particularly the case in a pedagogic environment, where unpacking and modelling the way in which texts are structured to meet the needs of different types of historical enquiry is likely to help students’ reading and writing. The section will also show how narrative genres often include analytical elements in which the historical signiﬁcance and meaning of past events are drawn out. You have in fact already come across this element – the Deduction stage – in relation to the historical recount (see Chapter 2). The autobiographical recount Within the wider culture, an autobiographical recount is a text that retells the events of the author’s life in order to both inform and entertain. Typically it is a text produced by politicians or celebrities of one kind or another (e.g. Winston Churchill, David Beckham). Less typically, it is constructed by previously unknown writers (e.g. Bert Facey’s A Fortunate Life 1). The events selected are ones that achieve solidarity through the writer sharing with the reader key moments and experiences in their life as well as their feelings about and responses to these experiences. According to Marius (1999, p. 89) ‘autobiographies almost always have a lot of ﬁction in them’, thus fulﬁlling their purpose ‘to entertain’. Simultaneously, they are designed to inform through the recording of key events which provide insight into social, political and economic life. Within school history, autobiographical recounts share some of the features outlined above. An important additional, pedagogic purpose, however,



Figure 3.2 The recording family
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is to introduce students to the study of history by drawing out the historical use of time, time lines and the chronological sequencing of events. Typically, the events of an autobiographical recount (even when written by a school student) cover a longer span of time than in a personal recount genre in which students might be asked to write about what they did in the school holidays or on a school trip (a task that is common in primary school and in English in the early years of secondary schooling). The social purpose of an autobiographical recount is achieved by moving through two optional stages and one obligatory one, as illustrated in Text 3.1, in which a history teacher, Serena, highlights key events in her life. (Note that brackets are used to signal an optional stage.)



Text 3.1 Serena’s story Orientation locating person in time and space



My name is Serena and I was born in Greece in 1957. Some of the most important events in my life are described below.



Record of events sequencing events as they unfolded over time



At the age of three I had a terrible experience which stands out in my mind. At the time I was living with my grandmother who had a well in her garden and one day I was helping to get some water and I fell in and nearly drowned. One year later my mother, sister and I came to Australia to be reunited with my father who had come out a year earlier. I was really excited about such a long trip on a boat even though I didn’t know what to expect in Australia. Before long I started primary school which I found difﬁcult at ﬁrst, because I couldn’t speak English. In year ﬁve my teachers felt it was best for me to repeat the year. I didn’t feel happy about this at ﬁrst but by the end of the second year I came ﬁrst in my class and went into the top class in year 6. 1969 was a very important year for me as I started High School. I found my six years at Parramatta High challenging and enjoyable. At the beginning of year 12 I was made a prefect.



(Re-orientation) rounding off the text with a comment or an expression of attitude



Last year was a highlight in my life as I spent 4 months travelling in Europe.



The genre analysis above shows how the purpose of a text inﬂuences its shape and structure. We saw in Chapter 2 that other aspects of context, namely ﬁeld, tenor and mode, also inﬂuence the way language is used (see section ‘The social context and the notion of register’). Therefore, in order to complete the description of the autobiographical genre and to illuminate
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further how it typically functions in history, a short description of the register variables follows. In particular, I am keen to highlight the impact of the register variables on the writer’s choice of language. This is because genrebased approaches to teaching–learning have sometimes been criticized, as I mentioned earlier. One of the reasons for this is that teachers have tended to focus on text structure rather than to draw students’ attention to the equally important issue of language choice. In so doing, the notion of genre has often been oversimpliﬁed. My aim here, therefore, is to draw out the way in which choices in lexicogrammar (from Participants to modal resources to conjunction) are equally central to the process of historical meaningmaking. Field Field, you may remember, relates to the ideational metafunction. Ideational meaning is made up of an experiential and a logical component. For now, we will focus on the experiential function, which is concerned with how experience is represented in language – how events, states and entities are construed grammatically. These fundamental meanings of ‘who is doing what to whom under what circumstances’ are modelled at clause rank by the functional elements of Participants (the humans or non-humans involved in the event), Processes (the ‘goings on’), and the Circumstances (the background details of place, time, manner, etc.). Together these functional elements make up the transitivity structure. For example: In 1797 Circumstance (of time)



Pemulwuy Participant



led Process



an attack Participant



on Toongabbie Circumstance (of place)



Each of the three main functional elements – Process, Participant and Circumstance – can be further categorized into types of Process, Participant and Circumstance. The main types of Process and associated types of Participant are set out and exempliﬁed in Table 3.1. (Note, however, that in the case of relational Processes, I have not speciﬁed the Participant types, as subcategorization does not form part of the discussion in this book.) At the most general level, the ﬁeld in any autobiographical recount is ‘important events in the writer’s past’. These events are usually connected to early childhood experience and education and often (in the case of a school student) divided into the key phases baby, toddler, nursery school, primary school and secondary school. In the case of an adult writer (such as a teacher) time is typically carved into the larger chunks of childhood, education and career. The experiences and information presented in such texts would generally be familiar to most readers – the ﬁeld is very much an ‘everyday’ one. Therefore, not surprisingly, grammatical resources associated with constructions of ﬁeld in autobiographical recounts are the use of speciﬁc Participants, namely the narrator (‘I’) and individuals or groups, often related to the narrator, e.g.
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Table 3.1 Main Participant and Process types Mary Actor



opened Process: material



a new warehouse Goal



This Phenomenon



shocked Process: mental



me Senser



Doyle



states



Sayer



Process: verbal



that the people were convinced that they had saved the National Assembly on July 14th Verbiage



1969 Participant 1



was Process: relational



a very important year Participant 2



my grandmother, my mother, my teachers. Also common are the use of material processes (e.g. was assassinated, got married) and mental processes (e.g. shocked) and resources for construing unfolding time (e.g. One year later, In year ﬁve). The events related in the text are not reasoned about in any extensive way and so there is little use of the language of cause-and-effect. Tenor Tenor is linked to the interpersonal metafunction, which is concerned with the way in which interlocutors engage with each other and exchange points of view. In particular, tenor affects the degree to which speakers/writers inscribe their emotional response or assessment of events. In an autobiographical recount, the writer typically selects events and records reactions to them in a way that engages their audience. Not surprisingly, in a pedagogic context, autobiographical recounts written for students by the teacher or for the teacher by students rarely select events that represent experiences of unmitigated failure or of socially aberrant behaviour. Autobiographical recounts that appear in the form of primary sources in textbooks, on the other hand, may be less ‘sanitized’. The reader/writer tenor is generally intended to generate solidarity (whether or not this is successful depends, of course, on the social subjectivity of the reader). By the writer sharing their emotional responses to events, readers are positioned to align themselves and to empathize with the writer and in this way be ‘entertained’. In other words, the use of emotions or ‘feeling’ is able to bring the reader closer to the writer. Typically, responses to events are coded through attitudinal lexis, for example I had a terrible experience, I was really excited about such a long trip. Mode Mode is hooked up to the textual metafunction. This metafunction enables users to package and create a ﬂow of information. One of the areas of grammar associated with textual meaning is nominalization, a process whereby events (normally expressed as verbs) and logical relations (normally
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expressed as logical connectors such as conjunction) are packaged as nouns. The process is illustrated in sentences 1–5, where Processes (underlined) and logical connectors (in bold) are turned into nouns (double underlining): 1. Australia was involved in the Second World War for six years and so things changed economically, politically and socially. 2. Because Australia was involved in the Second World War for six years, things changed economically, politically and socially. 3. Because of Australia’s six years involvement in the Second World War, there were economic, political and social changes. 4. Australia’s six years of involvement in the Second World War led to economic, political and social changes. 5. The consequence of Australia’s six years of involvement in the Second World War was economic, political and social change. Nominalization means that all the elements of a noun (or nominal) group can be used to expand the ‘nominalized’ event or logical relation, with the effect that a text can become quite dense and abstract. In written autobiographical texts, although the channel of communication is writing, there are often uses of language that are more characteristic of ‘spoken-like’ language (such as the use of I and the absence of abstract nouns). This is predictable given the agnate relationship of autobiographical recounts with personal recounts, widely used in everyday, face-to-face interactions across many cultures (Labov and Waletzky, 1967; Plum, 1988). In addition, in school history, autobiographical recounts are typically written in the ﬁrst year of secondary schooling (or indeed primary schooling) and, as a result, they have a relatively simple style. The lexical density (i.e. the number of lexical items per clause) is often low for written language. In the sample text, nominal groups are comparatively short and simple (e.g. I, my teachers) and there is virtually no use of nominalization. When it is used, it is relatively commonplace (e.g. a terrible experience). This contrasts with the genres we shall examine in Chapter 4. The biographical recount A biographical recount is a genre that tells the life story of a signiﬁcant historical ﬁgure. Within school history, the events focused on tend to be important moments or turning points in the person’s life. Lives are thus edited and ‘linearized’ in a similar way to autobiographical recounts. Typically, the writer also evaluates the person and draws out the historical signiﬁcance of their life. In terms of teaching and learning history, the main function of biographical recounts is to provide information about signiﬁcant historical ﬁgures as well as insight into a historical era or historical question. The general, social purpose of a biographical recount is achieved by moving through two obligatory stages and one optional stage, as illustrated in
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Text 3.2. This text records the key events in the life of Francis Greenway, an English convict turned architect, and was written as a model text by a history consultant. The optional stage of Evaluation of Person contrasts with the Record of Events stage in that it draws out the historical signiﬁcance of the events in a person’s life. It therefore involves reasoning and is more analytical in style. Its inclusion is generally valued by history teachers. Text 3.2 The life of Francis Greenway Orientation locating person in time and space



Francis Greenway was a famous convict who was born in England in 1777. His family were builders, stonemasons and architects.



Record of events sequencing events as they unfolded over time



In 1809 Greenway became bankrupt and so he decided to forge a contract. As a result of this crime he was sentenced to transportation to New South Wales for 14 years. This was in 1812. Two years later, in 1814, he arrived in Sydney with a letter of recommendation from ex-governor Hunter. In response to this recommendation a ticket-ofleave was granted to him and this enabled him to establish his own business as an architect. In March 1816 Greenway was appointed to the position of Civil Architect and Assistant Engineer by Governor Macquarie. For his work he received a salary of 3 shillings (30c) per day. For six years Greenway designed and supervised the construction of many buildings which have since become part of Australia’s colonial heritage. These include St. Matthew’s church, Windsor; St. Luke’s church, Liverpool; St. James’ church, Sydney; parts of Old Government House, Parramatta; Government House Stables (now the Conservatorium of Music), Sydney; the Old Hospital, Liverpool; and Hyde Park Barracks (in Macquarie Street, Sydney). The friendship between Macquarie and Greenway, however, did not last – one of the reasons was connected to Greenway’s salary. After Macquarie had been sent back to England, Greenway received only limited work from the new Governor, Brisbane. His temper did not help him to win friends or work. Before long, Greenway’s health began to fail and he fell into poverty. After his wife’s death he was tricked out of his property and, in 1837, at the age of sixty he died so poor that his grave did not have a headstone.



(Evaluation of person) drawing out historical signiﬁcance of person’s life



Greenway has been described as stubborn, arrogant, temperamental and egotistical. Some even argue that his designs are mere copies and too extravagant. However, Greenway was also a man of great ability, imagination and energy and he is remembered by many people as Australia’s ﬁrst architect. Most of his buildings are now part of Australia’s valued colonial heritage.



THE ROLE OF THE RECORDING GENRES



55



Field The ﬁeld in most biographical recounts is important life events, organized around early experience, career and later life. Biographical recounts thus require control over the chronological organization of events. Generally, they also require more specialized historical knowledge than autobiographical recounts. In the sample text, for example, the events in Francis Greenway’s life are set within a historical period of convict transportation and the colonization of Australia. For this reason, specialized, ﬁeld-speciﬁc terms are used: letter of recommendation, ticket-of-leave, transportation. Assumed shared knowledge of such terms provides a contrast with the previous sample autobiographical recount (Serena’s story). The Francis Greenway text is more clearly located within a historical ﬁeld (see Chapter 2’s section ‘The topic or activity of the text: ﬁeld’). Tenor Biographical recounts are often designed to align readers’ views with those of the writer concerning the historical signiﬁcance and value of a historical ﬁgure. Typically, in the Evaluation of Person stage, judgements are made that appear to emerge naturally from the previous record of events. In the case of the sample text, the dominant view of Greenway is that he was a man of great ability, imagination and energy and Australia’s ﬁrst architect. This follows logically from the previous recounting of his architectural achievements. It is also interesting to note that some of the more negative views about Greenway are presented through the resource of reporting and quoting (using ‘projecting clauses’). Reporting or quoting views that have been put forward by anonymous Sayers distances the writer from the judgement: Some even argue that his designs are mere copies and too extravagant. Sayer Verbiage



Mode As I reiterated in the section on autobiographical recounts, mode interrelates with textual meaning and is concerned with the organization of a text’s messages. So far, I have discussed nominalization as an area of textual grammar. Theme (as deﬁned within SFL) is another language resource that helps to construct messages so that they ﬁt smoothly and coherently into the unfolding text. At the level of clause, the Theme is the constituent that is placed in initial position and is thus a departure point or framing device for the remaining clause message. Typically, therefore, it will select something that is relevant both to information in preceding clauses as well as to subsequent information in the remainder of the clause. For example, in the following extract, the Theme ‘This Aboriginal resistance’ (in bold) picks up on information in the previous clause and becomes the starting point for a ‘cause–effect’ chain (resulted in . . .):
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The ﬁrst main period of Aboriginal resistance was from 1794 to 1816 when the Eora people, under the leadership of Pemulwuy, resisted the Europeans through guerrilla warfare. This Aboriginal resistance resulted in the colonisers using different methods of control.



In all four types of recording genre, the main organizing principle is time, whereby events are presented as they occurred in a chronological sequence. Time is therefore commonly placed in Theme position: In 1809 Greenway became bankrupt and so he decided to forge a contract. For six years Greenway designed and supervised the construction of many buildings . . . After Macquarie had been sent back to England, Greenway received . . . In 1809 Greenway became bankrupt.



The historical recount The purpose of a historical recount is to chronicle past events regarded as historically signiﬁcant, and it is designed to inform rather than to entertain (although in some ‘popular’ history writing there may equally be an emphasis on entertainment). In traditional textbooks, the historical recount has generally been used for presenting mainstream versions of the past. In contemporary pedagogic contexts, however, the ‘grand narratives’ of traditional history may sit alongside or be replaced by recounts told from a range of perspectives that once would have been regarded as marginal: for example, aboriginal resistance to European colonization or a worker’s perspective on the Industrial Revolution. As with autobiographical and biographical recounts, events are selected, edited and ‘linearized’. The linearization, however, tends to be over a longer span of time than in the other types of recount. Often a deduction that explicitly interprets the historical meaning of events forms a part of the recount. This (optional) stage is a particularly valued stage in that it provides an opportunity for a writer to draw out the historical signiﬁcance of events. The exercise of analysis and reasoning is an important step in learning to explain and argue about events. In sum, in terms of writing and language development, historical recounts give students the opportunity to develop or rehearse linguistic resources for generalizing (for example, construing generic Participants rather than speciﬁc ones, for gathering events into periods or eras), and for deducing historical meaning. We have already seen in Chapter 2 (Text 2.4) that the social purpose of an historical recount is achieved through the functional stages of: • Background – summarizing previous historical events; • Record of events – sequencing events as they unfolded over time; and • (Deduction) – drawing out the historical signiﬁcance of the events recorded. If you turn back to Text 2.4 in Chapter 2, Eora Resistance to Europeans 1790–
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1816, which is a successful example of a historical recount, you can observe how the genre marks a substantial move away from the more common-sense, concrete realizations typical of school-based autobiographical and biographical recounts. That is, although the Record of events stage links the genre back to the autobiographical and biographical recount, the Background and Deduction stages relate it forward to the historical account (i.e. both these stages occur in texts instantiating the account genre). Field Typically, the ﬁeld in historical recounts concerns contact between different peoples, conﬂict and war. Aside from military themes, recounts may also focus on development in economic and social domains or changes in political and governmental systems. In contrast to autobiographical and biographical recounts, the emphasis is on groups of people (realized through generic Participants) brought about by the pressure of the discipline to generalize and to examine what the individual does in common with others. Thus, although individuals may be referred to in a historical recount, their purpose is often to exemplify and possibly ‘glorify’ collective activity and both individuals and groups are often deﬁned in terms of their ‘institutional’ roles (e.g. prime minister, architect, explorer) rather than their domestic or personal relationships. This makes the historical recounts signiﬁcantly less ‘everyday’ in their style compared to the autobiographical and biographical recounts. In Text 2.4 (Chapter 2), there were several examples of how the setting of events within a particular historical context (i.e. European colonization of Australia and Aboriginal resistance) generates specialized, ﬁeld-speciﬁc lexis – both historical/cultural (e.g. settler, trooper, guardians of the land) and military (e.g. guerrilla war, invaders, Aboriginal/black resistance, campaign, ambush). We can also observe that events are typically located within speciﬁc time settings, e.g. in 1816. Events may also be grouped into named historical periods, e.g. the period of Aboriginal resistance. Tenor In the (optional) Deduction stage of a historical recount, a judgement is made concerning the historical signiﬁcance of the events recorded. Typically, such judgements emerge ‘naturally’ out of the Record of events stage. Thus, in the sample text, having recounted a series of events that provide evidence of the Aboriginals’ tenacity and resolve to ﬁght the white settlers, the writer deduces: It is a signiﬁcant period in Australian history as it showed the determination of the Aboriginal people to resist the invasion.



You will observe that here there is an absence of negotiation and argumenta-
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tion (unlike in the sample biographical recount). The writer does not invite the reader to challenge the view of events presented. Mode Time continues to be the main organizing principle in historical recounts, with temporal expressions typically functioning as a point of departure for each paragraph and a number of the clauses/clause complexes. The generalizing features of historical recounts affect the degree of abstraction. Participants are often realized through dense, nominal groups such as a campaign to destroy Aboriginal resistance, the European settlement of Brickﬁeld. In sum, when compared to the autobiographical recount, historical recounts are relatively abstract: the people, places and events are generalized and refer not to the narrator’s direct, lived experience and individual response to events but to an interpretation of the past based on information gleaned from primary and secondary sources. The historical account From a pedagogical perspective, the historical account genre is signiﬁcant. In the historical account genre, past events are recorded as they unfolded in real time and, as with historical recounts, the time line is often longer than that in the autobiographical and biographical genres. The main distinction between historical accounts and recounts is that, in addition to presenting events in a temporal sequence, the account makes causal links between them. This is a distinction that detailed linguistic analysis reveals but is not one that is obvious. Nor is it one that teachers would necessarily be aware of. In fact, my research suggests that students are very rarely explicitly guided to produce accounts rather than recounts (see Cofﬁn, 2000). In an account, rather than one event merely following on from another, they may take on an agentive role and produce or cause subsequent events. For this reason, the social purpose of an account is twofold – to record and to explain. However, as you will see in my discussion of the explanation genres, the explanatory powers of the historical account are somewhat compromized in that they are limited to causal relationships that overlap with temporal relationships. Nevertheless, as Tawney (the twentieth-century British historian) emphasizes, the incorporation of causal with temporal links is signiﬁcant: Time and the order of occurrences in time is a clue, but not more; part of the historian’s business is to substitute more signiﬁcant connections for those of chronology. (Tawney, 1978, p. 54)



The writing of accounts is a task that is set (if it is explicitly set) in the early
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years of secondary school, and represents an important pedagogic step in that it allows students to begin to explain why events occurred while maintaining the ‘what’ of history in the form of a time line (history as story). However, as I mentioned above, many teachers do not distinguish between historical recounts and accounts, and therefore it may be left to chance as to whether students insert causal links between events. Equally, it may be the case that students are unclear as to the teacher’s expectations with regards to a written task. This suggests that tasks need to be formulated in clear, unambiguous terms and possibly be supported with supplementary guidance and support to ensure that students produce the target genre. Historical accounts have three functional stages as we can see in the following annotated text. As in the case of the historical recount, the Deduction stage is an optional but highly prized stage. Here is an example of a successful historical account which was written by a Year 8 (Australian) student with help from the classroom history teacher.



Text 3.3 What has happened to the Aborigines since the time of white settlement? Background summarising previous historical events



In the late 18th century, when the English colonised Australia, there were small tribes, or colonies of Aboriginal natives who had lived harmoniously and in tune with their surroundings for 40 000 years. However, there were no signs of agriculture or the Aborigines depending on the land. According to English law, this meant that they need not be recognised as rightful residents. The English immediately assumed that Australia was ‘terra nullius’, or uninhabited; to them it was an unsettled land which they did not have to conquer to gain power.



Account sequence accounting for events as they unfolded over time



As a result of their belief in ‘terra nullius’, from 1788 onwards, the English began to occupy sacred land and use Aboriginal hunting and ﬁshing grounds. This abuse by the new British government soon led to Aborigines becoming involved in a physical struggle for power. The ﬁrst main period of Aboriginal resistance in the Sydney area was from 1794 to 1816 when the Eora people, under the leadership of Pemulwuy, resisted the Europeans through guerrilla warfare. This resistance resulted in the colonisers using different methods of control. In the 19th century Protection stations were set up where Aborigines were encouraged to replace their traditional lifestyles with European ones. Many Aborigines resisted, however, and as a result were shot or poisoned. In 1909, the continuation of Aboriginal resistance led to the NSW Aborigines Protection Act which gave the Aborigines Protection Board the power to remove Aboriginal children from their own families and place them into white families, often as cheap labour.



60



HISTORICAL DISCOURSE



In response to these injustices, the Aboriginal community began to ﬁght for their rights. In 1967, they won the right to vote and in 1983 their struggle resulted in the creation of the NSW Aboriginal Land Rights Act. Their ﬁght for land rights continues today. The Mabo case is a recent example of their success. (Deduction) drawing out the historical signiﬁcance of the events recorded



The events of European settlement show the extent of Aboriginal losses. They also show the resistance of the Aboriginal people and some of the gains that they have made. This is an indication that their struggle will continue and more gains will be made. In this way the enormous losses that Aboriginal people have undergone, as a result of European colonisation, might, to some extent, be compensated for.



Field The ﬁeld in historical accounts usually requires a degree of un-commonsense lexis such as specialized legal and military terms. Groups of people (generalized Participants such as Aborigines, the English) feature rather than individuals, although some historical ﬁgures may be singled out as is the case in the sample text – for example, Pemulwuy is selected as an example of a great leader of Aboriginal resistance. Since historical accounts are concerned with cause-and-effect as well as time, a number of events in the text are related causally: As a result of their belief in terra nullius . . . the English began to occupy sacred land. In 1909, the continuation of Aboriginal Resistance led to the NSW Aborigines Protection Act.



Tenor Typically, the selection and construction of events function to position a (compliant) reader to share the writer’s view of past events. Because the writer assumes compliance, clauses tend to lack modality. In the sample text, for example, a compliant reader is positioned to appraise the Aborigines positively and appraise the Europeans negatively. Mode In historical accounts cause, in addition to time, becomes a text-organizing device, often being used as point of departure both at the level of paragraph and at the level of clause. Nominal groups in historical accounts are typically denser than in recounts. This shift arises from the increased use of nominalization particularly in the construal of cause-and-effect, e.g. As a result of their belief in terra nullius . . .
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The role of the recording genres in history textbooks So far in this chapter we have looked at the generic structure of the recording genres and considered how the typical ﬁeld, tenor and mode variables of early secondary school history shape the lexical and grammatical realizations of the four different types. We have considered the general shift in language use as students move from recording events in their own lives to explaining events distant in time and space. These include a movement from human to generic and from concrete to abstract (nominalized) Participants. In addition, we have noted the increase in specialized lexis, including resources for construing chronology. From the perspective of learning to write historical discourse, these linguistic shifts suggest that a logical progression for students is to develop control over autobiographical and biographical recounts before moving to the more generalized and abstract historical recounts and accounts. That is, many students are likely to beneﬁt from ﬁrst gaining conﬁdence and expertise in using the repertoire of resources available for evaluating relatively tangible phenomena (namely events in students’ own lives or in the lives of individual human beings) before developing tools for appraising more generalized behaviour (groups of people) and abstract phenomena (periods of time). Up until this point, we have tended to concentrate on the kinds of texts that students are expected to write, because being able to produce effective historical texts is pivotal to their success in schooling as measured in written assignments and exam questions. For this reason, my discourse analysis has focused on the types of text, alongside ﬁeld, tenor and mode conﬁgurations, that would be regarded as both typical and successful from the perspective of student writing within the secondary school environment. Reading and extracting meaning from recording genres is, however, also important to students’ success and therefore, in this section, we will explore some typical textbook instantiations and consider their role in student learning. You will ﬁnd that the different ﬁeld, tenor and mode conﬁgurations that occur in history books result in some variation in lexical and grammatical (or ‘lexicogrammatical’) patterns (a point I raised in Chapter 2 – see the section ‘The social context and the notion of register’). The most important ﬁnding is that students are likely to be exposed to all four genres as part of the raw data of history (i.e. primary sources) that they interrogate to construct their own interpretation of past events. Fragments of autobiographical and biographical recounts, for example, may be read to gain insight into a particular historical ﬁgure and set of events. However, as fragments, such texts may have shorter time spans than in our sample texts, particularly autobiographical recounts. As well as being instantiated as primary sources, biographical recounts may occur as secondary sources (such as texts written by a historian, including textbook authors). At times, point form may be used. Such texts can be pedagogically useful in that they provide a scaffold for students to develop
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more fully ﬂeshed-out cohesive text. Text 3.4, concerning Namatijira, a well-known Aboriginal artist, provides an example of this. Text 3.4 Albert Namatjira Albert Namatjira’s life story is not just one about a famous Aboriginal artist who painted the Australian landscape. He lived at a time when Aborigines were not recognised as Australian citizens and had very few rights. The following chronology lists some of the events in the life of Albert Namatjira. 1902 1905 1915 1926 1935 1939 1940s



1954 1957 1958 1959 1959 1959



Born on a Lutheran mission station at Alice Springs. A full blood Aranda Aborigine Baptised by the missionaries even though Aranda tradition was not to give children a name until they were 13 years old Aranda elders take Albert on a six-month tour of his spiritual homeland Namatjira begins painting souvenirs for the mission Namatjira becomes a full-time artist, painting outback scenes in watercolour National Gallery buys one of his paintings – the ﬁrst by an Aboriginal person Namatjira’s work praised by Australians. As an Aborigine, however, he is not allowed to buy land to build a house on, nor to obtain a grazier’s licence nor to be in town after dark Tours Australian capital cities with an exhibition of his paintings Special laws passed giving full citizenship rights to Namatjira and his wife Namatjira charged with supplying alcohol to Aborigines (he had left a bottle of rum in a taxi which a friend picked up) (March) Namatjira imprisoned for twice supplying alcohol to friends and relatives (May) Namatjira released for good behaviour (October) Namatjira dies (Anderson and Ashton, 1993, pp. 35–6)



Of the four genres, the historical recount is perhaps the most common in contemporary school textbooks in that it often forms a backbone, even where the focus of student activity is the interrogation of primary sources. This is because historical recounts serve to orient the student to the period of history that is under investigation. At times the orientation may be skeletal and come in the form of a time line of events preceding a more detailed investigation. The following recount (Text 3.5), for example, preceded an investigation of primary sources on the topic of the Cold War. As in Text 3.4 the mode of the text contrasts with earlier examples of recording genres in that it makes use of layout to communicate meaning (i.e. the left-hand column represents a time line). Text 3.5 How real was the threat of nuclear war during the Cold War? TIMELINE The arms race, 1945–60 1945



6 August: the USA drops the ﬁrst ever atomic bomb on Hiroshima in Japan causing mass destruction. The USA refuses to share its nuclear technology with the Soviet Union.
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9 August: USA drops atomic bomb on Nagasaki in Japan. 1949 The Soviet Union successfully tests its own atomic bomb. 1952 The USA develops the hydrogen bomb (H-bomb). 1953 The Soviet Union develops a hydrogen bomb. 1955 The Soviet Union develops its own submarine-launched nuclear missiles. 1957 The Soviet Union begins developing nuclear missiles that can hit targets thousands of miles away. 1958 The USA begins development of long-range missiles. 1960 A US submarine launches a long-range missile from underneath the sea. 1960 Both the USA and the Soviet Union have enough nuclear weapons to destroy the population of the earth. This situation is known as Mutually Assured Destruction (MAD) and makes a ‘hot’ war less likely. (Beechener et al., 2004, p. 168)



It is also important to recognize that an analysis of textbook recording genres reveals that different stages of the genre may be spread across chapters or sections within a chapter. For example, the ‘Background’ stage of a recount may comprise the ﬁrst chapter or section of a chapter. Particularly interesting is the fact that in contemporary textbooks, the Deduction stage may occur in an activity section of a chapter where it is the student who has to interpret the signiﬁcance of the period of history by considering primary sources as well as the textbook interpretation. In more traditional textbooks (few of which, however, survive in contemporary schooling), historical recounts and historical accounts as secondary sources are the main source of information and it is the reading and learning of ‘facts’ as presented in the recount/account that is seen as the basis of school history. Primary sources are therefore peripheral and the recount/account is generally unbroken and less fragmented than in many contemporary textbooks. In contemporary textbooks, primary sources are often given as much space as secondary sources and students in the early years of secondary schooling are expected to interrogate, interpret and evaluate the sources and compare different interpretations of, and perspectives on, events. As speciﬁed in the following curriculum outcomes they are expected to be able to: • • • •



evaluate the sources used (UK National History Curriculum – Key stage 3); consider multiple perspectives; compare competing historical narratives; interrogate historical data (National Standards for United States History – Grades 5–12); • identify different contexts, perspectives and interpretations of the past (New South Wales History Syllabus – Stage 4). In relation to the recording genres instantiated in primary and secondary sources, students are likely to ﬁnd it easier to detect the way in which a seemingly factual historical narrative is in fact an interpretation of past events if they have learned to view texts as constructed artefacts embedded in



64



HISTORICAL DISCOURSE



particular cultural, social and historical contexts. In Chapter 7 we will explore further how historical interpretation may be dressed up as objective fact by taking a close look at the evaluative resources that frequently occur in all types of historical texts. The recording genres: a summary To sum up, in this chapter, we have explored in some detail the four types of recording genre, the stages they move through and some of the key language resources they draw on (as set out in Figure 3.3). We have also noted some of the overall register and linguistic shifts in relation to the different roles they typically play in the curriculum – both in student writing and in secondaryschool textbooks. The exploration demonstrated how, typically, students learn to write about the lives of individuals (either themselves or signiﬁcant historical ﬁgures) before they learn to write about collective events spanning long stretches of time. From a linguistic perspective, this pathway makes educational sense in that it reﬂects the degree of linguistic complexity required by each different genre as students move further away from the personal and more familiar language of the autobiographical recount to the more impersonal and more specialized language of the historical account. In particular, we have seen how the shift from the recount genres to the account



Figure 3.3 The recording family
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genre involves an increase in the use of the language of cause-and-effect (often nominalized). We have also seen that there are several areas of meaning common to all four recording genres. These include time, which plays a signiﬁcant role in organizing and structuring texts, and evaluative meaning, which serves to align the reader with the writer’s (generally) monoglossic perspective on the past. Finally, I would like to emphasize that an important pedagogic outcome of making explicit how language varies in relation to register variables and purpose is to give students insight into the constructed nature of historical narratives. This, I believe, is an important step towards developing in students a critical perspective on the interpretations put forward in the form of historical narratives – both their own and those of historians and history teachers. Note 1



Albert Facey’s simply written autobiography tells the story of his life in Australia at the turn of the century. He lived a frontier life as a sheep farmer, survived Gallipoli and lived through the Depression. Despite enduring great hardships, Facey always saw his life as a ‘fortunate’ one. It has been described as a ‘true classic’ of Australian literature – ‘the extraordinary journey of an ordinary man’ (Facey, 2005).



4



The role of the explaining and arguing genres



Irwin (history teacher): History nowadays is not a matter of conviction . . . Rudge (school student): I get it. It’s an angle. You want us to ﬁnd an angle. Scripps (former school student reﬂecting on his teacher, Irwin’s, approach to history): . . . When Irwin became well known as a historian it was for ﬁnding his way to the wrong end of the seesaws, settling on some hitherto unquestioned historical assumption then proving the opposite. Notoriously he would one day demonstrate on television that those who had been genuinely caught napping by the attack on Pearl Harbour were the Japanese and that the real culprit was President Roosevelt. Find a proposition, invert it, then look around for proofs. That was the technique and it was as formal in its way as the disciplines of the medieval schoolmen. (Bennett, 2004, p. 35)



As in Chapter 3, my purpose in this chapter is to articulate in some detail how the purpose and context of a text affect both its overall structure and students’ lexical and grammatical choices. As I have argued previously, this type of empirically based description provides a ﬁrm basis for developing teaching and learning strategies which can facilitate students’ handling of historical discourse. In this chapter, we move away from texts that record events to those that explain the past and develop an ‘angle’. In the ﬁnal section, I will show how historical argumentation is very much about establishing a particular interpretation on past events and supporting it with proof. (This, by the way, is an approach which need not be implemented in the somewhat cynical way suggested by Scripps, one of the ‘history boys’ in Alan Bennett’s recent play, quoted above). From an educational perspective, the focus on argumentation is of particular importance since for several decades arguing about the past has held a privileged position in schools and public exams (Cofﬁn, 1997; Mitchell and Andrews, 1994, p. 86). For those students who ﬁnd it difﬁcult to argue effectively, this forms a barrier to their success in the subject. It is therefore essential to establish the linguistic ‘make-up’ of successful historical argumentation and to suggest possible linguistic pathways that will support and guide students in their development of appropriate skills.
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Explaining history As I explained in previous chapters, a commonly held view is that there are two ways of writing about the past – ‘narrative’ and ‘argument’. Genre analysis, however, reveals that not only are there different types of narrative (the recording genres) and different types of argumentation (the arguing genres) but that there is a third equally important ‘family’ of texts – the explaining genres. In fact, in history education, the term ‘analysis’ is often used, which (in my view, unhelpfully) conﬂates argument and explanation. In the ﬁrst half of this chapter, I will focus on their overall purpose, text structure and language features, highlighting their pedagogic importance in forming a bridge between the more accessible and familiar recording genres, and the more abstract arguing genres. I will then go on to show how, in the arguing genres, writers more explicitly debate and negotiate competing explanations and interpretations of the past. The two ‘sub-genres’ that comprise the explaining family are referred to as the factorial and consequential explanations (see Figure 4.1). Both these genres have as their overall social purpose the explanation of past events through the examination of causes and consequences. In contrast to historical accounts that simplify cause-and-effect (in that they are restricted to a single sequence of causally related events), the explanation genres are able to integrate a multiplicity of simultaneously occurring factors and outcomes. They are also able to integrate long-term, background causes with those that are more direct and immediate in their impact. In this way the inventory of causes can be enlarged. Within a pedagogic context, learning to explain past events is an important objective of secondary-school history (typically in the middle years – Years 9 and 10), as illustrated in the following curriculum extracts: • communicate their knowledge and understanding of history, using a range of techniques, including . . . substantiated explanations (UK National History Curriculum Key Stage 3: National Curriculum Online 2005); • analyse cause-and-effect relationships and multiple causation, including the importance of the individual, the inﬂuence of ideas, and the role of chance (National Standards for United States History – Grades 5–12: California State Board of Education, 2000); • explains social, political and cultural developments and events and evaluates their impact on Australian life (New South Wales History Years 7–10 Syllabus, Stage 5, Board of Studies, 2003).



Figure 4.1 The explaining genres
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Developing control of explanation genres is an important stage in a student’s learning of historical discourse in that both the textual organization and the linguistic resources required are further away from everyday uses of language. Most signiﬁcantly, students no longer have the iconicity of a time line on which to peg events. Nevertheless, from the perspective of writing explanations, they need to know and understand ‘what happened’ in order to explain ‘why’ it happened. In other words, producing a successful explaining genre to some extent assumes competency in writing a recording genre. Thus, just as the recording genres may include analytical elements (in the Evaluation of Person or Deduction stage), the explaining (and arguing) genres often include narrative elements in the elaboration of causes and consequences. In the following sections we look at the factorial and consequential explanation genres in more detail. The factorial explanation The overall purpose of a factorial explanation is to explain the reasons or factors that contributed to a particular event or outcome and are typically multi-layered. Text 4.1, which was written collaboratively by Year 9 students in response to the question Why was there so much opposition to conscription [in Australia] in the First World War?, illustrates the typical staging of a successful factorial explanation. Text 4.1 Outcome identifying an historical outcome



Why was there so much opposition to conscription in the First World War? During the First World War there was considerable opposition to conscription for the following reasons: opposition to the war among different groups, fear of increasing government power and economic factors.



Factor 1 elaborating cause of historical outcome



One reason for so much opposition to the war was the number of different groups of people concerned. For example, many people, like revolutionary socialists, thought the war was unjust because capitalists were proﬁting at the workers’ expense. This was because prices were increasing and wages were decreasing. People also felt no one had a right to send others to kill or be killed. There had already been many casualties and further loss of life was resisted. In addition, conscription was opposed by those who had family and personal problems, such as responsibility for dependents. Other opposition came from Irish-Australians who supported the Easter Rebellion, which had been suppressed by the British.



Factor 2 elaborating cause of historical outcome



A second reason was fear of increasing government power. One area of concern was the War Precautions Act, which restricted freedom of speech, press and association and introduced censorship. Another area of concern was the fear felt by trade union members that the government could use conscription to exert power against strikers.
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Factor 3 elaborating cause of historical outcome



Finally, there were economic factors behind the opposition to conscription. For example, many were concerned that women and coloured people would take the place of conscripted male workers. They were also afraid that if conscription was introduced agriculture would be affected by the lack of workers. Apart from these, there was the belief that the Allies needed food supplies, not men. Another factor was that Labor supporters felt conscription unjust because it put more burdens on workers who suffered higher prices and reduced incomes. If the breadwinners of families were conscripted, families would be disadvantaged.



Reinforcement of factors emphasizing (often evaluating) factors



In conclusion, opposition to conscription came from many groups and for a variety of reasons. The main reason was the rejection, by many people, of the war itself. Other important reasons were opposition to the power of the State and the impact of conscription on people’s economic well-being.
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The consequential explanation Rather than account for the reasons contributing to a particular historical outcome, a consequential explanation explains the consequences or effects of a historical event. As with factorial explanations, these consequences are multiple and often multi-layered and may be appraised by the writer in terms of their signiﬁcance. To achieve its social purpose a consequential explanation moves through two obligatory and one optional stage as illustrated in Text 4.2, below. This essay was written by an Australian history teacher as a model for his students. Text 4.2 Input identifying historical phenomenon leading to change



What was the effect of World War II on Australian society? World War II affected Australian Society both during and after the war. The focus of this essay is its impact on Australia after it ended in 1945 and an explanation of how six years of involvement in warfare led to major economic, political and social changes.



Consequence 1 elaborating the effects of the historical phenomenon



One major effect of World War II was a restructuring of the Australian economy: the unavailability of goods meant that Australia had to begin to produce its own. In addition, because better equipment, such as aeroplanes, machinery and ammunition, was needed during the war, industries such as the iron and steel ones, as well as ship building, were greatly boosted. In fact between 1937 and 1945 the value of industrial production almost doubled. This increase was faster than would otherwise have occurred and the momentum was maintained in the post war years. This was partly the result of the post war inﬂux of immigrants which led to an increase in the demand for goods and services and therefore a growth in industry. The increase in human resources also made it possible for the government to begin a number of major development tasks. These projects required a great deal of material and created many new jobs. The overall result of this boom – full
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employment – greatly contributed to Australia’s prosperity. By 1954–1955 the value of manufacturing output was three times that of 1944–1955. Consequence 2 elaborating the effects of the historical phenomenon



Another effect of the war was in the political arena. One of the main political developments that came out of the war was the establishment of closer relationships with America. This happened because, after Japan’s defeat in the Second World War, Australia and New Zealand were both anxious to join the United States of America in an alliance for their joint protection in any further conﬂict in the Paciﬁc. The resulting treaty was called ANZUS and was signed in 1951. Such a treaty has led to Australia being fairly closely tied to American policies which to some extent had restricted the country’s freedom of action in international affairs.



Consequence 3 elaborating the effects of the historical phenomenon



A third consequence of the war was in relation to Australian society. In this area the impact of World War II was considerable. The main reason for this was the Australian Government’s decision to develop an immigration program that responded to the situation in Europe where thousands of families had been displaced. As a result many young immigrants came to Australia and began their own families. This wave of immigration greatly increased the countries population as well as contributing to the broadening of the average Australian’s outlook.



Reinforcement of consequences emphasizing (often evaluating) consequences



In conclusion it is clear that the second world war beneﬁted Australia by promoting industrial and economic change. Other important changes that occurred as a result of the war were social, particularly the size and nature of the population, and political, namely Australia’s relations with America.



In terms of the register variables that typically interact with the factorial and the consequential genres (within a school environment), a short description of the ﬁeld, tenor and mode and their associated language features follows. As I stated in Chapter 3, the reason for providing the typical register variables that operate in school history at different points in the curriculum, and for highlighting related language features, is to build up a solid description of how choices in lexis and grammar (as well as overall structuring) contribute to the meaning and success of a piece of writing. From a pedagogic perspective, this type of analysis can be used by students to reﬂect systematically and critically on the social role, purpose and language choices of their own and others’ texts. Field Explanations are concerned with various phenomena leading to, or arising out of, a particular state of affairs. These phenomena may include the activities of individuals or groups of people but also include more abstract social, political and cultural changes and trends. This creates an abstract rather
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than concrete ﬁeld. Unlike in recounts, where time predominates, explanations foreground cause-and-effect. In factorial explanations, causes and reasons are the focus. In consequential explanations, consequences are the concern. Specialized lexis to refer to historical, political and legal processes is also common. In the sample texts, for example, there are political terms e.g. revolutionary socialism, capitalists, alliance and legal references, e.g. the War Precautions Act, the ANZUS treaty. Tenor Although reasons or consequences are selected and often evaluated by the writer they are presented as categorical, objective ‘facts’ rather than a set of propositions that have to be argued for. Solidarity between writer and reader is therefore assumed and the process of interpretation is not made explicit, with evaluation often being buried within the nominal group. In the following extracts, the epithets (or describers) main and important serve to evaluate and weigh up reasons, but attention is not drawn to the human source of the assessment: The main reason was the rejection . . . (as opposed to Many historians argue that the main reason . . .) Other important reasons were opposition to the power of the state . . . (as opposed to Some historians think that other important reasons included . . .)



Mode In contrast to historical accounts, in which causal connections are constrained by temporal sequence, explanation genres are able to integrate long-term, structural causes with short-term precipitating events. The increase in the complexity of the explanation inﬂuences how texts are structured. Causes and consequences are no longer organized along a single external temporal thread. Instead, the explanation unfolds in ‘text time’ by means of a logical scaffold in which there is an elaboration of causes or consequences. Causes or consequences are thus frequently placed in Theme position, with numeratives (e.g. One, second ) and connectors, or in SFL terms ‘conjunctive Adjuncts’ (e.g. ﬁnally), staging and structuring the explanation: One (numerative) reason for so much opposition to the war was the number of different groups of people concerned. A second (numerative) reason was fear of increasing government power. Finally (conjunctive Adjunct), there were economic factors behind the opposition to conscription.



The example above illustrates how the notion of Theme can be extended above clause rank to take account of how meanings are bound together across an unfolding text. Following Martin (1992, pp. 437–9), a macro-
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Theme is the opening generalization in a text and serves to predict its overall development. Hyper-Themes, on the other hand, function as the opening generalization in a paragraph and serve to predict the pattern of clause Themes. Typically, they also link back to the macro-Theme, as illustrated in Figure 4.2. Finally, in explanation genres, the structure of the nominal group is relatively complex compared to the earlier recording genres. Dense nominal groups are frequently placed in relationship with each other: One reason for so much opposition to the war was the number of different groups of people concerned.



The role of the explaining genres in history textbooks As with the recording genres, the different ﬁeld, tenor and mode conﬁgurations that occur in history textbooks leads to variation in lexical and grammatical choices within the explanation genres. In particular, the increasing trend of using visual and diagrammatic modes can substantially alter the use of lexis and grammar. For example, some textbook writers may present explanations of past events in the form of ﬂow charts, bullet points or diagrams. In Text 4.3, the factors leading to Hitler’s rise to power are presented in a list. In a text such as this, the reasons are not elaborated and the causal links between them are left implicit, thus requiring the reader to ﬁll in the gaps for themselves. Texts 4.4 and 4.5 are further examples of implicit causal links, this time using the medium of diagrams to map the reasons for young recruits wanting to ﬁght in the First World War (4.4) and the causes of Chartism (4.5). Where causal links are not made explicit through language, it may be useful for teachers to show students how to read graphically represented causal relationships. Such texts may also serve as useful scaffolds for students to construct fully elaborated explanations. Finally, another point to note is the adoption of the voice of ‘a young working-class recruit’ in Text 4.4, which results in rather different tenor relations and language use. For example, there is the use of the authorial I, contractions (don’t, can’t), exclamation marks (It’s about pride!) and everyday lexis (such as the phrasal verbs miss out on, let everyone down). This use of language contrasts strongly with that in the sample essays we looked at earlier.
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Text 4.3 How did Hitler become Chancellor in 1933? Here is a list of factors that helped Hitler come to power. Nazi strengths • Hitler’s speaking skills • Propaganda campaigns • Violent treatment of their opponents • Their criticisms of the Weimar system of government • Nazi policies • Support from big business Opponents’ weaknesses • Failure to deal with the Depression • Failure to co-operate with one another • Attitudes of Germans to the democratic parties Other factors • Weaknesses of the Weimar Republic • Scheming of Hindenburg and von Papen • The impact of the Depression • The Treaty of Versailles • Memories of the problems of 1923 (Walsh, 2001, p. 157)



Text 4.4



(Beechener et al., 2004, p. 193)
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The explaining genres: a summary In the previous section we have seen that the two genres that make up the explaining set form a distinct (if small) ‘family’ (see Figure 4.3). However, the explanation genres and the historical account genre have much in common in that all three have as their purpose explaining past events and all three have high frequencies of the language of cause-and-effect. The major distinction between the historical account and the factorial and consequential explanations is their use of time. While in the historical account chronology is the main organizational framework, in the explaining genres the time line is dismantled. In sum, the explaining genres function to construe a relatively complex, multi-layered causal ‘model’ of past events. Rather than being temporally located in a one-way cause–effect chain, events and social/political/economic structures and trends are construed as part of a complex web of mutually inﬂuencing, simultaneous causal interactions. In comparison to the recording genres, the view of the past presented in the explaining genres is therefore less ‘neat’. It is for this reason that they play an important pedagogic role. That is, they form a ‘bridge’ between the iconic forms of the recording genres (in which events are recounted as they unfolded in chronological time) and the highly abstract, arguing genres. Not surprisingly, learning to read and write explaining genres plays an important role in developing students’ ability to manage conceptually framed and increasingly abstract historical texts. These are the texts that are the focus of the next section.



Figure 4.3 The explaining family
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Text 4.5



(Beechener et al., 2004, p. 50) Arguing about history As I stated earlier, producing successful argument essays is fundamental to success in history, particularly in the senior years. A selection of curriculum statements set out below show the emphasis that is currently placed on the contingent nature of historical knowledge, particularly in the later years of secondary schooling, where students are expected to: • draw conclusions and appreciate that historical judgements are liable to reassessment in the light of new or reinterpreted evidence (UK GCSE Criteria for History: Qualiﬁcations and Curriculum Authority, 2006); • develop their understanding of the nature of historical study, for example, that history is concerned with judgements based on available evidence and that historical judgements may be provisional (Aims and Assessment Objectives in AS and A level in the UK: Qualiﬁcations and Curriculum Authority, 2004, p. 3); • consider multiple perspectives; • challenge arguments of historical inevitability; • hold interpretations of history as tentative; • evaluate major debates among historians (National Standards for United States History – Grades 5–12: California State Board of Education, 2000); • describe[s] and evaluate[s] different perspectives and interpretations of the past (New South Wales Modern History, Stage 6 Syllabus: Board of Studies 2003).



Given the emphasis on the evaluation of historical interpretation, the ﬁndings from much contemporary educational research into the teaching and
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learning of history are of concern. Various studies suggest that students often experience difﬁculty in assessing the validity of different perspectives on the past as well as in justifying their own (Blanco and Rosa, 1997; Farmer and Knight, 1995; Voss and Wiley, 2000). By providing a rich description of what students have to do (linguistically speaking) in order to assess differing interpretations and put forward their own, I have sought to uncover what some of these difﬁculties may be. Historical argumentation, as characterized in this book, can be viewed as expanding a student’s repertoire of explanatory resources to include those of negotiation and debate. In other words, constructing an arguing genre assumes and subsumes the ability to narrate, abstract from and reason about historical events in the manner of the explaining and recording genres but, in addition, requires the ability to reconﬁgure the resources of abstracting and reasoning in order to persuade. This requires the use of different interpersonal strategies and new ways of organizing text. Not surprisingly, this is a challenging shift for many students. In the following section, I provide an overview of a three-way classiﬁcation of arguing genres that emerged as a result of analysing historical discourse in the middle to ﬁnal years of secondary school. These genres are referred to as the exposition, discussion and challenge genres (see Figure 4.4). The three genres share the overall social purpose of arguing the case ‘for’ or ‘against’ a particular interpretation of the past and foreground the debateable nature of historical knowledge and explanation. In this way they reﬂect the valued historical paradigm whereby a hypothesis or thesis is proved or disproved through the marshalling of arguments and evidence. The evidence used in arguing genres to support the writer’s position includes documentary and other primary source material, as well as secondary sources. It may also take the form of ‘mini’ recording or explaining genres.



Figure 4.4 The arguing genres While factorial and consequential explanations provide relatively categorical explanations of historical phenomena, arguing genres highlight how likely such explanations of the past are. Most signiﬁcantly, each of the three genres uses a different arguing ‘strategy’.
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The exposition Within school history, an exposition is an analytical text that puts forward a particular interpretation of the past and then ‘proves’ the validity of the interpretation through a series of arguments and supporting evidence. Typically, exposition tasks are framed in terms of probability or degree: • How far was overproduction the cause of the Depression in the USA? as opposed to • What were the causes of the Depression in the USA? • How important were economic factors in driving Japan into war in the Paciﬁc and Southeast Asia in 1941? as opposed to • Why did Japan enter the war in the Paciﬁc and Southeast Asia in 1941? Questions such as those above require students to make a judgement about the explanatory value of speciﬁc factors that purport to account for a historical outcome. This requires a careful weighing up of available evidence in order to develop a thesis that measures the degree to which the factors can be said to offer a valid explanation or interpretation of the past. In other words, the student must plot the extent of the part played by speciﬁed historical phenomena along a continuum that stretches from, at one end, ‘no part at all’ to, at the other end, ‘the main or only part’. In order to achieve its social purpose an exposition moves through three distinct obligatory stages. An optional stage, Background, may also occur prior to the Thesis. These stages are illustrated in Text 4.6, which was written by a Year 11 Australian student in response to the question To what extent was the 1920s a decade of hope? There you will notice that Concession (the part underlined) is an optional element that serves to qualify the writer’s arguments. It is also possible to have a more ‘full-blown’ Counter-Argument stage (with elaborating evidence), which is not, however, illustrated in the sample text. Both the Concession and Counter-Argument stages are important in qualifying what might otherwise appear to be a somewhat oversimpliﬁed argumentative line. By anticipating alternative positions, the writer makes clear that they have considered, but discounted, their validity (to a greater or lesser extent). Text 4.6 Background providing a context for the historical issue



To what extent was the 1920s a decade of hope? During the early 1920s the entire world was in shock over the horriﬁc loss of life that occurred during the Great War of 1915–1918. Millions of soldiers and civilians on both sides were killed. However people thought of the war as ‘the war to end all wars’ and the treaty of Versailles was seen as an attempt at fairness and justice to both sides. New borders were drawn up, creating a number of new countries, like Yugoslavia, Poland and Czechoslovakia.



THE ROLE OF THE EXPLAINING AND ARGUING GENRES



79



Thesis putting forward the main argument/ overall position



It can be argued, therefore, that despite the many warnings of darkness to come, the 1920s was, to a large extent, a decade of hope. Indeed there is a range of evidence that shows that, even by the end of the war, a period of hope had begun. It also shows that this hope was sustained throughout most of the twenties. This evidence includes Germany’s display of good will through the signing of various treaties and pacts, antiwar feeling in the general public and widespread prosperity.



Argument for elaborating evidence that supports thesis



Evidence of Germany’s good will was ﬁrst displayed in 1925 when a treaty, called the Treaty of Locarno, was signed voluntarily by Germany, France, Great Britain, Italy and Belgium. In this treaty Germany agreed to accept her western frontiers, as laid down in the Treaty of Versailles, which previously she had not agreed to. This was a good sign, because, although it could not prevent Germany from invading another country, it meant that she could not do so without breaking laws.



(Concession) qualifying the argument



Argument for (Concession)



Further evidence of Germany’s good will was provided in 1926 when she joined the League of Nations. Germany was then given a permanent seat on the council with the other great world powers. Even though there was deep resentment in Germany towards those nations involved in the Treaty of Versailles, joining the League of Nations was a clear sign that the country wanted to be part of the rest of the world. In joining the League of Nations, therefore, Germany gave people the hope that she would not start another war.



Argument for elaborating evidence



The Kellog–Briand Pact of 1928 also supports the notion that the 1920s was a period of hope. The signing of the pact by sixty ﬁve countries, including the USA, Russia and Japan, meant that a country could only attack another in self defence.



Argument for elaborating evidence



The hope for a peaceful future was particularly well demonstrated in public reaction to the publication of Remarques’s anti-war novel ‘All quiet on the Western Front’ in 1929. Soon after publication the book became a best seller and was translated into several languages. This was evidence of the strength of anti-war feelings. In addition the fact that it was translated into different languages shows that it was not just one side that was strongly against war.



(Concession) Argument for elaborating evidence



Finally, although it can be argued that there was evidence in the the 1920s to suggest an imminent collapse of the payback system in which the European economies depended on the American economy, there was at the same time a signiﬁcant increase in production, trade and personal incomes. Thus, despite some anticipation of an impending Depression, the overall result of the economic boom was an increase in optimism. This, then, is another argument for the twenties being a period of hope.



Reinforcement of thesis reafﬁrming and strengthening the thesis



Although there was certainly evidence to show that the 1920s heralded a period of economic doom, it is clear from the analysis above that, to a large extent, the 1920s was a decade of hope. General economic prosperity and a belief by the public in future peace, based on the signing of various pacts, are strong evidence of this.
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The discussion Like the exposition, the discussion is an analytical genre in that it puts forward and analyses a range of arguments and evidence. Unlike expositions, however, discussions present a more balanced range of perspectives on the past, with the purpose being to reach an interpretation based on a careful consideration of all the available evidence. Discussions therefore adopt (or appear to adopt) a more balanced, neutral approach in which a range of alternative arguments or perspectives are considered. In the senior years of secondary school, written assessment tasks frequently invite students to consider different perspectives on the past and argue the value of a particular interpretation, as illustrated in the questions below: 1. The Athenian Agora was very much a focus of religious life in the city. Discuss. (In their response, a student could argue the value of seeing the Athenian Agora as playing a major or minor role in religious life.) 2. Assess the role of imperial women during the Julio-Claudian period. 3. The 1920s was a decade of hope. Discuss. (In their response, a student could present an analysis of the decade from a variety of viewpoints and consider whether the 1920s was equally a decade of hope from the perspective of America, Germany and England and/ or from the perspective of different groups of people within these countries.) Although a successful response to any of the tasks above could be framed as an exposition genre or indeed a challenge genre, the task word ‘discuss’ suggests that the assessor expects a range of views to be considered. It is almost certainly the case that an assessor would not value a response that framed the essay as an explanation and omitted altogether an argumentative dimension. As commented on in Chapter 3 (in relation to historical accounts), it is therefore vital that students understand the nature of a writing task/question and are aware that, in the later years of schooling, arguing genres are generally the preferred response. This suggests that tasks need to be formulated in clear, unambiguous terms and/or be supported with supplementary guidance and support to ensure students produce what the examiner/teacher expects and will value. The social purpose of a discussion is achieved by moving through three obligatory stages – Issue, Arguments/Perspectives, Position. An optional stage, Background, may also occur prior to the Issue. If more than two perspectives on an issue are explored, rather than move through the stages of Argument for and Counter-Argument, a writer will move through a series of Perspectives (1–n), as in the following sample text (4.7) which was written in response to the same question as in Text 4.6 – To what extent was the 1920s a decade of hope?
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To what extent was the 1920s a decade of hope? The main effects of World War 1 were signiﬁcant factors in determining attitudes and degrees of optimism and hope in the 1920s. There were factors which greatly contributed to the feeling of hopelessness at the conclusion of the First World War, including the loss of some ten million lives and the economic losses of over $180 billion (Mills 1984 p. 25). Also, the defeated countries were ruined while the victors, apart from the United States of America, suffered various degrees of bankruptcy. The Allies, particularly Britain and France, sought revenge on Germany.



Issue stating alternative interpretations of the past



In discussing the question as to what extent the 1920s was a decade of hope, it is necessary to examine the perspectives of the countries of the United States of America, Great Britain and Germany in relation to their respective participation in the peace settlements of World War 1, and in relation to their foreign policies.



Perspective 1 elaborating evidence



Firstly, from the perspective of the United States, it can be argued that this is reﬂected in their participation in the peace settlements and in foreign affairs in the 1920s. In his dealings with the Allied leaders at the Versailles Peace Conference in 1919, from which the defeated Germany was excluded, the American President, Wilson, did not wish to impose heavy penalties on Germany. He hoped that his fourteen points for peace would be accepted by the Allies, and that a lenient peace would help German economic recovery and so make world peace more secure. Despite the fact that Wilson’s plan for the creation of the League of Nations was accepted, Wilson was outmanoeuvred by the Allies and the settlement was made a great deal less generous than he would have liked. In addition, many Americans wanted to return to a policy of isolation in order to avoid future wars, and consequently Wilson’s hopes for acceptance of the League of Nations on the part of the United States were destroyed when the Senate voted against United States participation in the League in 1920. Under President Harding, the United States was greatly inﬂuenced by the policy of foreign isolationism with its refusal to join the Court of International Justice in 1922 and 1927, and in the heavy restrictions imposed on the number of immigrants entering the United States. Fortunately, some hopes for international peace were realised when Dawes, an American, devised a plan whereby Germany, with the aid of American loans, would pay off a reduced debt by instalments, and when the United States became further involved in the problem of reparations in 1929 with the Young Plan setting up a sliding scale of repayments. However, these plans collapsed and hopes were once more destroyed with the coming of the Wall Street Crash in 1929. Thus it can be seen from the evidence above that despite America’s attempts to create peace and stability, hope for a peaceful future gradually faded.
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Perspective 2 elaborating evidence



From the British perspective, it can also be argued that although there was some hope in the 1920s, it was also a decade of despair and disillusionment. For example, the British Prime Minister, Lloyd George, only adopted two of Wilson’s fourteen points at the Paris Peace Conference, these points being national self-determination and the general association of nations. Hopes for peace were further lost when the British government required that the German navy should be annihilated and the German army limited. Britain wanted Germany to pay, forcing extremely harsh reparations on her through the Treaty of Versailles. In addition, the British government’s imperialist ambitions and activities and responses to problems in Ireland and India brought shame and disillusionment to many people. The effect of these policies on the British population are a clear signal that by the end of the 1920s there was little hope.



Perspective 3 elaborating evidence



Thirdly, from the German perspective, the terms of the Treaty of Versailles were intolerable and quite hopeless. The Germans felt bitter and humiliated. They were particularly upset by the severe territorial losses, including the losses to Poland in the east, and Germany being split into two by the Polish Corridor. They also complained that the Allies were trying to bankrupt Germany and to destroy the Weimar Republic with the extremely high reparation claims; that the terms of the Treaty of Versailles were worked out in secret and forced upon the Germans; that all Germany’s colonies were taken from her; and that the Germans had to accept blame for the war and had to disarm without any guarantee that their Allied neighbours would do likewise (Mills 1984 p. 23). Many Germans never forgave the politicians who signed the peace treaty for them, feeling that the Weimar Republic was run by traitors. The Weimar Republic was also beset with extreme inﬂation and unemployment. Later in the 1920s, there was the return of some hope, short-lived and tenuous as it was. This was in the form of aid in the payment of reparations and in the economy generally through the Dawes Report of 1924 and the Young Plan of 1929. Also, Germany was permitted to join the League of Nations in 1926, and to sign the Kellogg–Briand Pact in 1928, this pact renouncing war. There was also reason for some hope with the positive response to the publication of the anti-war novel All Quiet on the Western Front, written by the German, Erich Maria Remarque. However, with the onset of the Wall Street Crash and the Great Depression in 1929, hopes were once again lost for Germany.



Position the overall interpretation or thesis



In conclusion it is clear that the extent to which the 1920s can be characterised as a decade of hope largely depends on the perspective taken. Thus, from the perspective of the United States and Great Britain, it can be argued that although there was some hope and optimism in the earlier part of the 1920s, this had largely faded by the end of the decade. In contrast, the analysis above shows that, from Germany’s viewpoint, there was virtually no hope at the conclusion of World War 1 and despite some hope as a result or reparation payments in the second half of the 1920s, this was short-lived; by the end of the decade there was general disillusionment.
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The challenge The challenge genre is an analytical text type that argues against an interpretation that historians, textbook writers, examiners or others have put forward. To do this, the writer provides a series of arguments and evidence that rebut the position held. In contrast to discussions, challenges do not consider in an even-handed way a range of angles or perspectives on an issue. Instead, the writer focuses on evidence that counters the challenged position and in this way builds a case for a new interpretation of the past. As in the exposition genre, evidence or arguments that support the interpretation that is being rebutted may be acknowledged in the form of a Concession stage. However, this evidence is often shown to be ﬂawed or lacking sufﬁcient weight to undermine the overall position taken. The social purpose of a challenge is achieved by moving through three distinct obligatory stages, as demonstrated in Text 4.8, an essay written in response to the question, In what ways has Australia developed a positive relationship with its regional neighbour, Indonesia? In this abridged version of the essay (written by a history teacher as a model for their students), I have provided a summary of the evidence (in italics) used in the original, in order to show how the writer supported their overall argumentative line. Challenge genres may also move through an optional Background stage, which provides a context for the historical issue. This stage is not, however, taken up in the sample essay. Text 4.8



In what ways has Australia developed a positive relationship with its regional neighbour, Indonesia?



Position challenged outlining interpretation to be argued against



The Australian government argues that it has developed a good relationship with Indonesia over the last twenty ﬁve years. It argues that its policies have led to improved political, economic and military cooperation between the two countries, to the beneﬁt of both. However the critical issue is which sections of Australian society have cultivated these relations and with which sections of Indonesian society and who has actually beneﬁted.



Rebuttal argument 1 elaborating evidence countering position



The main argument that is used to support the position that the relationship between Indonesia and Australia is a positive one is the increased political cooperation between the Australian and Indonesian government . . . (evidence of relationship between political cooperation and development in trade) This argument, however, does not take into account who beneﬁts from the investments in Indonesia . . . (evidence of lack of control over investment by majority of Indonesians)



Rebuttal argument 2



In addition, the Australian people do not necessarily gain major beneﬁts from these investments . . . (evidence of this provided )
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Rebuttal argument 3



It is not only investment and trade that beneﬁts some sections of society and not others. The interrelationship between Australian economic and political policies needs to be considered in terms of their overall costs rather than just their beneﬁts, particularly the issue of human rights. The issue of East Timor and the Australian political response is a good example of the relationship between economic and political policy . . . Loss of freedom for East Timor meant Australian complicity in allowing its invasion. As James Dunn states ‘Australian intelligence agencies were able to monitor the progress of Indonesian military preparations to assault East Timor . . . and simply chose to let events take their course’ (The New Internationalist, No. 253/ March 1994). ( further evidence of Australian disregard for human rights for sake of Timor oil )



Rebuttal argument 4



Finally, another argument that is often raised in order to support the claim that Australia and Indonesia have developed a good relationship over the last twenty ﬁve years is the degree of defence cooperation that exists between the two countries. Both the Indonesian and Australian government claim that this cooperation helps to preserve both countries’ national security. In Indonesia, however, an analysis of the Indonesian army shows that its role is largely one of internal policing. There has been military involvement in suppression of labour activists, including the killing of Marsinah, a twenty ﬁve year old factory worker in 1993 and four people peacefully protesting over the building of a dam in 1994. Kopassus, in particular, is a military unit that is sent to regions of unrest and is able to override domestic laws. It has been associated with extra judicial executions, disappearances and torture. Despite this, since July 1993, Australia has run an ofﬁcial program of cooperation and training with Kopassus units. Senator Robert Ray claims that this will provide Australia with the opportunity to inﬂuence Indonesia in matters of human rights (letter to Amnesty International, 1993). However there is no data to prove this assertion. Evidence shows that throughout Indonesia there has been no change in the pattern of political violence. Clearly, from the viewpoint of many of the people ruled by the Indonesian government, such a program of defence cooperation does more harm than good and does not indicate improved or positive relations. In conclusion, it can be seen that, from the perspective of many sections of both the Australian and Indonesian populations, the last twenty ﬁve years can be characterised as a period in which relationships between Australia and Indonesia have changed but in a negative rather than positive way. A critical analysis of the economic and military arguments that are generally put forward to afﬁrm the position that the relationship between Australia and Indonesia is a positive one proves this.



Anti-thesis articulating alternative interpretation
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With regard to the register variables that typically interact with arguing genres (produced by students within the later years of secondary-school history), below is a summary of the key features of ﬁeld, tenor and mode together with the typical language choices made by writers at this stage in the curriculum. Field The ﬁeld in arguing genres often encompasses notions of change and continuity in areas such as warfare, economics, social structures or politics, and is therefore invariably abstract. In the sample exposition and discussion texts, for example, new patterns in national thinking and behaviour are contrasted with past thoughts and actions. Similarly, in the sample challenge, the writer construes a complex, interrelated ﬁeld of national politics, international relations, economics and human rights. Participants are therefore frequently non-human and abstract and there is a high frequency of specialized terms to refer to legal, political and social processes: This treaty opened up a zone of cooperation where Australian companies . . . A program of defence cooperation does more harm than good and does not indicate improved or positive relations.



Tenor It is the use of various types of persuasive strategies at both the level of text and the level of clause that distinguishes arguing genres from other types of historical writing. While factorial and consequential explanations build an unproblematized interpretation of events, the arguing genres present a more complex picture. Acknowledging a context of ‘heteroglossia’ (multivoicedness) in which alternative interpretations and points of view operate, alongside critically examining and weighing up evidence, are the key strategies of the persuasive process. In a successful exposition the interpretation is revealed as the logical outcome of the critical interrogation of a range of evidence that generally supports the thesis. Rather than working with categorical explanatory categories (e.g. the reasons for the Second World War were a, b and c), the writer operates along a more ﬁnely graded continuum of probability. For this reason, the Thesis stage often draws on modal resources (e.g. can, perhaps, might) to couch propositions in tentative terms: It can be argued, therefore, that by the end of the war a period of hope seemed to have begun.



In the Reinforcement of Thesis stage, on the other hand, the writer may reduce the level of modality and become more categorical:
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Although there was certainly evidence to show that the 1920s heralded a period of economic doom, it is clear from the analysis above that the 1920s was a decade of hope.



In a discussion text, unlike in the exposition, the writer does not assume the reader is aligned with their position and hence entertains a variety of alternative perspectives and evidence. The authorial persona adopted is one of arbiter, weighing up evidence from a seemingly impartial, neutral position before putting forward a ﬁnal interpretation or judgement in the Position stage. Typically, however, persuasive writers evaluate arguments and evidence throughout the essay in order to steer their readers towards accepting the ﬁnal interpretation. In challenge texts, interpersonal strategies play a particularly critical role in persuading a reader to reject received opinion on the past. Successful texts, therefore, require sophisticated control over resources for countering and weakening arguments and discounting alternative voices and perspectives. Tenor roles at this level of schooling construe a highly developed, dialogical relationship between writer and reader and require student historians to engage with historical issues in ways that may be controversial. For these reasons it may be considered a ‘high-risk’ genre but is potentially highly valued. Another important aspect of tenor in the arguing genres is the way in which students are increasingly expected to weave into their arguments additional ‘voices’ in the form of primary and secondary sources. In the sample challenge, we have examples of both quoting and reporting whereby a range of views external to the text can be integrated into it. It is important to be aware of how the verbs of saying/thinking (i.e. mental and verbal Processes) that are used to introduce these voices are subtle but important devices for endorsing their propositions to a greater or lesser degree. In the following examples, while states is relatively neutral, the choice of claim[s] weakens the quoted proposition. As James Dunn states ‘Australian intelligence agencies were able to monitor the progress of Indonesian military preparations to assault East Timor . . . and simply chose to let events take their course’ (New Internationalist, No. 253/ March 1994). (quoting) Senator Robert Ray claims that this will provide Australia with the opportunity to inﬂuence Indonesia in matters of human rights (letter to Amnesty International, 1993). (reporting)



Mode Arguments together with supporting evidence are the means of organization in the arguing genres contributing to their abstract character. Nominalization is common (e.g. antiwar feeling, military involvement, opportunity, etc.), and nominal groups are often densely packed. There may be both pre-
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modiﬁcation (including classiﬁers and epithets) and post-modiﬁcation (qualiﬁers). For example: antiwar classiﬁer



feeling nominalized thing



in the general public and qualiﬁer (phrase) widespread prosperity epithet nominalized thing



Another argument that is often raised in order to support the claim that Australia nominalized thing qualiﬁer (clause) and Indonesia have developed a good relationship over the last twenty ﬁve years . . .



As with the explaining genres, an important feature in the structuring of discussion texts is the use of conjunctive Adjuncts to organize the unfolding arguments in text time. For example: Firstly, from the perspective of the United States, it can be argued that this is reﬂected in their participation in the peace settlements and in foreign affairs in the 1920s. Thirdly, from the German perspective, the terms of the Treaty of Versailles were intolerable and quite hopeless. In conclusion it is clear that the extent to which the 1920s can be characterised as a decade of hope . . .



The role of the arguing genres in history textbooks A key point to make in relation to school textbooks is that arguing genres are surprisingly infrequent. As a result, students have few models of effective argumentative historical discourse exemplifying, for example, strategies such as ‘putting forward a thesis’, ‘using sources to support the thesis’, ‘making a concession’ or ‘integrating alternative views’. It seems that contemporary textbook writers are reluctant to argue explicitly for or against a particular version of the past. In addition, textbook writers tend to separate primary from secondary sources rather than weave them into their argument as evidence (as historians do). However, students are frequently set tasks that require them to form interpretations and construct arguments based on the raw data and basic narrative that their textbooks provide. Such a task, focused around the issue of whether the Battle of the Somme was a complete failure, is illustrated below in Figure 4.5.
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(Beechener et al., 2004, p. 177)



Figure 4.5 Textbook task: Was the Battle of the Somme a complete failure? Another important point is that, although in the case of primary sources there are numerous instantiations of arguing genres, the variation in ﬁeld, tenor and mode variables often leads to a considerable disjuncture between the linguistic patterns students are exposed to in these sources and those they are expected to produce in their own writing. For example, the type of argument genre often instantiated in primary sources is a compressed or ‘mini’ version of an Exposition, Discussion or Challenge. Hence there is little elaboration of the arguments put forward. The following sources (Texts 4.9– 4.11) illustrate this.
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Text 4.9 Captain James Cook writing in his journal about the Aborigines (mini-Exposition genre)



Thesis



Argument 1



Argument 2 Reinforcement of Thesis



They may appear to some to be the most wretched people on earth, but in reality they are far more happier than we Europeans . . . [The] earth and sea of their own accord furnish them with all the things necessary for Life . . . [They] live in a ﬁne Climate and enjoy a very wholesome Air, so that they have very little need of Clothing . . . [They] seem’d to set no Value upon anything we gave them . . . this in my opinion argues that they think themselves provided with all the necessarys of Life . . . (Darlington and Hospodaryk, 1993, p. 25)



Text 4.10 The War that Can’t Be Won (mini-Challenge genre)



Position challenged



Rebuttal argument



The Menzies Government has made a reckless decision on Vietnam which this nation may live to regret. It has decided to send Australian soldiers into a savage, revolutionary war . . . so that America may shelve a tiny part of her embarrassment. Searching for friends, America has turned to her Anzus and Seato associates in the Western Paciﬁc . . . It is wrong because it deliberately . . . runs counter to the mounting wave of international anxiety about the shape of the Vietnam war. (Australian, 30 April 1965)



Primary sources may be hortatory rather than analytical in style. That is, the writer sets out to persuade the reader/listener to act in a particular way. This is illustrated in the Proposal stages of Text 4.11, where Nell Ludd tells Frederick Smith, the mill-owner, to pull down his shearing frames and inform his neighbours (as indicated in bold and underlining). The subsequent arguments that are used to support this ‘demand for action’ are in the form of threats. Student writers, in contrast, are expected to adopt an analytical argumentation style – persuading the reader to think, rather than act, in a particular way (see Cofﬁn, 2004, for further discussion of the pedagogic usefulness of distinguishing argument that is a ‘call for action’, and argument that is a less interpersonally charged ‘analysis’ of an issue). Text 4.11 A letter to Frederick Smith, a mill-owner, from Ned Ludd, 1812 (mini-Hortatory exposition)



Proposal



Sir, Information has just been given in that you are an owner of those detestable shearing frames, and I was asked by my men to write to you and warn you to pull them down.
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If they are not taken down by the end of next week, I will send one of my lieutenants with at least 300 men to destroy them. If we come, we will increase your misfortune by burning your buildings to ashes. If you ﬁre upon any of my men, they have orders to murder you and burn all your housing. Inform your neighbours that the same fate awaits them if their shearing frames are not speedily taken down, as I understand there are several in your neighbourhood. (Beechener et al., 2004, p. 41)



Argument genres may also be instantiated in primary sources where the visual mode is dominant. Figure 4.6 shows an example of an exposition in the form of a Second World War propaganda poster. It puts forward the proposition that information exchanged in casual conversation can be used by Germany – ‘bits of careless talk are pieced together by the enemy’. This is supported quite persuasively through the visual image of jigsaw pieces being put together by an anonymous and sinister German hand (as represented by the ring with a swastika symbol). To summarize this section, although students may be exposed to various types of argumentative discourse in history textbooks, these rarely resemble the type of historical argumentation that they are expected to produce. The arguing genres: a summary In the previous sections, the typology of arguing genres was presented with a clear distinction being made between each of the three sub-genres – Exposition, Discussion and Challenge. Aside from differences in staging and purpose there are also differences in the tenor relations, and therefore evaluative strategies, across the three genres (see Figure 4.7). Viewed from a topological perspective, however, each of these sub-genres has a great deal of semantic commonality that transcends their differences: all three make use of the resources of negotiation (such as modality) and all three display similar levels of abstraction. A topological approach brings into view the areas of overlap not only within argument genres but between arguing and explaining genres. Both sets of genres, that is, are organized rhetorically rather than chronologically and are abstract in style. In addition, arguing genres often have an explanatory purpose (albeit framed within an argumentative structure). Hence the major distinction between the two sets is the degree to which interpretations of the past are presented categorically or are negotiated. A topological approach is, therefore, a useful modelling device for explaining ‘fuzzy’ texts that lie on the borderline of explanation and argument. This is illustrated in Figure 4.8. As with texts that are located on the intersection of historical recounts and accounts, typological decisions for distinguishing arguing genres (which have an explanatory dimension) from explanation genres have to be based on the degree of arguability present.
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Figure 4.6 Second World War propaganda poster (www.museum.state.il.us/. . ./1920/TeachR/posters, accessed 25 August 2005) Recording, explaining and arguing about the past: concluding comments So far, I have shown how the combination of SFL genre and register analysis provides a systematic means of characterizing some of the main types of history writing in secondary schooling. Signiﬁcantly, the analysis challenges the common classiﬁcation of history writing as either narrative or argument analysis. We have seen how each major category of genre (recording, explaining and arguing) can be divided into (sub-) genres that capture with considerable precision the different choices students have for writing about the past. Rather than being based on a common-sense classiﬁcation, the linguistic
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Figure 4.7 The arguing family description is able to show how different social purposes and shifts in register variables produce different textual structures and different lexical and grammatical patterning. In this way, ﬁner differences between genres that on one level are alike (e.g. those comprising the recording family) emerge. The differences can then be labelled using functional names such as autobiographical recount or historical account. From an educational perspective, linguistic ‘labelling’ provides teachers with a shared language for articulating textual differences and a means of differentiating genres pivotal to history from those that are common in other learning areas. More importantly, if teachers have precise labels for distinguishing genres, as well as a way of talking about the kinds of meanings that different genres foreground and the lexical and grammatical resources for expressing those meanings, then they are in a strong position to provide explicit guidance to students in their reading and writing of historical discourse. Equally importantly, they have the means for creating a linguistically informed pedagogic pathway. Such a pathway can take into account the way in which students’ competence in historical sequencing lays the foundation for their development of abstract historical reasoning, which in turn forms the basis for extending their skills in historical argumentation. This pathway, as we have seen, is already implied in a number of curriculum documents
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Figure 4.8 Key genres in school history: a topological perspective where it is expected that students will learn how to sequence and record events at an early stage and will learn how to construct sophisticated arguments at a later stage. Chapters 3 and 4 have elaborated this progression by showing the usefulness of learning to write different types of recounts and explanations as a foundation for developing control of complex argument texts. The discussion of the key genres in school history will also have begun to raise awareness of the ideology that is enshrined in the way historical discourse construes the world. As discussed in Chapter 2, central to the question of ideology is the means by which social subjects position and are positioned within a culture and the way in which this positioning engenders social subjectivities. So far we have seen that (successful) history students develop a wide repertoire of genres in order to recount, explain or argue about the past, and that each of those orientations provides a quite different way of
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positioning themselves both in relation to knowledge construction (the ideational function) and in relation to their audience (the interpersonal function). In broad terms, we have seen how the seemingly factual and objective nature of the recording genres masks the subjective and interpretative dimension of historical knowledge, whereas the explaining genres (to a lesser degree) and the arguing genres (to a greater degree) are more selfconscious and open in their assessment and negotiation of historical interpretation. This takes us to the heart of a continuing debate among historians, philosophers of history and social scientists – which textual form is more ‘objective’ or best suited for representing the past? In brief, some argue that the narrative captures the natural order and structure of experience and is therefore both accurate and objective. Narrative, according to Carr, is not merely a possibly successful way of describing events; its structure inheres in the events themselves. Far from being a formal distortion of the events it relates, a narrative account is an extension of their primary features. (Carr, 1986, p. 117)



Others, in contrast (e.g. Blanco and Rosa, 1997; Kress, 1989; Veyne, 1984; White, 1987), assert that narrative ‘is the very stuff of a mythical view of reality’ (White, 1987, p. ix), that it gives reality ‘the odour of the ideal’ (White, 1973, p. 283) and that it is manipulative in that it disguises its subjectivity (Kress, 1989, p. 12). Argumentative writing, it is claimed by some, provides a more objective and neutral approach to the past in that different perspectives and points of view are considered. Such a liberal humanist ideology of ‘seeing all sides’ is said to eschew personal bias (see Jenkins, 1991, for a discussion on this position). I hope that even at this point in the book you will have begun to see how SFL analysis provides a helpful perspective on such debates in that by now it should have become clear that neither narrative nor argumentative forms are ‘objective’ in an absolute sense: each genre presents a perspective on the past but uses different strategies that conceal to a greater or lesser extent the interpretive dimension of historical knowledge construction. In Chapter 7 we will see how a more delicate analysis of evaluative meaning provides further insight into the interpretative and therefore subjective dimension of all historical writing. In the meantime, we will explore two other key elements in historical knowledge construction – time (Chapter 5) and cause-and-effect (Chapter 6).



5



Learning historically valued representations of time



Adults reﬁne their sense of chronology continuously: as they learn more about themselves, their sense of personal time changes; as they learn more about the past, their sense of historical duration alters; and as the breadth of their understanding of the past develops, so their ability to make links between the various chronologies within their own minds increases. (Stow and Haydn, 2000, p. 87)



In this chapter, I discuss how reﬁning one’s sense of chronology need not simply be a natural process of maturation. I suggest that students may learn to understand time and chronology more effectively by receiving explicit input on how temporal notions are linguistically constructed. With this in mind, the chapter sets out the different construals of time that occur across the key history genres (discussed in detail in Chapters 3 and 4). Such a description illuminates how (successful) students need to learn to construe time differently as they move through the secondaryschool history curriculum. For example, my research has shown that successful students need to learn, at an early point, how to conceptualize and use time in ways that move beyond personal perception and lived experience. I have selected time as an object for more detailed discourse analysis on the basis that, although it is a key concept in history, it is not one that all students learn to handle effectively. As I mentioned in Chapter 1, research suggests that handling chronological order and representing the duration of historical periods can be difﬁcult tasks even for adolescents (Carretero et al., 1991, p. 35; Stow and Haydn, 2000; Wood, 1995). This difﬁculty is of general signiﬁcance for successful learning of history since, as Lomas (1993, p. 20) points out, ‘without chronology there can be no real understanding of change, development, continuity, progression and regression’, all of which are key concepts in historical understanding. In order to illustrate the role played by time in historical discourse and in order to exemplify students’ different degrees of competence in handling time and chronology, reproduced below are two texts written by Year 7 history students. Even though both texts were written in response to the same prompt – a set of pictures depicting changes in Aboriginal history and the
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question What has happened to the Aborigines since the time of white settlement? – you will ﬁnd that the two responses are markedly different. Text 5.1



Since the white settlement the white people have caught the Aboriginals and xxxx1 the Aboriginal up so then the white men kill them so they can have the land. The other picture with the man standing with he shield and like a stick has been painted to represent the colour of his colours what they wite use. The picture below is lots of people in the streets ﬁghting for maybe they want the Aboriginals they walk on the Dark side of Life and the people have put writing on the walls that say things they are holding things that say things. And just a bit more for the top one with the Aboriginals they are in a jail the white men may have caught them because they had a ﬁght and caught some for slaves maybe. The Aboriginal on the left he might have them colours on him as I mentioned before and for some thing else I just remembered he might put them colours on him because a death for xxxx and so on. he is in the bush leaning on a tree. Text 5.2



Aborigines arrived in Australia some 40 000 years ago, and were said to have mostly come from Asia. They were and still are very spiritual people who treat everyone as an equal and who treat and respect their land like their mother. Aborigines lived in peace and harmony with their environment until the white settlers came to settle in Australia in 1788. This is when the Aborigines life changed. All of a sudden their land was being taken away from them, their women and children were being killed, and they were treated inhumanly by the white settlers. The white settlers did not acknowledge the aborigines as part of the Australian population. Aborigines were deprived of many of the rights that white people had such as voting, being allowed to own their own home, chance of employment, education and proper medical care. This kind of treatment of Aborigines went on for a long, long time and it wasn’t till in the 1960s that they too started to get some rights. In the 1960s they got the right to vote like other white Australians but the Aborigines wanted more rights so in the 1970s they set up an embassy (a tent) and had many protests and rallys demanding more rights and demanding for them to be treated as equals.



It is likely that you considered Text 5.2 to be a recognizable instance of historical discourse, whereas the meanings and lexicogrammatical patterns of Text 5.1 make it less representative. In Text 5.1, the writer makes little use of time resources, aside from the Circumstance of time since the white settlement (provided in the question prompt) and the temporal conjunction then. In addition, his main tense choice is the present tense. The writer of Text 5.2, in contrast, makes far greater use of time resources, with the result that the reader is moved through a series of chronologically organized events tracing the historical development of Aboriginal people from 1788 onwards. Resources include Circumstances of time: location (e.g. in the 1970s) and
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duration (e.g. for a long, long time) as well as phasal Processes that phase in the different stages of an event (e.g. started to get). In sum, the writer of Text 5.2 has produced a historical recount in which the use of chronology contributes to a sense of historical development and change. The writer of Text 5.1, on the other hand, appears to have little control over, or understanding of, the role of time in history and writes a less historically valued ‘picture observation’. He describes, in no particular order, the events depicted in the question prompt rather than setting them within a historical chronology. Quite clearly, this student could beneﬁt from some explicit guidance on how he needs to use time when writing in history. The purpose of this chapter, therefore, is to draw on the tools of SFL analysis to pinpoint how time is typically – and successfully – conﬁgured within student writing. I will also consider in this chapter the different construals of time in history textbooks, raising any important implications for students’ reading practices. First, however, let’s consider the wider cultural context and its role in shaping temporal meanings. The cultural context: time concepts and constructs This section discusses core notions of time that circulate in Western thinking and percolate down into historians’ treatments of the past. First, I consider the overarching or ‘macro’ concepts of linear and cyclical time and their interconnection with historical notions of change and continuity. I then examine the three main time ‘constructs’ that humans have developed in order to measure and locate events in time. I want to place these ‘macroconcepts’ and ‘macro-constructs’ under the microscope, not only because they are fundamental to the way historians perceive and organize their interpretations of past events, but because they can contribute to our understanding of how successful students access such notions in their reading and anchor them in their writing. Macro-time concepts: linear and cyclical time, change and continuity Linear and cyclical time are fundamental in framing general thinking about time. In relation to historical thinking, both these notions are linked to the core historical concepts of ‘change’ and ‘continuity’. Linear time can be described as ‘an abstract, spatial quantity that is divisible into single units; as a two dimensional linear, directional ﬂow or succession of equal rate that extends from the past to the future (or vice versa)’ (Adams, 1995, p. 33). In its conceptualization of time as a successive movement through space, a linear model implies a ‘process of increasing complexity, together with inevitability and irreversibility’ (Stanford, 1994, p. 19) and often connotes progress and ‘a grand plan’ (Carr, 1986, p. 29). Western Enlightenment philosophy and the science of the nineteenth century, with their notions of evolutionary development and
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teleological schemes, were particularly inﬂuential in strengthening such a view of time. Cyclical notions of time, in contrast, arise out of the observation of natural processes in which ‘plants grow, produce seeds and die and people and animals are born, live and die’ (Adams, 1995, p. 22). Implicit in such lifecycles are the notions of sameness and repetition, which dominate (but do not necessarily exclude) concepts of forward movement and cumulative progress and change. Fernandez-Armesto (1999, p. 246) points out that in cyclically inﬂuenced societies ‘historiography reﬂects the cyclical vision: you get cyclical history, or, in deference to the ultimate changelessness the cycles encompass, no history at all’. He argues (1999, p. 248) that such views on temporality operate not only in the histories of ancient and traditional cultures but in most history writing across the ages, with ‘cyclical episodes’ punctuating ‘what are essentially teleological schemes’. In essence, a cyclical concept of time is linked to the notion of continuity in that cycles of activity frequently involve recurrent patterns of human behaviour that appear to remain constant over time – for example, cycles of war and peace, economic booms followed by depression, the rise and fall of empires, and so on. Eggins et al. (1993) in their linguistic analysis of history textbooks have noted that cyclical patterns often characterize empires and civilizations. These are typically construed as being born, reaching a peak and then declining. In such cases the analogy with life-cycles of birth, growth and death are even more marked. The following extract from a student historical recount (Text 5.3) illustrates a cycle of activity in which aboriginal guerrilla warfare begins, continues for a number of years and then ends. My research has shown that such cyclical episodes of conﬂict and war are frequently integrated into forwardmoving linear narratives in which large stretches of history are patterned with cycles of repeated human activity. Text 5.3



(NB The underlined Processes construe a self-enclosed cycle of activity; the Circumstances of time, in bold, construe forward linear movement.) In 1790 the Eora people began a guerrilla war against the Europeans. The Aborigines continued to resist the European invaders by burning their crops and houses, taking food, destroying cattle and killing some settlers. This period of black resistance in Sydney ﬁnally ended in 1816.



Macro-time constructs: the calendar, chronology and narrative Aside from the more general concepts of linear and cyclical time, the macroconstructs of the calendar, chronology and narrative are fundamental in shaping our temporal understanding and organization of past events. Figure 5.1 shows the interconnection between these constructs: the invention of calen-
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Figure 5.1 Macro-time constructs dar time makes it possible to develop time lines and chronologies, which in turn makes it possible to ﬂesh out records of past events in the form of historical narratives (i.e. recording genres). In other words, these constructs provide the means of locating, referring to, recording, and explaining past events. Perhaps the most visible and important time construct used by historians is the scale of reference manifest in calendrical systems. Calendar time is basic to historical study in that its three main features constitute the computation of, or division into, chronicle time, i.e. the use of a founding event such as the birth of Christ, the reference to an axis and the use of units of measurement designating the constant intervals between the recurrences of phenomena. While such temporal measurement is generally ingrained in adult thinking, or, as Jordanova (2000, p. 115) puts it, is part of ‘historians’ mental furniture’, it is important to remember that it may not be so transparent to students. Indeed, the philosopher Ricoeur makes the point that, although historians now use calendar reﬁgurations of time unreﬂectively, the time of the calendar was the main intellectual tool to give rise to a historical consciousness (Ricoeur, 1988, p. 106). On this basis, it is likely that developing control over calendar time is an important gateway for students to pass through, if they are to begin to see and think about the past from a historical perspective. Likewise, while adults generally accept chronology and its use of calendar time as a way of carving up the past, we should think about potential problems for students. They may, for example, need to be explicitly taught the specialized terms for creating chronology and be shown how kings, queens, dynasties, empires, centuries, millennia, ages and epochs provide different ways of slicing up the past. If they do not, then it is possible that their management of past events will resemble those of the writer of Text 5.1, for, as discussed at the beginning of this chapter, without the ability to form chronological divisions and sequence events, ‘the past is chaos’ for students (Wood, 1995, p. 11): ‘there can be no real understanding of change, development, continuity, progression and regression’ (Lomas, 1993, p. 20). The third macro-construct is the historical narrative which, by enabling the elaboration of temporal sequences of events, ﬂeshes out the bare bones
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of a time line (the historical recount) and, optionally, builds in causal links (the historical account). As we have already seen in Chapter 3, an important point in relation to narrative is that, although historians typically refer to narrative writing as if it took only one form, genre analysis reveals that four different recording genres can be identiﬁed, each with quite distinct differences in their lexicogrammatical choices. So far, we have considered the context of culture in relation to both macroconcepts and macro-constructs of time. Since these ‘grand’ notions of time permeate into historical thinking and the understanding and management of past events, they provide important background knowledge for understanding students’ relative success or failure in reading and writing history. In the following section, we examine the way in which such notions are linguistically realized in the different genres that, as I have pointed out in earlier chapters, tend to correspond with different stages of the school curriculum. The aim is to show how linguistic analysis of temporal resources illuminates how students need to learn how to manage time in different ways as they move through the curriculum. From recording to arguing about the past: reconﬁguring time In Chapters 3 and 4, we saw how genre analysis enabled us to develop a ‘taxonomy’ of the main history genres that students need to learn in secondary-school history. I commented there that, from an educational perspective, one of the strengths of such a classiﬁcation is that it can inform teachers’ sequencing of the genres, particularly from the perspective of teaching students how to write effectively. We saw, for example, that if students are taught to read and write recording genres, these can then be subsumed into their understanding and production of explanation genres. In turn, the resources for recording and explaining the past can be rehearsed and consolidated before being integrated into more complex, abstract argumentation. From the perspective of time, learning how to make sense of, and write, different types of recording genre helps students to consolidate their understanding and handling of chronology before moving to the conceptually framed explaining and arguing genres. The following sections will show how moving from organizing events along an external time-line (the recording genres) to organizing historical data as a sequence of steps within an analytical essay (the explaining and arguing genres) is fundamental to students’ success in the subject. Texts 5.4 and 5.5 provide a taste of some of the key differences involved in the shift. In Text 5.4, a historical recount, calendar devices are used to order external events chronologically (From 1790, in 1794) whereas in Text 5.5, a factorial explanation, ordinatives (one, second) and conjunctive Adjuncts (ﬁnally) order factors ‘internally’.
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Text 5.4 (extract only) (historical recount)



The Eora people had lived in the Sydney area for at least 40,000 years before the Europeans arrived. They had lived by hunting, ﬁshing and gathering and believed that they were the guardians of the land. After the Europeans arrived in 1788 they occupied sacred land and destroyed Eora hunting and ﬁshing grounds. From 1790 onwards the Eora people responded to this invasion by participating in a guerrila war against the Europeans. In 1794 under the leadership of Pemulwuy the Eora organised an attack on Brickﬁeld where thirty six British and fourteen Eora were killed. Text 5.5 (extract only) (factorial explanation)



During the First World War there was considerable opposition to conscription for the following reasons: opposition to the war among different groups, fear of increasing government power and economic factors. One reason for so much opposition to the war was the number of different groups of people concerned . . . A second reason was fear of increasing government power . . . Finally, there were economic factors behind the opposition to conscription . . .



In order to pinpoint and make explicit differences in temporal realization and function across history genres (such as in the texts above) it is helpful to work with a set of categories that capture the particular way in which time operates in historical discourse. This is the focus of the next section. Temporal categories In terms of lexical and grammatical resources for construing time, SFL offers a number of categories, including those listed below: • • • • • •



circumstances of time, e.g. in the 1920s; processes, e.g. followed; systems of tense; temporal conjunction + dependent clauses, e.g. when the Romans came; conjunctive Adjuncts, e.g. ﬁrst; and mood Adjunct, e.g. still, yet.



For the purposes of the research reported on here I decided to reconﬁgure these resources along semantic lines in order to: a) capture how time operates in the particular context of school history; and b) make the categories accessible and useful for pedagogic purposes. A set of semantic categories that cut across grammatical classiﬁcations were devised. These categories are as follows:
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sequencing time; segmenting time; setting in time; duration in time; phasing time; and organizing through time.



In the remainder of the section I will provide an overview of each category and exemplify the associated lexical and grammatical resources. I will also discuss the distribution of temporal resources based on my quantitative analysis of each of the key genres (these are presented in graph form in Figures 1–6 in the Appendix). At this point, it should be noted that temporal realizations in the data did not always ﬁt easily into a single category. In such cases, allocation to a category was based on the primary function of the realization in relation to its context. Sequencing time This category refers to the unfolding of events in which temporal logic binds together previous and subsequent events. In the following examples, temporal conjunctions (in bold) serve to make a link between one clause and another to form a clause complex. When we got on the plane 储 I waved to them and started crying. Clause 1 Clause 2 After Macquarie had been sent back to England, 储 Greenway received only limited work from the new Governor, Thomas Brisbane. Clause 1



Clause 2



Clauses in a clause complex can be of equal or unequal status. In the example above, the principal or dominant clause is modiﬁed by the dependent (hypotactic) clause. The clauses are therefore of unequal status. When we got on the plane 储 I waved to them and started crying. Dependent clause Principal or dominant clause



You may remember that in Chapter 2 (in the section on autobiographical recounts), I commented that ideational meaning is made up of an experiential and a logical component. In Chapter 2, I focused on the experiential function, which is concerned with representing experience in terms of the events, states and entities involved. I have now introduced the logical function, which is concerned with the way different kinds of relations (such as temporal or cause-and-effect) link together these events, states and entities.
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Sequencing may express simultaneous or successive relations. In simultaneous relations the two events overlap to some extent: When we got on the plane (event 1) I waved to them and started crying (event 2).



In successive relations, the ﬁrst event does not continue beyond the beginning of the second event: After Macquarie had been sent back to England (event 1), Greenway received only limited work from the new Governor, Thomas Brisbane (event 2).



While temporal conjunctions and dependent clauses are the most ‘natural’ or congruent way of realizing the semantic of sequencing, other resources may also be drawn on, as shown in Table 5.1.



Table 5.1 Key sequencing resources Key linguistic resources



Examples



Temporal conjunction and When the Empire is at war, Australia is at war. dependent clause (simultaneous) temporal conjunction and After coming to power in 1959, Castro used terror dependent clause (successive) extensively . . . external conjunctive Adjunct The Great Depression in 1929 then precipitated both policies of aggression and appeasement. Process A bottomless deﬂationary whirlpool ensued. Ordinative Last year was a highlight in my life



Quantitative ﬁndings (see Appendix) show that there is a relatively high frequency of sequencing resources in the autobiographical, biographical and historical recounts relative to all other genres. In particular, there is a high frequency of use in the autobiographical recounts. In terms of linguistic realization, the most common grammatical resource in the recording genres (at least in my data set) is the use of temporal conjunctions in dependent clauses, with simultaneous relations being more common than successive. Segmenting time This category is concerned with the division of time whereby time loses its seamlessness and natural ﬂuidity. Carved into segments, it becomes a central organizing principle for historical meaning-making. Segments can refer to relatively small lapses of time (e.g. a week) or, using specialized lexis, can encompass larger, historically signiﬁcant stretches that span years, decades or centuries (e.g. the Middle Ages, the Classical period). In my research, specialized terms were the focus (see Table 5.2). It emerged that they were far more
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frequently used in the explaining and arguing genres than in the recording genres (see Appendix).



Table 5.2 Key segmenting resources Key linguistic resources



Examples



nominal group, nominalization, the Gold Rushes, the Second Word War, the specialized lexis for characterizing Cultural Revolution, the Locarno era, the historically signiﬁcant chunks of time Great Depression



Setting in time Setting refers to the location of events at a particular point in time (e.g. in 1928). In contrast to sequencing, settings in time do not need to be interpreted as part of a sequential ﬂow with reference to previous and subsequent events. Instead, events are located within the framework of calendar conventions (i.e. dates, years and centuries) or through the use of segmenting resources, e.g. at the beginning of the 20th century, after the Middle Ages, in the Locarno era. Further angles on settings in time are construed through the use of definite or indeﬁnite terms. That is, time is measurable in standard units (e.g. on 26 July) but may also be expressed in less precise terms (e.g. a few days ago) (see Halliday, 2004, pp. 152–3).



Table 5.3 Key setting resources Key linguistic resources



Examples



Circumstance of time: location 25 million were suffering from malnutrition in 1931. Soon after World War I people around the world realized just how much a disaster the war had really been.



Quantitative ﬁndings showed that resources for setting in time, like those for sequencing, are most frequently used in the recording genres and particularly in the autobiographical recount. In the arguing and explaining genres, resources for setting in time are more common than are sequencing resources. Finally, it emerged that deﬁnite circumstances are far more frequent than indeﬁnite ones, indicating the general importance of precision in time references in history.
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Duration in time Duration (see Table 5.4) references how long an event lasts. Temporal extent may be measured in standard units, e.g. for 40 000 years, or in less deﬁnite terms, e.g. for a long time.



Table 5.4 Key duration resources Key linguistic resources



Examples



Circumstance of extent: duration



The Eora people had lived in the Sydney area for at least 40, 000 years before the Europeans arrived. It maintained this position for nearly half a century.



The category was used relatively evenly across the genres, though with slightly greater frequency in the recount and account. Phasing time Phasing is used as a general semantic term to capture the temporal resources that construe the beginning, continuation and end phases of an event or activity. These stages of becoming – i.e. inception, duration and conclusion – are not limited to taxis relations between verbs (cf. Halliday, 2004, pp. 279–80). As discussed earlier (see Text 5.3), they may be used to stage and shape events as a self-contained cycle (i.e. with a beginning and end). Such construals of time have the potential to evoke recurrent, repeated patterns of activity, and can therefore contribute to the notion of continuity. In addition they are a means of dividing up time into smaller segments, e.g. the onset of the Wall Street Crash.



Table 5.5 Key phasing resources Key linguistic resources



Examples



Process



For young women full skirted dresses, bows and bangles ceased to be fashionable The onset of the Great Depression diminished national economies . . . By the end of the Great Terror, Robespierre had stamped his personality ﬁrmly on the Revolution Finally, in 1939, when Germany attacked Poland, Britain and France declared war on Germany.



nominal group Circumstance external conjunctive Adjunct
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Quantitative analysis showed that phasal resources – unlike sequencing and setting resources – are spread fairly evenly across the four types of recording genre. Organizing through time This semantic domain refers to the way in which time plays a role in the rhetorical organization of texts. As previously discussed, temporal resources can be used to structure a text in tandem with the unfolding of an external activity sequence (then, later). These resources are included in the ‘sequencing’ category. However, time can also be used to structure a text in relation to the internal steps of an argument, thus serving as a rhetorical device to order factors or arguments (the ﬁrst factor, secondly, ﬁnally). Resources which realize internal ‘text time’ are placed in the ‘organizing’ category.



Table 5.6 Key organizing resources Key linguistic resources



Examples



Internal conjunctive Adjunct



Firstly, from the perspective of the United States, it can be argued that this is reﬂected in their participation in the peace settlements and in foreign affairs in the 1920s. The ﬁrst reason was opposition to the war among different groups.



Internal Ordinative



The results of the quantitative analysis indicated that whereas internal time is commonly used to structure the genres that come later in the school curriculum, it is rarely used in earlier genres. In summary, linguistic analysis using the six semantic temporal categories (summarized in Table 5.7) shows that, to write successful texts, students need



Table 5.7 Temporal categories and linguistic resources2 Temporal category



Key linguistic resources



Sequencing



dependent clauses (simultaneous or successive) with temporal conjunction, external conjunctive Adjunct nominal group, nominalization, specialized terms Circumstance of time: location Circumstance of extent: duration Process, nominal group, conjunctive Adjunct, Circumstance internal conjunctive Adjunct, internal Ordinative



Segmenting Setting Duration Phasing Organizing
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to conﬁgure time differently at different points in the curriculum, i.e. in different historical genres. One of the major trends revealed by the analysis is that there is a decrease in resources used for sequencing and setting in time and an increase in the use of resources for segmenting time and for the internal organization of texts. In the following section I discuss the pedagogic implications of these patterns. Writing successful history texts: expanding the language of time Analysis of temporal meaning in student writing illuminates a number of major shifts in representing time that students need to make if they are to produce successful texts. That is, they need to: • move from personally oriented representations of time to ones that are historically valued; • develop different ways of representing historical time; and • dismantle the time line as an organizing device. In this section, I discuss each of the three shifts in turn. In addition, in relation to the ﬁrst shift, I show the potential for literacy intervention programmes to help students develop their control of temporal meaning. This provides an illustration of the way in which SFL analysis can be applied in the classroom, particularly if linguistic analysis and categories are mediated in ways that are meaningful to teachers and students. Shift 1: learning to move from everyday notions of time to historical time The ﬁrst shift concerns the way students move from recording past events in everyday terms towards framing past events in historically valued ways. This movement is illustrated in the ﬁrst and ﬁnal drafts of an autobiographical recount written by a Year 7 (11-year-old) girl, Virginia. These texts were collected as pre- and post-intervention data during a literacy intervention programme connected to the Australian-based Write it Right (WIR) project mentioned in the preface. The ﬁrst (pre-intervention) draft, Text 5.6, shows how Virginia makes very little use of segmenting or setting resources to organize events chronologically. Rather, she repeatedly uses memory to project (as Senser) from the present into the past. The main resource is I remember plus temporal conjunction and dependent clauses. Thus time and the past are experienced from the inside, from the standpoint of the writer, and consequently the reader is not positioned to have a strong sense of linear movement through time. Text 5.6



I was born in a hospital in Burma. I was born at 9.00 am on Wednesday. I remember when all of my relatives were all crowding around me when my parents brought me
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home. they were saying how cute I was. I remember when my sister was born I use to always ﬁght with her. I also remember my ﬁrst birthday. I remember when I was 5 and I had to come to Australia. I was crying because I didn’t want to leave my relatives. I also remembered that I had a big brother and sister but they had both died. My brother died when he was 7 because he had a car crash and my sister died when she was just born. I also remember when I started kindergarten I was so excited I was jumping up and down.



Other texts written by Year 7 students collected during the literacy intervention program displayed similar patterns to those in Virginia’s text, thus exemplifying how novice writers in history often begin producing written history texts with very little understanding of how to draw on the framing function of setting and segmenting resources. However, after a period of ﬁve weeks, in which the history teacher and I developed and implemented materials to raise students’ awareness of the form and function of time, the ﬁnal drafts showed a dramatic improvement. Students learned to use setting resources as a means of organizing events along a culturally shared chronology. This improvement is illustrated in Virginia’s ﬁnal draft (Text 5.7). It shows how she is beginning to move from what might be referred to as ‘personal’ time towards a more socially and historically oriented construal of time. For example, the increase in the use of resources for setting in time and the location of these in hyper-Theme (paragraph initial) position give a strong sense of events unfolding along a time line. Most signiﬁcantly, this chronology exists outside the writer and is accessible through a socially shared set of calendar conventions (in bold). Text 5.7



My Life by Virginia A. My Name is Virginia A. I was born in Burma at 9.00 am on Wednesday 9th April 1980. The following recount is about the most important events that happened in my life. My earliest memory was the death of my brother and my older sister. My brother died when he was seven in an car accident. My sister died when she was just born. In 1985 it was a sad time for me because I left my relatives behind and came to Australia. I remember when they were all crying when we were at the airport. When we got on the plane I waved to them and started crying. One year later I started kindergarten at Glebe Primary school. I was excited and was jumping up and down.



Shift 2: developing different ways of representing historical time Clearly, Virginia’s ﬁnal draft is a more successful instance of historical discourse than its earlier incarnation. This is primarily because she has learned to use temporal settings as a framing device to create a linear record of events in her life. The use of settings (e.g. in 1985) to bundle together events is an
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area that Virginia and all Year 7 (or younger) students need to develop further control of, if they are to be successful in moving from recording events in their own relatively short lives to recording those in other peoples’ lives (the biographical recount) and thence to recording events across decades and centuries (historical recounts and accounts). The sample historical account in Text 5.8 illustrates the increase in the use of segmenting to bundle together events (the late 18th century) that belong to longer spans of time (i.e. ones that extend beyond the span of a human life). The use of segmenting, alongside setting resources, shows how public rather than personal temporality becomes established as a ‘norm’ in the genre. That is, events are bound together in a historically meaningful way with specialized terms used to refer to them (in the late 18th century, the ﬁrst main period of Aboriginal Resistance, in the 19th century). Text 5.8 also shows how, aside from learning to handle large segments of time, students at this point in the curriculum must be able to handle the gaps in time – the increasingly stretched-out ‘stepping-stone’ dimension of ‘historical time’, whereby many events are ‘edited out’ and long gaps (unaccounted for) exist between one event and another. Again, I would argue that by drawing their students’ attention to such representations of time, teachers can help them to develop competence in handling time and chronology and so produce effective history texts. Text 5.8 (setting and segmenting resources are marked in bold)



What has happened to the Aborigines since the time of white settlement? In the late 18th century, when the English colonised Australia, there were small tribes, or colonies of Aboriginal natives who had lived harmoniously and in tune with their surroundings for 40 000 years . . . As a result of their belief in ‘terra nullius’, from 1788 onwards, the English began to occupy sacred land and use Aboriginal hunting and ﬁshing grounds. This abuse by the new British government soon led to Aboriginals becoming involved in a physical struggle for power. The ﬁrst main period of Aboriginal resistance was from 1794 to 1816 when the Eora people, under the leadership of Pemulwuy, resisted the Europeans through guerrilla warfare. This Aboriginal resistance resulted in the colonisers using different methods of control. In the 19th century Protection stations were set up where Aboriginals were encouraged to replace their traditional lifestyles with European ones. Many Aborigines resisted, however, and as a result were shot or poisoned. In 1909, the continuation of Aboriginal resistance led to the NSW Aborigines Protection Act which gave the Aborigines Protection Board the power to remove Aboriginal children from their own families and place them into white families, often as cheap labour.



Shift 3: dismantling the time-line as an organizing device The third major shift in students’ management of temporal resources occurs when they move from organizing the past in chronological terms to
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interpreting past events in the form of conceptually organized explanations and arguments. This requires a shift from using external conjunctive Adjuncts to internal Adjuncts (e.g. ﬁrst) and internal Numeratives (e.g. one reason) and requires the ability to explain trends and developments rather than simply record a string of successive events. Text 5.9 illustrates how internal conjunctive Adjuncts and Ordinatives are used to rhetorically scaffold an explanation for why there was considerable opposition to conscription during the First World War. Text 5.9 (abridged explanation)



During the First World War there was considerable opposition to conscription . . . One [Numerative] reason for so much opposition to the war was the number of different groups of people concerned . . . A second [Ordinative] reason was fear of increasing government power . . . Finally, there were economic factors behind the opposition to conscription . . .



The third major shift therefore requires the dismantling of the chronological time-line as a scaffold for organizing a text. However, even though explaining and arguing genres shed chronology as a text-ordering device, references to time continue to play a signiﬁcant role. Quantitative analysis revealed that the use of specialized terms to represent time in the explaining and arguing genres occurred more than twice as frequently as in the recording genres. Textbook representations of time As discussed in Chapters 3 and 4, many of the key history genres are instantiated in primary and secondary sources in textbooks, but often the particular conﬁguration of ﬁeld, tenor and mode variables leads to differences in their lexical and grammatical realization. In relation to the realization of temporal meaning, skeletal, bullet-point-form instantiations of biographical and historical recounts may have quite distinct patterns. In Text 5.10 (which charts the growth of rights and freedom), for example, the chronology is visually separate from the text (note too the use of present tense). In Text 5.11 (which chronicles the key events in the life of Lech Walesa), on the other hand, the pattern of thematized settings in time follows a pattern similar to the sample biographical recount we examined in Chapter 3. Text 5.10 TIMELINE Rights and freedoms, 1750–1964 1709 Slave traders set out on their ﬁrst voyage from Liverpool to buy and sell slaves.
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While India is part of the British Empire, the educational system is introduced to India to teach the English language to native children. The Indian Mutiny: when the British are disrespectful of Indian religious beliefs there is a violent rebellion against British involvement in India. The Jim Crow Laws: black Americans are forced to live totally separate lives from white Americans. Kristallnacht (the Night of the Broken Glass) – a night of violence against German Jews. All Jews in Poland have to wear a yellow star, which easily identiﬁes them. The Final Solution is put in place by the Nazis; this results in the murder of approximately six million European Jews. India becomes independent from British rule. Martin Luther King, a leading Civil Rights campaigner in the USA, wins the Nobel Peace Prize. (Beechner et al., 2004, p. 78)



Text 5.11 Lech Walesa



time line



• Born 1943. His father was a farmer. • Like many of his fellow pupils at school he went to work in the shipyards at Gdansk. He became an electrician. • In 1970 he led shipyard workers who joined the strike against price rises. • In 1976 he was sacked from the shipyard for making ‘malicious’ statements about the organization and working climate. • In 1978 he helped organize a union at another factory. He was dismissed – ofﬁcially because of the recession, unofﬁcially because of pressure from above. • In 1979 he worked for Eltromontage. He was said to be the best automotive electrician in the business. He was sacked. • He led strikes in Gdansk shipyard in the summer of 1980. • With others, he set up Solidarity in August 1980 and became its leader soon after.
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• He was a committed Catholic and had massive support from the Polish people and from overseas. • He was imprisoned by the Polish government in 1982. • In prison, he became a symbol of eastern Europe’s struggle against Communist repression. He won the Nobel Peace Prize in 1983. • In 1989 he became the leader of Poland’s ﬁrst non-Communist government since the Second World War. (Walsh, 2001, p. 413)



In Text 5.12 (which chronicles key events in Tsarist Russia) we have quite a different realization of time. In this text, visual conventions function to realize sequencing and segmenting. While some students may ﬁnd such different patterns of realization unproblematic, making explicit the temporal links and different forms of realization may help some students’ reading and understanding. Aside from the differences identiﬁed and illustrated below, another distinct pattern in the realization of time in history textbooks is related to its use in primary sources, particularly diaries, letters or memoirs. In these ‘personal recounts’, events are retold from a personal perspective. Relative to historical recounts, time spans may be short and concentrated (a matter of hours or days) and therefore time tends to be more frequently realized as a logical relation – either a paratactic conjunction (e.g. and then) or temporal conjunction and a dependent clause (when I reached our trenches). This is illustrated in Text 5.13 in which a solder remembers his time in the trenches during the Battle of the Somme.
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Text 5.12



(Walsh, 2001, p. 98)
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Text 5.13



It was just as dangerous to go back as it was to go on. There were machine gun bullets spraying to and fro all the time . . . When I reached our trenches I missed my footing and fell on the ﬂoor stunned. When I got up I saw an ofﬁcer standing on the ﬁre step looking through binoculars at No Man’s Land. As I walked down the trench towards the dressing station he stood in my way with a pistol in his hand. He never said a word, but then he just stepped aside and let me pass. When I got to the dressing station I asked someone ‘What is that ofﬁcer doing back there with the gun in his hand?’, and they said that his job was to shoot anyone who came back not wounded. I thought to myself, what kind of a job is that. Anyone could have lost their nerve that day. (Memories of the Somme. A British soldier interviewed by the Sunday Times for an article published in 1986 – the 70th anniversary of the Battle of the Somme). (Walsh, 2001, p. 27)



In the light of the previous discussion, those readers who have an interest in teaching history may ﬁnd potential in Texts 5.10–5.13 for drawing out some of the different ways in which temporal meanings are made in different types of context, particularly where a range of visual conventions (such as time lines, bullet points etc.) are used. Conclusion: learning the language of time This chapter has demonstrated how semantic categories illuminate the way in which students need to handle time differently within their written texts at different points in the school curriculum. In particular, it has shown how successful secondary school students move from representing the passage of time in their own lives using relatively personal construals of time to retelling past events in the form of chronologically organized recording genres (in the earlier years) to providing more complex analyses of events in which time plays a rather different role (in the later years). The shift from the representation of more familiar and personally experienced stretches of time to larger, historically labelled, chunks suggests that successful learning of the discourse of history is partly a process of shedding personally oriented construals of time and expanding a more publicly oriented ‘technology’ of time. This implies that, as students develop their control of historical discourse, perceptions of time that are internally inﬂuenced by the individual’s subjective sense of pace and movement through time are superseded by a conventionally agreed upon objective, public or social temporality. As part of this process, the distance between past and present intensiﬁes. In other words, the interlocking temporal spaces (in autobiographical recounts) of past and present, and personal and public, are teased apart and a more detached sense of time develops. It may indeed be this initial shift that proves problematic for those students who have difﬁculty in understanding and representing chronological time and historical duration (as identiﬁed in the educational literature). Raising their awareness of
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how it occurs, linguistically speaking, is, it seems, an important way of tackling the problem. This was certainly true in Virginia’s case. In sum, learning to use a wide repertoire of temporal resources represents signiﬁcant development for secondary school students whose own personal experience of the passage of time is limited. This chapter has given some insight into the language of time and how it functions in historical writing. This is interesting in its own right. It is also of educational value. In the next two chapters, we see how analysis of two further domains of historical signiﬁcance – cause-and-effect and evaluation/judgement – provide equally important insights into the nature of history and can likewise be used by teachers to give students a clearer sense of what is required at different stages of the history curriculum. Notes 1 2



xxxx marks places where the writing is illegible. I excluded tense systems from my temporal categories since the complexity of tense went beyond the parameters of my research. Temporal mood Adjuncts were also excluded since these proved to be relatively insigniﬁcant within historical discourse.



6



Building different types of causal explanations



Time and the order of occurrences in time, is a clue, but not more; part of the historian’s business is to substitute more signiﬁcant connections for those of chronology. (Tawney, 1978, p. 54)



This chapter is concerned with the ‘signiﬁcant connections’ provided by cause-and-effect (or, as it is sometimes referred to, ‘causation’) in historical discourse. You will ﬁnd that SFL analysis is a powerful means for enhancing awareness of the role causation plays in historical meaning-making. This is particularly important from an educational perspective given that, as I mentioned in Chapter 1, cause-and-effect can pose problems for students. Analysis provides, for example, insight into the way language can be used to create two kinds of causation. On the one hand, there is a ‘billiard ball’ model in which cause-and-effect chains operate relatively simply and mechanistically. On the other hand, there is a more complex model in which short- and long-term causes operating across social, political and economic domains form an interconnected web. These distinctions we have, in fact, already begun to explore through genre analysis. Thus, in Chapter 3, we saw how historical accounts are restricted to explaining the past in terms of a linear sequence of causally related events whilst, in Chapter 4, we saw how factorial and consequential explanations build more complex causal models. In this chapter we will continue to explore different types and realisations of cause-and-effect. In particular, the chapter will show how it is possible (and educationally useful) to differentiate the kinds of cause-effect links that connect events in the external world and the kinds of cause-effect ‘reasoning’ that relates such events with deductions concerning historical signiﬁcance. For example, in the following extract The election results of January 1919 resulted in the formation of a coalition government between the majority Socialists, Democrats and Centrists. Thus, a government was established. (Board of Studies 1997a, emphasis added)



it is clear that one event (the election results) caused another (a coalition
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government) and that these both occurred in the external (material) world. In the remainder of the same paragraph, however, an ‘effect’ is derived on a rather different basis: However, as Corkery and Stone maintain, coalition governments are not nearly as effective or as well-disciplined as single-party governments. Hence, this form of government was ‘a chronic source of weakness’. (Board of Studies 1997a, emphasis added)



Here, the ‘effect’ emerges as a deduction made by the writer on the basis of Corkery and Stone’s proposal – coalition governments are not nearly as effective or as well-disciplined as single-party governments. It is not an event in the real world, but rather a piece of internal reasoning. In this chapter, I will show how both types of causal connection are central to successful writing in school history. Finally, in keeping with the overall aim of the book, I also consider the notion of educational progression, tracking the way in which a successful secondary school student moves from learning how to explain the past in the form of a linear historical account to providing a more complex, structural analysis of events. Such an account thus responds to problems identiﬁed in the educational literature and which I commented on in Chapter 1. For example, it was noted there that, whereas historians tend to favour impersonal, abstract structures as providing suitable explanations for historical events and states of affairs, students often remain focused on human ‘wants and desires’ (Halldén, 1997, p. 205). From recording to arguing about the past: reconﬁguring cause As mentioned above, Chapters 3 and 4 showed that, from the perspective of genre, explanations which provide linear accounts of human actions and events can be distinguished from explanations which take account of more abstract trends and structures. That is, whereas the historical account genre explains the past in terms of chronologically organized cause-and-effect chains with the focus often being on human agency and speciﬁc historical events, factorial and consequential explanations are able to account for the role of more abstract, social, economic and political structures and trends. The following extracts from student texts illustrate this point. Text 6.1, an extract from a sample historical account (and one which you ﬁrst came across in Chapter 3) shows a typical sequence of events which are causally connected (causal expressions are in bold). This sequence is schematized in Figure 6.1. The account deals with the topic Early contact between Australian Aboriginals and Europeans. Text 6.1 (extract only)



As a result of their belief in ‘terra nullius’, from 1788 onwards, the English began to occupy sacred land and use Aboriginal hunting and ﬁshing grounds.
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This abuse by the new British government soon led to Aboriginals becoming involved in a physical struggle for power. The ﬁrst main period of Aboriginal resistance was from 1794 to 1816 when the Eora people, under the leadership of Pemulwuy, resisted the Europeans through guerrilla warfare. This Aboriginal resistance resulted in the colonisers using different methods of control. In the 19th century Protection stations were set up where Aboriginals were encouraged to replace their traditional lifestyles with European ones.



Figure 6.1 Linear cause–effect chains in historical accounts In contrast to the chain approach to causation illustrated in Figure 6.1, the following text extracts illustrate a non-linear model. In text 6.2, an introduction to an essay, the student writer sets out the factors leading to opposition to conscription in the First World War. This type of causal ‘analysis’ is then schematized in Figure 6.2. Text 6.2 (extract only)



There was a lot of opposition to conscription for the following reasons: – opposition to the war among different groups; fear of increasing government power and economic factors.



In Text 6.3 and Figure 6.3, the consequences, as opposed to the causes, of an event are identiﬁed. In the text, the student writer speciﬁes three types of effect that the Second World War had on Australian society:



Figure 6.2 Non-linear factors in factorial explanations Text 6.3 (extract only)



World War II affected Australian Society both during and after the war. The focus of this essay is its impact on Australia after it ended in 1945 and an explanation of
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how six years of involvement in warfare led to major economic, political and social changes.



Figure 6.3 Non-linear consequences in consequential explanations Aside from setting out, in a relatively categorical fashion, the reasons or consequences of historical phenomena, history students also have the option (in the form of the arguing genres) to draw attention to the debateable dimension of historical causation and the role of perspective in reaching a position on why a historical phenomenon occurred and/or its consequences. Although the three arguing genres were discussed in some detail in Chapter 4, patterns of causation were not a focus. The following text (6.4) and the associated schema (Figure 6.4) provide an illustration of the way in which perspective inﬂuences how we reason about the past. Text 6.4 (which you ﬁrst came across in Chapter 4) is an extract from a discussion genre written in response to the question of whether the 1920s can be viewed as a decade of hope. In the essay, the student identiﬁes which events and factors make it a time of hope and which make it a time of despair and, more importantly, how these positions change over time and in relation to the perspectives of different countries, and groups within those countries. Figure 6.4, a schema of the essay extract (focusing on the USA/Wilson perspective), exempliﬁes how arguing genres can present complex, perspectival models of cause-and-effect and interweave both types of causation alluded to in the chapter introduction – causation linking external events, and ‘reasoning’ linking the ‘grounds’ or evidence to a deduction/position. You will also notice that, in Text 6.4, the deductions/positions ﬂuctuate and change over time. Text 6.4 (abridged extract only)



The main effects of World War 1 were signiﬁcant factors in determining attitudes and degrees of optimism and hope in the 1920s. There were factors which greatly contributed to the feeling of hopelessness at the conclusion of the First World War . . . including the loss of some ten million lives and the economic losses of over $180 billion (Mills 1984 p. 25) . . . In discussing the question as to what extent the 1920s was a decade of hope it is necessary to examine the perspectives of the countries of the United States of America, Great Britain and Germany in relation to their respective participation
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in the peace settlements of World War 1, and in relation to their foreign policies. Firstly, from the perspective of the United States, it can be argued that this is reﬂected in their participation in the peace settlements and in foreign affairs in the 1920s. In his dealings with the Allied leaders at the Versailles Peace Conference in 1919, from which the defeated Germany was excluded, the American President, Wilson, did not wish to impose heavy penalties on Germany. He hoped that his fourteen points for peace would be accepted by the Allies, and that a lenient peace would help German economic recovery and so make world peace more secure. Despite the fact that Wilson’s plan for the creation of the League of Nations was accepted, Wilson was outmanoeuvred by the Allies and the settlement was made a great deal less generous that he would have liked. In addition, many Americans wanted to return to a policy of isolation in order to avoid future wars, and consequently Wilson’s hopes for acceptance of the League of Nations on the part of the United States were destroyed when the Senate voted against United States participation in the League in 1920. Under President Harding, the United States was greatly inﬂuenced by the policy of foreign isolationism with its refusal to join the Court of International Justice in 1922 and 1927, and in the heavy restrictions imposed on the number of immigrants entering the United States. Fortunately, some hopes for international peace were realised when Dawes, an American, devised a plan whereby Germany, with the aid of American loans, would pay off a reduced debt by instalments, and when the United States became further involved in the problem of reparations in 1929 with the Young Plan setting up a sliding scale of repayments. However, these plans collapsed and hopes were once more destroyed with the coming of the Wall Street Crash in 1929. Thus it can be seen from the evidence above that despite America’s attempts to create peace and stability, hope for a peaceful future gradually faded.



Having set out the way different models of cause-and-effect are associated with different history genres and therefore different points in the school curriculum, I will now move to a more detailed analysis of the language of cause-and-effect. Causal categories SFL offers a number of general grammatical categories such as those listed below. • Circumstances of cause e.g. because of the Red Guards’ successful purge, . . . • Processes e.g. resulted, led to • causal conjunction + dependent clauses e.g. . . . because they occupied the ‘political keys of the cities’ • conjunctive Adjunct e.g. therefore, thus In relation to cause, as with time, it is helpful to work with semantic categories which conceptualize relations of particular relevance to historical dis-
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Figure 6.4 A perspectival model of cause-and-effect course. I have distinguished four main categories or causal functions as follows: • • • •



Enabling and determining causation Abstract causation Appraising causation Deducing historical signiﬁcance.



In the remainder of the section I provide an overview of each category together with exempliﬁcation of key lexical and grammatical resources. I will
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also point out any signiﬁcant patterns in the way cause-and-effect functions in each of the key genres, drawing on my quantitative analysis (details of which appear in graph form in Appendix 1, Figures 7–11). My aim here is to show how students need to make several shifts in the way they conceptualize cause-and-effect relations if they are to be successful. In the ﬁnal sections of the chapter, I therefore go on to highlight these shifts and discuss the pedagogic implications. Enabling and determining causation In the literature on historical causation, some historians argue that it is useful to distinguish between ‘causes’ and ‘conditions’ or relations of ‘sufﬁciency’ and ‘necessity’ (see, for example, Voss et al., 1994). Following this framework, sufﬁciency refers to the idea that whenever a particular cause (in the form of an event or condition) arises, then a particular effect occurs. Relations of necessity, on the other hand, refer to a situation where a cause has to be present for a particular effect to occur. It is these sorts of distinctions that the following task taken from a history textbook (namely questions 4, 5 and 6) aims to draw out. The task is based on a set of bullet-point ‘factors’ which account for Hitler’s rise to power (you ﬁrst came across this text in Chapter 4). How did Hitler become Chancellor in 1933?



Here is a list of factors that helped Hitler come to power. Nazi strengths • Hitler’s speaking skills • Propaganda campaigns • Violent treatment of their opponents • Their criticisms of the Weimar system of government • Nazi policies • Support from big business Opponents’ weaknesses • Failure to deal with the Depression • Failure to co-operate with one another • Attitudes of Germans to the democratic parties Other factors • Weaknesses of the Weimar Republic • Scheming of Hindenburg and von Papen • The impact of the Depression • The Treaty of Versailles • Memories of the problems of 1923 1. For each factor, write down one example of how it helped Hitler. 2. Give each factor a mark out of 10 for its importance in bringing Hitler to power.
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3. Choose what you think are the ﬁve most important factors and write a short paragraph on each, explaining why you have chosen it. 4. If you took away any of those factors, would Hitler still have become Chancellor? 5. Were any of those ﬁve factors also present in the 1920s? 6. If so, explain why the Nazis were not successful in the 1920s. (Walsh, 2001, p. 157)



Interestingly, in Martin’s seminal text on discourse semantics and functional grammar – English Text: System and Structure (1992) – he notes that in English grammar, a similar distinction between sufﬁcient and necessary causal relations is inherent in the conjunction system. According to Martin (1992, pp. 193– 5), determining and enabling conjunctive relations reﬂect the ‘natural logic of the distinction between sufﬁcient and necessary conditions’. Such a distinction can also be applied to prepositional phrases realising Circumstances of cause. While there is not a one-to-one relationship between these concepts, it seems to me that the determining/enabling classiﬁcation usefully illuminates the different types of cause-and-effect that exist within historical discourse (as illustrated below). Enabling relations are expressed through manner conjunctions or prepositions (e.g. by, through) and express the means or manner by which an event or situation came about. They answer the question ‘how’. For example: They had lived by hunting, ﬁshing and gathering and believed that they were the guardians of the land.



A determining relationship, in contrast, is expressed through conjunctions and prepositions of consequence (e.g. as a result (of ), because (of ), thus), purpose (e.g. in order that, so as to, for the purpose of ) and condition (e.g. as long as, if ). The extracts below show how the conjunctions or prepositions link a reason, motivation or condition with an outcome: Cause (reason or consequence, answering the question why): Lenin made it his priority to gain support of the army because he saw the importance and advantages from their support.



Purpose (motivation, answering the question why or what for): Thus when strong leaders came to power, such as Robespierre and Lenin, it was necessary to implement some form of terror, so as not to lose all gains made by the Revolutions.



Condition (answering the question under what conditions may an event happen): Mao knew that for revolutions to occur, the peasantry who made up 85% of China’s population must be allied with the communist party.



124



HISTORICAL DISCOURSE



Aside from conjunctive and prepositional relations, enabling and determining causal relations may also be expressed through causal Processes. For example: In response to this recommendation a ticket-of-leave was granted to him and this enabled him to establish his own business as an architect. (enabling, answering the question how) Guerrilla terror was very successful, and eventually caused the downfall of Batista. (determining, answering the question why)



Classifying causal conjunctions and Processes in this way is useful in that, ﬁrst, it illuminates some of the different options for student historians in their handling of causation and secondly it reveals whether there is any skewing towards the enabling (necessary) or determining (sufﬁcient) type. It is important to point out, however, that this type of analysis can be problematic in that not all instances of these causal resources show a direct or straightforward correspondence with enabling and determining types of causal relations. For example, in the sentence below, the use of the manner conjunction by suggests that the causal relationship is enabling. However, the context makes it equally likely that a relationship of cause (reason or consequence) and therefore a determining relation is being expressed. In conclusion it is clear that the Second World War beneﬁted Australia by promoting industrial and economic change.



In the case of causal Processes, the two sets listed in Table 6.1 generally correlate with the concepts of enabling and determining relations and as such they can be used to discern overall patterns and tendencies. However, as in the case of conjunctions, ambiguity may arise where it is not clear as to



Table 6.1 Causal Processes expressing enabling and determining relations Enabling



Determining



enable inﬂuence allow assist (e.g. assist ‘y’ in coming to the fore) come about through bring about contribute to promote affect



result in create lead to cause determine is attributed to mean that is dependent on force make
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whether a relationship of manner (enabling) or cause (determining) is being expressed. Although the quantitative ﬁndings of my research should be interpreted as indicative rather than deﬁnitive, it nevertheless seems signiﬁcant that the overall trend is for causation to be of the determining type within each of the genres and for enabling relations to be relatively rare. Thus, it would seem that the questions of most concern to student historians are of the ‘why’ rather than the ‘how’ type (see Figures 7 and 8 in the Appendix). Abstract causation Causal relations realized through conjunctions and verbs represent the connections between events in a relatively straightforward way. That is, they represent links between events as they unfolded in time. When causal conjunctions and verbs are repackaged as causal nouns (e.g. reason, factor, outcome, consequence), a phenomenon I ﬁrst discussed in Chapter 4, the sequential element linking events and causal relations is removed. As a result, the causal relation becomes more abstract – ‘frozen in time’, so to speak. The examples below illustrate this. They both represent the same event but make different choices in causal language to do so. In 1809 Greenway became bankrupt and so (causal sequential relation expressed as conjunction) he decided to forge a contract. As a result (causal sequential relation expressed as conjunction) he was transported to New South Wales. The reasons (causal relation expressed as a noun) for Greenway being transported to New South Wales were a) his bankruptcy in 1809 and b) his decision to forge a contract in order to obtain money.



One of the motivations for packaging cause as a noun in a nominal group is the role it can then play in managing information ﬂow: cause, nominalized as Thing, can act as a ‘departure point’ or Theme at clause, paragraph and whole-text level (again, a feature I discussed in Chapter 4). In explanation genres, in particular, realizations of cause-and-effect (such as inﬂuence, reason, outcome) are frequently placed in Theme position. Placing cause in initial position foregrounds and draws attention to the analytical nature of the genre. For example: One major effect of World War II was a restructuring of the Australian economy. Cause as nominalized Thing in noun group nominalized Thing



In Figure 6.5, the Theme analysis of a factorial explanation concerned with the reasons for opposition to conscription (see Chapter 4, Text 4.1) exempliﬁes how nominalized realizations of cause consistently occupy a prominent position as macro-Theme (the opening generalization in a text which predicts its overall development) and hyper-Theme (the opening generalization in a paragraph that predicts the pattern of clause Themes and elaboration).
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Figure 6.5 Abstract causation and its role in textual organization By placing abstract causation in macro- and hyper-Theme position and by using numeratives (e.g. One reason, a second reason), a writer is able to stage their explanation and give cohesion and texture to their text. That is, causes or consequences presented in the hyper-Theme are able to relate back to the macro-Theme. In addition, they can relate forward to causal sequences in that each general consequence or reason is frequently broken down into one or more condensed or mini-historical accounts. This is illustrated in Figure 6.6, which is based on the essay What was the effect of World War II on Australian society? that you ﬁrst came across in Chapter 4 (Text 4.2). Here, the abstract causal noun (effect) that is placed in hyper-Theme position is unravelled in the form of a linear temporal cause–effect chain. This creates a wave-like textual pattern as the text moves from a peak of abstraction and density in the macro-Theme through to a somewhat less dense hyper-Theme



Figure 6.6 Elaboration of hyper-Theme
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and then to a relatively congruent and concrete condensed or ‘mini’ account sequence. In the ‘mini’ account sequence, cause tends to be realized through Processes (such as led to) and logical conjunctions (such as because) rather than in nominal form. Figure 6.7 provides further illustration of this layering effect. It shows how in the second paragraph (Text 6.5) of the same essay, the general consequence, economic restructuring, is narrowed down to mean domestic production (Australia had to begin to produce its own). The writer then provides evidence of domestic production in the form of three mini historical accounts. Text 6.5



One major effect of World War II was a restructuring of the Australian economy: the unavailability of goods meant that Australia had to begin to produce its own. In addition, because better equipment, such as aeroplanes, machinery and ammunition, was needed during the war, industries such as the iron and steel ones, as well as ship building, were greatly boosted. In fact between 1937 and 1945 the value of industrial production almost doubled. This increase was faster than would otherwise have occurred and the momentum was maintained in the post war years. This was partly the result of the post war inﬂux of immigrants which led to an increase in the demand for goods and services and therefore a growth in industry. The increase in human resources also made it possible for the government to begin a number of major development tasks. These projects required a great deal of material and created many new jobs. The overall result of this boom – full employment – greatly contributed to Australia’s prosperity. By 1954–1955 the value of manufacturing output was three times that of 1944–1955.



Once nominalized and made abstract, cause-and-effect may be enumerated, e.g. a number of factors, the second factor, etc., and evaluated (the main reason). Evaluating causation is discussed in the following section. Abstract causation also has the potential to function as an ‘orientation’ in the nominal group and to orient the reader/listener more precisely to a particular aspect of a Thing, e.g. the impact of World War I (see Matthiessen, 1995, pp. 655–7). Quantitative ﬁndings (see Appendix, Figure 9) show that nominalized causation is relatively infrequent in the autobiographical, biographical and historical recount but becomes more frequent in the historical account. In the explanation genres, it is used almost three times more frequently than in the historical account or, indeed, than in the argumentation genres. Clearly, if students are to make progress, they need to learn how to handle abstract representations of cause. Appraising causation The abstract nature of nominal forms of cause-and-effect makes it problematic to distinguish enabling and determining relations. Therefore, in the case of causal relations ‘repackaged’ as nouns, it makes better sense to consider degrees of causal force and whether the causal phenomena are construed as
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Figure 6.7 From nominalized consequence to cause-and-effect sequences having a more or less direct inﬂuence. This is particularly the case given that students’ ability to assess causal force becomes important in the middle years of secondary schooling. You may remember that some of the curriculum statements I set out in Chapter 4 alluded to this. For example: • explains social, political and cultural developments and events and evaluates their impact on Australian life (New South Wales History Years 7–10 Syllabus, Stage 5: Board of Studies, 2003)



The following extracts show how cause can be construed as having a major or minor role and/or a more or less direct impact: The main reason was that, at the time, Australia was part of the Empire and therefore the government felt it was their duty to help the Mother land. (Australia being part of the Empire is seen as having considerable causal force in accounting for the government’s decision to become involved in the First World War.) In addition, although the diggers had little direct inﬂuence (the diggers have an indirect
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impact) on the constitutions of the 1850s, it would be fair to state that the men who drafted Victoria’s constitution in the 1850s were certainly aware of the gold diggers, and their demands, and that this may have been one factor in explaining why the constitution lacked the conservative elements of the New South Wales constitution. (Although the diggers are construed as having a causal impact on the constitution, it is relatively indirect and minor i.e. it is only one factor among others.)



Table 6.2 displays the most common lexical items used by students to assess and measure causal force by grading impact and directness. Based on the research ﬁndings detailed in the Appendix (Figure 10), it is clear that, while appraising cause-and-effect rarely occurs in the recording genres, it becomes common in the explaining and arguing genres. This is because measurement and assessment are central to an explanation of historical phenomena and historical change. That is, if events are construed as having a major impact, they are capable of changing the direction of subsequent events and, depending on their scale, whole societies and nations.



Table 6.2 Evaluating causal impact and directness: common lexical choices Less



More



Causal impact



gradual; minor; small extent; to some extent; partial; ephemeral; false dawn; partly; a contributor; to a certain extent; almost no part; short lived



radical; to a great extent; instrumental; pivotal; vital; paramount; turning point; considerable; greatly; main; major; crucial; staggering; primary; sole; principally; signiﬁcant; powerful; a heavier weight; important



Causal directness



long term; indirect; little direct (inﬂuence)



immediate; rapid; direct; short term; sharp; sudden; abrupt



Deducing historical signiﬁcance In the recording genres, we saw that, in order to interpret rather than simply record past events, successful history students frequently engage in a process of reasoning whereby in the Evaluation of Person or Deduction stages they link human behaviour and events with historical signiﬁcance. For example, in the following extract, which is taken from a biographical recount of the Aboriginal leader and warrior Pemulwuy, the causal conjunction, because, links Pemulwuy in terms of his personal attributes and actions with the deduction that he is an important historical ﬁgure: Pemulwuy is an important historical ﬁgure because he encouraged his people to defend their land and free themselves from the white invaders. Apart from being a fearsome
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warrior he was also an astute army general who was able to make use of extremely effective hit-and-run guerrila tactics and other military strategies.



The ability to not only link together events or states in the external world but in addition make causal links between a statement (such as a position on a historical phenomenon) and the grounds for it is essential for the successful production of historical discourse. It is referred to as ‘internal’ causation because the causal link (such as ‘because’ in the example above) explains ‘why I say or judge’, rather than ‘why something happens’. Internal cause may be realized not only through internal causal conjunctions but through internal causal Processes (Halliday, 1998, p. 221; Halliday and Martin, 1993). In the next extract, for example, the internal causal Process shows links a set of historical events (Aboriginal and non-Aboriginal contact) with the deduction that Aboriginals were ill treated: The history of Aboriginal and non Aboriginal contact shows how badly the native people of this country were treated.



Internal causal relations, in other words, function to construe how ‘x’ causes someone to think ‘y’: X (The history of Aboriginal and non Aboriginal contact) causes one to think/to know Y (how badly the native people of this country were treated).



According to Halliday (1998, pp. 220–1), the use of internal causal conjunction and Processes to construct the internal steps of an argument is central to scientiﬁc discourse. Based on my research in history, it seems that they play an equally signiﬁcant role in this discipline. Conjunctions and conjunctive Adjuncts that frequently occur in my corpus include therefore, as a result, because. Frequently used causal Processes include prove, show, explain, illustrate, suggest, attest, be explained by, indicate, conﬁrm. The quantitative ﬁndings set out in the Appendix (Figure 11) show that internal causation begins to be used in biographical and historical recounts. However, given that their use is generally restricted to the Evaluation of Person and Deduction stages, they have a low frequency. In contrast, in the later genres – the historical account, explaining and arguing genres – their use is four to ﬁve times more frequent. Before we move to a discussion of the pedagogic implications of these ﬁndings, Table 6.3 provides a summary of the different causal categories we have discussed in this section. Writing successful history texts: expanding the language of cause-and-effect Analysis of causal meaning in student writing illuminates a number of major shifts in the way past events need to be explained and reasoned about if students are to be successful in learning historical discourse. These are represented in diagram form in Figure 6.8.
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Table 6.3 Causal categories and key lexicogrammar resources Causal semantic categories



Key lexicogrammar resources



enabling and determining causal conjunction + causation dependent clause



Circumstance of cause



external conjunctive Adjunct external causal Process (realized as a verb)



Examples



The wheat industry expanded because the building of railways lowered transport costs . . . the nationalist Government in Britain was in power largely because of the split of MacDonald’s Labour Government There was not enough money, therefore the soldiers did not have enough provisions; . . . changes in these three spheres resulted in mass migration to countries such as Australia.



abstract causation



nominalization



Terror is used by the leaders of both revolutions for three primary reasons;



deducing historical signiﬁcance



internal causal conjunctive Adjunct



Therefore we can determine that Australian society had three categories of people . . . Evidence shows that throughout Indonesia there has been no change in the pattern of political violence.



internal causal Process (realized as a verb)



appraising causation



appraisal: social valuation



the main consequences of the Gold Rushes on Australian society were . . .



Figure 6.8 Major shifts in function and realization of cause-andeffect
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Figure 6.8 shows that there is a particularly signiﬁcant shift in the use of causal resources as students move from narrating events in terms of their temporal links (the autobiographical, biographical and historical recounts) to explaining a sequence of events in terms of their causal links (the historical account). A second signiﬁcant shift involves moving from the historical account to the explaining genres whereby sequential accounts are reframed conceptually as consequential and factorial explanations. In the third shift – moving from the explaining to the arguing genres – causal explanations become less categorical and more open to debate. Throughout these three shifts, students also need simultaneously to develop resources for reasoning about the historical signiﬁcance of events. In sum, students need to learn how to: 1) 2) 3) 4)



conﬂate causal and temporal meaning; organize causal phenomena rhetorically; negotiate and debate historical causes and effects; and reason about the historical signiﬁcance of events.



In this section each of these areas will be discussed in turn. Shift 1: Conﬂating causal and temporal meaning Aside from the historical account, the recording genres make relatively little use of causal Processes and nouns. The historical account, however, has a relatively high frequency of a range of causal resources realizing the four semantic categories (outlined in the previous section). In this genre, causal Processes rather than just conjunctions frequently realize the causal connections (particularly with regard to determining relations). As a result, events are frequently given an agentive role and construed as directly producing or causing subsequent events. In the following two extracts we can see how in a historical recount (Text 6.6), events typically follow each other along a chronological time-line, whereas in a historical account (Text 6.7), events, while following a time-line, are also construed as determining subsequent events through causal connections. (Temporal relations are in italics and causal connections are in bold.) Text 6.6 Historical recount



When the Europeans arrived in 1788 they occupied sacred land and destroyed Eora hunting and ﬁshing grounds. In 1790 the Eora people began a guerrilla war against the Europeans. In 1794 the Eora, whose leader was Pemulwuy, attacked the European settlement of Brickﬁeld. Thirty six British and fourteen Eora were killed during this attack. In the same year the Eora killed a British settler. Then the British ordered that six of the tribe be killed.
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Text 6.7 Historical account



This Aboriginal resistance resulted in the colonisers using different methods of control. In the 19th century Protection stations were set up where Aboriginals were encouraged to replace their traditional lifestyles with European ones. Many Aborigines resisted, however, and as a result were shot or poisoned. In 1909, the continuation of Aboriginal resistance led to the NSW Aborigines Protection Act which gave the Aborigines Protection Board the power to remove Aboriginal children from their own families and place them into white families, often as cheap labour.



It would therefore seem that learning to write a historical account marks a turning point in students’ progression through the secondary school history curriculum: it gives students practice in explaining rather than simply recording past events but what is pedagogically signiﬁcant is that it does this without students losing the iconic form of a time-line as a scaffold for text construction. Shift 2: Organizing causal phenomena rhetorically The explaining genres play an important role in expanding students’ causal repertoire. The shift from historical account to the explanation genres marks a comprehensive reframing of the past whereby abstract causal phenomena construe a more complex interpretation of events. Central to this reframing is the packaging of causal relations in dense nominal groups: One of the major effects of the devastation of World War II



Once packaged within a nominal group, there is the potential for bringing causal phenomena into non-linear, non-temporal relations with other complex phenomena: One of the major effects of the devastation of World War II was economic re-structuring.



The causal grammar and lexis of the explanation genres create a causal model that expands beyond that of a mechanistic, linear ‘cause–effect’ chain, in which a single cause is followed by a single effect. The explaining genres interpret events as contributing to particular historical situations with different degrees of causal force. In addition, causes are both short and long term and occur in different domains such as economics, politics and culture. Furthermore, the splitting of the explanation genres into factorial, on the one hand, and consequential, on the other, leads to the emergence of a set of lexis that clearly demarcates and organizes the explanation around either the beginning or end points of causal processes. That is, whereas lexis such as factor, cause, reason is concerned with events leading up to and causing a particular state of affairs, lexical items such as result, effect and consequence focus on the events/phenomena that emerge from a particular state of
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affairs. The following opening paragraphs to two essays (instantiating the two sub-genres – factorial and consequential explanation) – illustrate this point: Text 6.8 Factorial explanation: Why did Australia ﬁght at Gallipoli?



The Gallipoli peninsula was attacked by the Allies on 19th February, 1915, with the immediate purpose of gaining control of the Black sea so that food and supplies could be sent to Russia. Many Australians were involved in this attack. The reasons for their involvement were both ofﬁcial and personal.



Text 6.9 Explain how Rock and Roll affected Australian Society



In the early years of the 1950s musical entertainment such as ‘swing’, ‘jitterbugging’ and ‘barn-dancing’ were popular with young people in Australia. ‘Rock’n’Roll’ was the style of music which was popular in the late 1950’s and it was this particular style of music which affected Australian Society in quite important ways. The following essay will focus on the two most important effects – the effect on young people and the effect on the Establishment.



Shift 3: Negotiating and debating historical causes and effects The trend towards causal abstraction initiated in the historical account and developed in the explanation genres is maintained in the arguing genres. In these genres, however, competing explanations are debated and argued for. By acknowledging the way in which causal relations can be assessed differently depending on the perspective taken, and yet simultaneously steering the reader to accept a particular interpretation of the past, a successful instantiation of the genre requires considerable skill. For example, here is the conclusion to a student essay (instantiating a challenge genre) in which the student assesses that a reasonable position to take with regard to the extent to which the economic prosperity of the 1950s and 1960s was determined by government policy is to say that government policy (virtually) had no inﬂuence. Text 6.10



In the words of Donald Horne ‘A Lucky Country Revisited’ ‘Australia was a secondrate economy run by second-rate men who were lucky’ – lucky according to R Ward (A Nation for a Continent) to preside over an unprecedented boom in which they play almost no part in causing or continuing. In light of this, it is reasonable to say that the actions of govt. in economic relationships throughout the ’50s and ’60s were often misdirected, ill-conceived or non-existent – and had almost no part to play in causing the prosperity of the period.



Shift 4: Reasoning about historical phenomena As successful students make the various shifts in their writing from one family of genres to another, and learn to explain the reasons for, or results of,
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particular historical events and situations (i.e. learn to manage resources for construing external cause-and-effect relations), they are simultaneously provided with opportunities for rehearsing the valued skill of drawing out the historical value and signiﬁcance of events (i.e. managing resources for construing internal cause-and-effect relations). In the biographical recount genre, for example, students can (optionally) draw out the signiﬁcance of the historical ﬁgure (in the Evaluation of Person stage). Likewise, in the historical recount and account genres, a writer can raise the value of their text by highlighting the historical meaning (in the Deduction stage) attaching to the recorded events. In the explaining and arguing genres, attributing signiﬁcance to historical events becomes less a matter of choice and is often the starting, rather than end, point. One way of attributing signiﬁcance to historical events, and which we have focused on in this chapter, is to scale degrees of impact and directness. In Text 6.11 (an introduction to an exposition), the writer evaluates the causal role of discontent among the peasants and proletariat in explaining the outbreak of revolution. Text 6.11



To what extent does discontent among the peasants and/or the industrial proletariat contribute to the outbreak of revolution? It is only to a small extent that discontent among the peasants and proletariat contribute to the outbreak of revolution. The grievances of these groups are a part of the overthrow but there are many other factors more signiﬁcant than their discontent. These include economic and social factors, as well as disillusionment with the monarchy.



In the next chapter, I will look at other ways of attributing historical signiﬁcance such as evaluating time and judging behaviour and draw attention to the way in which such appraisals are often construed as part of a process of internal reasoning. So far, this chapter has shown that there is a distinct use of causal language that maps onto the different genres that successful students learn to control as they progress through secondary education. It has also shown that an important reason for the shifts in causal realization lies in the different kinds of meanings made by the three genre families. While the recording genres are largely concerned with people and events, explaining genres are concerned with more abstract trends and structures, and arguing genres with judging and negotiating their explanatory power. In other words, as stories of the past are increasingly given ‘historical’ meaning through generalization and evaluation, the human element fades and the use of abstract forms of cause-and-effect increases.
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The role of cause-and-effect in historical knowledge construction In terms of the importance of cause-and-effect in historical meaning-making and the claim by historians such as Mandelbaum that the ‘explanatory objective is . . . constitutive of Western historiography’ (1967, p. 417), SFL analysis does indeed conﬁrm that causal resources are important in all forms of student historical writing. A measure of the importance of cause is that the more highly valued genres (i.e. the argument genres produced at the end of schooling) are more causally oriented than those that occur at the beginning of students’ secondary schooling. Thus, even though in the wider history community there has been some theorizing about the need to move away from causal explanations (see Vesser, 1988, p. 231; Vincent, 1995, p. 45), this is not found to be the case in educational contexts. Close analysis of grammar and lexis shows that the different causal models they construe correlate with (and, importantly, ‘ﬂesh out’) some of the main distinctions and classiﬁcations proposed in the history literature (e.g. human actions and events as distinct from abstract structures and trends and determining, as distinct from enabling, causation). However, it also challenges some conceptions of causation, such as the idea that cause-and-effect can simply be viewed as ‘dimensions of a single process’ (McCullagh, 1984; Mandelbaum, 1967). That is, rather than treating cause-and-effect as a single process, analysis demonstrates that it may be more useful, at least in the case of student historians, to tease apart the two dimensions and treat cause and effect as distinct processes. This is reﬂected in the two types of explanation genre – factorial (focusing on causes) and consequential (focusing on effects) – and the associated lexical sets for each side of the causal ‘coin’ – factors, reasons, causes on one side and results, outcomes, consequences on the other. Equally importantly, analysis has shown that it is useful to distinguish between causal relations that operate externally in the material world as opposed to those that operate internally. Such a distinction tends not to ﬁgure in the literature of history or history education. Textbook representations of cause-and-effect There are several important differences in the way causation typically operates in student writing and how it functions in school textbooks. These differences we have, in fact, already come across in Chapter 4, where we saw how textbook writers may present explanations of past events in the form of ﬂow charts, bullet points or diagrams. In texts such as these, the reasons are not elaborated and the cohesive links between them are left implicit, thus requiring the reader to ﬁll in the gaps for themselves. Texts 6.12 and 6.13 are further examples of implicit causal links. Students may beneﬁt from explicit discussion of the use of graphics, pictures and layout in representing causal connections such as illustrated in these texts. Text 6.12 represents the reasons for the success of the 1917 revolution largely in pictorial form, whereas Text 6.13 presents a set of bullet points, listing the reasons for the growth of the British Empire between 1750 and 1900.
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Text 6.12



(Walsh, 2001, p. 110)



Text 6.13 Why did the British Empire grow between 1750 and 1900? There were several reasons why Britain increased the size of its empire between 1750 and 1900.
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• By 1900 British merchants were importing goods from all over the world. Initially, companies like the British East India Company had been set up to control the trading posts in these countries. Gradually, the British government became involved until it ran the countries. Now trade, and the sea routes to and from the countries, could be closely controlled. • Many British people were in favour of the empire getting bigger so that Christian missionaries could ‘civilise’ the native people and convert them to Christianity. • Some people, keen for adventure, took the role of missionaries and ‘discovered’ new countries. Explorers like Captain Cook were competing with other explorers to be the ﬁrst to ‘discover’ new lands, and many people in Britain were interested in following their adventures. (Beechener et al., 2004, p. 113)



In the light of the previous discussion, those interested in teaching history may see the previous texts as springboards for helping students to articulate the kinds of causal links implicit in the visual representations and layout and may identify aspects that may be useful to draw out (for example, questions of appraising, and distinguishing enabling from determining causation). Conclusion: learning the language of cause-and-effect To date, there appears to be a general consensus in educational contexts that understanding the causal relations between events is an important part of learning history. The discourse analysis presented here can, therefore, be of use to teachers. First, it has shown that there are two major orientations to cause-and-effect that students need to master – managing the connections between external events and managing the links between a proposition and the grounds for it (internal reasoning). Second, I have suggested that, in order to learn how to manage external cause-and-effect in their writing, students may be best served by ﬁrst developing control over a historical account before moving to the explanation genres and then to the arguing genres. My argument here is that each genre plays an important role in scaffolding students into increasingly abstract and complex models of causation, and that it is by moving along such a pathway that students may be best supported. As you may remember, I commented in the Introduction that an important focus of educational research in relation to causal relations has been the disjuncture between students’ tendency to focus on the human and linear, and professional historians’ tendency to integrate the structural with the human (Halldén, 1997, p. 205). Discourse analysis does indeed conﬁrm that the more highly valued texts in schooling (the explanation and arguing genres) tend to have high frequencies of abstract causal resources, and in this chapter I have set out a possible pathway for helping students to develop control of such valued texts. Finally, I have commented on the fact made elsewhere that textbook realizations of cause-and-effect may be quite different from those that students are expected to use in their own writing and that this needs to be taken into account.
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Responding to, judging and assessing past events



[An] array of grammatical technology enables the meanings through which we make sense of our past. We make different histories – true. But we use comparable resources to naturalise a point of view, and to resist and subvert alternative readings. The technology of history engenders this power; and we need to remember that its status comes from its power, not the other way round. (Martin, 2003, p. 54)



You will remember from Chapter 1 that there is a growing recognition of how the past may be perceived and represented differently, with historians such as Jenkins (2003, p. 30) arguing that what ‘the past’ means to us is always our task to ‘ﬁgure out’. Such a position is supported by historiographers such as Warren (1998, p. 27) who assert that it is now difﬁcult for historians to claim the same degree of objectivity as nineteenth-century empiricists since it has become increasingly clear that historical writing is subject to ‘evasions, biases, silences, relationships to power and the type of knowledge legitimized by authority’. Accordingly, there is now a strong emphasis in school history on the importance of perspective, as illustrated in the curriculum statements below: • [Students] comprehend, analyse, and evaluate, in relation to the historical context, how and why historical events, people, situations and changes have been interpreted and represented in different ways (UK GCSE Criteria for History: Qualiﬁcations and Curriculum Authority, 2006). • Students detect the different historical points of view on historical events and determine the context in which the historical statements were made, the questions asked, sources used, author’s perspectives (National Standards for United States History, Grades 5–12: California State Board of Education, 2000, p. 21). • [Students] explain different contexts, perspectives and interpretations of the past (New South Wales History Years 7–10 Syllabus, Stage 5: Board of Studies, 2003).



Detecting and recognizing subjectivity, bias and perspective in primary and secondary sources is not a straightforward matter. In many secondary sources, for example, the historian’s position is frequently buried from view. This may arise from the continued belief on the part of some historians that ‘the aim of history is to recall, to understand the past on its own terms and for
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its own sake uninﬂuenced as much as humanly possible by their own ‘historical context’ (see Jenkins, 2003, p. 39, for further discussion). Thus they write about the past in ways that do not draw attention to their subjective role as interpreter. Warren (1998, p. 27) argues that by not using the word ‘I’, historians portray a ‘fake objectivity’. This observation is supported by earlier semiotic analysis by Barthes (1970), who also viewed the suppression of the authorial ‘I’ as a way of claiming a pseudo-objectivity. It is a device, he argued, whereby: the author seeks to stand aside from his own discourse by systematically omitting any direct allusion to the originator of the text: the history seems to write itself. This approach is very widely used, since it ﬁts the so-called ‘objective’ mode of historical discourse, in which the historian never appears himself. (Barthes, 1970, p. 148)



While previous research into the construal of (pseudo-) objectivity has largely focused on the omission of the authorial ‘I’, in this chapter I extend the focus to include a far greater array of linguistic techniques that communicate values, create bias and persuade the reader ‘of the truth of whatever message is transmitted’ (see Blanco and Rosa, 1997, p. 197). The aim of the chapter therefore is to expand our understanding of the diversity of ways in which language gives value to historical phenomena and how such evaluations may be presented in ways that render the historian (be they a textbook writer or student) as a relatively impartial, neutral arbiter of truth. To do this, I draw on the appraisal1 framework, which gives insight into how historical phenomena are evaluated through language. The language of appraisal relates to the interpersonal metafunction, which is concerned with the exchange of views and attitudes. In Chapters 2 and 3 we explored the relationship between the interpersonal metafunction and the register variable, tenor, noting that social relations to do with status and solidarity affect the degree to which speakers/writers inscribe their emotional response or assessment of events and the degree to which they can assume alignment with their interlocutors (see section in Chapter 2 ‘The relationship between users of language: tenor). In those chapters we considered some of the language resources available for construing interpersonal meaning, namely modal resources (e.g. may, probably, it is possible), attitudinal lexis (e.g. unjustly, clumsily) and quoting and reporting. In this chapter I will focus on appraisal in order to bring together in a comprehensive and systematic way the various evaluative resources available to student historians. I will demonstrate how writers make different choices in responding to past events, which include reacting affectively, judging past behaviour within a moral framework and assessing the weight and causal force of past events. I will also show how successful students deploy the evaluative repertoire in different ways across different history genres. The chapter will thus demonstrate how the tools of SFL analysis provide analysts, alongside teachers and students, with a means of systematically
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identifying values and judgements in texts. In learning to read history, for example, identifying appraisal patterns can help students unpick the often highly indirect and implicit evaluative meanings of texts in order to identify bias and authorial positioning. And in learning to write history, students need to use the resources of appraisal in order to infuse their own texts with the appropriate interpersonal colouring, to adopt, as it were, the right ‘voice’. You may remember that these areas of potential difﬁculty surfaced in the ‘history as objective/subjective’ discussion in Chapter 1. appraisal: an overview In essence, appraisal is a framework that has been developed within SFL in order to map the resources we can use to give value to social experience (see Martin and White, 2005, for a full account of the framework). appraisal analysis is a way of comprehensively and systematically capturing the global evaluative patterns that occur within a particular text, set of texts or institutional discourse. It also enables analysts to track the cumulative, dynamic dimension of evaluative meaning and the way in which readers may be positioned (see Cofﬁn and O’Halloran, 2005, 2006; Macken-Horarik, 2003; Martin, 1996, 2004; Martin and Rose, 2003 for further exempliﬁcation of this aspect of appraisal). Figure 7.1 shows how appraisal maps the different meanings available for construing attitude, graduation and engagement. I will now illustrate each of these in turn, showing how these meanings may be realized through a diversity of grammatical structures and lexis. Within attitude there are three main sets of resources – affect, judgement and appreciation. Affect comprises a set of language resources for appraising experience in affectual terms, for indicating the emotional effect of an event. For example: These people looked like gods with white skin and clothes in different colours. They came on land. I was scared very scared.



Judgement also encompasses meanings that serve to appraise human behaviour but, unlike affect, does this by reference to a set of institutionalized norms (an ethical framework) about how people should and should not behave. Martin (1997, p. 23) has proposed that judgement can be thought of as ‘the institutionalisation of feeling’. For example: It was Lenin’s commitment, shrewdness and willingness to take risk as opposed to Kerensky’s cowardly attitude and actions that explains the Bols success in Nov. 1917.



Within appreciation is a set of resources referred to as social valuation, which are particularly relevant to historical discourse. Social valuation can also be thought of as the institutionalization of feeling but with reference to
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Figure 7.1 The appraisal framework



norms for valuing processes and products rather than behaviour. Social valuation, perhaps more than judgement and affect, is sensitive to the speciﬁc institutional setting and subject matter of a discourse. Thus, within the context of history, the objects or targets of evaluation, as well as the criteria for assessing these, are inﬂuenced by what historians regard as particularly signiﬁcant in relation to understanding and explaining the past. Not surprisingly, therefore, time and cause-and-effect are frequently evaluated – time, in terms of signiﬁcance, and cause-and-effect (as we saw in Chapter 6) in terms of the degree of causal impact: It is a signiﬁcant period in Australian history as it demonstrated how strongly Aboriginal people resisted the invasion. (Social valuation: social salience – a historical period is assigned special importance in the form of the epithet signiﬁcant) (see Chapter 4 for functional elements of the nominal group).
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The main causes of the Second World War were, in the long term, a build up of tensions between countries . . . (social valuation: impact – the degree of impact of causal factors is realized through the classiﬁer main)



Within graduation there is a set of resources for grading evaluations – ‘turning the volume up or down’ (referred to as graduation: force). These may be distinct ‘intensiﬁers’ (very, really, slightly, a bit, somewhat, quite) or may be fused into the experiential values of a word. For example: In this way the enormous [graduation: force – fused] losses that Aboriginal people have undergone, as a result of European colonisation might, to some [graduation: force – isolated] extent be compensated for.



Graduation also comprises resources that can be used to sharpen or blur the focus (referred to as graduation: focus). For example: The Aborigines did present some sort of [graduation: focus] resistance towards the Europeans but they were unsuccessful, their efforts were useless.



Finally, engagement comprises resources for engaging with and negotiating diversity – ‘the various convergent, alternative and counter socio-semiotic realities or positions activated and referenced by every utterance’ (White, 1998, p. 114). Engagement resources thus make it possible for a writer (or speaker) to take up a position whereby their audience is construed as sharing the same, single world view (monogloss). Or, on the other hand, to adopt a stance which explicitly acknowledges diversity with its implication for conﬂict and struggle among diverse voices (heterogloss – cf. Bakhtin, 1973, 1934–5/ 1981, 1986). In terms of grammatical realization, the two systems – monogloss and heterogloss – draw on different resources. With reference to monogloss, the central grammatical structure that serves to background potential diversity of opinion is the positive declarative, e.g.: The main causes of the Second World War were, in the long term, a build up of tensions between countries.



Such a structure encourages a reader to assume that the proposition is unproblematic and that it enjoys broad consensus. Thus, even though a writer’s and reader’s world view may not be a shared one, the unmodalized positive declarative form implicitly encourages alignment rather than directly opening up the proposition for negotiation. In contrast, the use of modal resources such as modal Adjuncts (e.g. maybe, probably) or modal ﬁnites (e.g. may, might), signal that meaning is contingent and subject to negotiation, e.g.: The main causes of the Second World War were probably, in the long term, a build up of tensions between countries.



Modal resources, in other words, serve to introduce explicit negotiability into
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a proposition and hence, unlike the positive declarative, do not assume or simulate solidarity between writer and reader. Within the appraisal framework, modal resources, referred to as probabilize, are therefore seen as central resources for expressing heterogloss. Another central resource for expressing heterogloss is the attribution of views and judgements to voices other than those of the writer, either by quoting or reporting (extravocalize). For example: Gray described the nature of thought reform tactics of the CCP during this campaign as ‘the destruction of the personality of the “patient” through a combination of psychological pressures and physical deprivation’. (extravocalize: quoting) On the other hand those who favoured conscription argued that if there was a German victory and it became the dominant power then the economic prosperity of Australia would be ﬁnished. (extravocalize: reporting)



Having presented a brief overview of the appraisal framework, I now turn to its role in historical discourse. First I will focus on judgement and the different choices that both textbook writers and students have for assessing past behaviour. I need to extend my introduction and show that there are different types of judgement. Resources for judging past behaviour As you have seen, judgement is a category that captures the way in which behaviour is assessed within a moral framework. My research has shown that this category, in particular, is applicable to historical discourse (despite the impression of moral neutrality in many texts). The following extracts from student writing and contemporary history textbooks give a sense of its prevalence. From these extracts you will see how judgements (underlined) may be positive (marked +ve) or negative (marked −ve). You will also see how they are often realized as Participants in relational Processes or attitudinal epithets in nominal groups. Germany’s clumsy diplomacy strengthened the Anglo-French Entente. [−ve] (this is taken from an extract you ﬁrst came across in Chapter 1: Text 1.3) Pemulwuy was a committed and brave leader. [+ve] Which of the following descriptions of Hannibal do you think can be supported by the story of his invasion of Italy? Brave [+ve], determined [+ve], heartless [−ve], talented [+ve], dishonest [−ve], unlucky [−ve], foolish [−ve]. (Kelly et al., 1997, p. 21) He was, again like Mao, humane to captured enemies [+ve], and the M-26–7 gained a reputation for being fair [+ve]. (Board of Studies, 1997a)



There were some Roman practices, such as slavery and the appalling cruelty [−ve] of the Games, which were less of a loss to the world. (Kelly et al., 1997, p. 61)
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The Pope encouraged Catholics to assassinate Elizabeth . . . He called Elizabeth ‘a servant of wickedness’ [−ve] (Dawson, 2004, p. 8) Although the justices implied that Georgia was not treating the Cherokee fairly, they issued no order to stop the state’s actions. (Stuckey and Salvucci, 2000, p. 384)



Given that for many purposes, a simple division between positive and negative would be too broad, the appraisal framework offers further classiﬁcation according to the degree to which behaviour would normally attract social approval or disapproval. Table 7.1 shows how there are two main classiﬁcations – social esteem and social sanction – with further subclassiﬁcations. These classiﬁcations are illustrated by common examples



Table 7.1 Judgement categories with examples taken from historical discourse (words in bold are less stable in the way they relate to behavioural norms) Social esteem



Positive



Negative



Normality (custom) ‘is lucky, fortunate, charismatic, the person’s behaviour magical, talented and/or way of life unusual or special?’



unlucky, unfortunate, tragic, odd, strange, maverick



Capacity (competence) ‘is able, successful, (politically) the person competent, skilled, astute, effective, capable?’ powerful, strong, enterprising, tactical, shrewd, pragmatic, intelligent



incompetent, failure, ﬂawed, weak, shortsighted, lacking judgement, foolish



Tenacity (resolve) ‘is the person dependable, well disposed, committed?’



brave, heroic, courageous, hard working, willing, well disciplined, daring, fearsome, risk taking, vigorous, formidable, committed, dedicated, tenacious, determined, passionate, self-reliant, genial



cowardly, badly organized, stubborn, arrogant, cowardly, rigid, inﬂexible, despondent, low morale



Social sanction



Positive



Negative



Veracity (truth) ‘is the person honest?’



genuine, honest, truthful, credible



hypocritical, complicit, deceptive, deceitful, dishonest



Propriety (ethics) ‘is the person ethical, beyond reproach?’



respectable, responsible, self-sacriﬁcing, fair, just,



ruthless, abusive, brutal, unjust, unfair, immoral, corrupt, cruel, heartless, oppressive
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from my corpus. Thus, within social esteem, there are judgements concerning normality (how unusual someone is), capacity (how capable they are) and tenacity (how resolute they are) and within social sanction there are judgements to do with questions of veracity (how truthful and honest someone is) and questions of propriety (how ethically principled someone is). While judgements of esteem involve admiration and criticism but have no legal implications, judgements of social sanction may involve moral or legal endorsement through public condemnation or approval and through rules or regulations that may be explicitly coded in the culture. To breach social sanction can carry the risk of legal punishment or, from a Western, Christian religious tradition, the risk of committing a ‘mortal’ sin. This leads us to the issue of the degree to which the judgement framework is determined by cultural and ideological values. That is, behaviour is likely to be interpreted or classiﬁed differently according to the set of social values to which the reader or analyst subscribes. As we shall see, this is an important issue in relation to historical primary sources. In Table 7.1 the sample classiﬁcations largely derive from a contemporary, Anglo-Western, mainstream, middle-class positioning. There would therefore be many cases where a different reader positioning would result in alternative classiﬁcations. Thus, whereas few would disagree that brave instantiates positive tenacity and cowardly, negative tenacity, risk taking may be analysed, depending on context or reader positioning, in either the negative or positive camp. Those judgement values that, based on ongoing analysis of historical discourse, appear to be less stable in terms of how they relate to behavioural norms are marked in bold in Table 7.1. Let us see how the earlier examples can now be analysed with a greater degree of ‘delicacy’: Germany’s clumsy diplomacy strengthened the Anglo-French Entente. [−ve capacity] Pemulwuy was a committed and brave leader. [+ve tenacity] Which of the following descriptions of Hannibal do you think can be supported by the story of his invasion of Italy? Brave [+ve tenacity], determined [+ve tenacity], heartless [−ve propriety], talented [+ve normality], dishonest [−ve veracity], unlucky [−ve normality], foolish [−ve capacity] He was, again like Mao, humane to captured enemies [+ve propriety], and the M-26–7 gained a reputation for being fair. [+ve propriety] There were some Roman practices, such as slavery and the appalling cruelty of the Games, where were less of a loss to the world. [−ve propriety] The Pope encouraged Catholics to assassinate Elizabeth . . . He called Elizabeth ‘a servant of wickedness’ [−ve propriety] Although the justices implied that Georgia was not treating the Cherokee fairly, they issued no order to stop the state’s actions. [−ve propriety]



Having looked at some of the ways in which history students and textbook authors explicitly and directly make judgements about past people and their
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behaviour, I shall now go on to show how such assessments can be made subtly and indirectly. Making indirect assessments of phenomena in the past In this section I demonstrate how the appraisal framework accounts for implicit or ‘evoked’ appraisal evaluation. This is a signiﬁcant departure from traditional linguistic approaches, which have been concerned with explicit and discrete markers of evaluation or stance (e.g. Biber and Finnegan, 1989; Conrad and Biber, 2000). Below are several extracts from student essays or history textbooks where the ideational meanings are likely to trigger certain judgements. They show how a word or set of words in which there is no explicitly inscribed judgement may nevertheless trigger a judgement on the part of the reader. For example, Extract 1 would prompt many (though not all) readers to judge the Europeans’ behaviour as morally wrong. Likewise, in Extract 2, the Nazis’ actions would be morally condemned by many. In Extract 3, in contrast, the women’s behaviour would be likely to attract readers’ social approval. 1. When the Europeans arrived in 1788 they occupied sacred land and destroyed Eora hunting and ﬁshing grounds. [−ve judgement: propriety] 2. After the outbreak of the Second World War the Nazis changed their policy towards the Jews. They wanted to get rid of as many Jews as possible, and began to make plans for how to deal effectively with what they called the ‘Jewish problem’. In 1941 they came up with a plan which was known as the Final Solution. [−ve judgement: propriety] (Beechener et al., 2004, p. 138) 3. Women fought for their independence, and individuality, and won [+ve judgement: tenacity]



The extracts above show how evaluations can be triggered by seemingly neutral, factual content rather than being directly inscribed as in the earlier set of examples. Within the appraisal framework, the notion of ‘token’ accounts for the way in which ideational meaning can be evaluatively coloured. The following analysis where the token of judgement is italicized would apply to Extract 3: 3. Women fought for their independence, and individuality, and won. [t, +ve judgement: tenacity]



The effect of appraisal choices on student writing I would now like to show how appraisal choices often cluster together in student writing. The important point here is that how students cluster together the resources can have a dramatic effect on the success of their writing. You will see that in argumentative writing students typically draw on, and bring together resources from, judgement, social valuation, graduation and engagement. Predictably, they do this with different degrees of success.
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Below are two short essays produced by secondary school students in a history exam (the Australian Higher School Certiﬁcate – HSC). They were both written in response to the following question: How important was the part played by Leon Trotsky in the Civil War following the 1917 Revolution?



Both students chose to formulate their responses following the overall structure of an exposition genre (as annotated below). However, since their responses were expected to be short, the stages are not as fully ﬂeshed out as would be typical of an extended exposition. Text 7.1 does not have a Reinforcement of Thesis stage and in Text 7.2 there is no initial Thesis. As you read the two responses which have been analysed in terms of their appraisal choices, you may like to consider how effective their use of appraisal is. How does it help the argument? Key Single underlining = judgement (social esteem) Double underlining = judgement (social sanction) Italics = token of judgement Dotted underlining = social valuation Bold = graduation Wave = engagement (probabilize or extravocalize) ˜˜˜˜˜˜˜˜˜˜ Text 7.1 Thesis



Arg for



Arg for



Leon Trotsky played a key role [social valuation i.e. Trotsky was a strong inﬂuencing factor] in the civil war and the Bolshevik revolution, mainly through his build up of the Red army and his restoration of discipline. [t +ve capacity: judgement of Trotsky’s competence] When he invented the army it was full of democratic ideas, to destroy such ideas Trotsky abolished soldiers committees and restored discipline. [t +ve capacity: judgement of Trotsky’s competence] He brought back ranks and reinstated the death penalty for deserters. Trotsky also invited ex-Tsarist ofﬁcers to join the Red Guard. He believed they would beneﬁt from their experience and still, however still realised that they may [probabilize] be a threat to his discipline. To ˜˜˜˜˜˜˜Trotsky ˜ solve such a problem set up a special committee which were in charge of ensuring the ex-Tsarist ofﬁcers were carrying out their duties and not attempting an overthrow. By the end of his changes of the Red Army Trotsky commanded a well trained highly disciplined force of about 5 million [t +ve capacity: judgement of the army, and by implication, Trotsky’s competence], which was to play a key role [social valuation i.e. the army was a strong inﬂuencing factor] in the Civil War and Bolshevik revolution. This army was at the disposal of Lenin and he could use them for whatever purpose he wished. Red guards were placed in key positions and the Bolshevik revolution seized the existing government. (Board of Studies, 1997b, pp. 58–9)
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From my analysis of Text 7.1, it is clear that the student draws on two of the attitude systems, social valuation and judgement. Social valuation is directly realized through the lexical item ‘key’ to assess causation, that is, the extent of Trotsky’s inﬂuence on the Civil War (he played a key role). Judgements of capacity, in contrast, are realized indirectly through tokens (all positive). Clearly, by repeatedly assessing Trotsky as competent, these tokens are being used as support for the social valuation. Similarly, the graduation resources of highly and seized are used to emphasize the military strengths of the Bolshevik revolution. Such an analysis serves to show how the interpretation of Trotsky’s role in the civil war is largely presented as a factual record. That is, events and judgements are realized through unmodalized declaratives (e.g. Leon Trotsky played a key role) and alternative assessments of the part he played are not countenanced. Where there is an instance of extravocalize (i.e. the projected clause realized that they may . . .) it does not introduce an alternative view ascribed to an authoritative historian but rather serves to present Trotsky’s own (purported) assessment regarding his use of ex-Tsarist ofﬁcers. In sum, the writer of Text 7.1 draws on a relatively small set of appraisal resources in order to evaluate Trotsky, and assumes that such an evaluation does not have to be extensively argued for. Now, let’s look at the second writer’s strategy. Text 7.2 Background



Arg for



Concession



Arg for



Following the Revolution of 1917, Trotsky had become commissar for Foreign Affairs, but in 1918 he was replaced by Chichenn, and became Commissar for War. In 1918, The Russian revolution was under threat from both internal and external counter-revolutionary forces. Leon Trotsky made the Red Army a formidable force. [t +ve capacity: judgement of the army, and by impliciation, of Trotsky’s competence] He introduced compulsory conscription for all peasants and workers; and he recruited 50,000 Tsarist ofﬁcials to provide the Army with experienced leadership. [+ve capacity: judgement of Trotsky’s competence] The Red Army grew from 800,000 men in 1918 to 5 million in 1920 thanks to Trotsky’s organisational skill. [+ve capacity: judgement of Trotsky’s competence] In 1919 though, it seemed [probabilize] that Trotsky had failed [−ve ˜˜˜˜˜˜Trotsky’s ˜˜˜ capacity: judgement˜˜˜˜of competence] as the ‘Whites’ (as the counter-revolutionaries called themselves) gained more and more territory and control. [t +ve capacity: judgement of the Whites’ military skill]. Trotsky spent the Civil war travelling in an armoured train, directing battles. [t +ve capacity: judgement of Trotsky’s leadership] Soon, the White forces were able to be held at bay. [t −ve tenacity: judgement of White forces] They could not organize themselves effectively [t −ve capacity: judgement of Whites’ competence]; they lost support because of their brutality [−ve propriety: judgement of Whites’ cruelty]
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Trotsky was hailed [extravocalize] Hero of the Civil War. [+ve pro˜˜˜˜˜˜˜tactics ˜˜˜˜˜˜˜˜˜˜˜˜˜during the war often came under attack as ruthless priety] His ˜˜˜˜˜˜˜˜ Any soldier who decided to [−ve propriety] discipline was employed. ‘desert’ his troops was shot on the spot. [t –ve propriety: judgement of Trotsky’s ruthlessness] The part played by Leon Trotsky in the Civil War following the 1917 Revolution was extremely important [social valuation i.e. Trotsky was a strong inﬂuencing factor]; in fact it was vital [social valuation i.e. Trotsky was the major inﬂuencing factor] in the Bolshevik victory. [Board of Studies, 1997b, p. 58]



The formatting used in the analysis of Text 7.2 makes clear at a glance that, compared to Text 7.1, the writer takes a more evaluative approach. In addition to deploying tokens of judgement, he makes several direct judgements, with one being the more morally charged social sanction judgement, Hero of the Civil War. It is interesting to note though that, in this case, the writer, rather than be directly responsible for the judgement, mediates it through the resource of extravocalize: Trotsky was hailed [extravocalize] Hero of the Civil War. [+ve judgement] ˜˜˜˜˜˜˜˜˜˜˜˜˜˜˜˜˜˜˜˜˜



In sum, although the writer does not move through a clear Thesis stage at the outset of the short essay, by the end, their position regarding the part played by Leon Trotsky is clear. More signiﬁcantly, the accumulation of prior positive judgements of Trotsky’s capacity gives the necessary support and weight to the ﬁnal thesis statement. Indeed, based on ofﬁcial exam grading, the writers’ different evaluative orientations are likely to have contributed to Text 7.1 being placed in the ‘Typical Average Range’ and Text 7.2 in the ‘Typical Excellent Range’. Of Text 7.1, the examiners said ‘Evaluation of Trotsky’s role in the Civil War is limited to the introduction’, while of 7.2 they commented ‘The answer demonstrates . . . a signiﬁcant amount of analysis . . . provides an excellent evaluation of Trotsky’s role arguing the degree of importance, i.e. “Hero” and “vital” ’ (Board of Studies, 1997b, p. 59). In the next section, you will see how these two different orientations relate more broadly to evaluative patterning and interpersonal positioning in historical discourse. You will see there that, typically, particular conﬁgurations of appraisal resources, which I will conceptualize as part of a theory of ‘voice’, correlate with particular genre families. And I will show that part of learning to write successful historical discourse is learning to animate one’s texts with the right ‘voice’. The voices of history: recorder, appraiser and emoter Voice theory is essentially a means of capturing the conventionalized clusterings of appraisal resources that occur within particular discourse domains and in relation to particular genres. It is a way of categorizing the textual
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personas played out in in terms of the favouring and disfavouring of certain appraisal resources (see Iedema et al., 1994, in relation to the media). In relation to historical discourse, my research has shown that there are two main voices and that each of these is different in relation to the degree of authorial intrusion. On the one hand, there is what I refer to as recorder voice, which appears relatively objective due to the absence (unless mediated through the resources of extravocalize) of inscribed judgement and social valuation. On the other hand, there is appraiser voice, which is more subjectively oriented. Judgement and valuation in this voice are directly inscribed and do not need to be mediated through the extravocalize resources of quoting and reporting. Within appraiser voice there are two further voices – interpreter and adjudicator – with the adjudicator voice being more ‘charged’ through its unmediated use of judgements of social esteem and social sanction. Figure 7.2 shows the key distinctions across the voices. Recorder voice It is important to point out that the label of recorder voice refers to reduced authorial intrusion rather than being an indicator of objectivity in any absolute sense. Indeed, as we have already discussed, objectivity is to some extent a rhetorical illusion. That is, although the historian’s role in interpreting and shaping the past may be erased from view (through, for example, an absence of the personal pronoun I), inevitably, all historical discourse presents a particular perspective and is therefore biased to some degree. In this sense, recorder voice, although seemingly neutral and objective, is not value free. Rather recorder voice captures the way in which a writer creates their interpersonal position or particular interpretation of events in a relatively indirect way – through the selection (or omission) and arrangement of events and in many cases the use of tokens of judgement and non-use of extravocalize resources. This style may result in a text having a factual, neutral ‘feel’ (as illustrated in Text 7.1). In other words, ‘objectivity’ and ‘factuality’ can be construed through the absence of direct, explicit forms of evaluation and the exclusion of competing, alternative interpretations.



Figure 7.2 The voices of history
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A further illustration of recorder voice is provided in Text 7.3, an extract from a student’s historical recount, which you ﬁrst came across in Chapter 2. It concerns Aboriginal and European contact in Australia during the eighteenth century. In the extract, negative judgements of European behaviour are prompted rather than explicitly inscribed, and alternative perspectives and interpretations are absent. The use of recorder voice, in which evaluation is largely implicit, frequently correlates with the recording genres (aside from the autobiographical recount). However, it is important to point out that, even in the recording genres, although there is an overall absence of unmediated, explicit judgement, there is often a shift into appraiser voice in the Evaluation of Person or Deduction stages. Text 7.3 When the Europeans arrived in 1788 they occupied sacred land and destroyed Eora hunting and ﬁshing grounds. In 1790 the Eora people began a guerrilla war against the Europeans. In 1794 the Eora, whose leader was Pemulwuy, attacked the European settlement of Brickﬁeld. Thirty six British and fourteen Eora were killed during this attack. In the same year the Eora killed a British settler. Then the British ordered that six of the tribe be killed. The Aborigines continued to resist the European invaders by burning their crops and houses, taking food, destroying cattle and killing some settlers. In 1797 they attacked Toongabbie and within a week the farmers had to retreat and the farms were burned. In that year their leader, Pemulwuy, was captured by the British but later escaped.



As exempliﬁed in the extract above, recorder voice assumes, or simulates, reader alignment with the writer’s world view, thus minimizing the amount of explicit interpersonal work to be done (in terms of negotiating with diverse audience positionings). It makes no attempt to complicate its uniﬁed and ‘factual’ presentation of the past by directly engaging with alternative multiple viewpoints and the relativity of historical interpretation. In this way, recorder voice serves as a potent rhetorical device for backgrounding and construing as natural and common-sensical its interpretation of the past. Appraiser voice In appraiser voice, writers favour a different selection of resources in order to ‘manage’ the positioning of their readers. In this voice, the writer is more intrusive in terms of judging and valuing the past, and choices from the attitude system are often inscribed in the text. In other words, in these texts, the writer’s world view is generally more ‘in view’. For example: The dysfunctions within Cuban society were immense in Batista’s rule. His army were weak and had a low morale, their brutality (20000 Cubans killed in his seven year reign) led to widespread fear and hatred of the regime.
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As noted earlier, appraisers may be more or less ‘morally charged’ in the kinds of judgement made, and this distinction between interpreter and adjudicator voice is illustrated in two extracts from student essays below. In Text 7.4 (a consequential explanation genre, where the student sets out the consequences of the Second World War) there is a high frequency of social valuation but an absence of judgement. The voice is therefore that of interpreter. Key Single underlining = judgement (social esteem) Double underlining = judgement (social sanction) Italics = token of judgement Dotted underlining = social valuation Bold = graduation Wave = engagement (probabilize or extravocalize) ˜˜˜˜˜˜˜˜˜˜ Text 7.4 The consequences of World War II



World War II affected Australian Society both during and after the war. The focus of this essay is its impact on Australia after it ended in 1945 and an explanation of how six years of involvement in warfare led to major economic, political and social changes. One major effect of World War II was a restructuring of the Australian economy: the unavailability of goods meant that Australia had to begin to produce its own. In addition, because better equipment, such as aeroplanes, machinery and ammunition, was needed during the war, industries such as the iron and steel ones, as well as shipbuilding, were greatly boosted. In fact between 1937 and 1945 the value of industrial production almost doubled. This increase was faster than would otherwise have occurred and the momentum was maintained in the post war years. This was partly the result of the post war inﬂux of immigrants which led to an increase in the demand for goods and services and therefore a growth in industry.



Text 7.5 contrasts with Text 7.4. In Text 7.5 (an exposition genre in which the student argues that the industrial proletariat were only one element among many contributing to the outbreak of revolution), judgements of social esteem and social sanction occur freely. Thus the voice is that of adjudicator. Text 7.5 To what extent does discontent among the peasants and/or the industrial proletariat contribute to the outbreak of revolution?



These were the intellectuals and students who witnessed the brutality and corruption of the old regime, and were determined to create a Cuba of ‘free and happy people’. The dysfunctions within Cuban society were immense in Batista’s rule.
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His army were weak and had a low morale, their brutality (20000 Cubans killed in his seven year reign) led to widespread fear and hatred of the regime. The United States domination of Cuban society led to a deep resentment amongst the Cubans, a resentment which had been present in the days of Hose Marti, one of Cuba’s national heroes. The U.S owned 90% of Cuba’s mines, 40% of her sugar industry, and 80% of her utilities. Such a dominating presence aroused much anger which was directed towards Batista who allowed such a powerful country to have such inﬂuence. With six hundred thousand unemployed people, and 1/3 of the national living in slums the Batista regimes dysfunctions were many. The leadership for revolution was provided by Fidel Castro. His charisma and intellect meant he was able to obtain much support from the proletariat in the cities, (see from his reception after release from prison in 1955), and support from the peasantry. His ideology was evident in his ‘history will absolve me’ speech made in his defence when he had been captured after the failed Moncada attack in 1951. (Board of Studies, 1997a)



As with recording voice, the different clusters of evaluative resources underpinning the two voices of interpreter and adjudicator tend to correlate with different genre families (see Figure 7.3). That is, as illustrated in Texts 7.4 and 7.5 above, while interpreter voice frequently occurs in explanation genres, adjudicator voice is commonly aligned with the argument genres. It should be emphasized, however, that although there may be overall tendencies there is not the same degree of systematicity between voice and genre as there appears to be in more conventionalized discourses such as that of the media (see Iedema et al., 1994; White, 1998).



Figure 7.3 Correlations between voice and genre Engaging with alternative perspectives As students move through secondary schooling, aside from successful writers becoming more direct in their judgement and valuation of behaviour and historical phenomena and therefore adopting interpreter or adjudicator voices, there also tends to be increased negotiation of alternative judgements and an acknowledgement of similar and opposing perspectives. This is often achieved through the integration of sources using the resources of extravocalize. As noted in Chapter 4, extravocalize resources are particularly common in the arguing genres where different viewpoints in source material are integrated either word for word (quoting) or in terms of general meaning (reporting):
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As Pye afﬁrms, and supported by HSU, ‘a decade of trained man-power . . . was lost’. [extravocalize: quoting] W. Doyle (Oxford History of the French Revolution) claims that the inﬂuence of the population at Bastille was most important. [extravocalize: reporting]



Integrating source material can be a difﬁcult skill for students and one that may require explicit modelling, particularly if students are to exercise choice and harness the potential persuasive power of such resources (see Cofﬁn and Hewings, 2004, 2005; Cofﬁn and Mayor, 2004, for further discussion of extravocalize resources in relation to the development of skills in argumentation). This is because, as shown in Table 7.2, extravocalize resources are used not only to put forward alternative propositions but to endorse them to a greater or lesser degree. For example, while the Process afﬁrms typically strengthens or endorses a referenced proposition, the Process claim weakens it. It is important to note that some Processes (indicated in the central column of Table 7.2), depending on the context, may be endorsing or nonendorsing.



Table 7.2 Less endorsing to more endorsing resources for quoting and reporting Less endorsing claim suggest propose contend argue in x’s opinion believe think reckon assume presume speculate postulate x goes so far as to suggest posit



More endorsing comment say report state declare term point out announce cite note observe write tell describe put forward explain make the point propose theorize predict in the view of according to



afﬁrms conﬁrms agree concur make clear maintain
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Emoter voice Aside from recorder and appraiser voice, there is another more minor voice that I have identiﬁed in my research, which I refer to as emoter voice. This voice is primarily associated with autobiographical recounts or texts produced in response to tasks that aim to develop empathetic understanding (such as the piece of writing about Life in the trenches in Chapter 1). Although it plays a relatively minor role in historical discourse overall, its importance lies in the way it functions to bridge the more personal and familiar evaluative discourse of the everyday and the more institutionalized evaluative discourse of school history. This voice favours high levels of affect. These are largely used to express an emotional response to major life events and are therefore ‘author oriented’. Graduation is frequently used to intensify the emotional impact of the experiences. Emoter voice is common in autobiographical recounts because the positioning strategy in this genre largely depends on creating solidarity between writer and reader through a sharing of feelings, both positive and negative. By developing a reader’s empathy for, and insight into, their personal world, a shared viewpoint between writer and reader emerges. This leads readers to interpret evoked judgements (i.e. tokens of judgement) in ways that are compatible with the moral stance of the writer. This is important given that judgements of an ethical nature tend not to be ‘spelt out’ or inscribed. As we saw in Chapter 3, autobiographical recounts are often the starting point for student historians and, in terms of purpose and meanings, they span both private and public worlds. Not surprisingly, therefore, their evaluative colouring is necessarily more personal and less institutionalized than in other history genres. The patterns of affect associated with this genre are illustrated in Text 7.6. This recount also shows how the writer discriminates between positive and negative experience and marks out pieces of time in their life that are signiﬁcant through the resource of social valuation: 1990 was, in a way, a turning point as I emigrated to America to explore the country where my Father had been living for some years.



The seeds of a more strongly interpretative response to the past are therefore already nascent in emoter voice, even though signiﬁcance is personal rather than being derived from institutionalized values. Key Single underlining = affect Dotted underlining = social valuation Italics = token of judgement Double underlining = judgement Bold = graduation Wave = engagement (probabilize or extravocalize) ˜˜˜˜˜˜˜˜˜˜
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Text 7.6



My name is Jane Haywood and I was born in London in 1962. Some of the most important events in my life are described below. At the age of four I had a terrible accident at school which stands out in my mind. One of my classmates deliberately tripped me up and I ended up being rushed to hospital where they had to scrape gravel out of my eye as well as put in nine stitches. It was quite a traumatic experience as at the time I thought I was going to lose my sight. From 1966 to 1973 I attended a local primary school which I enjoyed very much but when I went to High School in 1973 I felt quite unhappy as the teachers were not very good and I found the classes boring. In 1978 I changed to a different school and it was bit better than my previous school although I found it difﬁcult to make new friends. Two years later I left school and spent a year in America studying and travelling which I found very exciting. Eventually I had to return to England as I could only defer my place at University for one year. My time at University was one of my happiest times. I liked my tutors, lecturers and other students very much and the subjects were very stimulating. I was also able to participate in working holidays during those years. These included working on a kibbutz in Israel, traveling to Egypt, working on a farm in Norway and acting as an au pair for a French family. 1986 was the year I left University and a few months later I decided to go and teach in France. For two years I lived and worked in Paris and for one year I lived in Toulouse. During this time I undertook a Diploma in teaching English as a second language. After three years in France I returned to England to do a post graduate degree in Education at London University. Before long I got itchy feet again and ended up in India doing some voluntary work at an English speaking school. 1990 was, in a way, a turning point as I emigrated to America to explore the country where my Father had been living for some years. I have been living here ever since.



Writing successful history texts: expanding voices The ontogenetic process (see end of Chapter 2) of developing different voices to animate different school history genres, bearing in mind that the relationship between voice and genre is not tightly bound, provides some interesting insights into the inﬂuence of purpose and generic structure on the nature of the interpersonal work that is required or seen to be required at different points in the school curriculum. Figure 7.4 sets out these correlations, which are based on extensive quantitative appraisal analysis, with the aid of White’s corpus appraisal annotation software2 (see Appendix 1, Figures 12–17, for a set of graphs detailing the main ﬁndings and see Cofﬁn, 2000, for the full set of ﬁndings). appraisal analysis demonstrates that, at different stages in schooling, different voices are valued. There are also different expectations with regard to the degree to which alternative views and evaluations need to be
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Figure 7.4 Typical correlation between genre, voice and appraisal resources acknowledged, negotiated and argued for. While recording and explaining genres are often monoglossic, there is an expectation that arguing genres produced in the later years of schooling will be heteroglossic, presenting a range of views. However, at every stage of schooling, the audience with whom the student interacts (in their assessed written work) is primarily the classroom teacher and/or an external assessor. This suggests that the tenor relations and therefore degree of potential alignment and divergence should remain stable. In this sense, we can say that the degree to which students position their audiences as being aligned or divergent from their own position and the resulting degree of interpersonal work that they engage in is an outcome of the ‘artiﬁcial’ audiences that operate for pedagogic purposes within the institutionalized school setting. In other words, the different imagined readers with which history students engage are an ‘artefact’ of the pedagogic environment, rather than an outcome of a ‘natural’ social context. This is, of course, an example of the two-way relationship between the social and cultural environment and linguistic choices discussed in Chapter 2 (in the section ‘Register, meaning and language’). That is, contexts ‘activate’ particular language choices, and language construes context. Based on my appraisal research, it would seem that an important aspect of teaching and learning history is for different audience/reader proﬁles to be assumed or ‘created’ at different levels of schooling. It may therefore be beneﬁcial for teachers to make explicit to students how they need to make different assumptions about the nature of reader alignment and hence the degree of argumentation and negotiation of values required. This ‘audience’ construct appears to be an integral part of the teaching/learning design in
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that (potentially) it facilitates the development of different ‘voices’ and therefore an expanding repertoire of persuasive and positioning strategies. Successful students move from construing the personal voice of emoter, in which they respond to events using the resources of affect, to construing the more publicly oriented voices of recorder, interpreter and adjudicator in which behaviour is interpreted and assessed according to publicly and culturally sanctioned ethical norms (the resources of social esteem and sanction). Based on my research and my experience of working with history teachers in the classroom, it is often only a percentage of students who work out exactly what is required. This is of concern because, aside from learning to inﬂect different genres with the appropriate evaluative voice, an important aim in developing students’ control over evaluative resources is to place them in a position where they can reﬂect on their own colouring of events. Research by von Borrie (1994) and Wertsch (1991) shows that students are not always aware of the way in which moral judgements and themes permeate their own writing, with the consequence that they may produce versions of the past in which certain morals are conveyed with which they do not agree. One response to this would be to provide students with appraisal tools (appropriately mediated for classroom use). This would develop students’ ability to be more self-conscious in their production of historical interpretation. It might also encourage them to exercise greater choice in aligning any moral perspective emerging in their text with their own ethical and ideological position. In short, voice theory is a useful theoretical tool for examining the overall positioning strategies that tend to occur in historical discourse and often correlate with particular genre families. In the following section we move to a more delicate level of voice theory in order to examine the dynamic interaction of appraisal choices as they unfold across a text. Writing successful history texts: developing evaluative meaning across a text Having shown how voice theory is able to illuminate the overall evaluative styles common in historical discourse, I now move to the more dynamic positioning strategies deployed in particular texts. For example, is there a rhythm of moving from implicit to explicit judgement? Does the writer predominantly use tokens in the body of the text and make explicit their judgements only in the concluding stage? Taking a musical analogy,3 I refer to this dynamic strategy as the ‘key’ whereby a shift from one type of judgement to another, or a movement from a token to an explicit realization of judgement, can be described as a ‘key change’. It is this more delicate tool of ‘key’ that can provide insight into appraisal shifts and the interaction of appraisal resources as a text unfolds. In addition, it can be used to see how different people and phenomena are construed through particular judgement choices. This can reveal the naturalized world view that informs the historical interpretation (see Cofﬁn, 2003, for further discussion). This connects to the



160



HISTORICAL DISCOURSE



pedagogic issue of needing to develop in students a greater consciousness of how values can thread through their texts and position themselves and their readers. This is important, not only so that students can ensure that the evaluative position is one they agree with (or want to be seen to agree with), but because this kind of reﬂexive approach places them in a position to make their texts more persuasive. Below is a ‘key’ analysis of a text (7.7) sharing the same topic as the student exam essays, Texts 7.1 and 7.2 (i.e. the part played by Leon Trotsky in the Civil War). In the text, I have reconﬁgured judgement and social valuation choices in order to illustrate a) how interpretations of past events and people can be more or less morally charged (and thus shift ‘voice’) and b) how ‘key’ patterning can give a text persuasive force. I have placed Text 7.2 by the side of 7.7 to aid comparison. As you read through the texts, you might like to consider how effective the different evaluative strategies are. Key Single underlining = judgement (social esteem) Double underlining = judgement (social sanction) Italics = token of judgement Dotted underlining = social valuation Bold = graduation Wave = engagement (probabilize or extravocalize) ˜˜˜˜˜˜˜˜˜˜ Text 7.2



Text 7.7



Following the Revolution of 1917, Trotsky had become commissar for Foreign Affairs, but in 1918 he was replaced by Chichenn, and became Commissar for War.



Following the Revolution of 1917, Trotsky had become commissar for Foreign Affairs, but in 1918 he was replaced by Chichenn, and became Commissar for War. He proved to be a resolute [+ve tenacity] and moral leader [+ve propriety] and was therefore able to play a key role in the Civil War. [social valuation i.e. Trotsky was a strong inﬂuencing factor]



In 1918, The Russian revolution was under threat from both internal and external counter-revolutionary forces. Leon Trotsky made the Red Army a formidable force. [t +ve capacity] He introduced compulsory conscription for all peasants and workers; and he recruited 50,000 Tsarist ofﬁcials to provide the Army with experienced leadership. [+ve capacity] The Red Army grew from 800,000 men in 1918 to 5 million in 1920 thanks to Trotsky’s organisational skill. [+ve capacity]



In 1918, The Russian revolution was under threat from both internal and external counter-revolutionary forces. Leon Trotsky made the Red Army a formidable force. [t +ve capacity] He introduced compulsory conscription for all peasants and workers; and he recruited 50, 000 Tsarist ofﬁcials to provide the Army with experienced leadership. [+ve capacity] The Red Army grew from 800,000 men in 1918 to 5 million in 1920 thanks to Trotsky’s organisational skill. [+ve capacity]
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In 1919 though, it seemed [probabilize] ˜˜˜˜˜˜˜˜˜[−ve ˜˜˜˜˜ capacity] as the that Trotsky had failed ‘Whites’ (as the counter-revolutionaries called themselves) gained more and more territory and control. [t +ve capacity: judgement of the Whites’ military skill] Trotsky spent the Civil war travelling in an armoured train, directing battles. [+ve capacity: judgement of Trotsky’s leadership] Soon, the White forces were able to be held at bay. [t −ve tenacity: judgement of White forces] They could not organize themselves effectively [t −ve capacity]; they lost support because of their brutality. [−ve propriety]



In 1919 though, it seemed [probabilize] ˜˜˜˜˜˜˜˜˜[−ve ˜˜˜˜˜ capacity], as the that Trotsky had failed ‘Whites’ (as the counter-revolutionaries called themselves) gained more and more territory and control. [t +ve capacity] Trotsky spent the Civil war travelling in an armoured train, directing battles. [+ve capacity: judgement of Trotsky’s leadership] Soon, the White forces were able to be held at bay. [t −ve tenacity: judgement of White forces] They could not organize themselves effectively [t −ve capacity]; they lost support because of their terrible brutality. [−ve propriety]



Trotsky was hailed [extravocalize] Hero of ˜˜˜˜˜˜˜˜˜˜˜[+ve ˜˜˜˜˜˜˜ propriety] His tactics the Civil˜˜War. during the war often came under attack as ruthless [−ve propriety] discipline was employed. Any soldier who decided to ‘desert’ his troops was shot on the spot. [t −ve propriety: judgement of Trotsky’s ruthlessness]



Trotsky was hailed Hero of the Civil War. ˜˜˜˜˜˜˜˜˜˜˜˜˜˜˜His ˜˜˜˜˜ ﬁrmness [+ve tenacity] [+ve propriety] and tactics were highly effective [+ve capacity] as was his ability to manage and discipline the forces. [+ve capacity] For example, any soldier who decided to ‘desert’ his troops was shot on the spot. [t +ve capacity]



The part played by Leon Trotsky in the Civil War following the 1917 Revolution was extremely important [social valuation i.e. Trotsky was a strong inﬂuencing factor]; in fact it was vital [social valuation i.e. Trotsky was the major inﬂuencing factor] in the Bolshevik victory.



Leon Trotsky was a courageous [+ve tenacity] and just leader [+ve propriety] who was deeply concerned with the continuing success of the Revolution. [+ve propriety – caring] The part played by Trotsky in the Civil War following the 1917 Revolution was extremely important [+ve social valuation]; in fact it was vital [+ve social valuation] in the Bolshevik victory.



Text 7.7 shows a clear ‘voice strategy’ at work. Overall, the presence of explicit social sanction judgements would lead it to be classiﬁed as adjudicator voice. From a logogenetic perspective, the text begins with an explicit judgement of Trotsky within the social sanction category (moral leader), followed by further judgements from within the social esteem category, namely his skill as leader and his resolve in the civil war. In the body of the text judgements of social esteem are realized explicitly (e.g. experienced leadership, organisation skill, his ﬁrmness and tactics were highly effective), whereas the single judgement of social sanction is mediated through the resource of extravocalize (he was hailed Hero of the Civil War). In the ﬁnal stage of the text a further judgement of social sanction is inscribed directly (just leader). This movement from a direct inscription of social sanction in the opening paragraph of the text to the use of tokens in the body, prior to further inscription in the closing paragraph, is, I believe, an effective positioning device (see Cofﬁn, 1997, 2003 for further discussion of this rhetorical move). That is, by offering an initial explicit judgement
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(whether it be sanction or esteem), the writer guides or ‘constrains’ a compliant reader’s subsequent judgement or valuation of events. It is more likely, for instance, that, in the context of a positive opening judgement (he proved to be a resolute and moral leader), combined with further positive judgements in the body of the text (he was hailed Hero, his ﬁrmness and tactics were highly effective, his ability to manage and discipline the forces), a reader would interpret the proposition any soldier who decided to ‘desert’ his troops was shot on the spot as a positive token of capacity. In contrast, a less positive initial judgement might lead to a more ambiguous reading, or one where readers would interpret the token as negative social sanction, as in Text 7.2. Likewise, the accumulation of positive judgements of esteem and sanction (both inscribed and evoked) make the ﬁnal judgement of social sanction more plausible and thus more persuasive. It seems to follow logically that, given the events recounted, given the ‘facts’, Trotsky would have to be viewed in this way. Tracking the movement of implicit to explicit judgements across an unfolding text makes it possible to see how historical interpretation and judgement may be threaded through an entire text but in ways that maintain the persona of the historian as a disinterested ‘arbiter of truth’. Teaching students how to detect such evaluative patterns in both primary and secondary sources would therefore seem an important aspect of developing their skills as critical readers, and it is to this that we now turn. Detecting evaluative meaning in primary and secondary sources In a key piece of educational research into learning history conducted by Britt et al. (1994) it emerged that although history students must, in their own writing, frequently deal with multiple and sometimes contradictory accounts or interpretations of the past, the secondary sources provided in textbooks are often simpliﬁed narratives in which the subjectivity of the interpretation is obscured. The researchers argue that textbook writing fails: to represent two important features of most history problems: (a) uncertainty, the fact that the story is partly unknown and partly reconstructed from indirect sources, and (b) controversy, the fact that different versions of the same story may exist and may be discrepant or even contradictory. (Britt et al., 1994, p. 71).



Other research studies (Wineburg, 1991; Lee and Ashby, 2000; Perfetti et al., 1994) have highlighted students’ difﬁculty in identifying sub-texts, hidden agendas and features ‘designed to shape perceptions or make [students] view events in a particular way’ (Wineburg, 1991, p. 510). Indeed, Perfetti et al. (1994, p. 277) found that students were able to recognize an author’s perspective only where one or other side of a controversy is clearly and explicitly argued for. The purpose of this section, therefore, is to consider the usefulness of appraisal tools in helping students to detect and unpick
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realizations of judgement and valuation in primary and secondary sources, particularly in cases where they are indirectly expressed. We have already seen in this chapter how alignment and solidarity may be sought either by construing the addressee as sharing a similar world view or by acknowledging a diversity and multiplicity of standpoints, beliefs and attitudes. Inevitably, the success of interpersonal positioning depends largely on how writers and speakers take into account their addressees when selecting and negotiating judgments and valuations. For this reason, it is particularly important for students to be aware of the historical, cultural and social contexts of primary and secondary sources in order to understand the patterns of interpersonal meaning and their intended effect on the target reader(s). In the case of primary sources, in particular, insight into the cultural values and ideologies in which the interaction is embedded will facilitate an understanding of the tenor relations being construed between reader and writer, and consequently a greater understanding of the meanings being exchanged. For example, in the following primary sources it is probable that the speakers’ views would have been judged by the target audience quite differently from how they might be judged by a contemporary school audience. As we noted earlier, behaviour is likely to be interpreted differently according to the set of social values to which the reader or audience subscribes. Thus a greater understanding of the political, social and economic context in which the source was produced and ‘consumed’ is likely to contribute to a more accurate reading of the intended meaning. Tables 7.3 and 7.4 show how, in relation to two sample sources, Texts 7.8 and 7.9, interpretations can be tabulated for different reading positions. Text 7.8 is a confession by Ursula Kemp, who was accused of being a witch in Essex (England) in 1582.



Text 7.8 Yes I had the four imps my son has told of. Two of them, Tilly and Jack were ‘hees’, whose job was to kill people. Two, Tiffen and Piggen were ‘shes’, who punished, made people lame and destroyed goods and cattles. I confess that I killed my brother’s wife, and Grace Thurlow’s child (I made it fall out of its cradle and break its neck). I bewitched the little babe of Annie Letherdall. (Byrom et al., 1997, p. 116)
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Table 7.3 Different reading positions in relation to Ursula Kemp’s confession



Likely reading at the time (1582)



Roles of interlocutors and degree of alignment with views expressed



Appraised Type of Evidence (what, who) appraisal (how)



Ursula Kemp to Lord Darcy, judge



Ursula Kemp’s behaviour



Accused–accuser Member of public –ﬁgure of authority Close alignment



Contemporary reading



Ursula Kemp– contemporary audience Historical ﬁgure– student historian Values not aligned



t, −ve propriety



It is likely that the judge believed that what Kemp said was true as, in the 17th century, there was a general belief in an evil world controlled by the devil. Witches were the Devil’s helpers. Kemp’s actions would therefore provoke −ve judgements of unethical behaviour. Kemp is likely to have confessed under pressure. There is no longer a belief in witches. Therefore Kemp’s purported actions such as ‘bewitching’ are not believable and consequently her ethical principles are not at stake.



Text 7.9 is an extract taken from a speech made by a lawyer representing the owner of the slaveship Zong. In 1781, the captain of this ship threw sick slaves overboard in order to gain insurance money for the owner. Text 7.9 What is all this talk of human people being thrown overboard? This is a case of goods. It is a case about throwing over of goods. They are goods and property. (Shephard and Reid, 2001, p. 39)
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Table 7.4 Different reading positions in relation to the lawyer’s statement



Likely reading at the time (1780s)



Appraised Roles of (what, who) interlocutors and degree of alignment with views expressed



Type of appraisal (how)



Evidence



Lawyer to court Slaves



t, +ve valuation (of slaves as commodity)



It is likely that most of the court would have accepted the lawyer’s words as reasonable since the British slave trade was at its height in the late 18th century: slaves were indeed a commodity and as such ‘positively’ valued. The belief that white people were superior to black people was also commonplace at the time. There was, however, increasing opposition towards these practices and beliefs.



Figure of authority– court Reasonable alignment



Contemporary reading



Lawyer to contemporary audience Historical ﬁgure– student historian Values not aligned



t, −ve valuation (of slaves as human beings)



Ship owners’ t, −ve lawyer propriety



These beliefs and practices are unethical. Slavery is unacceptable in democratic society.
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Conclusion: learning the language of evaluation In this chapter I have shown how appraisal and voice theory can provide insight into the linguistic patterning of values and judgements that are such a crucial aspect of historical discourse. In particular, I have shown how we can see historical discourse as being animated by 3 distinct voices, in relation to particular conﬁgurations of appraisal choices. These are referred to as emoter, recorder and appraiser voice. As discussed in Chapter 2, this book takes the view that fundamental to the question of ideology is the way in which social subjects position and are positioned within a culture (in relation to their age and gender, and cultural, political and social values) and the way in which this positioning engenders social subjectivities. In this chapter we have seen that by learning to adopt different voices, students are able to expand their interpersonal meaning potential and use different strategies to engage to different degrees with positionings different to their own. We have also seen how shifts in voices and key can occur through the unfolding of a text and how these develop a particular positioning. In sum, I would argue that an awareness of the voices of history and appraisal resources, apart from being of general interest to analysts, is of high educational value. First, by teachers making explicit the choices available to students and by discussing with them the rhetorical consequences of ‘speaking in different voices’, students can learn to inject the right level of colouring into their writing about the past and develop control over the way they position their readers. Second, by using the tools to detect perspective systematically in primary and secondary sources students can develop a means of ‘untangling the fabric of the historical stories they encounter’ and defend themselves from ‘ready made stories and their implications’ (Blanco and Rosa, 1997, p. 196). In short, students can develop the resources (the ‘technology of history’) to ‘naturalise a point of view, and to resist and subvert alternative readings’ (Martin, 2003, p. 55). Notes 1 2



3



Small capitals are used to distinguish appraisal as a semantic system. White’s corpus appraisal annotation software allows the analyst to identify and tag with one or more appraisal values, linguistic units of interest. In addition, the grammatical realisation of the appraisal value can be recorded. The annotated corpus is then available for statistical analysis – the count or frequency of a given value (or combination of appraisal values) for a given text or group of texts can be derived. Finally, the database is organized so that the words that come within the scope of extravocalize can be recorded. In this way it is possible to see which values of attitude occur within an attributed context and which occur within a non attributed or authorial context. Martin and Rose (2003, p. 54) refer to the way in which an evaluative strategy unfolds across a text as the prosody of the text. The pattern of choices is seen to form ‘a prosody of attitude running through the text that swells and diminishes, in the manner of musical prosody’, constructing the voice or stance of the writer.
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Educational implications and applications



You show some logical development but your essay is incomplete. There isn’t much to this, there is no thesis, it’s just opinion. Your essay doesn’t quite ﬂow. This would make a good English essay. You have used the source material but while you describe it you have not properly incorporated it into your argument.



Above are some teacher comments on student writing (collected during the Write it Right project). By now, I hope that readers will recognize that, while capturing problematic characteristics of student work, such feedback would have more impact on students’ development if it were supplemented by more precise guidance of a linguistic nature. As Leinhardt (2000, p. 240) points out: Learning to write history . . . is really very hard . . . by studying . . . features of essays, we can gain an appreciation of how hard the task of writing essays truly is. We will realize that we need to go beyond telling students to ‘be coherent,’ ‘take a stance,’ or show their ‘personal voice.’



As discussed in Chapter 1, it is somewhat surprising that despite the growing recognition that school subjects have specialized literacy requirements and that teachers need to go beyond telling students to ‘be coherent’, ‘take a stance’, etc., few academics have made the language of history an object of their research. Indeed, many maintain that far from possessing a specialized language, ‘history is a subject closely related to human experience . . . the least “mysterious” of school disciplines’ (ILEA History and Social Sciences Inspectorate, 1994, p.187). In this book, I hope that I have proved that, to the contrary, historical discourse draws on language in quite distinct ways. I have shown that, at different points in the curriculum, students have to read and produce different types of text each with their own particular lexicogrammatical patterns and each with their own challenges. Most importantly, I have shown that learning to manage the resources of time and cause-andeffect, as well as developing the ability to unpick and construct a particular perspective on the past, are not skills that would be easily and naturally acquired in everyday interaction.



168



HISTORICAL DISCOURSE



Table 8.1 summarizes (successful) students’ progression through secondary school, from a linguistic perspective. It shows how they need to extend their repertoire of history genres and lexicogrammatical resources in line with history curricula objectives and shifts in ﬁeld, tenor and mode. It highlights that success in history requires an increasingly sophisticated control of specialized lexis and abstract language (particularly in relation to time and cause-and-effect), together with an expanding palette of interpersonal strategies or ‘voices’.



Table 8.1 The changing patterns of genre, register and lexicogrammar in school history
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Key issues in history: a language-based view Throughout this book, I have argued that it is educationally useful for both teachers and students to make the changing patterns of genre, register and lexicogrammar an object of study. This argument is based on the premise that explicit, shared knowledge about how language works in history enables teachers to focus students’ attention on both form and function, and that this helps them to analyse critically historical discourse as well as independently construct their own meanings. The following paragraphs highlight the key issues relating to language use that I believe are focal points for teachers and/or students (and indeed, more broadly, history examiners, policymakers and textbook writers). Different purposes, different genres Students need to structure their writing according to whether they wish to record past events, explain why they occurred or argue over competing interpretations. These structures can be analysed and ‘pinned down’ in ways that can help students in relation to both the texts they are required to read, and their own writing for assessment. The language of time, cause-and-effect and evaluation There are different language resources for expressing or ‘realizing’ meanings that are at the heart of historical discourse: namely time, cause-andeffect and judgement. The concepts of time and cause-and-effect and the whole area of perspective and evaluation (tying into issues of subjectivity/ objectivity) are ones that cause problems for many students. A languagebased approach to teaching and learning, which makes explicit how these areas of meaning function and are linguistically realized, can help to solve these problems. The wording of assessment tasks and exam questions Unless a writing task/exam question is formulated in clear, unambiguous terms and/or supported with supplementary guidance and support, students may produce a genre that is not the ‘target’ genre expected by a teacher (e.g. they may produce a recount rather than an explanation). Instructions and assessment goals therefore need to be explicit and/or students need to be aware that different genres are given greater weight and value in different contexts. In senior secondary schooling, for example, it is likely that examiners/teachers would award higher marks to an argument rather than an explanation or recount genre in answer to the following question: The Athenian Agora was very much a focus of religious life in the city. Discuss. Equally importantly, teachers and examiners need to be consistent in their use of question words such as discuss, explain, assess.
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Non-traditional writing tasks Current trends in teaching history require students to compose ﬁctional diary entries, letters and dialogues, among other writing tasks (see Chapter 1). Field, tenor and mode variables in such texts require students to use language in ways that are different from the language of historical writing that we have explored in this book. A question to pose therefore is: to what extent might students beneﬁt from practising these uses of language as opposed to those more typical of historical discourse? What balance should there be between more and less traditional types of writing? The genres and language of textbooks Just as there are differences in language use in primary sources, there are important differences in the language and genres produced by textbook writers and the kind of language expected of students. I focused on this speciﬁcally in relation to the argument genres where I made the point that they are surprisingly infrequent in textbooks and that, as a result, students have few models of effective argumentative historical discourse. In addition, I commented on the fact that contemporary textbook writers tend to separate primary from secondary sources rather than weave them into their argument as evidence (as historians do). The question here is how students learn to produce discourse that they have little exposure to, or examples of. Progression across the years There is a trajectory from the early to later years of secondary schooling whereby (successful) students move from recording the past in the earlier years to arguing about it in the later years. Not only does this reﬂect overall progression in history curricula goals but it also reﬂects progression in linguistic skills: each genre, to some extent, assumes competency in the previous one. Thus explanation genres assume and subsume the ability to sequence historical events in the manner of the recording genres, while argument genres assume the ability to abstract and reason about historical events in the manner of the explaining genres. In the arguing genres, the resources of abstracting and reasoning are reconﬁgured in order to persuade. As I have stated in previous chapters, this phenomenon indicates that students would most likely ﬁnd it easier to construct explanation texts if they already have an understanding of historical sequence. It also indicates that students are more likely to produce successful argument texts if they have had sufﬁcient practice writing the range of genres across each of the school years. Historical accounts, for example, are rarely set as writing tasks, and a current trend in the UK is to not set extended writing tasks in Years 10 and 11 (one reason for this being that the current history GCSE does not require extended writing to the same extent as it used to, and teaching tends to be focused on the exact requirements of exams). Clearly this is of concern if
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students are to continue history into the later years of schooling where, at AS and A2 level, extended argument essays are highly valued. In sum, I hope that by making visible the key linguistic resources for making historical meaning, I have laid the ground for literacy interventions that a) give students access to the language of history in a systematic way; and b) allow students to reﬂect critically on the nature of historical discourse and meaning making, rather than to be unreﬂectingly co-opted into its ideological assumptions. Given that current models of subject teaching generally focus on content or skills and often marginalize the role of language and literacy (making assumptions that students will be able to move of their own accord from ‘recording’ to ‘arguing’ about the past), I would now like to turn to an alternative model for teaching history. This language-based model can, I believe, productively integrate the teaching, learning and assessment of historical discourse with the teaching, learning and assessment of historical knowledge and understanding (see Cofﬁn, 2006, for further discussion). Teaching and learning history: a language-based model In this section, I present a language-based approach to teaching history that was trialled during the Australian-based Write it Right project (see Preface and Chapter 5). The approach is underpinned by the view that it is not sufﬁcient to immerse students in the subject area or simply provide opportunities for reading and writing or rely on English teachers to provide help in subject-speciﬁc literacy. Rather, it advocates a collaborative process in which linguists/literacy consultants and history teachers jointly develop and implement classroom materials that are designed to develop students’ reading and writing skills at the same time as expanding their historical knowledge and understanding. It was trialled in the 1990s in disadvantaged schools where literacy levels were particularly low and where it was viewed that pedagogic interventions that provided access to powerful linguistic resources would help to address issues of social inequality (see Veel, forthcoming, 2006). The strategies developed, however, have a much wider application, particularly given that even at university level, many students have problems with academic writing (Cofﬁn et al., 2003, Lillis, 2001). Linguists and history teachers: a collaborative approach to teaching history In order to adapt the ﬁndings of discourse analysis for use in the history (or, indeed, any other subject-speciﬁc) classroom and in order to develop effective strategies for bringing to students’ consciousness the way in which history writing is linguistically structured and shaped, experience gained during the Write it Right project showed the importance of collaboration between educational linguists, literacy consultants and history teachers. On that project, I
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provided intensive professional development sessions (a total of six days) for 17 history teachers. These sessions gave teachers an opportunity to explore the role of language in constructing historical meaning – at both text and grammatical levels – from Year 7 to Year 10. The sessions also provided a forum for combining their expertise as subject specialists and my expertise as an educational linguist/literacy consultant in order to make collaborative decisions regarding the integration of the teaching of history genres across the history curriculum for Years 7–10. Participants were given time to reach an understanding of how history can be examined from the perspective of linguistic analysis and to see its educational potential. In approximately half of the sessions, I spent time introducing history teachers to relevant aspects of functional theory and shared my preliminary ﬁndings of the analysis of historical discourse that I had undertaken (of both textbooks and student writing). In the remaining time, teachers collectively designed and developed units of work and classroom materials that had explicit learning outcomes relating to reading and writing development as well as to the history curriculum. The aim was to ensure that students would be given practice in reading and writing the entire range of key history genres so that in Years 7 and 8 they would became competent in writing recording genres, whereas in Years 9 and 10 they would develop control of the explaining genres, thus placing them in a position to draw on the language resources of these genres in order to construct more complex argument genres. Decisions were made as to which areas of historical investigation would best lend themselves to working with a particular genre and how to adapt linguistic terms to be ‘student friendly’. The materials were then trialled as part of a cooperative process, with the teachers and me (as educational linguist/literacy consultant) teaching alongside each other. The support of a specialist in linguistics and literacy proved particularly important in helping the teachers come to terms with the grammatical level (rather than remain at the genre level) and to feel supported in their pedagogic innovation. The overall pedagogic framework informing the implementation is elaborated below. The Teaching–Learning cycle as a pedagogic strategy The overall pedagogic strategy used in the intervention is designed to encourage conscious reﬂection on how language functions to create historical meaning. Referred to as the Teaching–Learning cycle, it is largely an extension of a model developed by Callaghan and Rothery (1988) for teaching literacy in primary schools. It is informed by the work of Vygotsky (1934/ 1978) and Bruner (1968, 1986), as well as being inﬂuenced by research in child-language studies (e.g. Halliday, 1975; Painter, 1999). Fundamentally, it is underpinned by sociocultural approaches to knowledge and learning, and emphasizes the way in which thought, reasoning and text can be dialogically constructed (see, for example, Mercer et al., 1999). Teachers use guidance and scaffolding techniques to enable students to take on, and participate in,
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Figure 8.1 WIR Teaching–Learning cycle (from Cofﬁn et al., 1996, p. vii) new forms of discourse. These techniques resemble the roles documented in Halliday and Painter’s research whereby adult caretakers assist the language development of pre-school children. An important premise of the Teaching–Learning cycle is that it aims to teach control of, and critical orientation towards, both historical discourse and historical content. Thus, in the initial phase of the cycle – referred to as the deconstruction phase – students are introduced to model texts representing the target genre (such as a historical recount). Signiﬁcantly, these model texts also serve to build historical knowledge relevant to the unit of work. In this way, the focus on language and writing is not seen as an ‘add on’, and therefore a distraction to historical content. Through a range of activities and teacher input there is analysis of and critical reﬂection on the texts. Typically, questions are posed in relation to the purpose of the target genre and the kinds of historical meanings it can build as well as constrain. In addition, the use and rhetorical effect of grammar and lexis may be explored by students, as in the sample activity below, which focuses on nominalization. The activity, which was developed as part of the intervention reported on here, is taken from a unit of work on early British and Aboriginal contact:
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Sample Activity: Changing Actions to Things When writing about history, action words often become things or events. e.g. The European settlers arrived in 1788. Two years after their arrival, conﬂict between blacks and whites began. Change each underlined action word to complete the next sentence. destroyed the 1. In 1788 the Europeans invaded the Aborigines’ land. This Aboriginal way of life. 2. The Aborigines resisted the Europeans. The black lasted until 1816. 3. In 1794 the Eora people attacked the settlement of Brickﬁeld. During this 36 British and fourteen Eora were killed.



In the joint construction phase of the Teaching–Learning cycle, students continue to build up historical knowledge (concerning the topic under study) through various (ﬁeld building) reading and research activities. The information is then used to construct a written text representing the target genre. The shaping, organizing and constructing of the text is jointly negotiated between the teacher and students and publicly written up (ideally using an overhead projector, interactive whiteboard or computer) and by this point, due to the work done in the deconstruction phase, both teacher and students have a shared language for talking about the genre’s staging and key language features. In this phase the teacher takes, at times, a lead role – he/ she both guides and scaffolds the students by, for example, rewording the students’ contributions. The independent construction phase of the Teaching–Learning cycle involves information-gathering by students that they then rework into the target genre. This may be done individually or in small groups. We have already seen an example (in Chapter 5) of the type of text that can be produced in this phase. In that text, Virginia’s ﬁnal draft of her autobiographical recount (Text 5.7, My Life by Virginia A), it was clear that Virginia had a much better understanding of how to draw on the framing function of setting and segmenting resources in order to organize events in her life. Assessing history writing in the Teaching–Learning cycle Clearly, assessing students’ success in achieving control over the different history genres is an important aspect of any literacy intervention programme. It can help make explicit students’ progress in writing and reading in tandem with their developing ﬁeld knowledge and skills. Charts such as that exempliﬁed in Figure 8.2, for example, can be given to students and discussed prior to a writing task so that they have a clear sense of what is expected. As a form of assessment, charts such as that shown in Figure 8.2 are also useful in helping to systematize teachers’ responses to students’ use of language that might otherwise be insufﬁciently transparent for students to beneﬁt from. For example, if we return to the various teacher comments on
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Figure 8.2 History assessment criteria sheet: biographical recount student work such as those with which I began the chapter, it is clear that for many students these would (on their own) be difﬁcult to interpret and learn from: After the second paragraph you lose the plot. You show some logical development but your essay is incomplete. There isn’t much to this, there is no thesis, it’s just opinion. Your essay doesn’t quite ﬂow. You have relied more on opinion than sound argument.
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Your conclusion is simply an opinion. This would make a good English essay. This reads like a harangue rather than an essay. You use emotive language to give your opinion. This is not required for this question. You must analyse the question before writing. You have used the source material but while you describe it you have not properly incorporated it into your argument.



To sum up, based on the trial interventions conducted as part of the WIR project, applying linguistic ﬁndings to the history classroom appears to be a worthwhile exercise. It seems that history teachers are receptive to exploring the disciplinary role of language and recognizing the usefulness of explicitly teaching students how to construct the range of key history genres. The focus on text and language is not, it appears, incompatible with teaching historical content. Rather the two dimensions of subject learning and writing development can be productively integrated (see also Schleppegrell, 2005; Schleppegrell and Achugar, 2003; Schleppegrell et al., 2004 for similar collaborative work being conducted in the USA under the auspices of the California History–Social Science Project). I should point out that one signiﬁcant ﬁnding emerging from the intervention is that the exchange of subject and linguistic expertise proved to be a crucial element. The particular model of partnership in terms of collaborative syllabus and materials design and in-class team teaching is undoubtedly a rather ‘extravagant’ model and might not be practical in all educational contexts. Nevertheless, if curriculum innovations are to be successful and professional development to have long-term impact in changing teachers’ attitudes and classroom behaviour it may well be necessary. Concluding comment This book has drawn on the tools of SFL to contribute to an understanding of some of the ways in which the discourse of history shapes how we think about and represent the past. In particular, it has taken the view that such an understanding is potentially of high value to educators. It has argued that, if the linguistic dimension of history was incorporated into the teaching and learning practices of secondary schooling, students would more easily develop the discursive means to be successful writers and therefore successful students of history. Not only that, they would develop the discursive means to challenge ‘naturalized’ world views and produce alternative ones. Rather than students simply reproducing unreﬂectively a version of the past, even when incompatible with their own values and beliefs, such an approach could, I believe, develop thinking citizens who see their task . . . not to master ‘the past’, but rigorously to lay bare the prejudices, ideological predilections and normative assumptions which a particular version of ‘the past’ articulates or implies. (Mitten and Wodak, 1997, p. 14)



Appendix



The following graphs (Figures 1–17) quantify the frequency of lexicogrammatical resources realizing time, cause-and-effect and appraisal for each genre family. The vertical axis shows the average frequency per 500 words. In the case of the recording genres, the averages for each of the subgenres (AR, BR, HR and HA) are also shown (in relation to time, causation and affect) because it emerged that within this group there are a number of key shifts in the deployment of resources. The graphs provide empirical evidence of the different choices in semantic category and lexicogrammatical realization that students typically make at different points in the curriculum. That is, although the ﬁndings are based on an anaylsis of a relatively small corpus of 38 history texts (see Preface), these were selected as representative of a much larger corpus of 1000 authentic texts comprising the main types of writing required by the history curriculum. Key to abbreviations used in graphs: AR = autobiographical recount BR = biographical recount HR = historical recount HA = historical account Exp = explaining genres Arg = arguing genres Sim = simultaneous Suc = successive
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Quantitative ﬁndings: Time



Figure 1 Sequencing time



Figure 2 Segmenting time
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Figure 3 Setting in time



Figure 4 Duration in time
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Figure 5 Phasing time



Figure 6 Organizing through time
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Quantitative ﬁndings: Cause-and-effect



Figure 7 Enabling relations



Figure 8 Determining relations
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Figure 9 Abstract causation



Figure 10 Appraising causation



APPENDIX



Quantitative ﬁndings: appraisal



Figure 11 Deducing historical signiﬁcance



Figure 12 Affect



183



184



Figure 13 Social valuation



Figure 14 Social esteem
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Figure 15 Social sanction



Figure 16 Judgement
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Figure 17 Extravocalize
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Abstract participant a type of Participant that refers not to a visible, concrete entity but to a concept (e.g. force) or process (e.g. colonization). Actor in a material process, the Actor is the Participant that carries out the action: The Eora people fought the English, many aborigines resisted. Adjudicator see Voice theory. Affect a sub-system of appraisal concerned with the emotional effect of an event: I was scared very scared. Affectual lexis vocabulary that expresses emotion: I had a terrible experience. Appraisal assessment or evaluation, including affect, judgement, appreciation: social valuation, engagement: extravocalize, and graduation. Attitude Within appraisal, attitude includes affect, judgement and appreciation. Attitudinal lexis vocabulary that carries evaluation: they were treated unfairly. Circumstance a phrase used in a clause to give additional information about events. Typically, Circumstances tell us how long/how far, when/where, how, what with, with whom an event takes place: The KKK was banned in 1872 (when); they were given separate places in hospitals (where). Classiﬁer an element of the nominal group that indicates the class or category of the head word. It answers the question ‘What type is it?’: soviet planes, a military alliance. Clause the basic ‘package’ used to construct meaningful communication in language. From an experiential perspective, clauses consist minimally of a Process and a Participant but may also include Circumstances and additional Participants: In the evacuation (Circ.) the British (Part.) left (Pr.) behind (Circ.) most of their heavy military equipment (Part.). Clauses should also be considered from an interpersonal and textual perspective. Command the speech act of asking for goods or services, associated with the imperative mood: now share your ideas with the rest of the class. Common-sense (or ‘everyday’ knowledge) ways of viewing and acting on the world that are developed through the everyday experience of life. The term derives from Bernstein’s (1975) term ‘common-sense knowledge’. Congruent a grammatical form is congruent when it encodes experience in the most natural way, with nouns for Participants, verbs for Processes, adverbs and prepositional phrases for Circumstances, and conjunctions
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for relations between Processes: the slaves (Part: noun) had to work (Pr.: verb) under the blazing sun (Circ.: prep. Phrase) and (conj.) were often ﬂogged (Pr.: verb). Conjunction connects clauses, phrases or words in terms of causal, temporal relations, etc. (e.g. because, after). Conjunctive Adjunct constructs links (which are cohesive rather than structural) between different sentences or larger parts of a text: In joining the League of Nations, therefore, Germany gave people the hope that she would not start another war. (see internal and external conjunctive adjunct). Connector (non-SFL) general term for words that link different elements of a text. Context of Situation the immediate situational variables (ﬁeld, tenor and mode) that inﬂuence the lexicogrammatical choices in a text. Contexture of Culture the sum of all the meanings it is possible to mean in a culture. Declarative a clause with subject–verb order, typically used to make statements: The slaves had to work long hours. Deictic a word that points to the situation in which the speaker is speaking, e.g. this, those, here. In a nominal group, the determiner has a deictic function. Dependent clause See hypotactic clause. Determiner a determiner speciﬁes the kind of reference a noun has (e.g. speciﬁc, generic, close, negative): the soldier, the trenches, these trenches, no time. Discourse (in this book) a stretch of language longer than a single sentence or utterance that both shapes and is shaped by its social and cultural context (see discourse domain). Discourse analysis a cover term for any form of analysis of communication. In this book, the tools of systemic functional linguistics are used to conduct the analysis. Discourse domain a way of writing or speaking that has distinct patterns of language in relation to overarching cultural, institutional or disciplinary purposes, e.g. history, law, school. Discourse semantics lexicogrammatical resources, such as reference, theme and conjunction, which work to link together separate clauses and/or parts of a text into meaningful, cohesive texts. Educational (or ‘uncommon-sense’ knowledge) ways of viewing and acting on the world that are not developed through everyday experience. There are myriad types of educational knowledge, of which schooling teaches just a few. The term derives from Bernstein’s (1975) term ‘uncommonsense knowledge’. Emoter see Voice theory. Engagement comprises resources such as extravocalize for engaging with and negotiating diversity (see appraisal) Epithet an Epithet (or Describer) is an element of the noun group that describes some attribute or quality of the head word. It answers the ques-
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tion ‘What like?’: Gandhi was a devout Hindu; their food was served in large tubs. Experiential the ideational metafunction comprises experiential and logical meanings. Experiential meanings encode objects and events in the world i.e. Participants, Processes, Circumstances. The term distinguishes this area of meaning from logical, interpersonal and textual meaning. External Conjunctive Adjuncts conjunctive Adjuncts link representations of real world events (eg. by time): ﬁrst there was the Amritsar Massacre, later, Gandhi led a peaceful campaign called the Salt March.(see internal conjunctive Adjuncts). Extravocalize the attribution of views and judgements to voices other than those of the writer, either by quoting or reporting: One of Roosevelt’s advisors at the time said, ‘During the whole Hundred Days Congress, people didn’t know what was going on . . .’ (quoting). Field an aspect of the context of situation concerned with the ‘topic’ or what is going on in a situation. Generic participant a participant that refers to all members of a class (e.g. kings, guns) rather than to unique participants (e.g. a king, my gun). Generic stage a functional stage within a genre (e.g. Record of Events within a historical recount) that has a distinct pattern in lexicogrammatical choices. Genre a kind of text, deﬁned in terms of its social purpose and staging. Goal in a material process, the Goal is the Participant towards which the action is directed: The Eora people fought the English, he was baptized by the missionaries. Graduation comprises a set of resources for grading evaluations – ‘turning the volume up or down’: I was scared, very scared. Grammatical metaphor this occurs when a grammatical form is not congruent with the world of experience, for example, when a Process and Circumstance are represented by a nominal group rather than a verb and adverb: They paused brieﬂy → a brief pause. Heterogloss a writer (or speaker) adopts a stance that explicitly acknowledges a diversity of world views. Hortatory (texts) argument texts that persuade the reader/listener to act (as opposed to think) in a particular way. Hyper-theme one or more clauses that occur in initial position in a paragraph (or section of text) that function to tell the reader/listener how the paragraph will be structured. The term ‘topic sentence’ is used with a similar meaning. Hypotactic (or dependent) clause a clause that does not make meaning on its own, and is joined to another clause in a sentence. Hypotactic clauses are used to construct relationships of time, cause and consequence: When Hitler became leader of Germany, he began to act on his promises. Ideational the ideational metafunction encompasses experiential meaning, that is, meanings that represent the world of experience and logical meaning, that is, expressions of logical relations.
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Imperative mood a type of clause used to indicate that a command is being given: Tell me the answer. Imperative clauses place the verb (tell) in ﬁrst position. Internal conjunctive adjuncts conjunctive Adjuncts order the steps in an argument (e.g. by construing internal time): the ﬁrst main factor was the role of industry, secondly, changes in population also played an important part. In conclusion . . . (see external conjunctive Adjuncts). Interpersonal the area of grammar that represents social relations in language. The term distinguishes this area from experiential, logical and textual meaning. Interpreter see Voice theory. Interrogative a clause where the auxiliary verb comes before the subject, typically used for questions: Did they take the wrong turn? Is the battery running out? Judgement appraises human behaviour by reference to a set of institutionalized norms (or ethical framework): It was Lenin’s commitment, shrewdness and willingness to take risks . . . Lexical density the ratio of lexical and grammatical items in an utterance or text as a measure of how much information is packed into a text. Lexicogrammar the lexical and grammatical resources in a language from which speakers and writers can create meaning. Lexis a technical term for vocabulary. Logical the ideational metafunction comprises experiential and logical meanings. While experiential meanings encode experiences, logical meanings show the relationships between them. The term distinguishes this area of meaning from experiential, interpersonal and textual meaning. Logical connector (see connector) Macro-theme a sentence or group of sentences at the beginning of a text that function to tell the reader/listener what is going to be said in the remainder of the text. Material process a type of Process that represents a physical activity or goingon in the world. Material Processes represent either how one Participant affects another (Stalin attacked the army), what a Participant does (The bomb exploded) or how something is brought into existence (A solution ﬁnally emerged). Mental process a Process that represents some kind of mental activity. Mental Processes represent either perception: all they saw was the Tsar and his family living in luxury; cognition: Others, such as revolutionary socialists, thought the war was unjust; or affect: I liked my tutors, lecturers and other students very much. Metafunction in SFL language is seen to have three main functions, referred to as the interpersonal, ideational (comprising experiential and logical components) and textual metafunctions. Modal Adjuncts clausal elements that add interpersonal meaning to the clause: usually, evidently, generally, understandably.
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Modal ﬁnites are part of a verbal group and realise a low, median or high degree of modality, either in terms of degrees of certainty (How sure am I about it?): It could be argued that an important reason for the growth of the British Empire was the adventurous spirit of the British; or in terms of degrees of obligation (Do I have to do it?): did the Romans have to invade? Modality the resources in language that represent shades of opinion between a categorical ‘It is/it isn’t’: Hitler might have won, Hitler probably would have won. Mode an aspect of the context of situation concerned with the ‘channel of communication’. Speech and writing are the two most basic channels of communication, although mode is more complex than this (e.g. political speeches written in order to be spoken, use of diagrams and language in a textbook, etc.). Monogloss a writer (or speaker) takes up a position whereby their audience is construed as sharing the same, single world view. Mood Adjunct expresses the perspective of the speaker concerning the timing or duration of the activity (e.g. yet, still, already, once, soon, just). Nominal (or noun) group a group of words that represents a person, place or thing in language. Nominal groups may be used to represent Participants: The leader of the Luddites was called Ned Ludd; or, in combination with a preposition, as part of a Circumstance: after 1815 there were too many agricultural labourers because of the end of the Napoleonic Wars. Nominalization the process of turning a conjunction, verb or attribute into a noun (‘because’ becomes ‘cause’, ‘react’ becomes ‘reaction’, ‘long’ becomes ‘length’). Noun group see Nominal group. Numerative an element of the noun group that indicates some numerical feature of the head word, such as number, quantity or order: several soldiers, 2000 people, the last factor. Ordinatives ordering Numeratives specify an exact place in order (ﬁrst) or an inexact place (subsequent). Orientation this element orients a reader/listener more precisely to a particular aspect of a Thing: the onset of the ﬁrst world war; the end of the battle; the impact of war. Paradigmatic paradigmatic relations operate between one linguistic option and the other elements that could replace it, as in: fence tree The roof was damaged in the air raid shed aerial See also Syntagmatic. Paratactic clause is where clauses in a clause complex are of equal status: Only 12 invaders survived and they hid in the Sierra Maestra as guerrillas. Participant part of a clause that represents a person, place or thing
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involved in a Process: the Weimar governments to some extent solved the problems. Passive voice in the passive voice, the entity affected by the action occurs before the verb as the subject, and the agent is either omitted, or occurs in a by-phrase: Thirty six British and fourteen Eora were killed (by each other) during this attack. Phasal processes phase the different stages of an event: It was not until in the 1960s that Aborigines started to get some rights. Phenomenon in a mental Process, the Phenomenon (or experience) is the thing that is being sensed, felt or otherwise experienced: I liked my tutors, lecturers and other students very much; the proletariat members saw the need for Batista’s overthrow. Post-modiﬁer See Qualiﬁer. Probabilize Within the appraisal framework, modal resources, are referred to as probabilize: The main causes of the Second World War were probably, in the long term, a build up of tensions between countries. Process part of a clause that represents an event or relationship between Participants. The main types of Processes are material, mental, verbal and relational. Projected clause refers to the dependent clause that gives the report or quotation: Mao once stated that propaganda should be ‘from the masses, to the masses’. Projecting clause the main clause that introduces the report or quotation: Mao once stated that propaganda should be ‘from the masses, to the masses’. Projection involves reporting or quoting what people have said or thought. Pronouns words that stand for nouns and/or nominal groups in a text: me, you, he, she, it, etc. Qualiﬁer is any element in the noun group that follows the head word: Civil rights leaders organized a campaign of marches and sit-ins. The actions of Bull Connor shocked many Americans. Also known as a postmodiﬁer. Question tag a reduced interrogative clause added to the end of a declarative clause to seek conﬁrmation or agreement: it was invasion, not settlement, wasn’t it? Quoting a direct way of expressing what people have said or thought: ‘The peasants will rise like a mighty storm’, proclaimed Mao. Also known as direct speech (see Reporting). Rank scale the rank scale (or rank system) is a hierarchy of the constituents of grammar: morphemes combine to form words, words combine to form phrases and phrases combine to form clauses. Recorder See Voice theory Reference the linking together of a text through the use of pronouns and determiners to ‘point’ to preceding or following text. Reference is the resource for introducing and keeping track of participants in texts: Because the Underground Railroad was a secret organization there is very little evidence about it. However, it probably helped about 50, 000 slaves to escape to freedom.
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Register the collective name for the three facets of Context of Situation – ﬁeld, tenor and mode. Relational process a process that construes the different ways of being and having, and relate Participants to each other. There are relational Processes that relate a quality or characteristic with another entity: Germany was powerful; ones that identify: Nicholas II was the Tsar at the time; and ones that show possession: The queen had many admirers. Reporting an indirect way of expressing what people have said or thought: Mao proclaimed that the peasants would rise up. Also known as indirect speech (see Quoting). Rheme that part of a clause that is not the Theme: The dysfunctions within Cuban society were immense in Batista’s rule. Sayer in a verbal process, the Sayer is the Participant responsible for the verbal process: Mao himself had told the Guards that ‘they had let him down’; W.C. Wentworth said in 1851 that gold had opened a new era. Semiotics the study of all aspects of communication through signs and signal systems. Writing and speech are semiotic systems, as are visuals and gestures. Senser in a mental process, the Senser (or Experiencer) is the Participant (normally human) that undergoes the sensory or cognitive experience expressed by a verb: I liked my tutors, lecturers and other students very much; the proletariat members saw the need for Batista’s overthrow. Social valuation the assessment of processes and products such as time and cause-and-effect: It is a signiﬁcant period in Australian history. Stage an indentiﬁable part of a genre that serves a distinct function such as the ‘Deduction’ in a historical recount. Stratiﬁcation in SFL, a distinction is made between strata or planes of content and expression. Syntagmatic syntagmatic relations or ‘orderings’ operate across a stretch of language, between one linguistic element and the elements on either side, as in: The + roof + was damaged + in + the + air + raid. (See Paradigmatic). Temporal conjunction conjunctions for linking clauses together in relationships of sequence (then, after, ﬁnally) or simultaneity (while, at the same time, throughout). Tenor an aspect of language concerned with the relationship between users of language in a particular social context. Tenor deals with relations of status, frequency/reciprocity of contact and degree of solidarity and alignment between language users. Tense the representation of time in Processes. In English, the main tenses are past, present and future. There are many sub-types of these tenses. Text A stretch of language, spoken or written. Textual the area of grammar that represents the way information is ordered and presented in clauses. Textual meaning includes systems of theme and reference. The term distinguishes this area from experiential meaning and interpersonal meaning.
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Theme the ﬁrst position in a clause that functions as the departure point or ‘frame’ for the remainder of the clause: The dysfunctions within Cuban society were immense in Batista’s rule. Thing the noun or pronoun that forms the semantic core of the nominal group. Also known as the head of the noun group: the leader of the Swing Rioters; the ﬁrst riots. Token of appraisal within the appraisal framework, ‘token’ accounts for the way in which evaluative meaning may be expressed indirectly: When the Europeans arrived in 1788 they occupied sacred land and destroyed Eora hunting and ﬁshing grounds. (t -ve judgement) Verbal process a Process that represents some kind of verbal activity: W.C. Wentworth said in 1851 that gold had opened a new era. Voice theory a means of capturing the conventionalized clusterings of appraisal resources. In history the main voices are termed Emoter, Recorder, Interpreter and Adjudicator.
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