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Abstract 

The broad aim of this thesis is to investigate the development of the English 

conversation of two, pre-school children, who are learning English as a foreign 

language in the home context, by focusing on their language skills and their learning 

processes. 

In order to do this, there are two major aims: first, to describe the development of the 

children's English conversational language skills over a four year period, by focusing 

on their construction of five genres of casual conversation. And second, to describe 

the key learning processes involved in the development of the children's English 

conversational skills, in particular focusing on the role of the scaffolding process. 

The procedure involves the analysis of spoken data collected from the two children. 

The data is arranged according to genre. Data from the modeling and joint negotiation 

stages of the pedagogical cycle focuses on the role of the scaffolding process in the 

children 's learning. Data from these two phases has been analyzed within the 

theoretical framework of sociocultural learning theory, arguing that this framework 

provides a description of the scaffolding process, which is fundamental to learning. 

Data from this phase is analyzed for mediation, contingency, the scaffolding steps, 

and the father's role as the teacher in the ZPD. However, data from the independent 

construction phase focuses on the language skills the children have independently 

produced, when the scaffolding has been removed. Language in this phase has been 

described and analyzed within the theoretical framework of systemic functional 

linguistics, arguing that this framework provides a systematic description of the 

children's conversational language. Data from this phase is analyzed for generic 

structure, mood and appraisal. 

The data set has been collected at random over a four year period. This focuses on the 

father's explicit teaching of five genres of casual conversation to his two daughters. 

The data set has been taken from the periods of explicit teaching, which occurs at set 

times of the day, mainly during 'dinner time talk ', 'bed time talk' , and 'before school 

study time '. 
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In order to investigate the two aims of the thesis, the research questions focus on two 

main areas - questions related to the development of language skills, and questions 

related to the learning process. The four research questions related to the development 

of language skills are: 

• 

• 

• 

What is the extent to which the children can independently construct texts 

with appropriate generic structure? 

What is the extent to which the children can structure their texts to reflect 

their speaking purposes? 

What is the extent to which the children can give and exchange 

information appropriately within the five genres, using the interpersonal 

resources of mood? 

• What is the extent to which the children can express attitudes and take a 

stance by using the interpersonal resources of appraisal? 

The four research questions related to the learning process are: 

• What is the role of scaffolding in the children's learning? 

• 
• 

• 

What is the role of mediation in the children's learning? 

What is the role of contingency in the children's learning? 

What ]s the role of the teacher in the children's learning? 

The results of the study are based on the data findings in chapters 4, 5, and 6. Each 

text is analyzed and the findings are interpreted. Conclusions are then presented for 

each genre, and discussed in relation to the children's language skills and learning 

processes. The main conclusions of the thesis, incorporating all five genres, are 

presented in the final chapter. 

The significance of the thesis is discussed in terms of its implications for the fields of 

linguistics, second and foreign language education, and bilingualism. In terms of 

linguistics, it is argued that the thesis contributes to the descriptions and theorizing of 

casual conversation; for second and foreign language education, it illustrates the need 

for pedagogy to be based on functional and explicit theories of language and learning; 

and for bilingualism, it focuses on the importance of models in the development of 

identity. 
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It is argued that the thesis makes a multidisciplinary contribution to each of these 

three academic fields . Also, by adopting an integrated theoretical stance to the data 

analysis, the thesis highlights the importance of providing different but 

complementary insights into the discourses of foreign language learning. These 

contributions reflect the significance of the thesis, which aims to merge language 

theory with learning pedagogy, relevant to children learning conversational English in 

a foreign language context. 
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Chapter 1 

Introduction to the thesis 
The oral communicative moment is embedded in a set of cul tural conventions and 

attitudes about what is appropriate to say and how this should be expressed . .. At the 

same time, different societies display differing aesthetics in relation to the act of 

speaking and to verbal art in particular. The choice of ways of speaking is bounded by 

norms of expectation between people about what are the appropriate ways of pursuing 

particular purposes, and misjudgments can have disastrous consequences (Furniss 

2004:70). 

1.1: Purpose of the research 
The purpose of the research is to investigate the development of conversational skills 

of two, pre-school children, who are learning English as a foreign language in the 

home context. The study focuses on the children's development of conversational 

English, as well as the key processes involved in their learning, over a four year 

period. 

In this study, the children are learning English at home, not at school. However, the 

teaching context is regarded as a semi-formal one, involving planned aims and 

pedagogical approach. The father's role is to teach the children conversational 

English, in the foreign language context of Japan. Japanese is the children's mother 

tongue. The father is using a genre-based approach during certain periods of the day 

to explicitly teach his daughters five genres of casual conversation, in order to 

develop their skills of conversational English. The explicit teaching mainly occurs 

during 'dinner time talk' and 'bed time talk' . Most of the data set to be analyzed in 

this thesis comes from data extracted during these set times. 

Therefore, the thesis has two major aims. The first is to describe the development of 

the children's English conversational skills, by focusing on their independent 

construction of five genres of casual conversation. This has been done within the 

theoretical framework of systemic functional linguistics (Halliday 1985b, 1994, 2004; 

Halliday & Hasan 1985, 1989, 1991). It is argued that, by analyzing data that has been 



independently produced by the children within this theoretical framework, a 

systematic and effective description of their conversational English can be obtained. 

The analysis focuses on five genres of spoken English, which are common in every 

day, casual conversation (Plum 1988, 1993; Slade, 1996; Eggins & Slade 1997, 2004; 

Thornbury & Slade, 2006), and are therefore considered to be important in the 

development of conversational skills. 

The second major aim is to describe the key learning processes involved in the 

development of the children's English conversational skills. This has been done 

within the theoretical framework of sociocultural learning theory (Vygotsky, 1978; 

Lantolf, 2000; Lantolf & Thome, 2006). In particular, this analysis focuses on the role 

of the scaffolding process (Wood, Bruner & Ross, 1976; Bruner, 1986; Gibbons, 

2002) and explicit teaching (Vygotsky, 1978; Gibbons! 999; 2006). It is argued that 

analyzing data within the framework of sociocultural learning theory sheds light on 

the role of the scaffolding process, which is considered fundamental to the children's 

learning. In this thesis, the English learning takes place in the home context, and the 

chief responsibility for the 'teaching' of English to the children lies with the father, in 

his dual role of parent and language teacher. 

In order to examine these aims, eight research questions have been fo1mulated. These 

have been designed to address issues dealing with the development of language skills, 

and issues dealing with the learning process. The questions have been grouped into 

these two areas in order to provide a clearer focus on what is regarded as the main 

issues of the thesis. 

The four research questions related to the development of language skills are as 

follows: 

• What is the extent to which the children can independently construct texts 

with appropriate generic structure? 

• 

• 

What is the extent to which the children can structure their texts to reflect 

their speaking purposes? 

What is the extent to which the children can give and exchange 

information appropriately within the five genres, using the interpersonal 

resources of mood? 
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• What is the extent to which the children can express attitudes and take a 

stance by using the interpersonal resources of appraisal? 

Data relating to the children's language skills has been analyzed within the theoretical 

framework of a systemic functional linguistic (SFL) model of language. The term 

'language skills' in this thesis refers to language that has been independently 

produced by the children, when the scaffolding has been removed. It is argued that 

SFL provides a systematic description of conversational English. As Carter (2007a, 

2007b) points out, spoken language still remains largely under-described and under-

theorized in linguistics. Consequently, teachers of English have lacked adequate 

models upon which to base their teaching practices. It is argued in this thesis that this 

is particularly the case in second and foreign language education, where the teaching 

of spoken English often seems to be neglected (Gibbons 1999; 2006). One of the 

goals of this research is to address this issue. 

The four research questions related to the learning process are: 

• What is the role of scaffolding in the children's learning? 

• 
• 
• 

What is the role of mediation in the children' s learning? 

What is the role of contingency in the children' s learning? 

What is the role of the father as the teacher in the children's leamjng? 

While it is important to describe the children's language kills, it is also considered 

important in this research to account for how the learning takes place. Data relating to 

the children' s learning, focusing on the role of the scaffolding process, has been 

analyzed within the theoretical framework of sociocultural learning theory (Vygotsky, 

1978; Lantolf, 2000; Lantolf & Thorne, 2006). It is argued that this theoretical 

framework provides an effective description of the role of the scaffolding process, 

which is considered fundamental to learning. The purpose of the thesis is not to make 

definitive statements about the learning process. As such, it is not a study 'in 

learning' . Rather, the purpose is to describe the role of scaffolding in the children's 

learning, using a theory that makes this explicit and is complementary to the linguistic 

theory that underpins the description of language in the research. 
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In summary, the purpose of this research is to use an integrated theoretical stance to 

examine the development of the children's conversational English, which has resulted 

from the father's explicit teaching of five genres of casual conversation. While these 

genres commonly occur in casual conversations, the purpose and function of learning 

these genres in this study is mainly pedagogical. In other words, it is argued that 

mastery of these genres will assist in developing the children's skills in casual 

conversation. Thus, the research questions related to both the language skills and the 

learning process implicate a direct teaching role of the father. The study involves 

describing what language the children can independently produce as a result of this 

teaching, as well as how they were assisted to do this through the scaffolding process. 

In this study, the children are learning English at home in a foreign language context. 

Even though it is not based in a classroom setting, the teaching-learning approach 

taken by the father is a semi-formal one, involving planned aims and procedures, as 

well as the explicit teaching of language. By examining the main issues involved, it is 

hoped that the thesis will make a multidisciplinary contribution to the fields of 

linguistics, second and foreign language education, and child bilingualism. The thesis 

will add to the body of research available in these three areas. Furthermore, the 

significance of the thesis will be demonstrated by the conclusions it draws and the 

implications it has for each of these three academic fields. 

1.2 Defining casual conversation 

The explicit teaching of casual, spoken genres to children is the focus of this research. 

Therefore, it is necessary to define what is meant by the term conversational English. 

In order to define this, a thorough overview of the current literature and research will 

be presented later in chapter 2. 

Casual conversation is often thought of as a kind of talk that is aimless, and not 

motivated by the achievement of any pragmatic goal. However, Slade (1996) states 

that the goals of casual conversation are interpersonal in nature, not experiential. The 

main purpose is not to carry out a task or transfer information, but rather to create a 

rapport between participants. For example, to show how people bond together, 

express friendship or solidarity, or express sympathy or empathy. Casual conversation 

plays an important role by showing how people express their identity by belonging to 
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a group, or conversely, to exclude certain participants from joining a group. Thus, the 

maintenance of social relations is often a more important goal for casual conversation 

than the actual topic or topics being discussed. As Ventola suggests: "It is used for 

establishing and maintaining contact between people (1979:267)." This seems to be 

no less true for children as it is for adults. 

According to Gibbons (2006), children use casual language to maintain contact and 

social relations with each other. The role of language in children's play is a good 

example of this. Through casual language, children can express their feelings, show 

they belong to a group, or, just as easily, show they do not. As Slade (1996) states, 

casual conversation seems to be motivated by: 

... interpersonal needs to continually establish who we are, how we relate 

to others, and what we think of how the world is (Slade 1996: 15). 

Casual conversation, then, appears to have a very important role to play in language 

and social behavior. It is neither an aimless nor erratic fonn of talk. It appears to play 

an important interpersonal role in shaping who we are, and our place in the world 

around us. According to Halliday (1978), the primary role of casual conversation is to 

construct reality, in the microsemiotic encounters of daily life. Furthe1more, Plum 

( 1988) states that in spontaneous, spoken English, the resources for making new 

meanings, both the grammatical resources and the semantic, continue to grow and 

develop. This idea of developing both the grammatical and semantic devices of 

language through casual conversation would appear to have important implications 

for both mother tongue and second language learners. 

However, as Carter (2007a; 2007b) points out, casual conversation remains largely 

under-theorized, partly because it is regarded as the most complex linguistic 

phenomenon to analyze. First, because casual conversation is spoken, any 

representation will, to a certain extent, distort it. As Bums & Joyce (1997) state, the 

way we talk and the way we think we talk, is often very different. Hence, there is a 

need to collect and transcribe spoken data, and convert it into the written form. Yet, 

this in itself is problematic. The written medium introduces certain features that are 

not part of spoken language (Halliday 1985a, 1989). Thus, in the transcriptions of this 
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thesis, only information that is necessary for a particular analysis has been included. 

For example, in the texts where the focus is on generic structure, the texts are 

transcribed with the generic stages marked. The particular transcription conventions 

used in this thesis, are outlined in the first section of volume 2. 

The second reason for the lack of theoretical descriptions of conversation is to do with 

history. It seems that historically, grammars of language have focused on the written 

word, rather than the spoken. However, spoken language is different from written 

language (Halliday 1985a, 1989). Thus, a description of spoken language does not 

adequately fit a description based on written language. Systemic functional linguistics 

is one grammar that deals with both spoken and written language (Halliday 1985a, 

1989; Halliday 1985b, 1994, 2004). This has been an important consideration in this 

thesis, in choosing to use SFL as a description of the children' s language skills. And, 

while there is still no fully developed description of casual conversation, it is hoped 

that this thesis will contribute to this task. 

1.3: Making meaning explicit 

Vygotsky (1978) has argued the importance of making meanmg explicit in the 

learning process. This is considered to be an integral part of this research. Jn this 

thesis, making meaning explicit addresses the issue of texts and how they are 

constructed, as well as the key processes involved in learning. It also addresses the 

issue of a pedagogical approach, which will be discussed in section 3.8 of chapter 3. 

In terms of language skills, 'explicit meaning' refers to developing an understanding 

of how language works. In this thesis, it is important to base this understanding on a 

theory of language that describes the nature of spoken language, not just written. 

Systemic functional linguistics is a theory of language that explicitly desctibes the 

functions of spoken and written language in its social contexts. At a macro level, this 

refers to generic structure (see Martin 1985; 1992; Martin & Rose, 2003, 2004); that 

is, the way in which a text is patterned, so as to achieve its social purpose. At a micro 

level, it refers to making explicit the interpersonal resources of a text, which 

represents an important language feature of casual conversation (Slade, 1996). In this 

thesis, the interpersonal resources of mood and appraisal have been selected for 
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analysis. These illustrate the role of language in giving and exchanging information, 

as well as in expressing attitudes and taking a stance. By making language explicit at 

a macro and micro level of analysis, we can de-mystify the speaking process. We can 

better understand how language works and what we have to do in order to use 

language appropriately. 

Halliday & Hasan (1985 , 1989, 1991) state that language is acquired and developed 

through the various ways it is used in sociocultural contexts. It is argued in this thesis 

that language needs to be made explicit, as it will not necessarily be acquired or 

learned automatically. This is particularly the case with learners in a foreign language 

context, as they do not necessarily have the commonsense, sociocultural knowledge 

of language that native speakers often take for granted. Therefore, adopting a 

theoretical framework that makes language explicit is considered to be an important 

issue of the thesis. 

In terms of learning, making meanmg explicit refers to the foregrounding and 

'unpacking' of the learning process. To do this, it is important to base our 

understanding on a theory that explicitly accounts for the nahtre and quality of 

assistance the learners receive during the learning process. This will be referred to in 

this thesis as ' scaffolding'. Making this assistance explicit is considered to be 

important for all learners, but particularly for second and foreign language learners, 

who may not be familiar with the social and cultural norms of learning that native 

speakers take for granted. Sociocultural lea.ming theory (SCT) takes a collaborative 

view of learning, emphasizing the joint partnership between the teacher and the 

learner. To examine the nature of this collaboration, the key concepts of the learning 

process need to be made explicit. In particular, this refers (in this thesis) to focusing 

on the role of the scaffolding process. This involves describing the specific steps 

taken in the scaffolding process, as well as the roles of the interrelated concepts of the 

zone of proximal development (ZPD), appropriation, contingency and mediation. 

These will be explained further in chapter 3. By making these concepts explicit, the 

nature of the scaffolding process, which is considered fundamental to learning, can be 

de-mystified. Students can better understand what it means to be a learner and what 

they need to do in order to succeed in the learning process. 
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The goal of the father in this research is to teach his children conversational English. 

The two children are non-native speakers and are learning English in a foreign 

language context. The children are learning English at home; they are not students in 

a formal classroom setting. Therefore, the nature of the teaching is considered to be 

different from that of a formal classroom situation. However, even though the 

children are learning at home, the teaching is considered to be semi-formal. The 

father, as the children's English teacher, is following planned aims and pedagogy to 

teach his children five genres of casual conversation. The father is, in a sense, 

formally teaching his children, by creating a formal language learning environment at 

home. It is more than just the usual scaffolding carried out by parents during parent-

child language interactions. The father is a language teacher by profession. He 

considers that the explicit teaching of genres would greatly enhance the development 

of the children's conversational English. 

The teaching context in this thesis is thus considered to be a semi-formal one, as it has 

elements of both formal and informal learning. It is fonnal in that the father is 

following a genre-based approach, with planned aims and pedagogy, to teach his 

children five genres of conversational English. He is making explicit to the children 

the generic features of certain text-types, as well as other linguistic and metalinguistic 

issues related to how texts 'work' in casual conversation. In addition to language, he 

is also making explicit the role of the scaffolding process, which is considered to be 

fundamental to the children's learning. On the other hand, the teaching is considered 

to be somewhat infomial, in that it occurs at home, not in a formal school context. 

The father has the dual role of English teacher and parent. The teaching only occurs at 

set times of the day, not all day. This is mainly during 'dinner time talk', 'bed time 

talk' and 'before school study time'. The rest of the time, the father and children 

engage in the usual language interactions of a parent and child, not a teacher. In this 

thesis, only data collected during the explicit teaching periods has been described and 

analyzed. Therefore, the teaching context in this research combines both formal and 

informal elements, and is thus considered to be a semi-formal one. 

Parents play an important role in their children's learning. It can be argued that all 

parents scaffold the learning of their children to some extent. It is common for parents 

to use strategies such as recasts and reformulations (see chapter 3) to assist children 
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with language development, even if it is done informally. This is not the exclusive 

domain of trained teachers in formal classroom situations. This research argues the 

case for combining the two roles of parent and teacher in a semi-formal, explicit 

teaching situation. It argues that the teaching can be both explicit and 'natural', 

enhancing the development of the children's conversational skills. Issues such as 

modeling text-types and the scaffolding of learning tasks are all considered to be 

complex teaching issues. They imply linguistic knowledge, as well as skills of 

pedagogical practice. However, it is argued that these can be carried out effectively 

and naturally in the home context, as well as in formal classroom settings. 

Genre theorists argue that educators have a responsibility to intervene in the learning 

process (Martin, Christie & Rothery, 1987; Kalantzsis, Cope, Noble & Poynting, 

1991). The direct intervention by the father in the children's learning process in this 

thesis is referred to as explicit teaching. The study takes the view that learners cannot 

be given immediate and full responsibility for the achievement of language tasks 

(Vygotsky, 1978). Initially, they must share this responsibility with a 'skilled expert' 

(for example, a teacher). Tasks need to be scaffolded in terms of the specific 

assistance required of the learners, and this needs to be made explicit. Making 

learners aware of the different kinds of assistance is important in their understanding 

of the learning process and hence is more likely to make them better learners. 

In this sec6on, the issue of making meaning explici t has been examined. It is argued 

that making meaning explicit needs to be examined in two ways; first, in the area of 

language; and second, in the area of learning. First, in the area of language, it refers to 

the father (as the English teacher) making explicit to the children how texts are 

constructed in casual conversations, and how language works at the level of a text. 

Second, in the area of learning, it refers to the father making explicit the main 

processes involved in the children's learning. Here, the focus is on making explicit the 

key issues involved in the scaffolding process, which is considered essential to the 

children 's learning. Thus, making meaning explicit is considered to be one of the 

most important issues of the thesis. It will be dealt with in more detail in chapters 3 

and 4, in the discussion of the theoretical framework that underlies the description of 

the children's language skills and learning processes in this study. 
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1.4: Research methodology 

This section discusses the research methodology used in this study. It takes an 

approach within a range of methodological options and argues that this kind of 

approach is congruent within the aims of the research. It argues that different kinds of 

knowledge require different kinds of research approaches (Gibbons, 1999). The 

implications that qualitative approaches have for the relationship between teacher and 

researcher are discussed, for both data collection and for the interpretation of the data 

its elf. 

According to Simon and Dippo (1986) and Peirce ( 1995), the methodological 

approach taken, and the procedures and methods used, depend on the objectives and 

purpose of the research. They are implicitly and explicitly informed by the theories 

and assumptions held by the researcher. In this study, these are knowledge and beliefs 

about the role of theory, and about language, teaching, and learning. In this thesis, it is 

also about the relationship between the researcher and the researched; that is, the 

relationship between the father and his two children. These considerations impact on 

the methodology of the research, and hence require that the theoretical principles 

which guide and shape the research, need to be made explicit. This is done in this 

study in chapters 2 and 3. As this is a study that focuses on language and learning, any 

conclusions that are drawn could (and arguably should) have pedagogical 

implications for these areas. 

In this thesis, research paradigms are not viewed as competing, but as being useful for 

different purposes (Lakatos, 1978). Thus, rather than outlining the differences 

between qualitative and quantitative approaches to research, a more useful starting 

point is what kinds of knowledge might be more useful in order to investigate second 

language development. Davis (1995) argues that all research is informed by the 

'grand theories' of the researcher. In this study, the main theoretical principle that 

underlies the thesis is that language development interacts with the sociocultural 

contexts within which it occurs, and that this cannot be analyzed or understood 

effectively unless the analysis occurs within its situational and cultural contexts. 
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The tenn 'qualitative' research is considered to be problematic, as a number of 

approaches are included and overlap. According to Gibbons ( 1999), qualitative 

studies that take a semiotic approach are frequently referred to as ' interpretive ' . From 

this perspective, the approach taken in this research is primarily viewed as an 

interpretative and semiotic one: what is important is the meanings of the actors (the 

father and his two daughters), as they occur within various sociocultural contexts of 

teaching and learning. 

Given the kind of father-teacher-researcher relationship in this study, the issue of 

what Labov (1972a) refers to as the 'observer-paradox' needs to be addressed. This is 

a recognition of the influence that the father (as the teacher and the researcher) has on 

the data being collected. His language is a significant part of the data but is not 

subjected to the same level of interpretative analysis as that of his two daughters. 

While this may seem potentially problematic, it can be argued that, as all data 

involves theoretical assumptions, the researcher cannot be separated from the data. 

Thus, rather than try to eliminate the effects of the researcher, it is argued in this 

research that the effects should be acknowledged. According to Gibbons (1999), if the 

researcher is held accountable for making explicit the theories that construct the 

framework of the research, and if the role of the researcher is built into the research 

design~ then the issue of the 'observer-paradox' is a less pressing one. 

In this research paradigm, the father, as both the teacher and the researcher, needs to 

adopt a reflexive approach to research in order to demonstrate both validity and 

reliability. This allows for transfer (rather than generalization) to a wide range of 

teaching I learning contexts (Davis, 1995). In this interpretative-semiotic approach to 

qualitative research, the issue is not about sampling, but about selecting the most 

appropriate examples in order to exemplify the basis for any claims being made 

(Heap, 1995). The selected texts are chosen for their potential to illustrate to the 

reader a particular aspect of language, or a particular aspect of teaching and learning. 

In this way, the researcher becomes a participant in the culture of the data, and it is 

this relation to the data that allows the researcher to decide whether a claim is 

intelligible and adequate (Heap, 1995). Thus, within this research paradigm, a test of 

reliability would be whether the research is dependable (Davis, 1995). A test of 

validity would be whether the research is credible to fe llow cultural members (this 
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would include fellow teachers, researchers, parents, and possibly the learners 

themselves), concurring with the claims being made (Heap, 1995). According to 

Gibbons (1999), this is not a 'soft' alternative to quantitative approaches, as the 

researcher and data set is held accountable to the rigorous scrutiny of the community. 

In more quantitative, empirical approaches, the claims of the researcher are ultimately 

drawn from their interpretations of the data alone, and are held up for serious scrutiny 

only by other researchers. 

1.5: The data 

The purpose of the data collection is twofold. First, it is to describe and analyze the 

conversational English that has been independently produced by the two young girls, 

within the theoretical framework of systemic functional linguistics. Second, it is to 

describe and analyze the key processes involved in the children's learning, focusing 

on the scaffolding process, within the theoretical framework of sociocultural learning 

theory. The data for this study has been collected from the two sisters over a four year 

period, from 2004 to 2007. However, not all of the children's data collected over the 

four year period has been taped and transcribed. The data described in the thesis was 

chosen at random but is considered by the parents to be typical of the children's 

English language development at that time and in that particular genre of casual 

conversation. 

The two sisters are Rie (younger) and Keiko (older). They were aged three and five 

years respectively at the time the data collection started. At that time, both girls had 

not attended any kind of formal schooling, either in Japanese or English. At the end of 

the data collection, they were six and eight years old respectively. Rie was just 

finishing kindergarten at a public school, and Keiko was just finishing 2nd class at 

another public school. Both schools are Japanese medium schools in Tokyo. No 

English is spoken or taught at these schools (see section 1.6.1: 'The case study'). The 

data focuses on the English development of the two young girls, from early pre-

school through to the early primary school. 

The data has been organized year by year for both girls, according to the target 

genres. Although English is not their first language, both girls were initially 
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considered to have gone beyond the protolanguage stage of English language 

development (Halliday, 1973; Halliday, 1975; Painter 1985, 1989). At the beginning 

of the research, both girls could talk about things (experiential meanings) and engage 

in talk with other people (interpersonal meanings), albeit in extremely limited 

registers (Halliday, 1973; Halliday, 1975; Painter 1985, 1989). Prior to the 

commencement of the research, neither girl had been explicitly taught the skills of 

conversational English. Keiko, the older of the two, was judged by the parents to be 

the more proficient in English. 

The data is summarized in table 1.1 below: 

Table 1.1: Summary of the data 

Year Age of Children Spoken I Written Target Genres 

2004 Keiko: 5 years old Spoken only Keiko: recounts; 

Rie: 3 years old opinions; narrative. 

Rie: recounts; opinions; 

anecdote. 

2005 Keiko: 6 years old Spoken only Keiko: recounts; 

Rie: 4 years old opinions. 

Rie: recounts; opinions. 
---

2006 Keiko: 7 years old Spoken & written Spoken: 

Rie: 5 years old Keiko: recounts; 

opinions; anecdotes; 

I 
narratives; exemplums. 

I Rie: recounts; opinions; 

anecdotes; narratives; 

exemplums. 

Written: 

Keiko: report; diary; 

summary; critical 

reaction. 

Rie: report; diary. 
-

2007 Keiko: 8 years old Spoken & ·written Spoken: 

Rie: 6 years old Keiko: recounts; 

opm1ons; anecdotes; 

narratives; exemplums. 

Rie: recounts; opinions; 

anecdotes; narratives; 
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exemplums. 

Written: 

Keiko: 

opinion/reaction; 

anecdote. 

Rie: summary; diary. 

For reasons of space and relevance to the aims of the research, priority has been given 

to analyzing data from the early period of the study (that is, 2004), and then data from 

the later stages (that is, 2007). It was thought that by doing this, the English language 

development of the two children could be more clearly described. 

1.6: Background to the research 

The background to this research has been inspired by the writer ' s interest in language, 

as a teacher, researcher, and parent. Since 1987, I have had an interest in the 

applications of systemic functional linguistics, particularly genre theory, to formal 

language teaching contexts in adult TESOL, particularly in foreign language learning. 

More recently, I have been interested in the applications of SFL to children in foreign 

language learning contexts. As previously mentioned, while much research has been 

done in writing, relatively little seems to have been conducted in the area of casual 

conversation, particularly of chjldren in foreign language situ ations, which represents 

an area of importance for this thesis. 

However, as a parent, perhaps the strongest motivation for the research has come 

from an understanding of the importance of casual conversation to the overall 

development of spoken language. It involves a knowledge and use of the interpersonal 

resources of language. It involves much more than just playing language games or 

attaining knowledge of adjacency pairs, which seems to be the focus of many 

children's EFL textbooks and teaching practices. A systematic and holistic approach 

to developing children's conversational English seems to be lacking in foreign 

language contexts. The challenge of making the system explicit to the children formed 

a significant part of the motivation for this study. 
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Another incentive in conducting this research has been the issue of merging theory 

with practice. This is an important, multidisciplinary issue, relevant to the fields of 

linguistics and bilingualism, as well as second and foreign language education. While 

many case studies have been carried out in the areas of child bilingualism and foreign 

language learning, many of them have lacked a strong theoretical underpinning from 

linguistics for the description of language or learning. It is argued in this thesis that if 

bilingual practices and foreign language pedagogy are underpinned by a solid theory 

of language, then greater insights into these areas can be achieved. 

1.6.1: The case study 

The thesis could be viewed as an instrumental case study (Stake, 1995). That is, a 

case study designed to investigate a particular case, in order to obtain insight into and 

to refine understanding of a certain concept (Stake, 1995). In this research, the case to 

be investigated is the development of the English conversational skills of two children 

growing up in Japan, and whose mother tongue is Japanese. The concept to be 

explored is how the learning took place. 

The explicit teaching described in the thesis is not meant to be the only way of 

developing the English language of the two children. lt is meant to be complementary 

to their overall English language development. Most of the children's spoken English 

occurs with their parents, in unrehearsed and spontaneous family contexts. The 

explicit genre-based instmction usually happens during 'dinner time talk', 'bed time 

talk' or 'before school study time'. It does not usually happen at other times of the 

day. However, one of the main points of this thesis is to examine the role that genre 

plays in assisting the overall, English language development of the two children. The 

genre-based teaching usually focuses on situations involving longer turns of talking, 

such as recounting the day's events and telling stories. In these activities, the generic 

patterning of the genres is more clearly observable (Slade, 1996; Eggins & Slade 

1997, 2004). 

In this study, every effort has been made for the instruction to be presented as 

'naturally' as possible for the children. 'Natural ' in this thesis refers to what is 

considered to be normal, usual, or non-threatening. The genres of casual English that 
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were selected for teaching were taken from real-life tasks and every day, family 

situations, such as at dinner time and bed time. In many families, it is very usual to 

recount daily events and to give opinions, while sitting around the table at dinner 

time. Also, it is very natural for many families to tell stories and to talk about stories 

before children go to bed. The main difference in this study was that the father (as the 

teacher) was making explicit to the children how these activities are done in English. 

That is, how language is organized to give a "good" recount (or a "report" as it has 

been referred to in the family setting); or how language is organized in English to give 

an opinion about something that happened at kindergarten or at home that day. 

Technical terms and metalanguage such as "genre" and "social purpose" were 

unnecessary for the children, and were not used. The parents would give the children 

model recounts of their own day, using tone and intonation to stress key language 

features and to signal the generic staging of a text. This would act as a model for the 

children to follow, in a way that was considered to be natural. The children would 

take turns to talk, with the parents helping as required. The parents would comment, 

as appropriate, and would only interrupt very occasionally, usually to recast a difficult 

word or to reformulate a point of grammar, or if the talking broke down altogether. In 

this way, the genre instruction was perceived by the children to be quite natural. 

Often, the formal elements of the teaching appeared to be masked behind the 

normality of a common family activity. 

Conversations were randomly recorded about once or twice a month. Excessive 

recording was considered likely to become threatening for the children. However, the 

English conversations happened nearly every day, regardless of whether they were 

recorded or not. The taped conversations were considered to be typical of the 

children's speech at that time. Explicit teaching, for purposes of this research, usually 

occurred three or four times a week. The details of how this was carried out will be 

explained in sections 1.6.2 and 1 .. 6.3 of this chapter. 

The two children are sisters; Keiko and Rie. The older sister is Keiko. She was 5 

years old at the beginning of the research, and not yet attending school. At the end of 

the research, she was 8 years old and finishing 2°d class in a public primary school in 

Japan. The language of the school is Japanese only. They do not learn or speak 

English in this primary school. The younger sister is Rie. She was 3 years old at the 

16 



beginning of the research, and not yet attending school. At the end of the research, she 

was 6 years old and finishing kindergarten, which is not considered to be part of 

primary school in Japan. The language of the kindergarten is Japanese only. They do 

not learn or speak English at this kindergarten. 

The sisters have been raised by their parents with the goal of being bilingual in 

Japanese and English. That is, their parents' goal is for the children to acquire native 

speaker-like proficiency in the spoken and written modes of the two languages. The 

girls have used Japanese and English within the family situation since birth. Their 

mother tongue is considered to be Japanese, by the children themselves and by their 

parents, in terms of the children's identity, language exposure, and language 

proficiency. 

The cultural and linguistic identity of the children is both rich and complex. Japan is a 

society that does not legally allow for duality of culture or nationality. By law, the 

girls are considered to be Japanese, by virtue of being born in Japan of a Japanese 

mother. The nationality of the foreign father is of no legal consequence in establishing 

the children's nationality. The sisters have two passports, one Japanese and one 

Australian. The Australian passport is issued by the Australian government, by virtue 

of having an Australian father. The children are allowed to keep the two passports1 

one Japanese and one Australian, until the age of twenty. At that time, under Japanese 

law, the children rnust decide on one nationality, and surrender the other passport. 

However, at all times up to the age of twenty, they are only considered by the 

Japanese government to be Japanese citizens. Their dual nationality is not legally 

recognized. 

The children use the term "double" or "mixed" to describe their own identity. This 

suggests that the children consider themselves to be different from most other 

children in their local community. However, both girls consider themselves to be 

essentially Japanese. They were born in Japan, and have been raised in Japan in a 

predominantly Japanese environment. Using terms like "double" and "mixed" could 

be a reaction to the somewhat negative term of "half," which is commonly used in the 

Japanese vernacular and by the Japanese government, to refer to children of 

'international marriages,' as they are known in Japan. That is, marriages involving a 
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Japanese national and a non-Japanese national. However, perhaps more significantly, 

it also seems to be a self-recognition of their dual identity; that is, their Japanese and 

their Australian "selves." For example, the girls identify very strongly with Australia, 

through their father, an Australian national. From birth, they have been exposed to 

Australian television programs and videos. These include popular children's shows 

such as 'ABC Play School,' 'Bananas in Pyjamas,' 'Hi 5, ' and 'The Wiggles.' More 

recently, through satellite television, the children have been exposed to Australian 

news and sports programs, as well as pop culture. Furthermore, usually once a year, 

the sisters travel with their family to Australia, for approximately one month's 

holiday. They stay with their Australian grandparents, and regularly meet with their 

Australian relatives, some of whose children are of similar ages to the girls. In 

Australia, they speak in English, except on the odd occasion with their mother. For 

the girls, it appears that Australia is a second home and a second culture. 

In addition to traveling to Australia and speaking English to their father at home (see 

the following paragraph), the children have been exposed to various cultural activities 

that seemed to have helped shape their identities. These are not regarded as usual or 

typical in Japan. It is not necessary to describe these in detai l in this research. 

However, one of these is eating 'international' types of food. The sisters are aware 

that their friends and their extended Japanese family members do not eat the same 

kinds of food that they eat on a regular basis. Another issue, influentia] in shaping the 

girls' identity, is that of their pierced ears . Both sisters have had their ears pierced 

since birth. On many occasion:, this has caused quite a stir in public in Japan, with 

stares and comments from both Japanese parents and friends. They are usually 

shocked when they see the sisters with their earrings. While it may be increasingly 

fashionable for university students in Japan to get their ears pierced, it is very rare and 

very uncommon for pre-·school and primary school children. In fact, private and 

government primary schools in Japan (not to be confused with international schools) 

have rules that forbid children from wearing earrings. Consequently, the girls can 

only wear their earrings on the weekends or holidays, and must take them out when 

they go to school from Monday to Friday. Keiko has been heard to say, while taking 

off her earrings one Sunday night to prepare for school for the following day: "Ah, 

now I feel like a real Japanese! (October, 2006)." This indicates that, while the 
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children feel they are Japanese, they also feel that they are different from most of the 

other children in their local community. 

The family has implemented various language policies to maintain and develop the 

children's bilingual skills. One of these is that the children speak English to their 

father. This involves the language produced in the formal teaching contexts, as well as 

language produced at other times. However, in this research, only data collected in the 

formal teaching situations has been analyzed. Usually, the children speak Japanese to 

their mother, though both languages are often used with her, depending on whether 

their father is part of the interaction. This has been a policy of the parents since the 

birth of both children, in order to promote code switching and reduce code mixing 

(Cummins, 1984; 1996). The children seem to have followed this policy, partly 

because of the father's perceived lack of proficiency in Japanese, and partly because 

the father is viewed as the 'head' of the family. This is in keeping with traditional 

patriarchal views of Japanese society. Because he is the father, it seems that his 

language carries a certain power and status within the family. If the father uses 

Japanese with the children, it is usually met with giggles and laughter, followed by 

requests by the children for daddy to speak the language he is good at - that being 

English. 

The children's mother is a Japanese national and a Japanese native speaker. ·while she 

speaks English fluently, she usually chooses to speak to the children in her mother 

tongue of Japanese. When the father is present, such as dinner time (see section 1.6.2, 

'Dinner time talk') or bed time (see section 1.6.3, 'Bed time talk '), the family has a 

policy to speak in English. When the father is not present, which is the majority of the 

day, the girls and their mother usually speak together in Japanese. The parents 

attempted to strictly enforce this policy for the first three years of this research. In the 

last year of the study, the policy became more flexible. This was due partly to the 

perceived development of the children's language skills in both Japanese and English, 

and partly because the family was spending more time with their non-English 

speaking, Japanese grandparents, who live with the family. The other extended 

members of the family, such as cousins, aunties and uncles (who do not live with the 

family), only speak Japanese. Other friends of the family usually only speak Japanese. 
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Outside the family context, the children are only exposed to Japanese in their daily 

lives, not English. None of their friends can speak English. The adults they come into 

contact with only speak Japanese. This has been the case through observation over a 

four year period. The only English they are exposed to appears to be within the 

immediate family, or on the odd occasion, from an English speaking friend of the 

family. 

At this point, no formal assessment of the children's language abilities in either 

Japanese or English has been conducted. However, the older sister, Keiko, is currently 

performing above average in her studies in primary school. The younger sister has yet 

to start formal school education. Both sisters are considered by their friends and 

teachers to be native speakers of Tokyo-dialect Japanese. 

The data in this thesis focuses mainly on interactions between the father and the two 

girls. However, the role of the mother is also considered to be important. As the 

project has developed over four years, it has become apparent that the mother has an 

important dual role in the language development of the children. The mother' s role is 

chiefly in the development of the children's Japanese language skills. However, her 

role as a regular user of English in the family context also appears to be an important 

motivation for the children in the development of their English. From observation, the 

mother acts as a powerful role model for the children. Just as it is natural for mummy 

to use two languages, then likewise it is natural for the two sisters to do so as well. 

Hence, the children view the learning of English to be a natural and a useful activity. 

It is not perceived as something artificial or unnecessary. The children only expect 

daddy to use one language, that being English. However, the children expect mummy 

to use both languages. This appears to be significant in establishing the children's 

positive attitudes towards learning English, which is also an important issue for 

bilingualism and second language education in general. 

The data from the children was usually collected at four different times of the 

children' s weekly schedule. The main two were 'dinner time talk ' and 'bed time talk. ' 

Later in the thesis, data was also collected from 'before school study time' , and 

'weekend study time.' 'Dinner time talk' usually occurred with the four family 

members together at the evening meal. The main purpose was to recount the day's 
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events, and to give opinions about things that happened through the day. Dinner time, 

and the accompanying talk, regardless of whether or not it was recorded for research 

purposes, usually lasted for about one hour. 'Dinner time talk' usually occurred, to 

some extent, every day. It was not always for research purposes. 'Bed time talk' 

usually occurred from between 30 minutes to one hour before the children slept. One 

purpose was to tell bed time stories, in order to prepare the children for sleep. 

However, another purpose was to explicitly expose the children to a variety of story 

telling genres. It usually occurred every day, but was not always taped for research 

purposes. In the first two years of the research, only English stories were used. 

However, in the last two years, both English and Japanese stories were used. 'Before 

school study time' was instigated in the second half of the study, and usually occurred 

from between thirty minutes to one hour before the children went to kindergarten or 

school. It occurred on most days, from Monday to Friday. The main purpose was to 

focus on reading and/or writing. 'Weekend study time' usually occurred on one of the 

days of the weekend. 'Weekend study time' varied from between one to two hours. It 

occurred on an as-required basis (that is, not every weekend), as deemed necessary by 

the parents. The main purpose was to focus on reading and/or writing, but spoken 

language was also commonly used. 

It is worth noting that there had been no explicit teaching of spoken or written genres 

prior to the commencement of the research. Furthermore, according to the parents, 

there had been no evjdence from the children's language skills that they were able to 

independently construct different genres of conversation, in either English or 

Japanese. No formal observation of the children's language skills had taken place 

before the study commenced. The only fonnal teaching done at home prior to the 

study was in written Japanese, for Keiko only, focusing on reading and writing the 

three scripts of hiragana, katakana and kanji. While stories had been read and 

discussed prior to the research project, in both English and Japanese, no explicit 

teaching of these genres had taken place prior to the commencement of the study. 

In this section, the background to the research has been introduced. Some of the 

issues that have affected the aims and design of the thesis have been introduced and 

discussed. These have included the participants in the study, as well as the social, 

cultural and linguistic circumstances within which the research has taken place. 
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In the next two sections, 1.6.2 and 1.6.3, the roles of 'dinner time talk' and 'bed time 

talk' will be discussed. These were considered to be the most important times for data 

collection and the teaching of conversational English, over the four years of the 

research. Data collected from 'before school study time' and 'weekend study time' 

was only used towards the end of the research, as the children began to move from 

spoken to written language. What follows in 1.6.2 and 1.6.3 is a description of the 

roles of 'dinner time talk' and 'bed time talk' in the teaching of conversational 

English to the children in the thesis. 

1.6.2: Dinner time talk 

'Dinner time talk' was considered an important time for both family bonding and for 

teaching the children English. Hence, it was an important time for data collection. 

Most nights, usually with the father present, the family members would come together 

to discuss in English the various events of the day. This provided the father, in his 

role as the English teacher, with a natural and non-threatening opportunity to focus on 

the teaching of recount and opinion genres. These genres are common in every day 

casual conversation, and are also common genres used for discussion at the dinner 

table . 

The father's goal during dinner time talk was to make explicit the social purpose and 

the generic structure of the genre, in a way that was considered to be as natural as 

possible within the context of the day's events (see chapter 3, section 3.12, for a 

description of the pedagogical approach used in the thesis). Dinner time talk provided 

the father and mother with opportunities to model their recounts of their respective 

days. For example, the father would usually demonstrate the social purpose of the 

genre, announcing that he wanted everybody to take a turn to give a 'report' of their 

day. Initially, he might suggest some key words to use, such as "first, next, after that, 

then, and finally." This would demonstrate to the girls how a report is to be structured 

in English. He might also cue the need for the past tense, by making suggestions such 

as it was better to say "ran" rather than "run," "played" rather than "play," because 

what we did today has already finished. In this way, the father used a language-in-

context (Halliday l 985b, 1994, 2004) approach to teaching, to make explicit the 
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reason for the grammar item. The generic structure was made explicit by the parents, 

by starting with a brief introduction, followed by a sequence of the day's events, from 

the beginning through to the end. The events were usually cued by tone and 

intonation, focusing on explicit discourse markers; for example, "first ... , then ... , 

after that . . . , next . .. , and finally, ... ".Explicit modeling of the generic structure was 

considered to be an important first step in the children's understanding of the 

conversation genres. 

When the modeling by the parents was complete, the children would then take a tum 

in recounting the main events of their own day. The children usually only took one 

tum each. Any more was usually considered to be a little unnatural and perhaps, in 

some situations, a little threatening for the children. The goal was for the children to 

produce their own words and ideas, but to follow their parents ' patterning (or generic 

structure). This was likely to involve the use of text markers, similar to those used by 

their parents, to explicitly signal the generic staging of the text. This was not 

considered to be such a difficult task, even for the younger sister, following the 

parents' explicit modeling. If the children made errors that clouded their meanings, 

the goal of the parents was to assist by the using strategies such as recast or 

reformulation (see section 3.11, 'Mediation', in chapter 3, for a discussion on these), 

in order to provide a more appropriate expression. Interruptions by the parents or the 

other sister were usually kept to a minimum. The focus on errors was directed at the 

level of meaning, not syntactical grammar (see chapter 2). If the children needed 

assistance to construct their genre, they were considered to be in the joint negotiation 

phase of the learning cycle. If the children were able to complete the genre 

independently, with little or no assistance, they were considered to be functioning in 

the independent construction phase. A more expanded discussion of the three phases 

of the pedagogical approach used by the father with the children - modeling, joint 

negotiation, and independent construction - is available in section 3 .12 of chapter 3. 

If the children made errors, syntactical or otherwise, these were usually viewed as 

developmental errors, which are regarded in this thesis as part of the 'handing over' 

process, allowing the children to become responsible for their own learning. This 

' handing over' is regarded as fundamental for effective learning (see the discussion 

on 'Contingency', in section 3.9 of chapter 3). Syntactical errors were usually 
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considered to be rumor issues, as long as they did not significantly impede the 

meanings being conveyed. As long as the children could independently use language 

in a way considered to be appropriate to the situational context and speaking purpose, 

then the speaking was considered to have been successful. 

In some topics and in some genres, it was anticipated that the children would need 

more support than in others. Some topics might be easier for the children to talk about 

than others. Consequently, the same genre would need to be recycled many times. 

Though the topics might change, the same five genres would not. 

In addition to recounts, the children were also taught opinion genres during 'dinner 

time talk.' Following the same teaching approach as that mentioned above, one or 

both of the parents would explicitly state the purpose of the genre. For example, the 

mother might start the modeling by saying she wanted to give her opinion or give her 

"idea" about a particular topic, which was mentioned in one of the family ' s recounts. 

She would then give her opinion, focusing on the text's generic structure. The opinion 

pattern would be made explicit to the children; for example, focusing on suitable 

expressions for stating a reaction to an opinion ("Mm, I think ... "). Then, typically, 

reasons would be given to support the reaction, focusing on the role of conjunctive 

text markers ("because ... " and "and you know . .. "), which are used to signal the next 

stage of the text's generic structure. Finally, a conclusion would be given, by using 

key expressions that restate the initial reaction CSo, ... " or "That's why ... "). In this 

way, the generic structure and the key language features of the genre were made 

explici t to the children. 

When the parents finished their modeling, they would then request an opinion from 

each of the children. The topic would usually be connected with something that had 

been talked about in one of the recounts, so that the context would be familiar to 

everyone. They were asked to follow a similar generic pattern to the one modeled by 

their parents. As the children became more familiar with opinion genres, it was 

anticipated that the text scaffolding would not need to be so tightly controlled. It was 

important that the children tried to use an appropriate generic structure, but did not try 

to copy or imitate their parents by using the exact same content or words. In this way, 

the children were being guided into constructing their own texts, rather than merely 
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copymg those of their parents. When assistance was required, the children were 

considered to be in the joint negotiation phase. When it was not, they would be 

considered to be the independent construction phase of learning. 

In summary, the purpose of 'dinner time talk' was twofold. First, it was a time for 

family bonding, in which the family came together to socialize and talk about the 

day's events. Second, it was a time for teaching the children two, commonly 

occurring genres of casual conversation - recount and opinion. It was during 'dinner 

time talk' that the children's recount and opinion data was collected, described, and 

analyzed for this thesis. In the context of 'dinner time talk,' the social purpose and the 

generic structure of these two genres was modeled by the parents. The children were 

then given the opportunity to construct their own, sometimes with parent and sibling 

assistance (referred to as 'joint construction'), and sometimes without it ('independent 

construction'). The genres were the same for each of the family members, even 

though the topics may have varied according to what was being discussed. In this 

way, the children were explicitly guided into understanding and using the two 

different genres, while interacting with their family during dinner time. 

1.6.3: Bed time talk 
'Bed time talk' provided opportunities to teach the children different kinds of story 

telling genres. Drawing on the work of Plum (1988; 1993) and Eggins & Slade (1997, 

2004) in casual conversation, the genres selected for bed time talk were narratives, 

anecdotes and exemplums. These are explained in more detail in chapters 4 and 5. 

These kinds of stories represent three common genres of casual conversation. In 

addition, they also represent a wide range of children's stories that are available in 

English. 

Stories were usually selected by the children, or sometimes together with one or both 

parents. Bed time stories were usually selected on the basis of interest, not genre. As 

with recounts and opinions during 'dim1er time talk', it was not considered necessary 

to use metalanguage with the children, in order to describe the generic structure of the 

different stories. To the children, a story was initially just a story. They start off with a 

kind of introduction, then build up through a series of events to a climax, and then 
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have some kind of ending. The initial goal of 'bed time talk' was to make it clear to 

the girls that not all stories are the same. Some stories have a definite ending, and 

some do not. Some have a message at the end, and some do not. In short, to make it 

clear there are different kinds of stories that have different social purposes, and that 

the purpose of the story is connected to its generic structure (Martin l 984a; 1985; 

1992; Eggins & Slade 1997, 2004). The second goal was to teach the children the 

generic structure of the three genres, in relation to the social purpose of each. In other 

words, to teach the girls how to organize the language in their storytelling texts, if 

they want to speak in a way that is appropriate to their purpose. 

One of the parents would usually start by making explicit the purpose of the story. For 

example, depending on the type of story, the father might say that tonight's story has 

a surprising ending; or that the story has an ending, but it's not so clear, so we have to 

listen and guess what happens; or that the story has an important message for us at the 

end. In this way, the social purpose of the story was made explicit to the children, in a 

way that was accessible for them to understand. 

'Bed time talk' could consist of either the parent or the children telling a story. This 

would often depend on the phase of the learning cycle. Initially, in the modeling 

phase, the parent usually would read or tell a story, and the children would listen. 

Like most parents, the father or mother would emphasize the main points, through the 

use of linguistic resources 'Uch as key words, pictures, tone, intonation and stress 

patterns. However, the parents would focus on the text's generic structure, including 

textual elements that were important to this. For example, stories tend to start with an 

introduction, then build up through a sequence of events that lead to a climax, and 

finally end with a conclusion and/or a final comment on the story as a whole (see 

chapters 4 and 5 for a more detailed discussion on the generic structure of storytelling 

genres). The parent would then ask questions about the story, focusing mainly on 

these generic stages. For example, what were the main things that happened (the 

series of events)? What was the most exciting part of the story (the climax)? What 

was the conclusion (explicitly stated or implied)? What was the message of the story 

(if there was one)? As the children ' s knowledge of a particular story-type increased, 

they would then take turns to jointly construct a story with the parent, usually without 

the aid of the book. For example, the parent would nominate one or both of the 
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children to take over telling selected parts of a well-known story, or to complete the 

remainder of the story by themselves. As with 'dinner time talk,' if the child needed 

some assistance from the parent, then the child was considered to be functioning in 

the joint negotiation phase of the learning cycle. If the children could independently 

construct their own original story, in the same genre as the model, or independently 

retell the same story but using their own words and the appropriate generic structure, 

then the children were considered to be in the independent construction phase. 

Occasionally, the children were asked to make up an entirely original story by 

themselves. Sometimes, they were requested to do this spontaneously; other times, 

they needed assistance or a rehearsal beforehand, with one or both parents, or the 

other sister. While the length and content of the story might vary, the goal was for the 

children to independently construct a story in the appropriate generic structure. 

Following this, the parents would typically ask questions, probing the generic 

structure. For example: "So, do you think there is a message in your story? Is it the 

same as mummy's? Is it the same type of story as mummy's? Is your ending clear or 

do we have to guess it?" This type of questioning is aimed at reinforcing the 

connection between the social purpose and generic structure of a text. It allows the 

children to be creative, but also reinforces the importance of generic structure in 

speaking for a purpose. 

In sumn ary, the purpose of 'bed time talk' was twofold. First, it was to provide 

storytelling opportunities in English to help the children 'wind down' and relax, 

before they went to sleep. Second, it was to provide the opportunity to explicitly teach 

the children four storytelling genres, which are common in casual conversation. To 

this end, the focus was on making the children aware of the social purpose of each of 

the storytelling genres, as well as making explicit the generic structure. The children 

were taught that not all stories are the same. Depending on the social purpose, some 

stories have 'hidden' messages, and some do not; some stories tell you the ending, but 

others want you to guess it. In short, they are being made aware that different stories 

have different purposes, and that the purpose is connected to its generic structure. By 

making the generic structure explicit, the children are being taught to recognize what 

they have to do in order to tell different kinds of stories. They are also being given the 

opportunity to tell their own stories, in genres that represent common ways of 
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speaking in casual conversation. By recognizing different kinds of stories and being 

able to tell their own, it is argued that the children's conversational English skills will 

develop. 'Bed time talk ' has provided a rich , non-threatening context for the children 

to explicitly learn about and to engage in storytelling, which is an important feature of 

casual conversation (Plum, 1988; Plum, 1993; Slade, 1996; Eggins & Slade 1997, 

2004). 

1. 7: Organization of the thesis 

The thesis consists of two volumes. Volume 1 contains the theoretical chapters . These 

are chapters 1 to 7. Volume 2 contains the transcription conventions used in the 

thesis, the appendices, and the bibliography. 

Volume 1 consists of seven chapters. The following is a summary of the main issues 

of each chapter. 

Chapter 1 provides an introduction to the thesis as a whole, outlining the purpose and 

rationale for the research. The main issues that are dealt with in the thesis are 

introduced in this chapter. These include the purpose of the research, the definition of 

casual conversation, the role of explicit meaning, the research methodology, the data 

to be analyzed, the background to the research, and the organization of the thesis. 

These issues are analyzed and discussed in more detail in the following chapters. 

Chapter 2 discusses the theory of language that provides the theoretical framework for 

the description of the children 's conversational English. It explores in detail those 

aspects of systemic functional linguistics (SFL) relevant to this thesis. The principles 

of systemic functional linguistics are introduced. It is argued that a functional theory 

that accounts for spoken language provides the necessary theoretical tools to 

effectively describe the children's language. The relevance of SFL for casual 

conversation is then examined. Following this, the key concept of genre is explained, 

as well as the interpersonal resources of mood and appraisal. These are discussed in 

relation to the roles they play in contributing to the development of the children's 

conversational English skills. 
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Chapter 3 exammes the theoretical framework for describing the children 's key 

learning processes. Some of the main theoretical influences on second and foreign 

language learning are contextualized and critically examined. However, it is argued 

that sociocultural learning theory (SCT) provides the necessary theoretical tools to 

account for the children's learning processes in the thesis, by making explicit the 

main theoretical principles of learning which have informed the research. These focus 

on the role of the scaffolding process, which is considered in this thesis to be 

fundamental to learning. Furthermore, SCT is seen as being complementary to the 

theoretical framework of SFL, which has been used to describe the children's 

language skills in this thesis. The role of Vygotsky in sociocultural learning theory is 

examined. Following this, the discussion focuses on the key concepts of the zone of 

proximal development (ZPD), scaffolding, contingency, appropriation, and mediation. 

The chapter concludes with a discussion of the pedagogical approach used by the 

father with the children in the thesis. This has been developed from sociocultural 

principles, and is used to describe the main phases of the children's learning. 

Chapters 4, 5, and 6, deal with the data analysis of the thesis. In chapters 4 and 5, the 

children's storytelling texts are described, analyzed, and discussed. Chapter 4 focuses 

on the children's recount and narrative genres, while chapter 5 deals with the 

children's anecdote and exemplum genres. In chapter 6, the chjldren's opinion texts 

are described and analyzed. The texts are grouped according to genre and stages of 

the pedagogical cycle. Each text is analyzed and the findings are interpreted. These 

are then summarized and discussed. Specific conclusions, based on the data analysis, 

are then presented in relation to the children's language skills and learning processes. 

ln chapters 4, 5, and 6, the texts to be analyzed have been collected at random from 

different stages of the pedagogical cycle. Texts constructed in the modeling and joint 

negotiation phases have been analyzed within the theoretical framework of 

sociocultural learning theory. It is argued that for texts constructed in this phase, SCT 

provides a systematic description of the children' s key learning processes, in 

particular the role of the scaffolding process. However, texts constructed in the 

independent construction phase have been analyzed within the theoretical framework 

of systemic functional linguistics. It is argued that for texts constructed in this phase, 

SFL provides a systematic description of the conversational language skills of the 
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children, when the scaffolding has been removed. By adopting an integrated 

theoretical stance to the data analysis, the thesis explores different but complementary 

issues involved in the discourses of foreign language learning. 

Chapter 7 states the main conclusions of the thesis. The main issues of the research 

are summarized and discussed, in relation to each of the research questions. 

Implications of these for the learning process and for the development of language 

skills, are then examined. Finally, the significance of the thesis is presented. This is 

discussed in terms of the multidisciplinary contributions it makes to the fields of 

linguistics, second and foreign language education, and bilingualism. It is argued that 

the thesis contributes to each of these three academic fields. It merges issues of 

language and learning, with issues of theory and practice, which are relevant to the 

area of casual conversation. 

1.8: Conclusion of chapter 1 

In this chapter, the introduction to the thesis has been presented. The purpose of the 

research, the definition of casual conversation, the issue of explicit meaning, the 

research methodology, the research data, the background to the research, and the 

organization of the thesis have been discussed. 

In the next chapter, the theoretical framework that provides the description of the 

children's language skills will be presented. The theory of systemic functional 

linguistics will be discussed, focusing on its relevance to the aims and research 

questions of the thesis. 
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Chapter 2 

A theory of language: A systemic functional 

linguistics framework for the interpretation of casual 

conversation 

A text is created by its context, the semiotic environment of people and their activities 

that we have construed via the concepts of field, tenor, and mode; it also creates that 

context .. . every text is performative in this sense. There can be no semiotic act that 

leaves the world exactly as it was before (Halliday 2002:254). 

2.1: Introduction 

In chapter 1, an introduction to the thesis was presented. This highlighted some of the 

key issues of the study, as well as the overall organization of the thesis. 

As outlined in the previous chapter, the primary aim of the thesis is to investigate the 

development of the children's conversational skills in English. To do this, the main 

language issues involved need to be described and analyzed. It is important to select a 

theory of language with the linguistic tools capable of doing this. The purpose of 

chapter 2 is to present the theoretical framework used in the thesis to describe the 

children's conversational English. The main issues of the chapter are summarized 

below. 

Any description or analysis of language implies some theory of how language works 

(Martin & Rose, 2003). The framework for discussion in this thesis is the model of 

language in its social context that has been developed within the broad field of 

systemic functional linguistics (Halliday l 985b, 1994, 2004; Halliday & Hasan 1985, 

1989; Martin l 984a, 1985, 1992). The chapter first reviews the principles relevant to 

the thesis of systemic functional linguistics (SFL ). It argues for the importance of a 

functional view of language in context, as well as a theory of language that adequately 

accounts for spoken language, and not just written. The role of the mode continuum 

in affecting the children's language choices is an important issue here. Following this, 
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the relevance of SFL theory to the children's casual conversation is discussed. 

Drawing on the work ofresearchers such as Plum (1988), Slade (1996), and Eggins & 

Slade (1997, 2004), it is argued that SFL provides an effective, theoretical framework 

for describing and analyzing the children's conversational English. The role of genre 

and the interpersonal resources of mood and appraisal are relevant here. Martin's 

(l 984a, 1985, 1992; Martin & Rose, 2003) notion of genre is then defined and 

discussed, in relation to the role it plays in the thesis. The children use language to 

speak in different ways, in order to achieve different purposes, and this is illustrated 

in the thesis by an analysis of genre. The connection between generic structure and 

social purpose is examined, in relation to the way the children structure their language 

in order to speak in different ways. Finally, the theoretical tools used to describe the 

children's interpersonal resources are examined. Through an analysis of mood 

(Halliday l 985b, 1994, 2004; Eggins & Slade 1997, 2004), the ways in which the 

children give and exchange information can be described. Through an analysis of 

appraisal (Martin & Rose 2003, 2004; Hood, 2004; Martin & White, 2005), the ways 

in which the children express attitudes and take a stance can be described. 

Chapter 2 examines the role of the theory of language in the thesis. It argues the 

relevance of systemic functional linguistics in providing the theoretical framework for 

describing and interpreting the children' s English conversational skills. 

2.2: The principles of systemic functional linguistics 
Systemic functional linguistics is a theory of language that describes how meanings 

are made in social contexts. The research in SFL relevant to this thesis is largely 

derived from the work of M.A.K. Halliday (1985b, 1994, 2004), Halliday & Hasan 

(1985, 1989, 1991), and J.R. Martin (1984a; 1985; 1992; Martin & Rose, 2003, 2004). 

These principles have recently been applied to descriptions of casual conversation, by 

researchers such as Slade (1996), Eggins & Slade (1997, 2004) and Thornbury & 

Slade (2006). The choice of the SFL model as a description of language is relevant to 

this study for a number of reasons. Perhaps the four main reasons are as follows: first, 

it is a functional model of language, concerned with how meanings are made in 

context; second, it describes spoken language, as well as written; third, it is concerned 

with the construction of texts; and fourth, it is complementary to the sociocultural 
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perspective of learning that has been adopted in this thesis (see chapter 3). These 

issues are relevant to this study and will be discussed in more detail throughout this 

chapter. While there is much literature available on systemic linguistic theory, the 

discussion here is limited to those aspects of the theory that are considered to be 

relevant to the description of the children's casual conversation in this study. 

Drawing on the work of Halliday and Martin, general principles of systemic 

functional linguistics, relevant to this thesis, could be summarized as follows. First, it 

highlights the socially functional nature of language. Second, it explains the 

relationship between lexicogrammatical choices that speakers make, and the 

sociocultural contexts within which language is used. Third, it systematically 

describes the similarities and differences between more spoken-like language and 

more written-like language (Derewianka, 1992), through the role of the mode 

continuum. Fourth, SFL is concerned with how speakers convey meaning through 

extended discourse, rather than through single utterances or sentences. This allows us 

to systematically analyze the structure, organization and development of the 

children 's texts. Fifth, it explains the interrelationship between language, text and 

context through the concepts of register and genre. These principles are considered to 

be relevant to the description of the children's language in this thesis. 

According to Eggins & Slade (1997, 2004), SFL offers two maJor benefits for 

analyzing casual conversation. First, it provides an 1ntegrated and systematic model of 

language in use. This is of major importance in an analysis of the children ' s texts in 

this research, particularly in a foreign language context where the social norms of 

language use need to be made explicit. Second, it provides a description of the 

dimensions of social identity and interpersonal relations. In analyzing the texts in this 

thesis, attention is given to the ways the children use language to create social 

relationships. This is important in conversational English. In this thesis, focus is 

placed on analyzing the children' s texts, in order to describe the relationship between 

language and context, the interpersonal meanings negotiated in conversation, and the 

functional interpretation of genre in speaking for a purpose. These are issues 

considered to be important in the language development of the children. An SFL 

description of language provides the researcher with the analytical tools necessary to 

do this. 
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Halliday (l 985b, 1994, 2004) argues that grammar is bound up with the situational 

and cultural contexts in which language has evolved. Within this paradigm, the 

children use language for a range of social purposes and in a variety of cultural and 

situational contexts. Rather than viewing language as an innate set of syntactical rules 

(Chomsky, 1965), language in this thesis is viewed as a social semiotic system 

(Halliday & Hasan, 1985, 1989, 1991). It is viewed as a set of choices from which 

speakers select according to the particular context they are in. Speakers make choices 

based on a range of possible options. Thus, in this research, the children's English 

language is not viewed as something that is pre-determined or innate. It is viewed as a 

developing set of resources for making meaning, based on a system of choice 

(Halliday 1973, 1975, 1985). As Gibbons (1999) states: 

From the perspective of the grammar, each of these choices can be viewed 

against the possible choices that could have been selected, hence the 

notion of 'system,' and the notion of language as a 'system of systems' 

(Gibbons 1999: 143). 

This notion that language is both a system of systems and a system of choice is 

fundamental to the view of language in an SFL paradigm (Halliday l 985b; Halliday 

& Hasan, 1985). Furthermore, the notion that language is a set of resources for 

making meaning rather than a pre-determined set of rules, makes it possible to 

describe the appropriacy (or inappropriacy) of the children's use of language in this 

thesis. The children's language is not viewed from the perspective of syntactically 

'correct' sentences. It is viewed in terms of the meaning potential of their texts. This 

potential can be described and analyzed by applying the principles of systemic 

functional linguistics. 

2.2.1: A functional approach to language 

Systemic functional linguistics is a functional view of language (Halliday, 1985b, 

1994, 2004). It is one of a group of sociolinguistic approaches that are concerned with 

describing the relationship of language to the sociocultural context within which it 

occurs (Halliday & Hasan 1985, 1989, 1991 ). The relationship of language to context 
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is viewed as a mutually detennining symbiosis, where one shapes the other (Halliday 

& Hasan 1985, 1989, 1991). Functional descriptions seek to explain the nature and 

organization of language according to what it has to do. The main concern of 

systemicists is to describe how people use language with each other to accomplish 

everyday social life, and how social worlds are created by language. This creates the 

need to examine how language is structured to achieve these sociocultural meanings 

and sociocultural purposes. Such a motivation, then, has little need for an idealized 

view of language. A functional approach results in a focus on the description and 

analysis of actual language in use. In this thesis, this refers to the actual language use 

of the children, in order to develop their skills of casual conversation. 

Halliday ( 1985b, 1994, 2004) states that systemic functional linguistics is functional 

in three senses. First, it is concerned with describing how language is used and how it 

is structured for use within the context of a text. The notion of 'text' is important in 

this thesis. The goal of the children is to develop conversational skills by constructing 

different kinds of texts. This will be dealt with more fully in the section on 'Geme, ' in 

section 2.4. 'Text' in this thesis refers to a meaningful instance or a meaningful 

stretch of spoken or written language (Halliday & Matthiessen, 1999). Second, it is 

functional because it explains the nature and organization of grammar according to 

what it has to do. That is, it explains the nature of grammar according to the various 

social functions it performs. Third, SFL is functional by the way it explains how each 

element of the language functions with respect to the whole ling11istic system. 

Drawing on this view of language, a functional approach examines language meaning, 

according to how it is used in various social contexts. Thus, in SFL, the tenns 

' functional' and 'meaning' are tenns that are closely connected. In this thesis, it is the 

job of SFL theory to provide the linguistic tools to describe the language meanings of 

the children, in relation to the social functions it performs. Furthermore, in this thesis 

the definition of meaning is the function of language in context (Halliday & Hasan 

1985, 1989, 1991). 

A diagrammatic representation of a systemic functional linguistic model of language 

is given below in figure 2.1. This is described up to the level of genre (the context of 

culture). The level of ideology is considered to be beyond the scope of this thesis. 
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This model of language will be referred to throughout this chapter, in relation to how 

it has been applied to describe the children's language. 

Figure 2.1: Systemic functional linguistic model of language 

(adapted from Halliday, 1985b, 1994, 2004; Martin 1985, 1992; Halliday & Hasan 

1985, 1989, 1991; Martin & Rose 2003, 2004) 

genre 

register 
(field, mode, tenor) 

lexicogrammar 
phonology 
discourse 

context of culture 

context of situation 

language 

In this model, language is viewed as a social, semiotic system (Halliday & Hasan 

1985, 1989, 1991). This means that language is not interpreted as a pre-determined set 

of 'signs' or grammatical rules. As previously discussed, this means that language is 

seen as a systematic resource for making meaning in social contexts. This is the view 

of language taken in this thesis. 

The SFL model accounts for spoken language, not just written. This is essential for 

any systematic description of the children's spoken language in this thesis. However, 

most traditional models of grammar have been based on written forms of the 

language. This foregrounds the question of where the boundaries between spoken 

language and written language are to be drawn. This will be discussed in sections 

2.2.3 and 2.2.4. Making meaning in immediate contexts is an important feature of 

casual spoken language (Slade, 1996; Eggins & Slade 1997, 2004). This is 
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foregrounded in the SFL model by describing how language interacts with context. 

This is what Halliday (l 985b, 1994, 2004) refers to as meaning potential and is 

important to the description of the children's language in this study. 

One of the advantages of the concept of language as meaning potential is that it 

provides a link between the linguistic system and the text. This is seen as an important 

issue in analyzing the children's texts in this thesis. The notion of language as a 

sentence-level, rule-based system is not rich enough to provide a way to interpret the 

children's texts. In SFL, the linguistic system and the text are viewed as potential and 

instance of that potential. This could be interpreted as meanings that are actually 

realized or afforded by an instance (Martin & Rose 2003 , 2004). In SFL, the system 

and the text should not be separated because one cannot exist without the other 

(Halliday 1985b, 1994, 2004; Haliiday & Hasan 1985, 1989, 1991). 

In SFL, the question is not so much what the speaker knows, but what the speaker 

' can do' and what the speaker ' can mean.' Halliday states: 

Language ... is a potential. What a person can do in a linguistic sense, that 

is, what he can do as speaker I hearer, is equivalent to what he ' can mean;' 

hence the description of language as 'meaning potential' . To describe 

language as potential does not mean we are not interested in the actual. As 

Halliday (1974:27) points out, to understand what the speaker does, we 

have to know what he can do. 

This notion of 'meaning potential' is considered relevant to an analysis of the 

children's language. This functional interpretation is applied to the children' s texts, 

which are analyzed in terms of what they can mean and therefore what they can do 

with language. This is particularly important when describing the children ' s language 

development. 

Slade (1996) argues that a functional interpretation has particular relevance to the 

analysis of casual conversation. According to Slade ( 1996): 
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The view of language as resource sees language as primarily a means of 

doing or acting on the world; it is concerned with language as it occurs in 

contexts of use. Casual conversation is the texts that we make every day, 

all through our lives, to achieve different purposes and to meet various 

needs. An analysis of casual conversation needs therefore a descriptive 

framework that is powerful and rich enough to take account of both the 

system (the potential) and the actual instances of language use (Slade 

1996:34). 

Thus, it can be argued that a functional interpretation has relevance to the spoken 

language in this research. SFL provides the linguistic tools to systematically describe 

and interpret what the children 'can do' and what the children 'can mean,' through a 

functional analysis of the children's texts. 

The 'syntagmatic' and 'paradigmatic' relations of language is an important notion in 

SFL theory (Halliday, 1966), and is also one that has relevance for this research. The 

organizing concept within SFL is that of 'system,' which is based on Firth's (1957) 

system-structure theory. For Firth, a language system is a set of choices in a specific 

context. As such, system and structure are different concepts. Firth states that the axis 

of linguistic organization is the syntagmatic relations (the structural context which 

forms grammatical structures) and the paradigmatic relations of language (the 

relations of choice). Firth (1957) gave syntagmatic and paradigmatic relations equal 

status. However~ Halliday (1966; l 985b, 1994, 2004; Halliday & Hasan 1985, 1989, 

1991) gives paradigmatic relations primary status. Halliday (1994) states: 

SFL is primarily systemic in that it is a theory of choice, by which a 

language is interpreted as networks of interlocking options (Halliday 

l 994:xiv) 

While structure sti11 needs to be accounted for, an important focus of this thesis is 

centered more on the paradigmatic relations of language. In other words, focus is 

placed on how the children use and develop these relations of choice to construct their 

texts. According to Halliday ( l 985b, 1994, 2004), there are system networks at all 
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levels, including semantic, grammatical and phonological. These describe meaning 

potential and meaning choices within a social, semiotic framework. 

The question arises as to whether it is appropriate to consider that the children are 

making choices at this novice stage. These are young children coming to English as 

native speakers of Japanese. Thus, it is likely that they have few choices, if any, 

available to them at specific moments in the interactions. However, it is argued in this 

study that the system of choice is an essential part of second language development, 

even for young, second language learners. As the children's second language 

develops, so too should their potential to develop a greater range of language choices. 

Furthermore, it is argued that the system of choice, as an integral paii of the SFL 

language model, can be facilitated in the children's second language development 

through the modeling and the scaffolding process. In this study, assisting the children 

to make appropriate language choices is an important part of the father's pedagogical 

approach (see chapter 3). Describing how the children draw from this system of 

choice to develop their register skills is considered to be crucial in analyzing the 

children's language development. This issue will be taken up again in section 2.6, in 

the discussion on the role of interpersonal resources, such as mood and appraisal. 

2.2.2: Functional diversification and the conce11t of register 
Using language appropriate to different contexts is viewed as an important issue in the 

development of the children's language in this thesis. The use of language in context 

refers to the concept of register. This can be described in SFL by an analysis of the 

field, mode and tenor of a text, which also illustrates the functional diversification of 

language in use. In this research, the main focus is on the interpersonal function of 

language. According to Eggins & Slade (1997~ 2004), casual conversation is 

motivated by the interpersonal function of language. Hence, the interpersonal 

metafunction of language is considered to be most relevant to this thesis. The three 

metafunctions of language and the role they play in setting up the linguistic register of 

a text, are now summarized below. 

Drawing on the work of the anthropologist, Malinowski, and the British linguist, 

Firth, Halliday (l 985b, 1994, 2004) argues that language is multifunctional. That is, 
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language is organized and used to make three kinds of meanings simultaneously. 

Hence the notion of language meta:function in SFL is closely connected to the concept 

of register. These three meta:functions are referred to as the ideational :function of 

language (which realizes the field of the register), the interpersonal function (the tenor 

of the register) and the textual function (the mode of the register). These three 

metafunctions are important for describing the different meanings conveyed through 

language. They are also important for describing the appropriacy of language used in 

different situational contexts, in that they account for variations in language use, from 

one context to another. These three metafunctions constitute the linguistic register of a 

text (Halliday, 1985b, 1994, 2004; Halliday & Hasan, 1985, 1989, 1991). 

The ideational metafunction of language realizes the field of the text (Halliday & 

Hasan 1985, 1989, 1991 ). It is concerned with meanings about the world. While field 

is sometimes glossed as the 'topic,' the ideational metafunction of language involves 

more than this. It provides us with an interpretation and representation of our 

experiences of the phenomena in the world around us, and of our place in that world. 

There are two sub-categories of the ideational metafunction - the experiential and the 

logical. Halliday (l 985b, 1994, 2004) states that the experiential function is 

concerned with happenings, entities and circumstantial features . Happenings can be 

represented by actions, events, states, and relations that are going on. Entities that 

participate in these happenings, can be represented by persons, animate and inanimate 

objects, jnstitutions, and abstractions. Circumstantial features are represented by 

descriptions of location, time and space, cause, manner, extent, and so on. However, 

the logical function of ideational meanings is to do with the logical relations in natural 

language, such as ' and, ' 'namely,' says' and so on (Halliady 1985b, 1994, 2004; 

Slade, 1996). Thus, by analyzing the ideational metafunction of the children's 

language, meanings about the world are realized, including the topics and the subject 

matter. These are the patterns that encode the 'who, what, where, when, why and 

how' of their conversations. By analyzing the field of the children 's texts, the various 

topics of conversation are revealed, when the topics were discussed and by whom, 

and how the topics changed and closed (Eggins & Slade 1997, 2004). 

The textual metafunction realizes the mode of the text. It represents the enabling 

function for the two other core functions of language, and mode, as the channel of 
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communication, essentially spoken or wri tten language, is the channel through which 

this occurs. Mode is sometimes glossed as degrees of spoken and written language, 

and/or the channel of communication. Martin (l 984a) suggests that two kinds of 

distance are involved in the textual metafunction of language. The first is spatial 

distance between those interacting. For example, whether they are face-to-face, on the 

phone, sending e-mail messages, and so on. The second is experiential distance, or the 

distance from the activities, which are the focus of the discussion. For example, 

whether the language is accompanying the action, or whether the language is 

reflecting on it. In this research, we can focus on the textual metafunction of the 

children's language by analyzing the mode of their texts. This would include 

examining the different types of cohesion devices used to connect different chunks of 

talk together, by examining different patterns of salience and foregrounding of 

expressions, by examining cohesion through ellipsis and reference, by examining 

rapid turn taking, and so on (Eggins & Slade 1997, 2004). 

The interpersonal metafunction realizes the tenor of the text. It deals with the role 

relationships between the participants. ·It establishes and maintains the interaction 

between speaker and listener, as well as the concomitant roles assigned by the speaker 

and accepted (or rejected) by the listener (Halliday l 985b, 1994, 2004). These are 

realized in the grammar by mood and appraisal resources. Mood resources involve the 

giving and exchanging of information. This includes stating information, questioning, 

commanding, denying, refusjng, requesting, and so on (see section 2.6.1). Appraisal 

resources involve taking a stance and expressing attitudes (see section 2.6.2). \Ve can 

focus on the interpersonal functions of language in this study by analyzing the tenor 

of the children's texts. According to Halliday (1985b, 1994, 2004) and Halliday & 

Hasan (1985, 1989, 1991), tenor can be influenced by a number of factors, including 

status (the perceived status of the participants in relation to each other), affect (their 

affective relationships, including their feelings toward each other at the time), contact 

(how well they know each other or how often they come into contact with each other), 

and finally orientation to affiliation (the extent to which we seek to identify with the 

values and beliefs of those we interact with in different social contexts). 

According to Eggins & Slade (1997, 2004), casual conversation is motivated by the 

interpersonal function of language. Thus, an analysis of the interpersonal 

41 



metafunction of language is important for any description of casual conversation, and 

is therefore considered to be most relevant to a description of the children's 

conversational language in this thesis. The dominant relationships that are 

foregrounded in this study are those between the father (as the 'teacher') and 

daughters (as the 'learners'). This would suggest that the variables of status and affect 

play a significant role in the children's choices of interpersonal language, and thus in 

the type of texts the children produce. Issues relating to the children's interpersonal 

use of language, particularly mood and appraisal, are discussed further in sections 

2.6.1 and 2.6.2. These issues represent important research questions relating to the 

development of the children's language skills in this thesis, and therefore represent an 

important part of the analyses in chapters 4, 5, and 6. 

An overview of the three metafunctions of language, in realizing the linguistic register 

of a text, is provided below in table 2.1. 

Table 2.1 : Register and the metafunctions of language 

(adapted from Halliday l 985b, 1994, 2004; Slade, 1996) 

Register: 

Situation 

field 

The Context ~ Semantic Metafunctions of 

j Language 

ideational meanings 

Lexicogrammar 

transitivity sy ' terns 

(what is gomg on, including (semantic resources to interpret 1 (grammar of processes, 

topic) 

tenor 

& represent experience) 

interpersonal meanings 

participants & circumstances) 
--~-~~~~~~~-----·-

a. mood systems (grammar of 

(role relationships between (semantic resources to interpret speech function interactions) 

interactants) and represent experience and b. appraisal systems (grammar 

social relations) of attitudes & evaluations) 
~·-~-~~~~--~~~~~-+-~~~~~~~~~~~--~~~~~~~~~~---; 

mode textual meanings themelrheme systems 

(role the language is playing in 

the context) 

(semantic 

presenting 

interpersonal 

in context) 

resources 

ideational 

meamngs as 

for 

& 

text 

(grammar of contextualization: 

prominence of message in flow 

of information) 

The concept of register plays an important role in describing the children's use of 

language. SFL is interested in analyzing how the context of situation influences the 

nature of the language we choose to use (Halliday & Hasan 1985, 1989, 1991). The 

three contextual variables of field, mode and tenor constitute the register of a text. 
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The register of spoken discourse results from the interaction of these variables within 

a particular context of situation (Halliday & Hasan 1985, 1989, 1991 ). The three 

contextual variables of field, mode and tenor operate within every context of 

situation, and influence the language choices that people make. 

An analysis of casual conversation could include an analysis of all three 

metafunctions of language. However, as previously stated, this thesis focuses on an 

analysis of interpersonal meanings in casual conversation. There are two main reasons 

for this. First, the primary task of casual conversation is the negotiation of social 

identity and social relations. Thus, casual conversation is 'driven' by interpersonal 

meanings, rather than ideational or textual ones. In support of this, Eggins & Slade 

(1997, 2004) make the following three claims. First, there is an absence of any 

pragmatic motivation or outcomes in casual talk. Second, any topic can be discussed 

in casual talk, which suggests that it does not focus on ideational meanings. And third, 

there is much triviality in the content of casual talk. These three claims suggest that 

the importance of casual conversation is not in ideational meanings. 

The second main reason for focusing on interpersonal meanings is the open-ended 

tu m taking organization of casual conversation. This differentiates it from other 

linguistic activities (Sacks et al, 1974). However, while this appears to be an 

important issue in highly developed systems of casual conversation, such as native-

speaking adults, it appears to be a somewhat different issue in this thesis. This is 

because the children are learning English as a foreign language. It cannot be assumed 

that they possess a highly developed system of English casual conversation. Often, 

they are instructed by their father to 'listen and learn' from other speakers, and not to 

interrupt. Consequently, there is less likelihood that interruptions and rapid changes in 

tum taking will be a feature of the children' s conversation texts, as it is in adult, 

native speaker-like conversations (Slade, 1996; Eggins & Slade 1997, 2004). 

However, while tum taking may not be such an important feature, the children' s 

overall use of interpersonal language is an important research issue of the thesis. As 

Eggins & Slade (1997, 2004) suggest, the motivation for and the structuring of casual 

conversation is considered to be primarily achieved through a focus on interpersonal 

meanings. Therefore, any comprehensive analysis of casual conversation must include 
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a framework for describing vanous interpersonal patterns in casual talk. In this 

research, this is realized through an analysis of mood and appraisal. According to 

Eggins & Slade (1997, 2004), ideational and textual patterns should not be excluded 

from the discussion. Rather, they should be viewed as resources mobilized by 

interpersonal meanings. The focus on interpersonal meanings makes explicit the 

connection between the role relationships of the participants and the context of the 

casual conversation. 

By focusing on interpersonal meanmgs, we are choosing to explore the register 

variable of tenor. Eggins & Slade (1997, 2004) suggest that there are four main types 

of linguistic patterns that tenor relationships are used to represent and enact the social 

identities of the participants in a casual conversation. First, there are grammatical 

patterns, which operate within turns. These have to do with the mood of the clauses 

used by the interactants. Second, there are semantic patterns, which reveal attitudinal 

and expressive meanings in talk. These have to do with taking a stance and are often 

used to develop group cohesion. Third, there are discourse structure patterns, which 

operate across turns and are overtly interactional and sequential. These are often 

speech functions (such as informing, asking, demanding, challenging and 

contradicting) and are a key resource for negotiating degrees of familiarity, and for 

keeping the conversation going by reacting to each other in confronting rather than 

supporting moves. Finally, there are generic structure patterns, which operate to build 

' chunks' of talk. The"e have to do with organizing language to speak for a variety of 

social purposes. According to Eggins & S1ade (1997, 2004), they are also another way 

in which group affiliation can be explored and developed. These four patterns of 

interpersonal meaning are relevant to the aims of the thesis, and have been included in 

the analysis and discussion of the children's data in chapters 4, 5, and 6. 

In this thesis, the children are considered to be operating (to some extent) in the adult 

system of language use. The children have acquired some spoken English and moved 

beyond the protolanguage stage (Halliday 1973; 1975; Painter 1985, 1989). However, 

how far they have moved into the spoken adult system is problematic. This research 

focuses on a description of the children's language skills. It is not the purpose of the 

thesis to evaluate the children's language proficiency, which is considered beyond the 

scope of this thesis. . 
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Halliday (l 985b, 1994, 2004) states that given a certain field, choices are made within 

the resources of the experiential metafunction of language; given a certain tenor, 

choices are made from within the interpersonal resources of the language system; and 

given a certain mode of communication, choices are made from within the textual 

resources of the language system. Because of this systematic relationship within the 

language between meanings and contexts, it becomes possible to predict how a given 

context will determine choices from the language system, and also how the language 

system itself constructs context. Eggins (1994) elaborates on this point, by stating: 

Our ability to deduce context from text is one way in which language and 

context are interrelated. Our equally highly developed ability to predict 

language from context provides further evidence of the language/context 

relationship (Eggins 1994:7). 

Thus, in SFL, the notion of register refers to the variation of language use in particular 

situational contexts (Halliday & Hasan 1985, 1989, 1991). In other words, 

determining what language choices are appropriate in a particular context. Register 

explains the relationship between a text and its situational context. According to 

Halliday (1978). the context detennines what we say, and what we say has a part in 

determining the context. This is important to the thesis because it is the relationship 

between meaning and context, and between context and language, which underpins 

much of the analysis of the children's texts in this study. 

The relationship between meaning and context, and between context and language, 

enables the register to be made explicit. This is significant for the children's learning, 

as well as for a description of their language. Halliday (1993) explains this, saying: 

.. . since it is the combination of the interpersonal and the experiential that 

constitutes an act of meaning. All meaning - hence all learning - is at 

once both action and reflection (Halliday 1993: 101 ). 

The connection between language theory and learning theory is an important issue in 

this thesis. It highlights the need to not only describe the language that the children 
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produce, but also to account for how the learning takes place. It is therefore important 

to adopt a theory of learning that is complementary to the theory of language used in 

the thesis. This issue will be explored further in chapter 3. 

In this section, the relationship between the metafunctions of language, the concept of 

register, and the context of situation have been explored. The relevance of these 

relationships to the theoretical concerns of the thesis has also been discussed. In the 

next section, some of the similarities and differences between spoken and written 

language will be explored, that will help to better understand some of the choices the 

children make in the construction of their texts. 

2.2.3: Spoken and written language 

Research indicates that, while there are areas of overlap between some types of 

spoken and written language, the two are not necessarily the same (Halliday l 985a, 

1989). According to Burns, Joyce and Gollin (1996), spoken interactions in second 

and foreign language learning have traditionally been based on grammars of written 

English. One of the advantages of using a systemic functional linguistic model of 

language in this thesis is that it describes spoken language, as well as written. 

According to Halliday: 

Wri ting and speaking are not just alternative ways of doing the same 

things; rather, they arc ways of doing different things (Halliday 

1985a:vii). 

Thus, spoken language is not just a spoken version of writing (Bums & Joyce, 1997). 

They are actually different ways of doing different things. Thus, in order to analyze 

the children's spoken language, it is important to have an understanding of some of 

the similarities and differences of spoken and written language. To some extent, these 

need to be made explict to the children throughout the learning process. In this 

section, the similarities and differences between spoken and written language will be 

explored, which are relevant to this thesis. 
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Spoken and written language draw on the same systems of language, but they do so in 

different ways because they have evolved over time to fulfill different sociocultural 

functions (Halliday l 985a, 1989). However, in this thesis it is helpful to think of 

spoken and written language as a kind of continuum (Derewianka, 1990), rather than 

as mutually exclusive entities. That is, while there are differences between spoken and 

written language, there are also many areas of overlap and many similarities between 

them. In many cases, it is clear that there is no absolute boundary between them. 

Rather than refer to language as spoken or written, it is considered to be more 

descriptive of actual situations to use the terms adopted by Derewianka (1990), who 

refers to texts at different points along a language continuum as more spoken-like or 

more written-like (Derewianka, 1990). Thus, the casual spoken language to be 

analyzed in this research, is considered to be more spoken-like than sending an e-mail 

message or making a formal presentation, both of which have elements of spoken and 

written language. Thus, the distinction of more spoken-like language and more 

written-like language (Derewianka, 1990) is considered to be relevant to the 

description of language in this research. 

If the effect mode has on language choices is to be fully recognized, then the 

distinction between spoken and written language should be viewed on a scale or 

continuum. A continuum can be regarded as an unbroken line of language, with more 

spoken-like texts, such as casual conversation, down one end, and more written-like 

texts, such as academic essays and novels, at the other end. If we put texts along a 

continuum, we can see that some texts are clearly written language, others are clearly 

spoken; others blur the distinction and have characteristics of both spoken and 

written. The impact of modem technology on language is one way in which this 

distinction has been blurred. For example, as mentioned above, although an e-mail to 

a friend represents the written mode, it often produces the kind of informal language 

that has much in common with speech (Gibbons, 1999). In personal e-mails, elements 

of both spoken and written language are often mixed together and this is considered to 

be appropriate. 

In this research, the casual spoken language of the children would most likely be 

placed down one end of the language continuum. It contains many features of more 

spoken-like language. In general, it can be argued that in casual conversation the 
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distinctions between spoken and written language are usually not so blurred 

(Derewianka, 1990). 

According to Halliday (l 985a, 1989), spoken language (from now referred to in this 

thesis as more spoken-like language) tends to be context dependent. That is, it 

depends on the immediate physical context to create meanings, and usually 

accompanies the action (Eggins, 1994; Burns, Joyce & Gollin, 1996). It is often used 

to communicate with people in the same time and place (Eggins, 1994). 

More spoken-like language also tends to rely on shared knowledge between the 

speakers, and often makes implied reference to the shared context (Halliday 1985a, 

1989; Eggins, 1994; Burns, Joyce & Gollin, 1996). It does this by using the system of 

ellipsis. For example, it is common for more spoken-like language to omit certain 

unnecessary words to convey a message (Halliday 1985a, 1989). Through ellipsis, 

meanings are often implied or inferred by the context. It is not necessary to explicitly 

state every word, as meanings can be predicted by the shared knowledge of the 

participants. 

Exophoric reference is another feature of more spoken-like discourse. This is used to 

track the role relationship of the participants, who are not explicitly mentioned jn the 

text (Halliday, 1985b, 1994, 2004). However, who or what is being referred to is 

usually understood because there is much shared knowledge between the participants. 

For example, in a game of rugby, if one player yelled to another: "Catch it, catch it," 

the other player would probably understand that "it" refers to the "football." The 

meaning of "it" would be understood by the shared knowledge of the players in the 

game, as well as the physical context they are in. It would not be necessary to 

explicitly state what the "it" refers to. As such, the "it" has meaning because of the 

context they are in. However, without this context and this shared knowledge, the "it" 

could refer to any thing and would therefore be meaningless. 

As we have seen so far, casual conversation tends to be more spoken-like language. It 

tends to be context dependent. Because of the shared knowledge of the participants, 

grammatical devices such as ellipsis and exophoric reference tend to be common 
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features of casual conversation. Common features of spoken language are examined 

in the children's mood analyses in chapters 4, 5, and 6. 

However, more written-like language is quite different. It is context independent 

(Halliday 1985a, 1989). That is, more written-like language can exist away from the 

immediate physical context. The language usually does not accompany the action. 

Usually, it reflects on the action (Bums & Joyce, 1997). It is used to communicate 

across time and distance (Eggins, 1994). It must recreate for readers the context it is 

describing (Bums, Joyce & Gollin, 1996). Consequently, more written-like language 

tends to use less ellipsis, and tends to feature more explicit reference than more 

spoken-like language. This means that written-like language relies more on the 

explicit naming of people and things in a text, than does spoken-like language. 

More spoken-like language tends to be more dialogic in nature, whereas more written-

like language tends to be more monologic (Halliday 1985a, 1989). That is, more 

spoken-like language usually involves two or more speakers creating the text 

together, whereas more written-like is usually written by one person removed from an 

audience (Eggins, 1994). 

More spoken-like language is often unrehearsed and spontaneous (HaHiday 1985a, 

1989). Interactants build spoken, unrehearsed texts spontaneously within social and 

linguistic parameters (Bums & Joyce, ] 997). More written-like texts can be edited 

and redrafted many times. In this thesis, however, the children are learning 

conversational English in a semi-formal teaching context. Therefore, the children 

often draft, edit and jointly construct the storytelling genres that they want to produce. 

However, the final goal is to be able to use language independently and 

spontaneously, and to transfer their texts, in an unrehearsed way, to a variety of casual 

conversation contexts. 

According to Halliday (1985a, 1989), more spoken-like language is usually 

grammatically complex. That is, there tends to be fewer content or lexical items per 

clause complex (for example, fewer nouns and verbs per sentence), and more 

examples of grammatical items (for example, pronouns and conjunctions). According 

to Halliday (1985a, 1989), more spoken-like texts often develop through an intricate 
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network of dependent and independent clauses. In casual conversation, speakers often 

string together ideas through an extensive use of connectives. Linking words such as 

'first,' 'next,' 'and then,' 'I mean,' ' you know,' 'and,' 'but' and 'because' are 

common in spoken texts, and are used in order to sustain a conversation. This use of 

connectives (or sometimes referred to as discourse markers) provides cohesion in a 

text, and will be examined in the data analysis in chapters 4, 5, and 6. 

Furthermore, unlike more written-like texts, the interpersonal function of establishing 

and maintaining social relationships is a feature of more spoken-like texts such as in 

casual conversation (Slade, 1996; Eggins & Slade, 1997, 2004; Thornbury & Slade, 

2006). That is, speakers tend to use more spoken-like language to perform 

interpersonal functions, such as to bond with friends, to build up group identities, to 

gossip, to express humor and solidari ty, and so on. The content is often a secondary 

consideration. In more spoken-like texts, these kinds of interpersonal social functions 

of language are often of more importance than the actual content of what is being 

talked about. The interpersonal functions of the children's language will be examined 

by an analysis of mood and appraisal in chapters 4, 5, and 6. 

More wri tten--like language. on the other hand, tends to be more lexically complex 

(Halliday, l 985a, 1989). This means that often in more written-like texts, there are 

more lexical or content words per clause complex (sentence), and fewer grammatical 

words. Consequently, mor"' \Vritten-like texts are usually developed through a process 

of nominalization (Halliday, l 985a, 1989). That is, the process whereby grammatical 

items, such as pronouns, conjunctions and clauses, are turned into lexical or content 

items, such as nouns, verbs, adjectives and adverbs. As a result, there tends to be 

fewer clauses in more written-like texts, and the clauses are usually more lexically 

dense (more lexical items) than those of more spoken-like texts. The use of 

nominalization is considered to be a feature of more written-like language, than 

spoken. 

The following three texts, taken from Bums & Joyce (1997), illustrate some of the 

main features of spoken-like and written-like language, as they move along the mode 

continuum. The lexical items are marked in bold. 
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Text A 

A: Can I come and show you? 

B: Yes, OK. 

A: I've finished with this bit. Do you think that should go here? 

B: Yeah, that's fine. 

Text B: 

Colleagues worked on the task. One wrote the introduction, the other wrote the 

article and then they edited it. They made sure the parts were consistent in style. 

Text C: 

The completion of the document was achieved through the collaborative 

participation of two colleagues. The editing process necessitated ensuring 

consistency of style between the various segments of the document. 

According to Bums & Joyce (1997), this illustrates how the texts are creating the 

same event for three different purposes, as they move along the mode continuum from 

more spoken-like language in text A, to more written-like language in text C. Text B 

is somewhere in the middle of the continuum. In the three texts, the lexical items are 

in bold. In text A, the language is accompanying the action. There are fewer lexical 

items, there are several examples of ellipsis, and several examples of exophoric 

reference. Also, there are more clauses in text .A, than either text B or text C. 

However, as we move toward the more written-like end of the continuum in text C, 

language is reflecting on the action. There is an increasing number of lexical items, 

fewer examples of ellipsis and exophoric reference, and fewer clauses in the text. 

The implication of this for the children's language is that their texts should possess 

features that are typical of casual, spoken English. Their texts will tend to contain 

more examples of function words per sentence, and fewer content words. Their texts 

will tend to contain examples of ellipsis and/or exophoric reference. The ideas in the 

texts will often be linked together through a network of dependent and independent 

clauses, and using connectives to string together the ideas being discussed. All of 

these represent typical features of casual, spoken language. The extent to which the 

children can do this will be illustrated by the mood analyses in chapters 4, 5, and 6. 
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In summary, we can say that the grammar of more spoken-like texts tends to be 

developed through a network of clauses. On the other hand, we can say that the 

grammar of more written-like texts tends to be lexical and is developed through the 

process of nominalization. Making some of these features explicit to the children 

(using language that is understandable) is considered to be one of the important issues 

of the thesis . 

The features of more spoken-like language and more written-like language can be 

summarized as follows in table 2.2. 

Table 2.2: Main differences between more spoken-like texts and more written-like texts 

(adapted from Eggins, 1994; Bums, Joyce & Gollin, 1996) 

More spoken-like texts More written-like texts 

Essentially dialogic in nature Essentially monologic in nature 

Typically created by two or more people Typically created by one person 

Usually interactants share knowledge of the Writer is typically removed from the audience. 

context in which the language is being used. More Fewer examples of ellip is and exophoric 

examples of ellipsis and exophoric reference reference, as participants are explicitly named. 

Generally spontaneously created Generally drafted and edited 
-·-----------------------+-----------------------l 

Generally accompany action 

Dependent on immediate context for meaning 

Generally reflect on action 

Independent of context 

Developed by an intricate interrelationship Developed by the process of nominalization ] 

between clauses I 
~-w-e_r_c_o_n_t-en--t-w_o_r_d_s_an-d--m-o-re ___ gr_a_m_m_a_t_i_c_a_l -+--l\-1ore content words and fewer gra~atical 

words words 

The interpersonal aspects of language are The topic and content of the discourse are 

typically foregrounded typically foregrounded 

2.2.4: The mode continuum 

The main differences between more spoken-like and more written-like texts are clear 

when we compare the most spoken end of the continuum to the most written end. 

According to Burns, Joyce and Gollin ( 1996), by placing related texts along the 

continuum, we can analyze how texts draw on the resources of language differently, 

as they move away in time and place at different positions along the continuum. 
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Martin (l 984a) argues that language choices along the mode continuum are affected 

by aural and visual contact (such as face-to-face contact versus on the phone), as well 

as by the distance dimension and abstraction. One of the implications of this for this 

research is that the children need to make choices that are appropriate to the face-to-

face contact of more spoken-like texts. Modeling of appropriate spoken texts is 

considered to be important here. To illustrate this point, Bums, Joyce and Gollin 

(1996) placed five texts referring to the same basketball game at different positions 

along the mode continuum (see figure 2.2 below). 

Figure 2.2: The mode continuum and language choices 

(adapted from Bums, Joyce and Gollin, 1996) 

More spoken 

-like texts 

1. 

dialog 

at a game 

') 
~. 

TV report 

3. 

letter 

to a friend 

4. 

magazme 

guide 

More written 

-like texts 

5. 

annual 

guide 

Analyzing the language of the five texts, Burns, Joyce and Gollin ( 1996) found that 

the language changed as it moved away in time and space from the event it is 

describing, and the language worked harder to recreate the context of the game. The 

texts are creating the same event for different purposes, over increasing distance in 

time and space from the original game. In text 1, the language is accompanying the 

action of the game. This can be termed as ' language in action. ' However, as we move 

towards the more written-like end of the continuum, content words become more 

important and there is increasing generalization and abstraction about the game, as the 

language works harder to reconstruct the context, as the texts become more distanced 

from the original game. Martin (l 984a) argues that this is not simply in terms of 

temporal distance, but eventually in terms of abstraction (as seen in abstract writing). 

This is interpreted as ' language as reflection.' From the example of Bums, Joyce & 

Gollin ( 1996), it can seen that the mode continuum affects the kinds of language 

choices that are made, from ' language in action ' at one end, to 'language as 

reflection' at the other. In this thesis, this highlights the need for the children to make 
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choices that are appropriate to face-to-face conversation, which is typical of more 

spoken-like texts. 

Using a hypothetical game of cricket, Martin (l 984a) expands on the dimensions of 

'language in action' and 'language as reflection.' He suggests a number of 

hypothetical situations, each further distanced from the original event. These 

dimensions can be viewed as language in action (dialog at the game), commentary on 

action (live TV or radio commentary of the game, reconstruction of action (interviews 

with players or reports after the game), and construction (a book or treatise on 

cricket). According to Martin (l 984a), what is happening along this scale is that 

language is getting further removed from what is actually being talked about, in terms 

of temporal distance and written abstraction. Drawing on this expanded view of the 

role of the mode continuum, it becomes possible to design language syllabuses that 

focus systematically on moving learners from more spoken-like language of personal 

experience at one end, to more written-like language that is context-reduced at the 

other. 

These examples show how language changes in predictable ways as it moves along 

the mode continuum. Making this knowledge explicit to the children is seen as an 

important learning tool in helping them make language choices that are appropriate to 

conversational English. Also, using mood and appraisal analyses to describe the 

extent to which the children can make these choices, is seen as an important linguistic 

tool in analyzing the children's language skills. 

Viewing language as a continuum could have benefits for the children in this research 

beyond the skills of casual conversation. As children enter formal schooling, they are 

increasingly required to make shifts in many fields, away from more spoken-like 

language of personal experience towards the more written-like discourses of specific 

disciplines. For foreign language learners, this represents a very large linguistic step. 

According to Gibbons (2006), the mode continuum can assist children in making this 

transition from spoken to written language. 

In sections 2.2.3 and 2.2.4, the role of spoken and written language was examined, 

and how the mode continuum affects the kinds of language choices that are made. 
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These issues are relevant to the children in this thesis, as making appropriate choices 

is an essential part oflanguage development. In section 2.3 , the theoretical positioning 

of the theory will focus on the relevance of SFL for the analysis of conversational 

English. 

2.3: Relevance of SFL for the analysis of casual conversation 

It has been argued that SFL is relevant for the analysis of casual conversation in this 

thesis because it can provide the linguistic tools necessary for the analysis of 

conversational English. There are three main reasons for this. First, an analysis that 

did not theorize the link between linguistic form and social function would not be able 

to account for the ways in which the children negotiate meanings about what is going 

on in the world, how they think about it, and how they feel about each other; all of 

which are features of casual conversation. Furthermore, only a functional approach 

that analyzes the children 's texts in relation to their cultural and social context can 

illustrate that, through the interpersonal function of casual conversation, the children 

can construct the world they want to share, and describe how they establish, reinforce 

and change relationships wi th each other (Slade, 1996). At the linguistic level, this is 

realized by an examination of the children's mood and appraisal resources. At the 

level of social context, it is realized by the way the children use generic structure to 

construct their texts, in relation to their vaiious social purposes. 

Second, SFL accounts for spoken language, as well as written. Consequently, spoken 

language is not on the periphery of the system, but is regarded as being just as 

essential for the understanding of language as the written mode. Halliday (1985b, 

1994, 2004) states: 

. . . the potential of the system is more richly developed, and more fully 

revealed, in speech . . . One (reason) is that spoken language responds 

continually to the small but subtle changes in its environment, both verbal 

and non-verbal, and in doing so exhibits a rich pattern of semantic, and 

hence also of grammatical variation, that does not get explored in writing 

(Halliday 1985b, 1994, 2004:xxiii - xxiv). 
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Here, Halliday is arguing for the importance of spoken language, which is central to 

the theoretical and practical motivation of this study. This is particularly significant in 

foreign language teaching contexts, where priority is often given to written language 

over spoken (Lucantonio, 2003). Hence, by using SFL as the theoretical framework to 

describe the children's conversational English, it is argued that the thesis stresses the 

importance of conversation to the study of language, as the children's conversation is 

regarded as the main vehicle by which social reality is represented and enacted 

(Thornbury & Slade, 2006). As Halliday (1978) points out: 

... to understand the nature of text as social action we are led naturally to 

consider spontaneous conversation, as being the most accessible to 

interpretation (Halliday 1978: 140). 

McCarthy (1998) also feels that most grammars used in second language learning 

have been typically based on grammars of written language. This suggests a view that 

spoken and written language are in fact the same, or worse still, that spoken language 

is not as important as written. However, SFL theory provides the researcher with the 

tools for the systematic analysis of spoken language. The children's conversational 

English is treated as an exchange of meanings; as a realization of dynamic and 

semantic texts; and as a vehicle for the construction, maintenance and exchange of 

social relations (Slade, 1996). Through the theoretical framework of SFL, it is 

possible to describe and analyze the interpersonal exchanges of meaning of the 

children, through the semantic construction of their texts. 

The third reason is that systemic linguistics foregrounds the system of choice. The 

children's language is construed as meaning potential, in terms of choices they can 

make as a speaker. These choices are considered important in the development of the 

children's language skills. The system networks of genre, mood and appraisal allow 

the researcher to map out the semantic and lexicogrammatical strategies used by the 

children in their casual conversation. This allows the researcher to view the children' s 

conversations as a range of possible options, rather than as a simple checklist of 

structures and functions. This results in a more systematic description of the 

children's conversational English. 
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In the next section, the concept of genre in systemic functional linguistics will be 

examined, focusing on the role it plays in the thesis. 

2.4: Genre in systemic functional linguistics 

The concept of genre is considered to be an important analytical tool for constructing 

the macrostructure of the children ' s casual conversations, as well as making explicit 

the connection between language and social purpose. The concept is not a new one, 

and has attracted a significant amount of interest and research in educational contexts 

in recent years (see Martin 1984a; 1984b; 1985; 1992; Martin & Rothery, 1986; 

Derewianka 1990, 1994; Thornbury & Slade, 2006). However, only the work 

considered relevant to this thesis will be dealt with here, in particular the work of 

Martin (1985; 1992; Martin & Rose 2003, 2004) in developing a theory of genre 

within SFL, as well as the work of Plum (1988), Slade (1996), Eggins & Slade (1997, 

2004), and Thornbury & Slade (2006) in their applications of genre theory to casual 

conversation. 

In education and linguistics, the word genre has been evolving and is currently used 

as an important tenn to describe different kinds of texts. Bakhtin (1986) defines 

speech genres as: 

... the typical form of the utterance associated with a particular sphere of 

communication (e.g. the workplace, the sewing circle, the military) which 

has therefore developed into 'relatively stable types ' in terms of thematic 

content, style and compositional structure (Bakhtin 1986:62). 

Bakhtin's claim that genres have a stable sense of "type" and are composed of a 

certain "structure," is not dissimilar to other views. Labov ( 1972; Labov & W aletzky, 

1967) acknowledges the importance of text structure in his work on discourse. 

Fairclough (1995) defines genre as a socially ratified way of using language in 

connection with a particular type of social activity. Examples of this would be a 

narrative versus an opinion. These represent different social activities, and therefore 

would likely be structured in different ways, so as to achieve their social goals. 
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According to Slade (1996), there is significant overlap in the descriptions of genres. 

Essentially, the descriptions are functional, describing how the language of a 

particular text is structured for use and how the generic patterning contributes to the 

whole. Furthermore, to understand the concept of genre, the cultural and social role of 

language needs to be made clear. In particular, the social purpose of the genre, which 

is reflected by its text structure and in the language choices made in each stage of the 

text. 

In the SFL model of language used in this thesis, the level of genre realizes the 

context of culture (Halliday & Hasan, 1985, 1989, 1991). It is argued that cultural 

contexts influence how particular texts are structured and how they have become 

institutionalized (Thornbury & Slade, 2006). The level of genre also realizes the level 

of text. A genre can be referred to as a type of text (Martin & Rose 2003, 2004). One 

of the main aims of this study is to examine the extent to which the children can 

develop their conversational skills by constructing different kinds of texts. Therefore, 

the notion of text is an important issue of the thesis. 

Derewinka (1990, 1994) refers to a text as a meaningful stretch of language that can 

be spoken or written . Hasan defines a text as language functioning in context (1985, 

1989, 1991). The term genre refers to different types of texts that enact various types 

of social purposes (Martin & Rose 2003, 2004). This can be seen from the social 

purpose of simple acts of greeting, through to the more complex purposes of writing 

scientific reports or participating in political debates (Martin & Rose 2003, 2004). A 

genre is regarded as a certain kind of text that reflects a recognizable language 

activity. While there are optional elements, the structure of most genres has become 

formalized over time (Plum 1988; Thornbury & Slade, 2006). According to Martin & 

Rose (2003, 2004), as children we learn to recognize and distinguish the typical 

genres of our culture, by attending to consistent patterns of meaning that have evolved 

over time, as we interact with others in various social situations. Since patterns of 

meaning are relatively consistent for each genre, we can learn to predict how each 

situation is likely to unfold, and learn how to interact appropriately in it. Hence, genre 

can be said to be a realization of social institutions and cultural norms. 
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However, if speakers are unfamiliar with these sociocultural norms, then it is argued 

that these need to be made explicit. Such is the case with the children in this thesis, 

who are learning English as a foreign language. While native-speaking children, 

familiar with these typical genres of English speaking cultures (both spoken and 

written) may take these for granted, the same may not be the case for foreign 

language learners, who are not necessarily familiar with the sociocultural norms of 

language use. Hence, it is argued in this thesis that these genres need to be made 

explicit, particularly for foreign language learners. 

The foundations for a theoretical conception of genre within SFL were laid by Hasan 

with her work on contextual configurations and generic structure potential (Halliday 

& Hasan, 1985, 1989, 1991). Drawing on this work, Martin (1985) developed an 

alternative but ultimately complimentary theory of genre. This was defined as a 

staged, goal-oriented , social activity. However, this definition has more recently been 

re-worked by Martin ( 1992; Martin & Rose 2003, 2004), recognizing the role of 

language as a process. This re-worked definition of genre is the one used in this 

thesis; a staged, goal-oriented, social process (Martin & Rose 2003, 2004:7). 

The term 'staged' refers to the steps the text moves through to achieve its goal. Martin 

refers to these steps as the schematic structure or the generic structure of the text 

(1985; 1992; Martin & Rose 2003 , 2004). The generic structure of a text tends to be 

organized in such a way as to achieve its social purpose (Martin 1985; 1992). As 

Derewianka (1990, 1994) points out, not all texts are the same. One factor that 

accounts for differences in text types is the purpose for which the text is being used. 

Texts are staged or organized in different ways to achieve different purposes in 

society. Each stage is defined by its distinctive semantic and lexicogrammatical 

realizations (Eggins & Slade, 1997, 2004). Derewianka (1990, 1994) refers to the 

staging of a text as its patterning. It is the patterning of a text that is the realization of 

its overall social purpose (Slade, 1996). Thus, it is important to structure a text in such 

a way as to reflect its social purpose. The extent to which the children are able to do 

this represents an important research question for the development of language skills 

in the thesis. 
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We can recogmze stages of a text as having particular functions because of the 

patterning of language choices in each stage. Each stage is then defined by its 

distinctive semantic and lexicogrammatical realizations (Martin 1984a; 1992). In this 

study, each generic stage of the children's texts is described and analyzed through 

specific discourse-semantic and lexicogrammatical patterns. Therefore, it is argued in 

this thesis that generic structure is realized both in terms of the semantic and 

grammatical patterns in each stage of the text. 

The term goal-oriented refers to the purpose of the text. According to Martin & Rose 

(2003, 2004), it is goal-oriented in that texts typically move through stages to achieve 

a goal or to reach a conclusion. This is no less true of spoken language as it is for 

written. The goal represents the purpose for talking. Conversation texts are considered 

to be incomplete if the culmination is not in some way reached (Slade, 1996). As 

Martin & Rose (2003 , 2004) state: 

.. . (they are) goal-01iented because we use genres to get things done ... 

(Martin & Rose 2003, 2004:7). 

Indeed, when we speak, we speak in different ways to get different things done. This 

notion of speaking for a purpose is central to the concept of genre. 'Through an 

analysis of genre, the extent to which the children can structure their texts to achieve 

their different speaking purposes can be described. 

The term social process represents what goes on in society. It is social because we 

participate in genres with other people (Martin & Rose 2003, 2004). It describes the 

process of how meanings are created and exchanged in society. Genres, then, are not a 

static collection of structures and formulas. According to Slade ( 1996), they are 

negotiated interactively in society, and therefore represent an important social 

process. They are a realization of social purpose. As mentioned previously, the 

implication for those not familiar with this process, such as non-native speakers, is 

that the social norms may need to be made explicit, as they can vary from culture to 

culture, and from society to society. 
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Table 2.3 summarizes the definition of genre, as used in this study. It is important in 

this thesis in that it describes the macrostructure of the children's conversational 

English. 
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Table 2.3: Definition of genre 

(adapted from Slade, 1996; Eggins & Slade 1997, 2004; Martin & Rose 2003, 2004) 

Elements of a genre Definition 

Staged the pattern or the steps of a text; a genre is often 

patterned in such a way as to achieve its goal. 

Goal-oriented the purpose, the goal, the reason or the point of 

closure of a text; a genre usually has some social 

purpose (e.g. to persuade, argue, gossip, recount, 

explain, tell a story, and so on. 

Social process language is a realization of a social process; a 

genre IS negotiated interactively; a genre IS 

constructed, negotiated & participated in with 

other people in society. 

Genres are comprised of both obligatory and optional elements. The obligatory 

elements are those that are recognized as the defining features of the genre. They are 

likely to occur most of the time. Optional elements are those that are not necessarily 

defining features. They can be omitted or added depending on the speaker. For 

example, in English storytelling genres, the orientation stage is considered to be a 

compulsory element (Plum 1988). This is the stage that orientates the listener to the 

setting and the main participants of the story (that is, the 'who, what, where, when and 

why' information of the story). In the tradition of English storytelling, the events and 

the conclusion of the story are developed once the orientation has been given. 

Without this information, it would be very difficult for the listener to understand what 

is going on in the story. Hence, in most storytelling genres, the orientation stage is 

considered to be a compulsory element. According to Hasan (Halliday & Hasan 1985, 

1989, 1991), the obligatory elements define the genre, and the appearance of these 

elements in a specific order corresponds to our perception that the text is either 

complete or incomplete. In analyzing the genre of the children's texts, it is therefore 

important to describe what elements have been included and what elements have been 

omitted, as well as the specific order of the elements, as these define the genre and 

determine the speaking purpose. 

Spoken language often involves the frequent exchange of turns. However, according 

to Eggins & Slade (1997, 2004), not all casual talk involves such frequent tum taking. 
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According to Slade (1996) and Eggins & Slade (1997, 2004), one of the key features 

of casual conversation is the segments of 'chat' and 'chunk'. According to Eggins & 

Slade (1997, 2004), 'chat' is the segment of conversation where structure is managed 

tum by tum. 'Chunk' is the segment of conversation that has a generic macrostructure 

that is more predictable. In this thesis, it is the 'chunk' segments that have been 

described and analyzed. These segments tend to feature longer turns of talking by one 

speaker, often involving the construction of different genres of conversation, rather 

than short and rapid exchanges of tum taking. Thus, the notion of 'chunk' is 

important to this thesis. Analyzing the 'chunk' segments for generic structure 

provides a way into describing the organization and macrostructure of longer 

segments of the children ' s casual conversations. 

According to Eggins & Slade (1997, 2004), there are certain factors that indicate a 

segment of conversation is a ' chunk,' and is therefore amenable to a generic analysis. 

The first is when one speaker holds the floor for an extended period. This is common 

in many casual conversations, even in highly interactive ones with several 

participants. The second is when the chunk moves through predictable stages. For 

example, when the speaker gives reasons to support an opinion or describes the events 

of a story. These two factors indicate the conversation is moving through a chunk 

segment, and is thus more likely to have a describable generic stmcture. 

However, there are limitations to generic analyses in casual conversation. Drawing on 

spoken workplace data, Eggins & Slade (1997, 2004) state that generic analyses can 

account for a significant proportion of casual conversation data but it cannot account 

for all of it, as the chat segments cannot be analyzed generically. According to Eggins 

& Slade (1997, 2004) the chat segments constituted about half of the talk in Slade' s 

data (1996). Eggins & Slade (1997, 2004) suggest that casual talk can be represented 

on a kind of continuum line, with segments of conversation more amenable to generic 

analysis on the left side, and segments less amenable to generic analysis on the right. 

This is shown in figure 2.3. 
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Figure 2.3: Generic analysis of text-types (cited in Eggins & Slade 2004:270) 

More amenable to 

generic analysis 

storytelling 

texts 

op1mon gossip 

Less amenable to 

generic analysis 

chat 

There are two factors that influence the adequacy of generic analysis: the degree of 

interactivity of the genre, and the degree to which interpersonal and experiential 

meanings are foregrounded (Eggins & Slade 1997, 2004). From figure 2.3, it can be 

seen that storytelling texts and opinions texts are more likely to be amenable to 

generic structure analysis than gossip or chat texts. This represents one of the reasons 

why these text types were chosen for analysis in the thesis. In these text types, the 

interpersonal and/or experiential meanings are typically foregrounded. This is not the 

case with the chat segments. Hence, in terms of data analysis, it is the chunk segments 

that are the focus of the investigation into the children's conversation skills in this 

thesis. 

Once a chunk segment has been jdentified, a generic analysis can take place. Plum 

(1988) states that one of the first steps is to differentiate the stages within the genre 

and explain how they relate to each other. Functional labels are used in this thesis to 

describe the main generic stages, such as orientation, events, resolution, coda, and so 

on. The next step is to identify the obligatory and optional elements. In this thesis, the 

optional elements are distinguished from the compulsory elements by the use of 

brackets. The third step is to devise a structural formula. In this study, the stages are 

written in a linear sequence, and the symbol /\ is used in the sequence to indicate 

'followed by.' For example, the structural formula of a narrative is written as follows: 

(abstract)/\ orientation /\ complication/\ evaluation/\ resolution /\ (coda). This means 

that the complication stage follows the orientation; the evaluation stage follows the 

complication; and so on. It also means that the abstract and the coda stages are 

optional elements. The fourth and final step in generic analysis is to analyze the 

semantic and lexicogrammatical features of each stage of the text. Different genres 

reveal different lexicogrammatical choices. This can occur across different genres, as 
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well as across different stages of the same genre (Eggins & Slade 1997, 2004). For 

example, a typical grammatical feature of a recount genre is past time reference, 

whereas for an opinion genre, it is modality. The lexicogrammatical features of the 

different genres used in this thesis will be discussed further in section 2.5 . 

At this point, it is important to state that the notions of genre and generic structure in 

this thesis are not viewed as static concepts or as sets of fixed formulaic patterns. 

They are seen as dynamic concepts, involving social processes that reflect socio-

cultural norms, which are continually expanding, developing and unfolding. Genres 

are diverse ways of acting, of producing social life, in the semiotic mode (Fairclough 

2003, 2004, 2005). As part of this ongoing social process, Fairclough (2003) states: 

A number of social researchers and theorists have drawn attention to ways in which 

social boundaries are blurred in contemporary social life, and to the forms of 

'hybridity' or mixing of social practices which results (Fairclough 2003 : 35). 

This has led to what Fairclough refers to as genre mixing (Fairclough 2003 , 2004, 

2005), where the boundaries between text-types have been bluned and mixed 

together. This can be seen in texts that mix fact and fiction, news and entertainment, 

drama and documentary, and so forth (Silverstone, 1999). According to Hasan (2000), 

recent studies of asymmetrical talk have linked this hybridity or the mixing of 

recognized properties of different, pre-existing genre·, to one way of holding one's 

own in various categories of discursive power games. In other words, genre mixing 

has been linked to issues of power and control, in ways that contribute to the success 

of the speaker's own agenda. However, it is argued that many chunks of casual 

conversation analyzed in this thesis have been institutionalized over time, and this has 

led to the emergence of clear textual patterns. These patterns, refened to as generic 

structure, tend to be arranged in such a way as to illustrate clear patterns of textual 

organization (Eggins & Slade 1997, 2004; Thornbury & Slade, 2006). It is further 

argued that, by making these patterns explicit, foreign language learners can see that 

spoken language has a system, and what they need to do within that system to achieve 

their speaking goals. This is viewed as an important issue in the two children learning 

to construct the conversation genres in this study. 
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In this section, the concept of genre in systemic functional linguistics has been 

introduced. The relevance of genre to the thesis has been discussed, arguing that it 

provides a description of the macrostructure of the children's casual conversation. 

The concept of genre has been defined, the notion of compulsory and optional 

elements examined, and the role of 'chat' and 'chunk' segments discussed. In section 

2.5, the role of genre in casual conversation will be investigated, focusing on the five 

genres used to describe the children 's conversational language in this study. 

2.5: Genre in casual conversation 

The broad aim of the thesis is to investigate the conversational language of the 

children, by focusing on their construction of five genres of casual conversation. In 

this section, the five genres will be briefly discussed, focusing on how they have been 

used to describe the macrostructure of the children's conversation texts. A more 

detailed description of each of these genres, in terms of definition, generic structure 

and social function, will be presented in chapters 4 and 5 for the storytelling genres, 

and in chapter 6 for the opinion genres. 

The genres, chosen by the father for this research, were selected on the basis of the 

perceived needs and interests of the children in conversational English. They 

represent five, every day genres, that are common in casual conversation (Eggins & 

Slade 1997, 2004). The five genres represent different social purposes, and therefore 

different ways of speaking. The genres are recount, narrative, anecdote, exemp]um 

and opinion (Plum 1988; Eggins & Slade 1997, 2004). Except for opinion, all are 

considered to be storytelling genres. 

Opinion is a common and important genre of casual conversation (Horvath & Eggins, 

1995; Eggins & Slade 1997, 2004). While opinions are common to many languages, 

they are not always structured in the same way as they are in English. An example of 

this is Japanese, where meanings are often implied rather than explicitly stated 

(Lucantonio 2004, 2006a, 2006b ). It is argued that for these genres to be learned, the 

generic structure and social purpose need to be made explicit, particularly for learners 

(like the children in this study) who are learning English as a foreign language and are 

not necessarily familiar with the sociocultural norms of the language. 
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In casual conversation, opm10ns are common. It is a popular social activity to 

exchange views on a topic, express attitudes, and argue for and/or against an issue 

that has been raised. It is not only considered to be a common social activity, but also 

a very empowering one (Lucantonio 2004, 2006a, 2006b ). Expressing opinions not 

only implies a certain degree of language skill , but also the freedom and the right to 

voice one's opinion. The degree to which this is possible can vary from situation to 

situation, and from culture to culture. To express an opinion, the children need to take 

a stance and, to some extent, 'think critically' about a range of topics. It represents a 

social purpose and a way of talking that is very different from the storytelling genres. 

This, in part, represents the justification for the choice of this genre in the study. 

The generic structure of opinion in this thesis has been adapted from that of Horvath 

& Eggins (1995). An additional generic stage has been added for the purposes of this 

study. This is the optional stage of ' support of evidence ' (see tables 2.4 and 2.5). This 

has been added based on an analysis of spoken opinion data from the children in this 

research, as well as an analysis of opinion data from university students in Japan 

(Lucantonio 2004, 2006a, 2006b, 2006c, 2007). While it is considered to be an 

optional element, in many cases additional 'evidence ' is given by speakers to argue in 

support of their position or to convince others of their 'rightness ' . The need for 

evidence, as well as ' support of evidence,' seems more likely to occur when there is 

some dispute or disagreement over a particular point of view (Eggins & Slade 1997, 

2004; Lucantonio 2004, 2006a, 2006b, 2006c, 2007). 

The generic structure of an opinion is summarized in tables 2.4 and 2.5 below. It is 

explained in detail in section 6.2.2 of chapter 6. 

Plum (1988) and Eggins & Slade (1997, 2004) have grouped recount, narrative, 

anecdote and exemplum genres into the category of storytelling genres. Plum (1988) 

found that in interview situations, speakers produced different types of narrative-like 

genres. Martin & Rothery's (1986) research into children' s narratives produced in 

school contexts also found that the children produced a range of narrative-type genres 

(see Martin, 1984b ). These narrative-type texts shared several basic structural 

elements at the beginning and end of the texts (Martin, 1992). However, according to 

67 



Eggins & Slade (1997, 2004), the differences between these narrative-type genres are 

evident particularly in the middle stages of each genre (see table 2.4). 

The basic purpose of recount, narrative, anecdote and exemplum genres is to tell a 

certain kind of story (Plum, 1988). However, not all stories are the same. The social 

purpose of each is different, and this is reflected in the generic structure. The social 

purpose of a recount is to retell events sequenced in time; the purpose of a narrative is 

to reach a resolution to a crisis that occurs in a story; the purpose of an anecdote is to 

react to a crisis that occurs in a story; and finally, the purpose of an exemplum is to 

provide a moral to the story, focusing on the incident that has occurred (Plum 1988; 

Slade, 1996; Eggins & Slade 1997, 2004). It is argued that, if the children are able to 

tell stories in these different ways, then their skills of conversational English will be 

greatly enhanced. Generic structure therefore becomes an important linguistic tool in 

illustrating the different social purposes of the storytelling genres, as well as making 

explicit the connection between the macrostructure of the text and its social purpose. 

The generic structure of the four storytelling genres is explained in detail in section 

4.2.2 of chapter 4. 

The generic structure of the five genres used in this thesis is summarized below in 

Table 2.4. 

Table 2.4: Generic structure of five common genres of casual conversation 

(adapted from Horvath & Eggins, 1995; Eggins & Slade 1997, 2004) 

Genre Beginning Middle 
- · 

Recount (Abstract) /\ /\ Record of Events /\ 

Orientation Reorientation /\ 

Narrative (Abstract) /\ /\ Complication /\ 

Orientation Evaluation /\ 

Resolution /\ 
t--· -t------

__ ,_ 

Anecdote (Abstract) /\ /\ Remarkable Event /\ 

Orientation Reaction/\ 

Exemplum (Abstract) /\ /\ Incident /\ 

Orientation Interpretation /\ 
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End 

(Coda) 

(Coda) 

(Coda) 

(Coda) 

--



Opinion Opinion I\ Reaction I\ (Evidence) I\ (Resolution) 

(Sup port of Evidence Y 
( ) = optional element 

I\ = followed by 

Despite their common appeal and common narrative core, story genres differ in 

purpose and generic structure, particularly in the middle of the texts. Casual 

conversation is a universal human activity, with a wide range of social, religious, 

artistic, didactic, cultural and even therapeutic functions (Thornbury & Slade, 2006). 

It is through the exchange of stories that social life is represented and shaped, and by 

means of which identity is made and reinforced (Thornbury & Slade, 2006). This 

emphasizes the importance of storytelling genres in casual conversation. For the 

children, it is believed that if they can independently construct these conversation 

genres, then their skills of conversational English will be enhanced. The extent to 

which the children can do this is therefore an important research question for the 

thesis. 

To understand the role of genre in casual conversation, the connection between 

generic structure and social purpose needs to be made explicit. This is illustrated in 

table 2.5 below. The social purpose of each genre has been explained in two ways: 

firstly, in metalinguistic terms; and secondly, in every day, 'understandable' language 

used with the children in the thesis. This is cued by the marker, 'That is, . .. ' in the 

column titled, 'Social Purpose '. 

Table 2.5: Genre, generic structure and social purpose 

(adapted from Horvath & Eggins, 1995; Eggins & Slade 1997, 2004) 

-
Genre Generic Structure Social Purpose 

Recount (Abstract) /I. (Orientation) /I. Record of To tell a story 

Events A (Coda) sequenced in time, 

without a crisis. 

That is, 

a retelling or 

reporting of events. 
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Narrative (Abstract) " Orientation " To te11 a story that 

Complication "Evaluation focuses on the 

/\ Resolution /\ (Coda) resolution of a crisis. 

That is, 

to tell a story with 

a definite or clear 

ending. 

Anecdote (Abstract) " Orientation " Remarkable Event To tell a story 

" Reaction " (Coda) that focuses on the 

reaction to the 
.. 

CflSlS. 

That is, 

to tell a story with an 

open-ended 

conclusion, or an 

ending that is implied 

I 
(one you have to 

guess), or no ending at 

all. .1 

-·-----·--- ·------·--·-· 
Exemplmn (Abstract) " Orientation A Incident To tell a story that has 

I 

/\ Interpretation/\ (Coda) a moral concerning 

the incident in the 

story. 

That is, 

to tell a story 

that has a 

a message. 

Opinion Opinion " Reaction A (Evidence) A (Support To present a point of 

of Evidence) A (Resolution) view, an attitude, or an 

argument. 

That is, 

to present an 

opinion and say 
--
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( ) = optional element 

J\ = followed by 

why (reasons 

in support of your 

opinion). 

In the thesis, two of the research questions related to the development of language 

skills are: What is the extent to which the children can independently construct texts 

with appropriate generic structure? Another is: What is the extent to which the 

children can structure their texts to reflect their speaking purposes? These two 

questions directly address the role of genre in casual conversation. In generic 

analyses, it is important to not only identify the macrostructure of the text, but also to 

recognize the connection between the macrostructure and the social purpose. The two 

are interrelated. The extent to which the children can construct conversation texts that 

reflect the appropriate interconnectedness of generic structure and social purpose, is 

therefore an important issue in the development of their conversational English skills. 

In section 2.5, the role of genre in casual conversation has been discussed. The five 

genres of casual conversation used in this thesis were introduced. These have been 

used to describe the macrostructure of the children's conversation texts. The generic 

structure of each was examined, as well as the interconnectedness of generic structure 

and social purpose. A more detailed description of each of these gemes, in terms of 

definition, gene1ic structure and social function, will be presented in chapters 4 and 5 

for the storytelling genres, and in chapter 6 for the opinion genres. It has been argued 

that knowledge of generic structure and social purpose is important in developing the 

conversational language skills of the children. However, there are limitations to a 

macrostructure analysis in the description of casual conversation. In the next section, 

focus will be placed on a more microstructure level of analysis. The discussion will 

focus on the interpersonal resources of mood and appraisal, and the role they play in 

developing the children's skills of casual conversation. 

2.6: Interpersonal resources in casual conversation 

Although genres of casual conversation can be described at a macrostructure level, 

they also need an analysis that can describe the more open-ended, dynamic nature of 
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casual talk (Eggins & Slade 1997, 2004). An analysis at a microstructure level of the 

interpersonal resources of the children's texts can illustrate different kinds of 

information from that of generic structure. An examination of mood resources, for 

example, shows the extent to which the children can give and exchange information; 

an investigation into appraisal resources shows the extent to which the children can 

express attitudes and take a stance. An analysis of these grammatical resources can 

capture the dynamic unfolding of a text (Eggins & Slade 1997, 2004). While a 

microstructure analysis reveals different information from that of a macrostructure 

one, the two analyses are seen as being complementary in describing the children's 

language skills. 

As previously mentioned, casual conversation seems to be largely motivated by 

interpersonal goals, and hence it is important to foreground the interpersonal nature of 

language, in any systematic analysis of casual conversation (Slade, 1996; Eggins & 

Slade 1997, 2004). As Thornbury & Slade (2006) suggest, people do not use 

conversation just to 'pass the time.' Rather, they use it to define, clarify, and develop 

the interpersonal ties that have brought them together. Using the concept of tenor that 

was described earlier in this chapter, the interpersonal nature of language explores 

status relationships of participants, frequency of contact, the degree of affective 

involvement they feel for each other, and the degree of affiliation they have with each 

other. Thus, in addition to describing texts at a macrostructure level, it is also 

important to analyze them at a more microstructure leve1, in order to gain deeper 

insights into the interpersonal nature of language. In sections 2.6.1 and 2.6.2, we will 

discuss two kinds of interpersonal resources; mood and appraisal. These resources 

have been used to analyze the interpersonal nature of the children's texts in chapters 

4, 5 and 6. 

2.6.1: Mood resources 

Mood revolves around the givmg and seeking of information. Principally, this 

involves using patterns of clause types to give and exchange information. For 

example, using the declarative mood to give information, the interrogative mood to 

ask for information, and the imperative mood to give instructions and commands 

(Halliday l 985b, 1994, 2004). 
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The component that plays the most significant role in the switch in interpersonal 

meanings, such as from declarative to interrogative, is that of mood (Collerson 1994, 

1995). This applies especially to the way the subject and finite elements are used 

(Halliday 1985b, 1994, 2004). In this thesis, mood is used to refer to the clause 

component through which choices are made, that enact the interpersonal roles and the 

role relations of the participants. Thus, through an analysis of mood in the children's 

texts, we can examine how they give and exchange information, and their role 

relationships with the other participants in the text. We can examine the kinds of 

language choices they make, that reflect their status, their frequency of contact, their 

degree of affect, and/or their affiliation with the other participants in the text. 

The children in the thesis are not native speakers of English, and therefore are not 

using language as freely or spontaneously as native speakers might. The resources 

they have to express themselves are limited. Hence, the interpersonal nature of the 

children's language may also be somewhat limited. Consequently, a description of 

these interpersonal resources represents an important investigation into the children's 

language skills. The extent to which the children can use the interpersonal resources 

of mood and appraisal to give and exchange information and take a stance will be 

examined by an analysis of the children 's texts in chapters 4, 5, and 6. It represents 

two more important research questions of the thesis, aimed at describing the children ' 

conversational language skins. 

The technical apparatus for describing and anaJ yzing mood resources in this thesis is 

presented in table 2.6. This has been adapted from the work of Halliday in functional 

grammar (1985b, 1994, 2004), as well as a system for coding mood developed by 

Eggins & Slade ( 1997, 2004). Only the aspects of mood analysis considered to be 

relevant to the children's casual conversation in this thesis are included here. 

Table 2.6: Mood coding sheet: Analyzing mood in the children's texts 

(Adapted from Halliday 1985b, 1994, 2004; Eggins & Slade, 1997, 2004) 

Mood Participant 1 Participant 2 

Choices 

Total number of 
-
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clauses: 

Declarative 

Full 

Elliptical 

Polar interrogative 

Full 

Elliptical 

Tagged declarative 

Full 

Elliptical 
---

Wh- interrogative 

Full 

Elliptical 

Imperative 

Minor 

Most frequent subject 

choices 

Most frequent time 

reference of verb 

element 

(finite/\ predicator) 

Negation 
·-f--· 

Adjuncts 

Circumstantial 
I 

Interpersonal I 
Textual 

a. Conjunctive 

b. Continuitive 
I 
I 

c. Holding 

Modality 

A. Modalization 

Probability 

Usuality 

B. Modulation 

Obligation 

Inclination 
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The column on the left represents the main mood choices considered to be relevant to 

this research. The other three columns represent the participants in the text to be 

analyzed thesis. In this thesis, these are the two children (Keiko and Rie ), and their 

father (Dad). 

The category of 'total number of clauses,' represents the total number of clauses in 

the text. This is then broken down into the total number of clauses produced by each 

participant. The main aim of this category is to identify the dominant speakers in the 

text. While this does not always equate to the participant who speaks the most, the 

number of clauses per participant is often an indicator of who has the main 

responsibility for the construction of the text. 

Differences between declaratives, interrogatives, and other clause types, are referred 

to by Halliday (1985b, 1994, 2004) as differences in mood types. Examples of the 

basic mood types are set out below in table 2.7. 

Table 2.7: Basic mood types and examples 

(adapted from Halliday l 985b, 1994, 2004; Eggins & Slade 1997, 2004) 

-- --
Mood type Example 

--
Declarative: foll She went to school. 

I-- ' - ·-·- ·-
Declarative: elliptical Last year. ,_ ________________________ 

·-
1 Imperat] ve: full Run over there. 

-· 

--
Imperative: elliptical Over there. 

Wh- jnterrogative: full Where do you go swimming? 

Wh- interrogative: elliptical Where? 

Polar interrogative: full Do you like ice cream? 

Polar interrogative: elliptical Do you? 

Exclamative: full Yeah, I think that's amazing! 

Exclamative: elliptical That's amazing! 

Minor Yeah I Mm I Hah huh 

Declaratives typically function as statements, in which information is given. 

Imperatives, which could be viewed as a type of declarative, tend to function as an 

order or command. On the other hand, interrogatives typically function as questions, 

in which information is asked for. Wh- interrogatives do not show polarity; that is, 
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they cannot be answered in absolute terms of 'yes or no.' Conversely, polar 

interrogatives do show polarity, and can be answered as 'yes or no.' 

In the mood type, the term 'full' means a clause that has not had any elements left out. 

The term 'ellipsis' consists of at least a subject and a finite, and has some elements 

left out. The use of ellipsis is considered to be a common feature of casual 

conversation (Eggins & Slade 1997, 2004). 

In this thesis, all of the above mood types were used to analyze the interpersonal 

resources of the children' s texts, with the exception of 'Exclamative (full and 

elliptical). Given the anticipated limited nature of the children's interpersonal 

resources, it was considered to be not necessary to include 'Exclamative ' as a separate 

category. It was decided that it could be absorbed into the category of 'Declarative,' 

without unduly masking the interpersonal nature of the children's language. 

The category of 'Minor' clauses was considered to be very important to an analysis of 

the children's texts, as well as to casual conversation in general. These are sometimes 

referred to as backchanneling devices in sociocultural learning theory (Gibbons, 

1999). They have an important role to play in providing feedback and sustaining a 

conversat1on. However, these clauses have no mood structure (Eggins & Slade 1997, 

2004). That is, they have no subject or finite elements. For example, comments such 

as "mm," "hah huh," "yeah," and "ok," are all examples of minor clauses. These 

kinds of clauses are very common in casual conversation. They tend to be very brief 

and are often formulaic (Eggins & Slade 1997, 2004). However, they should not be 

confused with elliptical clauses that have a mood structure of at least subject and 

finite elements. According to Eggins & Slade (1997, 2004 ), the two tests for minor 

clauses are as follows : first, the missing elements cannot be retrieved (at least 

unambiguously); and second, they cannot be negated. Though minor clauses cannot 

be analyzed for mood, they nonetheless play an important role in sustaining a 

conversation. 

The next category in the coding sheet is that of 'Most frequent subject choices.' This 

important category indicates who or what is being talked about in the text, and is 

therefore important to the development of the conversation. The subject is the pivotal 
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participant in the clause. It is the person or thing that the proposition is concerned 

with (Eggins & Slade 1997, 2004). Therefore, by listing the main subjects, a clear 

picture of who or what the children are talking about begins to emerge. 

The next category is that of 'Most frequent time reference of verb element.' While 

this is not a category listed in Eggins & Slade (1997, 2004), it has been added here 

because it is considered to be important in this research. This category refers to the 

finite and predicator elements of the clause; elements that non-native speaking 

children appear to find difficult in terms of constructing the appropriate time 

reference. The finite expresses the process part of the clause. It is always a verbal 

element. The predicator encodes the action or process involved in the clause. It gives 

content to the verbal element of the proposition, telling listeners what is or what was 

happening (Halliday 1985b, 1994, 2004; Eggins & Slade 1997, 2004). Therefore, the 

finite and predicator elements play an important role in determining the appropriate 

time reference. By analyzing this category, we can see the kjnds of choices the 

children are making, in relation to information about events that have happened in 

time. 

'Negation' is the next category to be examined. This refers to using resources to 

express negative aspects of what is being talked about. In other words, referring to 

what something 'is not', as well as positive aspects of 'what something is '. 

The next category is that of' Adjunct'. Adjuncts are elements that are additional to the 

proposition, rather than being essential. However, they have an important function in 

expressing extra information about the events being talked about in the proposition 

(Halliday 1985b, 1994, 2004). According to Eggins & Slade (1997, 2004), the three 

main types of adjuncts are circumstantial (typically prepositional phrases, that express 

meanings about when, where, how, why, or with what); interpersonal (adverbs or 

prepositional phrases that express judgments and opinions about probability, certainty 

and usuality); and textual. Textual adjuncts can be classified into three main groups, 

all of which are common in casual conversation; conjunctive, continuity and holding 

(Eggins & Slade 1997, 2004). The three main types will now be discussed. 
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Conjunctive textual adjuncts are conjunctions which link a current clause with prior 

talk by expressing logical relations of time ('then, next, after that, so then, and then', 

etc.) , logical relations of cause I consequence ('so, because, and because, therefore, 

hence, that's why', etc.), logical relations of condition ('if .. . '), logical relations of 

addition ('and . .. and'), logical relations of contrast ('but, however, on the other 

hand', etc), and logical relations of restatement ('I mean, that is, it 's like ... ', etc.) 

(Halliday 1985b, 1994, 2004; Eggins & Slade 1997, 2004). They typically function as 

connectives, explicitly signaling the start or the transition of various stages of a text. 

Continuity textual adjuncts signal that a speaker's clause is coherent with prior talk 

(Halliday l 985b, 1994, 2004; Eggins & Slade 1997, 2004). Words such as, 'Oh' and 

'Well', are common continuity markers in casual conversation. For example: "Oh, I 

see your point;" and "Well, I understand your opinion." The adjuncts in these two 

examples have the function of linking back to prior talk. 

Holding textual adjuncts are words like 'um' and 'ahh', which speakers often use to 

retain the floor while they organize their message (Eggins & Slade 1997, 2004). For 

example: "Um, ... (pause) ... and then the bug catcher tried again." Sometimes, the 

message is never actually given, resulting in the clause to be abandoned (Eggins & 

Slade 1997, 2004). For exampJe: "Ah, ... (pause) ... " (abandoned clause). Holding 

adjuncts are a common feature in casual conversation. 

Although adjuncts are not essential to the clause, they give the participants the 

opportunity to provide important additional information. They provide a way for 

interactants to expand the field of negotiation beyond the subject and finite (Eggins & 

Slade 1997, 2004). Adding circumstantial adjuncts enables the speaker(s) to expand 

on a prior contribution (Eggins & Slade 1997, 2004). Interpersonal adjuncts enable 

the speaker( s) to express a position or to take a stance on what is being talked about 

(Eggins & Slade 1997, 2004), by using modals such as 'probably, usually, maybe, 

could, might,' and so on. Textual adjuncts function to provide coherence and 

continuity in talk (Eggins & Slade 1997, 2004). These signal the logical relations 

between clauses, as well as the logical continuity of prior talk. In this thesis, adjuncts, 

particularly textual adjuncts, are considerd to play a significant role in the 

construction of interpersonal meanings. 
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The final category in table 2.6, is that of 'Modality'. Modality refers to the different 

ways a speaker can express an attitude or take a stance on an issue (Halliday l 985b, 

1994, 2004). There are two types of modality: modalization and modulation. These 

allow speakers to temper their talk in conversation, by expressing degrees of strength 

or weakness (Eggins & Slade 1997, 2004). In modalization, this is done by reference 

to degrees of frequency or probability; in modulation, this is done by reference to 

degrees of obligation, inclination or capability (Eggins & Slade 1997, 2004). Through 

the use of modality, the children are able to temper their attitudes by expressing 

degrees of strength and certainty on issues that are being constructed and negotiated 

in the text. 

Modality is an important resource of mood (Eggins & Slade 1997, 2004). However, in 

recent years, it has also been mapped onto the system of appraisal (Martin & Rose 

2003, 2004; Hood, 2004), as a resource for expressing attitudes and taking a stance. 

Consequently, the category of modality in this thesis will be discussed in both the 

system of mood and the system of appraisal. 

Through an analysis of mood, evidence of the role grammatical choices play in 

constructing social identities can be obtained (Eggins & Slade 1997, 2004). Choices 

in mood allow us to explore and confirm the differential roles being enacted by the 

children. Through the use of a coding sheet, such as the one outlined above in table 

2.6, mood dimensions for each speaker can be described and analyzed. The 

grammatical patterns that emerge provide a quantitative perspective of the linguistic 

construction of status and identities within the text (Eggins & Slade 1997, 2004). The 

coding sheet used in this study, summarizes the mood resources the children draw 

upon, in order to construct interpersonal meanings. These grammatical resources 

represent the starting point for a comprehensive analysis of the interpersonal nature of 

the children's casual conversation. 

In section 2.6.1, the interpersonal resources of mood, as they are relevant to this 

research, were discussed. It has been argued that an analysis of these resources 

provides a clear description of the extent to which the children can give and exchange 

information, which is an important part of conversational English. In the next section, 
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2.6.2, the interpersonal resources of appraisal will be explored. These allow us to 

investigate the attitudinal meanings of language used in casual conversation. 

2.6.2: Appraisal resources 

Appraisal is another system that explores the microstructure of interpersonal 

meanings in spoken and written language (White, 2004; Martin & White, 2005). It is 

concerned with evaluation. In this thesis, appraisal analysis reveals the kinds of 

attitudes that are negotiated by the children in their texts, the strength of their feelings 

involved, the ways in which their values are sourced, and the ways in which listeners 

align themselves to the attitudes expressed. An appraisal analysis highlights the 

interactive nature of discourse by foregrounding the role of negotiation (Martin & 

Rose 2003, 2004). Appraisal resources are used to negotiate social relationships, by 

telling listeners how they feel about things and people (Martin & Rose 2003, 2004; 

Martin & White, 2005). The extent to which the children can use appraisal resources 

to do these things represents an important issue in the development of the children's 

language skills. This will be investigated in an analysis of the children's data in 

chapters 4, 5, and 6. 

Attitudes have to do with evaluating people and things. According to Martin & Rose 

(2003, 2004), perhaps more than any other family of genres, storytelling involves the 

evaluation of people's feelings and attitudes . Hence appraisal is an important resource 

to be ;nvestigated in this thesis. We empathize and sympathize with characters, as 

they take part in surprising events. 

According to Eggins & Slade (1997, 2004), it is often not possible to state whether a 

lexical item has 'attitudinal coloring ' until it is used in context. For example, the word 

'child' in the following two contexts reveals two different meanings: "In China, there 

is a one child policy;" and, "You annoy me. You're such a child." (adapted from 

Eggins & Slade 1997, 2004). Clearly, the attitudinal coloring is more relevant to the 

second example ("You 're such a child."), rather than the first. In the second example, 

the speaker is presenting a negative attitude about a person, comparing his/her lack of 

maturity to that of a 'child.' This is only revealed from the way it has been used in 

context. It seems that lexical meanings are less fixed than grammatical structures. 
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Unlike the system of mood, where categories appear to be clearly differentiated on 

relatively fixed criteria, appraisal analysis is more dependent on the co-text, as well as 

the sociocultural background and posi tionings of the interactants in a text (Eggins & 

Slade 1997, 2004). Thus, appraisal analysis has a broad scope for interpretation, and 

speakers must be sensitive to the potential for different 'hearings' or readings of 

attitudinal meanings in a text (Eggins & Slade 1997, 2004). This is particularly 

challenging for the children in this study, who are learning English as a foreign 

language, and who are less likely to be familiar with the sociocultural background that 

affects the attitudinal ' colorings ' of language meanings. 

Drawing on the work of Martin (1994), Eggins & Slade (1997, 2004) identified four 

main categories of appraisal. These are appreciation, affect, judgment and 

amplification. However, in more recent research (Martin & Rose 2003 , 2004; Hood, 

2004), the model of appraisal has been reworked into three main categories. 

According to Hood (2004), the system of appraisal is a multidimensional one, 

incorporating the expression of values (the category of attitude), the manipulation of 

degrees of values which can be more or less amplified (the category of graduation), 

and the introduction and management of voices to whom values are attributed (the 

category of engagement). These voices may be the speaker's own (monogloss) or 

attributed to somebody else (heterogloss). These are considered to be the three main 

categories of appraisal, relevant to an analysis of the children's language skills in this 

thesis. 

The model of appraisal used in this thesis has been reproduced from Martin & Rose 

(2003, 2004), and is outlined below in fi gure 2.4. 
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Figure 2.4: Model of appraisal systems 

(adapted from Martin & Rose 2003, 2004) 

appraisal 
(taking a position; 
evaluating) 

{

monogloss engagement 
cexpanding/contracting voices/ 
possibilities/sources) heterogloss 

-E
affect 

attitude - appreciation 
(expression of values) 

- graduation 
(degrees of grading/ 
amplifying) 

judgment 

__j-force 

'--focus 

modalit y 

projection 

{ 
concession 

A discussion that expands on Martin & Rose 's model of appraisal (2003, 2004), 

illustrating its relevance to the development of the children's language skills, wiJl now 

follow. 

The category of attitude represents the expression of values. According to Martin & 

Rose (2003, 2004), these value can be sub-divided into three basic categories, 

depending on what is being appraised: evaluating the value of things (appreciation); 

evaluating the value of people's character (judgment); and evaluating the value of 

people's feelings (affect). Affect represents the attitude of people's feelings and 

emotions. That is, how participants 'feel' about people in a text. The second sub-

category is appreciation, which represents the value of things. That is, it represents 

our appreciation of things and what participants think about things in a text. Finally, 

the third sub-category of judgment deals with social behavior. That is, expressing 

attitudes about people's character, and how right or wrong, how moral or normal, is 

the social behavior of participants in a text. Martin & Rose (2003, 2004) state that 

judgments of people 's character can be either personal judgments of admiration or 

criticism, or they can be moral judgments of praise and condemnation. While each of 
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these three sub-categories of affect, appreciation and judgment can be further sub-

divided, it was considered to be unnecessary to go beyond this degree of delicacy in 

this thesis. This was based on the perception of the children's limited range of 

language resources. Using appraisal resources to express our feelings about people, to 

judge people's character, and to express our feelings about things, is common in 

casual conversation, particularly in storytelling and opinion genres. Therefore, the 

extent to which the children can use these resources is important in the development 

of their English conversational skills. 

Graduation realizes the grading of meanings (Martin & Rose 2003, 2004). That is, 

attitudes can be amplified to show the strength of our reactions. They are gradable and 

the volume can be turned up or down. Graduation addresses this by adjusting the 

force or focus of a value (Hood, 2004). These represent the two sub-categories of 

graduation. Force describes how strong or weak an attitude is. Martin & Rose (2003, 

2004) point out the importance of intensifiers (such as 'very,' 'quite,' and 

'extremely') and attitudinal lexis (such as 'chuffed,' 'tom to pieces,' and 'ecstatic') in 

amplifying our attitudes. On the other hand, the sub-category of focus represents the 

blurring or sharpening of an attitude. It is about using resources to make something 

gradable that is inherently non-gradable (Martin & Rose, 2003, 2004). For example, 

the use of the word 'real' in the phrase 'a real policeman' , sharpens the focus of 

'policeman'; whereas 'kind of in the phrase a 'kind of1 policeman', softens or b1urs 

it. Similarly, 'exactly three years ' versus 'about three years'; likewise, 'the ve1y first 

time' versus 'not quite the first time' (Martin & Rose, 2003, 2004). These resources 

of graduation have the effect of turning a non-gradable item (such as 'policeman'), 

into a gradable one. According to Martin & Rose (2003, 2004), resources of force and 

focus are common in all language use, including casual conversation. The extent to 

which the children can draw on and use these resources to express attitudes of force 

and/or focus, is aJso considered important in the development of their language skills. 

The third main category is that of of engagement. This category examines the source 

of the attitudes. That is, it investigates who the attitudes are coming from. It draws on 

Bakhtin' s (1981, 1986) notion of heteroglossia, and identifies system network options 

for expanding and contracting the space for other voices in a text (Hood, 2004). 

Heteroglossia represents multiple voices (or sources other than the speaker) in a text. 
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This term is used when the source of the attitude is other than the speaker (Martin & 

Rose 2003, 2004), or when attitudes are expressed involving more than one 

possibility (Hood, 2004). The resources drawn upon for introducing other voices and 

manipulating heteroglossic space around those other voices, include projection, 

modality and concession (Martin & Rose 2003, 2004). Projection is a resource used to 

create other voices in a text, by using direct speech or indirect reference to other 

speakers. Concession represents the attitude of counter-expectancy. Concessive 

conjunctions (such as ' but' , even if , and 'instead of), and continuatives (such as 

' still' , 'only ' , and ' even') are used to provide counter expectations created for the 

listeners. It is used to create other 'voices ' in a text by creating more than one 

possibility (Hood, 2004). An example of this is the use of modality. This represents 

the semantic space between 'yes and no; ' a cline running between the positive and 

negative poles (Halliday 1985b, 1994, 2004). According to Halliday (1985b, 1994, 

2004), there are five main types of modality, and these can be used to express 

usuality, probability, obligation, inclination and ability. Thus, modality can be used to 

create other 'voices' in a text by creating more than one possibility (Hood, 2004). 

While the resources of engagement are obviously a feature of formal academic 

writing, they are also quite common in casual conversation. Speakers draw from other 

sources and refer to other speakers, te ll ing who said what to whom, or 'quoting' from 

others to support an opinion. While it is expected that the majority of the children ' s 

texts would be expressed in monoglossia, reference to other sources is common in 

storytelling and opinion._, and is therefore an important resource to investigate in this 

thesis. 

Attitudes can be both positive and negative. We can express good feelings about 

people and things, as well as bad. Furthermore, attitudes can be expressed explicitly 

or implicitly. In other words, attitudes can be realized overtly in attitudinal lexis, or 

can be implied through indirect means (Hood, 2004). For example, a speaker might 

explicitly express an attitude about the weather by saying: "It's very cold!" However, 

the same meaning might be conveyed implicitly through body language, by shivering 

and shaking the head, saying: "Bloody hell!" From the context, both the explicit and 

implicit types of evaluation convey the same attitude. According to Martin & Rose 

(2003, 2004), explicit and implicit realizations often work together to reflect the 

prosodic nature of attitude, and of interpersonal meanings in general. To make these 
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implicit attitudinal meanings more 'explicit,' and therefore more understandable for 

foreign language learners, is a challenging task. The extent to which the children can 

understand and use implicit attitudinal language, as well as explicit, in order to take a 

stance in casual conversation, is an important language issue when investigating the 

development of the children 's English conversational skills. The children's ability to 

do this is illustrated through an appraisal analysis. 

Appraisal is, therefore, an important interpersonal resource the children need to draw 

from, in order to express attitudes about people and things in casual conversation. The 

extent to which they can do this is important in terms of their language development, 

and will be investigated by an appraisal analysis of the children's data in chapters 4, 

5, and 6. Using the interpersonal resources of appraisal allows us to take a stance in 

our speaking, by expressing our feelings and emotions, our reactions and attitudes, to 

people and things in a conversation. 

To assist with the description and analysis of appraisal, the following coding sheet has 

been designed, based on the model of appraisal discussed in this section. The three 

main categories are included, as well as the relevant sub-categories. The coding sheet 

is described below in table 2.8. It is envisaged that this type of coding sheet will be 

useful in systematically identifying the kinds of appraisal re ources the children have 

used, in order to take a stance in their conversation texts. 

Table 2.8: Appraisal coding sheet: Analyzing appraisal in the children ' s texts 

(Adapted from Martin & Rose, 2003, 2004; Hood. 2004) 

Appraisal Participant 1 Par ticipant 2 Participant 3 

Total number of 

clauses 
- · 

Engagement 

1. Monogloss 

2. Heterogloss 

a. Projection 

b. Modality 

I c. Concession 
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Attitude 

1. Affect 

2. Appreciation 

3. Judgment 

Graduation 

1. Force 

2. Focus 

By using an appraisal coding sheet, we can examine the extent to which the children 

take a stance in their speaking, how they express their feelings and emotions, as well 

as their reactions and attitudes to people and things in their conversations. 

2.6.3: Summary of interpersonal resources 

In this section, we have explored the resources of mood and appraisal, and the roles 

they play in the construction of interpersonal meanings at a microstructural level of 

analysis. The relevance of this for the thesis and for casual conversation has also been 

discussed. In terms of the thesis, the extent to which the children can give and 

exchange information is illustrated through an analysis of mood; the extent to which 

they can express attitudes is revealed through an analysis of appraisal. These two 

issues represent two important research questions of the thesis, which are related to 

the development of the children's language skills. 

In terms of casual conversation, interpersonal goals seem to provide the motivation 

for casual talk (Eggins & Slade 1997, 2004; Thornbury & Slade, 2006). Thus, it is 

important to describe the interpersonal resources the children use to construct 

meanmgs, as these play an important role in casual conversation. It allows us to 

explore the dynamic unfolding of a text, as the interpersonal grammatical resources at 

a micro level interact with generic structure at a more macro level of analysis, to 

shape and form the text that is being constructed. 

2. 7: Conclusion of chapter 2 

One of the two major aims of the thesis is to describe the development of the 

children's English conversational skills, by focusing on their construction of five 

genres of casual conversation. In this chapter, the theoretical framework of systemic 
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functional linguistics, used to describe the children's conversational English, has been 

introduced and discussed. The principles of systemic functional linguistics have been 

explored, as well as the nature of spoken and written language, the role of the mode 

continuum in affecting language choices, the concept of genre in casual conversation, 

and the interpersonal resources of mood and appraisal. It has been argued that, by 

investigating these issues at a microstructural and macrostructural level of analysis, 

SFL provides us with a systematic description of the children's conversational 

language. 

A summary of the main language features , used to describe and analyze the children's 

conversational language in the thesis, is outlined below in table 2.9. 

Table 2.9: Summary of the main language features 

Language Features Level of Analysis Social Function 

Generic strncture Macrostrnctural Text patterning and the social 

purposes of speaking 

Mood Microstructural Give and exchange information 

Appraisal Microstructural Express atti tudes and take a 

stance 
·--·- -

The thesis aims to investigate the children's conversational English skills through an 

analysis of these three main language features. It has been argued that SFL provides 

the linguistic tools necessary to provide a systematic description of the children's 

casual conversation at both a macrostructural and microstructural level of analysis, 

which is central to the aims of the thesis. 

In the next chapter, the focus wi11 shift away from the issue of language description, 

and move towards an examination of the learning process. It is one thing to describe 

the language the children use; however, it is another to account for how the language 

is actually learned. The key processes involved in the children learning to construct 

the genres of conversation will be explored. While various influences on second and 

foreign language learning will be examined, the discussion will focus on sociocultural 

learning theory (SCT). It will be argued that the theoretical framework of SCT 
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provides a systematic description of the key issues involved in learning, in particular 

the role of the scaffolding process. 
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Chapter 3 

A theory of learning: Towards a sociocultural 

approach 

... the relationship of learning to development hinges on dialogic mediation, on the ways 

in which socialization processes involving the inculcation of concepts through practical-

critical activity, mediated by direct adult and/or peer intervention, provide opportunities 

for the construction of psychological tools through which developing individuals are able 

to increasingly participate in and produce culturally organized activity (Lantolf & Thome 

2006:288-289). 

3.1: Introduction 

In chapter 2, the theory of language used in this thesis to describe the children ' s 

conversational English was discussed. It was argued that systemic functional 

linguistics (SFL) provides a systematic framework at both a macrostructural and 

microstructural level of analysis for describing the children's conversational English. 

In chapter 3, the theoretical framework that accounts for how the learning takes place 

in this study, will be discussed. To do this, the key processes involved in the 

children's learning need to be identified. In particular, the nature and quality of 

assistance the children receive through the scaffolding process, which is considered 

fundamental to learning. It will be argued that sociocultural learning theory (SCT) 

accounts for the children's key learning processes, by making explicit the role of 

scaffolding. This view of learning is considered to be congruent to the theoretical 

framework of SFL, used in this thesis to describe the children's conversational 

language. Sociocultural learning theory does not propose a formal theory of language 

(Lantolf & Thome, 2006). However, as SCT is a theory of mediated mental 

development, it is considered to be most compatible with theories of language that 

focus on communication, cognition and meaning, rather than formalist positions of 

structure (Lantolf & Thome, 2006). In this thesis, it is argued that learning is derived 

from socially mediated processes within which individuals are situated and within 
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which individuals interact. This sociocultural view of learning will be discussed in 

chapter 3. 

In chapter 3, specific reference is made to the work of Vygotsky (1978) in SCT and 

the role of the scaffolding process (Wood, Bruner & Ross, 1976; Bruner, 1986; 

Gibbons 2002; 2006). In this thesis, scaffolding is viewed in two ways; as the specific 

steps of assistance (for example, pedagogical tasks), as well as a broader process of 

socially mediated learning (Gibbons 2002; 2006). In this broader view, the 

scaffolding process is considered fundamental to learning. It will be argued that the 

five interrelated concepts from sociocultural learning theory - the zone of proximal 

development (ZPD), the scaffolding steps, contingency, appropriation and mediation 

- play important roles in the scaffolding process and are therefore of particular 

relevance to the children's learning in this thesis. Each of these concepts are 

examined and discussed in chapter 3. Finally, a pedagogical approach, illustrating the 

teaching cycle used by the father in this study, will be described. This has been 

derived from sociocultural influences considered complementary to the theoretical 

frameworks of sociocultural learning theory and systemic functional linguistics. The 

three phases of the pedagogical cycle wilJ be discussed, focusing on their relevance to 

the children's learning and the data analysjs_ Finally, the main issues of the children's 

learning will be summed up and reviewed in the conclusion section at the end of the 

chapter. 

However, in argumg for the relevance of sociocultural learning theory to this 

research, I feel it is necessary to at first contextualize and c1itically examine some of 

the main theories and ideas that have influenced second and foreign language learning 

up to the present time. These will be investigated in the first half of the chapter, from 

section 3.2 to 3.5 . It will be argued that by examining the strengths and weaknesses of 

these theories and ideas, the justification for the choice of SCT as the theory of 

learning in this study will begin to emerge. In the first section of the chapter, a brief 

overview of individualist approaches (Walsh, 2002) to child learning will be 

examined. This will be followed by an analysis of traditional and progressive 

approaches to learning (Gibbons, 2006). Following this, some of the main theoretical 

perspectives that have influenced foreign language learning, will be examined. The 

influence of the genre movement will then be explored. This is considered to be 
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particularly relevant to this study. The rest of the chapter will then focus on a 

discussion of sociocultural learning theory, arguing that this provides a systematic 

description of the learning process that is relevant to the aims of the thesis. Specific 

reference to the work of Vygotsky (1978) in SCT and the role of scaffolding (Wood, 

Bruner & Ross, 1976; Bruner, 1986; Gibbons, 2002) in the learning process will be 

made. It will be argued that the five related concepts of the zone of proximal 

development (ZPD), scaffolding, contingency, appropriation and mediation, are of 

particular relevance to the children' s learning in this thesis. The role of these concepts 

in the children ' s learning is described in the data analysis of chapters 4, 5 and 6. 

Finally, a learning cycle, that illustrates the teaching approach used by the father, will 

be described. This has been derived from sociocultural and systemic influences. The 

three phases of the learning cycle will be discussed, focusing on their relevance in 

preparing the children to independently construct the five genres of conversation. 

Finally, the main issues of the children's learning will be summed up and reviewed in 

the conclusion section of the chapter. 

At this point, it is important to emphasize that, although the learning takes place at 

home, the children are involved in a planned, semi-formal teaching approach. In this 

thesis, the father is explicitly teaching English conversation to his daughters, who are 

learning English as a foreign language. It is not simply a question of describjng 

spontaneous conversations between parent and child. The children are being taught to 

speak in particular ways, by constructing specific genres of conv~rsation . Though the 

children are learning at home, they are learning in a semi-fo1mal manner, involving 

planned aims, methodology and instrnctional cycles. In this sense, the focus of the 

thesis is not on describing spontaneous conversations (as one might do with native 

speakers), but on analyzing genres that commonly occur in English conversations, and 

which have been explicitly taught to the children in the home context. 

In chapter 3, the main issues relevant to the children's learning of the conversation 

genres will be examined. These will be contextualized within the main theoretical 

influences to teaching and learning in Japan, and then discussed within the theoretical 

framework of sociocultural learning theory. It will be argued that this theoretical 

framework provides a systematic way to account for the role of the scaffolding 

process, which in this study is considered fundamental to learning. 
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3.2: Individualist based approaches 

In this section, individualist approaches to learning will be examined. This approach 

views individuals as the biological precursor to the social process and constitutes 

what Walsh has labeled as ' inside-out' approaches (Walsh, 2002). This has become 

the naturalized approach to child development, as the great majority of research into 

human development has been from this 'inside-out,' mentalistic perspective (Walsh, 

2002). These predominantly cognitive areas of research do not attempt to raise issues 

that are directly relevant to this thesis. However, by examining individualist or 

'inside-out' approaches to child development, a profile can be developed of the broad 

intellectual context within which these approaches have evolved, as well as a context 

within which sociocultural views of learning can be evaluated. 

Walsh (2002) provides an overview of some of the early theories on cognitive 

development. In the seventeenth century, the English philosopher, John Locke, 

described the child as a 'blank slate,' which could be shaped by all the experiences of 

growing up. Parents were viewed as tutors, moulding the child with rewards and 

punishments, repetitions and imitations. According to Locke, the mind was a kind of 

receptacle for storing whatever ideas come from experience. In the eighteenth 

century, the French philosopher, Rousseau, presented what has been labeled as a more 

natural theory of childhood. For Rousseau, the child was not a 'blank slate,' but a 

person endowed with a sense of right and wrong, and an innate plan of orderly 

growth. The innateness of this plan would only be deviated from by adult training. 

Adults needed to be responsive to the child's needs at each of the four major stages of 

development; infancy, childhood, late childhood and adolescence. Hence, Rousseau's 

position can be seen as the precursor of child development theories. It describes the 

idea of 'stages' of development as separate categories of thought, feelings and 

behavior, that occur at particular periods of maturational development. These ideas 

find favor in more recent studies in cognitive development, by researchers such as 

Piaget (1970), and have been influential in shaping various ideas of how children 

learn. Issues such as the role of memory and early childhood experiences have 

influenced many contemporary schools of child learning theories. 
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The 1930s and 1940s saw the rise of behaviorism as an important theory of child 

development (Brown, l 994). The work of B. F. Skinner (1957) in Pavlovian-style, 

operant conditioning research, was most influential. According to behaviorism, 

children could be molded by adults through the careful control of the stimulus-

response environment. Thus, child behavior could be manipulated and controlled, 

based on a wide variety of positive or negative reinforcements. This 'operant 

conditioning' approach to child behavior became a broadly applied behaviorist 

learning paradigm in child psychology. A theory of learning evolved, using insights 

from conditioning and social reinforcement. One of the most influential of these has 

been Bandura & Walters (1963) and their work on the role of 'modeling' on 

children's behaviors. Bandura & Walters (1963) used modeling in the behaviorist 

sense of imitation and copying through memorization, and as such is linked with 

cognitive learning theory rather than social interaction theory. 

Theories of social cognition continue the mentalist approach to child development. It 

foregrounds the child as a thinking being but at the same time maintaining the focus 

on social learning (Walsh, 2002). Piaget's work on the different stages of cognitive 

development is an example of this (Piaget, 1970). Piaget 's work has produced 

educational studies on the development of children's thinking which have been and 

still are very influential in children' early childhood education (Gibbons, 2006). This 

progressive view focused on active student inqui1y and challenged the more accepted 

'transmission' views of learning that emphasized the authority of the teacher and the 

passivity of the learner. In a Piagetian framework, cognitive and academic 

development are seen as being dependent on students integrating new information 

with their prior experiences and what they already know. 

Unlike Vygotsky (1978), Piaget did not give a great deal of impmtance to language in 

the early stages of child development. According to Piaget (1970, 1971 ), intellectual 

development is based on a biologically determined set of stages, of which language is 

an outcome. Piaget argues that language contributes to the development of thought 

from the 'formal operational stage,' when a child is able to explore abstract relations, 

independent of content and concrete materials. This usually occurs around the age of 

fourteen. While development may be accelerated by education at home or at school, 

Piaget ( 1971) argues that it is the child's own developmental processes, in interaction 
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with the environment, which provide the timing and motivation for a child's cognitive 

change. 

Piaget (1970) states that each stage of development is characterized by a certain 

ability in thinking. An important pedagogical implication of this is how learning 

experiences are presented to the children, so that each child can develop to their 

optimal potential, according to their own intellectual structure. Thus progressivists 

may claim that how something is taught is of more importance than what is taught. 

Gibbons ( 1999; 2006) states that from this comes the notion of 'readiness', in which 

the complexity level of a curriculum needs to be matched to the developmental level 

of the child; a notion that is still considered to be important in some early childhood 

and foreign language learning institutions today. While he stated that the learner 

should be challenged, Piaget argued for the individual nature of learning in which 

children build their own intelligence. 

In this thesis, focusing on how the learning takes place is considered to be an 

important research issue. However, the Piagetian view of the individual nature of 

learning differs from the approach taken in this study. According to Piaget (1970, 

1971 ), children are viewed as the 'engineers' of their own growth. However, in this 

research, the children's learning is viewed as a shared social process; one that 

involves the interaction of the learner with other participants in a particular social 

context. The teacher's role is that of a mediator, building linguistic bridges between 

what the learner knows, and what the learner needs to know. This notion of mediation 

in the learning process is considered to be important in this study, and will be 

explored in more detail in section 3.6, under 'Sociocultural learning theory', later in 

this chapter. The absence of mediation as a tool for learning is one of the key 

differences between Piaget's views and the approach taken in this thesis. In this sense, 

sociocultural views of learning differ from those of the social cognitivist views of 

Piaget. 

According to Walsh (2002), the interest in social cognition has been stimulated by 

attribution theory. This focuses on how children use cues to explain the causes of their 

own behavior, and that of others. While behaviorists focused on the observable, 

Piaget (1970) focused on the internal mental processes. Piaget (1970) argued that the 
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structures of the mind adapt to fit with external reality, throughout the various stages 

of childhood development. Adults can only do little in terms of enhancing the 

learning process through the various stages of cognitive development, except for 

providing a stimulating environment for the child to explore. According to Walsh 

(2002), Piagetian views have led to a vast number of educational programs that focus 

on discovery learning and experimentation with the environment. Piagetian 

educational programs have been designed to take children systematically through the 

various stages of cognitive development. 

Perhaps the most influential theorist in terms of cognitve approaches to language and 

learning, is the linguist Noam Chomsky. According to Chomsky (1965), language is 

innate to the mind of all humans, and forms a syntactical, rule-based system. It is an 

autonomous component of the mind (Chomsky, 1965). Neither Chomsky nor the 

many language acquisition theories which have developed from out of Chomsky's 

cognitive theory of universal grammar, have any interest specifically in child 

development. Chomsky ( 1965) states that, as a precondition for language learning, the 

child must first possess a linguistic theory that specifies the form of a grammar of a 

possible human language; and second, a strategy for selecting a grammar of the 

appropriate form that is compatible with the primary linguistic data. 

In order to account for what native speakers know, Chomsky ( 1965) attempts to 

theorize about the underlying syntactical mental structures, rather than to collect and 

analyze empirical data. The linguistic system is seen as a series of sentences that 

mirror the real world, and the child makes generalizations about the structure of 

language based on the possession of an innate grammar. From the perspective of a 

child, Chomsky ( 1965) states that adult speech is random, unstructured, and generally 

deficient. 

Drawing on the work of Chomsky, many language acquisition theorists have focused 

their research on the individual, the individual mind, and the relationship of language 

to the mind (Walsh, 2002). Within this paradigm, little or no attention has been given 

to the social nature of language learning, or the interpersonal functions it performs. In 

the Chomskyian system, there is one, unified theory of language learning for both 

children and adults. Unlike Piaget, there is no separate child learning theory. Child 
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language learning is viewed as a step in the cognitive, developmental process that 

children pass through, in order to reach the adult language learning stage. 

In this thesis, it is assumed that the chi ldren are capable of operating in the adult 

language system, in both their mother tongue and in spoken English (Halliday 1973, 

1975; Painter, 1985). Therefore, it is not necessary to adopt a child learning theory 

based on pre-determined, maturational stages of development. While the pedagogical 

approach in this study has been adapted to reflect the needs of child learners in a 

foreign language context, there is no difference in the theoretical framework of how 

the children in this study learn to construct the genres of spoken English, and of how 

adults would learn to do the same thing. This is quite different from a Piagetian view 

of child language learning. In this sense, the children are treated as if they are adults; 

or more specifically, as if they are capable of functioning in the adult system of 

spoken English, given the 'right' sort of support by their father (the teacher). Thus, 

the approach taken in this study is different from a Piagetian one and other such 

cognitive approaches that view child learning as pre-determined steps in the 

cognitive, developmental process. 

While individualist based approache have contributed much to cognitive approaches 

to learning, particularly to theories of language acquisition, there are ongoing 

criticisms of these approaches that are relevant to this study. It seems that 

individualist based approaches tend to underestimate the extent to which the child 

actively contributes to his or her own learning. Mentalistic or 'inside out' approaches 

view learning as an activity that is somewhat programmed, controlled, or ' locked 

into ' the mind. It views knowledge as being innate. While it is acknowledged that the 

environment can influence language learning, it seems that in these systems the child 

can do relatively little to ac6vely change or re-arrange this largely pre-determined 

course. However, this view of learning is challenged in this thesis. In this study, 

learning is seen as a social process. Language is learned and developed through social 

interaction (Halliday & Hasan 1985c, 1989, 1991) and through the joint participation 

with others (Vygotsky, 1978). Also, the system of choice (Halliday, l 985b, 1994, 

2004) is considered in this study to be important in the learning process. The language 

learner is recognized as having control over his or her learning, by making choices 

that are deemed to be more or less appropriate, in the context within which they 
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occur. In this study, learning is not viewed as something that is pre-determined or 

'locked in ', but rather as an activity that is based on making choices from the 

sociocultural environment within which the learner interacts. In this framework, the 

child can actively contribute to his or her own learning. While this is given a position 

of primary importance in sociocultural views of language and learning, it seems to be 

relegated to a position of much less significance in 'inside out' approaches. To deny 

the sociocultural nature of language and learning, means to deny a powerful influence 

that shapes and determines who we are, how we live, how we communicate, and how 

we make sense of the different kinds of social functions we perform in our daily lives. 

In section 3.2, a brief overview of individualist based approaches to learning has been 

examined. Some of the main limitations of these approaches have been discussed that 

are relevant to this thesis. In the next section, a brief overview of traditional and 

progressive approaches to learning will be presented, focusing on their relevance to 

this research. 

3.3: Traditional and progressive approaches 

Traditional and progressive approaches to learning are two of the major orientations 

which have dominated mainstream educational thought in the last century. Traditional 

approaches are often referred to as transmission based or teacher centered. 

Progressive approaches tend to be child centered or are often refened to as learner 

centered. These will now be discussed in terms of their relevance to this thesis. 

The metaphor of ' banking education' was used by Paulo Freire (1983) to describe the 

traditional, transmission-oriented model of learning. According to Gibbons (1999; 

2006), this approach to learning has dominated much of western pedagogy. The 

teacher's role is of primary importance. The teacher is seen as the giver of knowledge, 

depositing information and skills into the largely empty memory banks of students. 

Students are assigned the role of passive receivers . Knowledge is viewed as mastering 

a set of building blocks, where the sum of the parts equals the whole. Knowledge and 

skills are taught by moving from simple to complex in a linear progression, passing 

through a sequence of teacher-controlled steps. The pedagogy relies mostly on 

repetition and memorization. It appears to be influenced by behaviorist notions of 
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learning, involving little or no negotiation between teacher and student (Webster, 

Beveridge and Reed, 1996). In this approach, there appears to be little explicit 

theoretical underpinning. Perhaps this is because it is largely based on anecdotal 

views of language and learning that have been institutionalized as being 'normal' over 

long periods of time. In this approach, the role of the teacher is of primary 

importance, as the teacher is regarded as the expert who cannot (or should not) be 

challenged (Richards & Rodgers, 1986, 1991 ). Having a good teacher is seen as the 

key to successful learning. Traditional approaches such as these are often referred to 

as teacher-centered approaches. Consequently, the focus of traditional approaches 

tends to be more on the teaching, rather than the actual learning that takes place. 

Since the rise of empiricist philosophy during the twentieth century, communication 

has been seen as largely a matter of information transmission. According to Gibbons 

(2006), this is one reason for the dominance of this model of learning. Language is 

seen as the vehicle for transferring thoughts and ideas from one person to another, in 

spoken or written modes. Language functions as a conduit, by means of which content 

or information is transferred (Christie, 1990; Reddy, 1970; Wells, 1992). If different 

meanings and interpretations are given by the learner, then these are considered to be 

errors and are seen as a 'breakdown' in communication. 

Certain features of methodology are considered to be typical of traditional 

transmission approaches to language learning. Because of its emphasis on decoding 

and encoding, language is typically viewed as a set of discrete points (or building 

blocks), progressing from simple elements to complex. Thus, phonics is often seen as 

a prerequisite for reading, and spelling and grammar as prerequisites for writing. 

Typically, in second and foreign language classrooms, specific grammar and 

vocabula1y precedes holistic language use; and tightly controlled, language--focused 

exercises precede broader language tasks. This view of learning believes that 

language components must first be broken down, then be organized from simple to 

complex in the learning phases, and must first be learned before they can be used. 

Since the l 970's, there have been many challenges to teacher-centered learning. Some 

of these are in part reflected in this thesis. These have been characterized by a general 

shift away from teacher-fronted learning situations, to more learner-centered ones. 
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These have been referred to in this thesis as progressive approaches. These do not 

include Vygotskian-type, sociocultural approaches, which grew out of the progressive 

movement, and will be dealt with later in this chapter. As Gibbons (1999; 2006) 

states, there are some significant differences in the way the progressive movement 

and the Vygotskian-type, sociocultural approaches have been interpreted. Therefore, 

they should be dealt with separately. The progressive approach to learning will now 

be examined, in relation to its relevance to this research. 

The 'chalk and talk' of teacher-centered classrooms in Australian primary schools has 

largely given way in recent years to more learner-centered practices. This is largely 

due to the advent of the progressive movement (Wells 1996, Gibbons 1999). 

Progressive ideology was illustrated by the 1967 Plowden Report in Britain. This 

government-sponsored document was based on Piagetian principles of learning. It 

emphasized for schools in Britain the need to encourage discovery, play and first hand 

experiences in approaches to learning, and focused on the importance of 'readiness' to 

learn in the classroom. Also important in this movement was the recognition of 

spoken language in the school curriculum in the 1960's and 1970's. This highlighted 

the importance of language in the process of understanding. As Gibbons ( 1999; 2006) 

states, up to this point the role of spoken language in learning, in the shaping of 

thinking and understanding, and its relationship with reading and w1iting, were issues 

that had previously been largely ignored in mainstream education. Since then, 

language has been viewed in schools as being not only important as a subject, but also 

across the curriculum in all areas of education. The change from teacher-centered to 

student-centered classrooms in mainstream, primary schools, and the recognition of 

spoken language as being important in the learning process, is regarded as being the 

catalyst for significant changes to teaching approaches in formal education. It is also 

regarded as being a significant catalyst for change in second and foreign language 

education. The role of the learner in the learning process and the importance of 

spoken language in language development are considered to important issues that 

have provided the motivation for this study, and have been incorporated into the 

design of this research. 

The change in the status afforded to spoken language in the pnmary school 

curriculum, also resulted in a change of attitude to the place of student talk in 
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classroom practices. As Phillips ( 1985) points out, spoken language in the classroom 

went from something that was forbidden to something that was encouraged. Gibbons 

(1999; 2006) states that one rationale for the use of oracy is personal growth. This 

argues for diversity and difference in the languages and dialects that students bring to 

school with them. Another rationale is oracy for learning. This argues that talk is 

essential to the learning process. Most recently, there has been the rationale of oracy 

for functional competence. This argues for what students should be able to do with 

language in terms of communicative purposes or functions. This has been significant 

and relevant for both child and adult learners, in first and second language contexts. 

Finally, there has been the rationale of oracy for cultural transformation. This 

addresses the issues of power, gender, race and class, and has been influential in the 

development of critical approaches to minority education. One of the implications of 

this diversity of rationales for spoken language has been to rethink the boundaries of 

talk in mother tongue education, as well as second and foreign language contexts. It is 

argued that the concept of learning through language needs to be expanded and made 

more explicit in primary education. However, these implications are also considered 

to be relevant to foreign language education and to the children's learning in this 

thesis. The premise upon which this thesis is based, is the importance of learning 

spoken language. The motivation for the research revolves around the need for the 

children to learn the skills of conversational English. Also, the notion of learning 

through language at home in an EFL context is just as relevant to the children's 

learning in this thesis, as it is to students in fom1al, primary school classrooms. The 

notion of learning through language will be dealt in section 3.6, 'Sociocultural 

learning theory' . 

Another feature of the progressive school has been the focus on what has been called 

the 'whole ]anguage' approach. This is relevant to this study, as the children are 

learning to construct extended discourse. The focus is on meaning rather than form, 

and that emphasis should be placed on the learning process, not just the end product 

(Gibbons 1999; 2006). This represents a significant difference in the view of learning 

from traditional approaches. Process-oriented approaches to learning became very 

popular, in both first and second language education. These still appear to be 

influential in many foreign language educational institutions today. From this notion 

has grown the process approach to writing. While this has been interpreted in many 
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different ways, process writing allows children the freedom to write and express 

themselves as they see fit, by focusing on the writing process. In process-oriented 

approaches, children are immersed in opportunities for writing and speaking, and are 

encouraged to use language for the sake of it, with little or no direct intervention from 

the teacher. While the role of the teacher can and does vary significantly depending 

on how this approach has been interpreted, the teacher tends to take a largely indirect 

and secondary role, aimed at not interfering in the learning process. While learners 

work together in pairs and groups preparing drafts, direct teacher intervention is 

usually not encouraged. The students are encouraged to self correct through peer 

conferencing, with focus being placed on the process they go through, rather than the 

accuracy of the end product. The teacher's role is seen more as a facilitator, fostering 

a spirit of enquiry in the learning process, rather than as an authority who provides 

answers and corrections. 

The progressive approach has many features in common with the approach taken by 

the father in this study. These include a focus on the learning process, producing 

extended discourse, working together in pairs and groups, constructing drafts (which 

is considered just as relevant in the teaching of spoken language as written), and the 

use of self correction strategies. However, there are significant differences. One of the 

main differences is the role of the 'teacher'. In this thesis, the father as the 'teacher', 

is considered to play a direct role in the children 's learning process. He acts as a 

mediator in the learning process, building lingui . ..tic bridges between what the 

children know, and what they need to know. He provides the scaffolding for the 

children, preparing them for the eventual 'hand over' when the children would be 

ready to assume full responsibility for their own, independent learning. In this way, 

the approach taken in this thesis differs significantly from that of the process-oriented 

approach which grew out of the progressive movement. 

Progressive approaches, influenced by Piagetian ideas of discovery learning, 

emphasized that students need to take a direct role in determining their own learning 

pathways, with little explicit guidance or management from the teacher (Wells 1992; 

1996). Consequently, they are characterized as being student-driven, with low teacher 

management (Webster, Beveridge & Reed 1996). However, this approach led to 

different kinds of reactions by teachers in Australia, in both first and second language 
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education, in the 1980s and 1990s. Some extreme forms of non-interventionist 

teaching developed and many teachers fel t uncomfortable in intervening in any part of 

the learning process, particularly in writing (Christie 1990). While this approach was 

defended by the more radical, non-interventionist supporters of the progressive 

movement, many teachers began to question whether the teacher had any direct role 

in the learning process. For some teachers, their role had not only changed its focus, 

but had been relegated to a position of lesser importance. 

3.4: Perspectives in foreign language learning 

In the previous sections of this chapter, I have discussed some of the main theories 

that have affected mainstream learning theory, and their relevance to this study. 

However, the children in this research are not learning English in a formal school 

setting or in an ESL classroom. They are learning spoken English, as a foreign 

language, in the home context. In this section, a brief overview of some of the main 

theoretical perspectives will be provided that have influenced the teaching of speaking 

in foreign language education in the last one hundred years. Many of these are also 

relevant to the teaching of second language education, such as in ESL classrooms. 

These perspectives have been influential in the teaching of speaking in foreign 

language contexts around the world. It is helpful to understand these perspectives in 

evaluating the various ways in which second and foreign language learning can be 

taught, as well as how the chi ldren have been taught in this thesis. 

a. The grammar translation method 

Perhaps one of the most significant influences in foreign language learning has been 

the grammar-translation method. According to Bums & Joyce (1997), this grew out of 

response to an emerging interest in learning mostly European foreign languages in the 

nineteenth century. This method and other early approaches to foreign language 

learning had their origins in the study of classical written grammars, such as Greek 

and Latin (Bums & Joyce, 1997). It has continued to influence foreign language 

teaching into this century, and arguably in some countries in parts of Asia, still 

heavily influences how languages are taught (Lucantonio 2003, 2006d). The focus of 

the learning is on the syntactical grammar structures, and applying this knowledge in 

the process of translating from one language to another. New language is often 
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presented in isolated sentences which highlights and manipulates the grammar points 

to be learned. The grammar points are presented in a syllabus one by one in an 

organized sequence. The sentences are usually artificially constructed around the 

grammatical point to be learned. According to Bums & Joyce (1997), a typical lesson 

would start with the presentation of a new grammatical point, a list of new vocabulary 

items to be learned, and practice sentences for students to write down and translate. 

Once translated, the sentences are usually read out aloud. The grammar-translation 

method places much emphasis on grammatical accuracy and the production of whole, 

complete sentences. In this method, to know a language means to know about the 

grammar of the language, using the mother tongue as the frame of reference for the 

translation. Also, in this method, total control and responsibility for learning usually 

lies with the teacher. 

The grammar-translation method encourages a word-by-word translation approach. It 

assumes a one-to-one relationship between word and meaning. In light of more 

research conducted on language meanings, Nunan (1988, 1991) argues that this is a 

flaw in the grammar-translation method. Clearly, there does not seem to be a one-to-

one correlation between word and meaning. Often meanings are comprised of chunks 

of language (Slade, 1996) or groups of words (Halliday, 1985b) that refer backwards, 

forwards, and sometimes out of a text. Moreover, many words and meanings that 

exist in one language, do not exist in another. Therefore, at best, meanings often have 

to be approximated which can (and does) lead to strange and inappropriate 

translations. According to Nunan (1988, 1991 ), to assume a neat one-to-one 

transliteration of word to meaning is misleading, and can often result in unnatural and 

inappropriate use of the language by learners. 

It can be argued that the grammar-translation method is still influential and represents 

a common teaching approach in some foreign language contexts today. In a recent 

study done on teaching practices by Japanese science professors in a science-based 

university in Japan, it was found that many of the texts used for teaching and research 

purposes with 3rd year, 4th year, and postgraduate students, were in English. These 

texts were usually translated jointly by the teachers and students. Most of the spoken 

discussion on these English texts was conducted entirely in Japanese, and nearly all 

the written reports based on these texts, was also done in Japanese. This was thought 
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by the professors to be a common procedure in universities throughout Japan. As a 

result, most of the professors interviewed in this study felt that a good English 

program for the university was one that taught students to be good translators of 

English to Japanese (Lucantonio 2006d, 2006e ). 

The speaking part of the grammar-translation approach is often neglected, as the 

speaking usually takes part in the learner's first language, not the foreign language 

(Lucantonio, 2006e ). In fact, it is actually rare for the learner to hear the target 

language being spoken, other than for purposes of translation; even rarer still is to be 

actually given the chance to speak it (Lucantonio, 2006e ). One possible reason for this 

is that the grammar-translation method is based on a description of the written 

language, not spoken. Another is that teachers implementing this method usually try 

to maintain full power and control over the learning process. Hence, it is thought to be 

necessary for teachers to talk; it is not so necessary for students to talk. This teaching 

approach still appears to be highly regarded by many educational institutions in Japan 

(Lucantonio 2003, 2006d, 2006e). Another reason is that some non-native teachers of 

the foreign language are more comfortable with teaching the written form, rather than 

the spoken. This seems to be due, in part, to their own perceptions of a lack of spoken 

proficiency in the target language (Lucantonio 2003, 2006e ). And a final reason for 

the lack of focus on spoken language could the perceived prestige value of written 

language over spoken. As Burns & Joyce (1997) point out, natural spoken language 

has often been considered inferior to written language, being thought to be too 

formless and unstructured to be the objective of serious grammatical and academic 

study. This view appears to be supported by many non-native teachers of English in 

Japanese high schools and in Japanese universities (Lucantonio 2003, 2006e ). There 

seems to be a commonly held belief that the written form of the language is more 

academic and therefore should be the main focus of classroom teaching. However, as 

Slade's ( 1996) research into casual conversation suggests, spoken language does have 

a form and a structure, and plays an important role in both language development and 

the learning process. 

By using the student's native language as the medium of instruction, the grammar-

translation method focuses more on 'learning about' the foreign language, rather than 

actually learning to use the language. While it may seem that the grammar-translation 
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method has some serious limitations nowadays, particularly in the area of language as 

a form of meaning and a medium of communication, it should be noted that the 

method is still used in parts of the world (Lucantonio 2003, 2006e; Richards & 

Rodgers 1986, 1991 ), particularly in Asia. However, in this study, the grammar-

trnaslation approach has been challenged. The children's English language learning 

occurs through the medium of English, and focuses on spoken language. Furthermore, 

the children are challenged to go beyond the level of a sentence and syntactical 

grammar rules, and produce extended discourse. The extent to which they can do this 

represents an important research question in this thesis. 

b. The structural approach 

The next major in influence in foreign language learning has been the structural 

approach. According to Burns & Joyce (1997), the theories of American structural 

linguists such as Bloomfield (1933) and Fries (1945) began to replace the more 

traditional approaches to classical humanism, resulting in the development of the 

structural approach. In the structural approach, language is a system of structurally 

related elements for the coding of meaning (Richards & Rodgers 1986, 1991 ). The 

target of language learning in this system is seen to be the mastery of the elements of 

this system, which are generally defined in terms of phonological units, grammatical 

units, grammatical operations (such as adding, joining or transfonning elements), and 

lexical items (Richards & Rodgers 1986, 1991 ). Structural linguists are interested in 

identifying and describing the basic syntactical grammar forms of the language at the 

level of the sentence, and categorizing them scientifically and objectively. These 

categories then form the basis of the teaching materials, which are graded in terms of 

the grammatical rules (Burns & Joyce, 1997). The role of the teacher becomes 

somewhat secondary to the role of the materials, as mastery of the materials and 

knowledge of the grammatical structures is considered to be the learning goal. 

According to Brown (1994), this method has resulted in the rise of language 

laboratories and the audio-lingual method which focused on fool-proof and teacher-

proof teaching materials. The students use the grammar -focused materials to work in 

a self-directed manner, largely independent of the teacher. By means of constant 

practice, learners develop good habit formation and hence learn to produce correct 

speech patterns. The focus is on accuracy and correctness of pronunciation, by 

repetition through drills and exercises which focus on grammatical structures and 
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phonological patterns. According to Brown (1994), this approach to learning is 

heavily influenced by the work of Skinner (1957) in operant conditioning and other 

behaviorial psychologists who emphasize the importance of developing good habits in 

language learning through rote repetition, by a process of stimulus and response. 

Bums & Joyce (1997) state that the structural approach gained widespread interest 

and support in foreign language learning throughout the 1940s and 1950s. It has given 

much more emphasis to spoken language than the previous grammar-translation 

method. New approaches, such as the audio-lingual method, also began to develop, 

based on similar theoretical perspectives. In this method, the four macro skills of 

listening, speaking, reading and writing are introduced, and are taught in a fixed order 

of perceived difficulty and importance (Bums & Joyce, 1997). Student activities focus 

on intense aural-oral drills, featuring substitution exercises taken from a graded 

syllabus. 

While the structural approach emphasizes the importance of speaking, it is still 

essentially a grammar-based approach to language learning. Speaking is viewed at the 

level of a sentence. No importance is placed on producing discourse beyond the level 

of a sentence. And, as Bums & Joyce (1997) point out, speakjng skills focus wholly 

on generatlng what is considered to be correct grammatical utterances and correct 

native-like pronunciation. The proliferation of 'conversation schools' (or 'eikaiwa' as 

they are called in Japanese) throughout Japan and Asia today is evidence that th· s 

approach is still popular in many EFL contexts. Schools advertise the goal of "native' 

pronunciation, and lessons with native speaking teachers are not only highly sought 

after, but also cost much more than lessons with teachers with non-native speaking 

accents (Lucantonio 2003, 2006d, 2006e ). These judgments of what constitutes 

'correct pronunciation' are usually based on stereotypes of one, native speaking-type, 

dialectal variety. Contrary to natural spoken language, learners in the audio-lingual 

method are not usually exposed to different dialectal varieties, nor are they allowed to 

produce a range of possible meanings; in this method, learners must be accurate rather 

than appropriate in their use of spoken language. Furthermore, the structural approach 

has little interest in the role of context in making meaning. According to Bums & 

Joyce (1997), context is seen in the audiolingual method merely as a vehicle for 

providing the situation within which the grammar point is to be drilled and practiced. 
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In this research, the role of context is seen as central in creating meaning. Thus, the 

theoretical foundations of audiolingualism are considered to be unsound. Furthermore, 

the notion of 'sounding like a native speaker' in a foreign language is also considered 

to be unimportant, particularly as the children's mother tongue is Japanese. And, more 

importantly, this study takes the perspective that it is possible to create language 

meanings appropriately without a native speaker-like accent. Hence, audiolingualism 

and the structural approach are considered to have little value for how the children 

learn English in this thesis. 

Furthermore, teachers find that the practical results fall short of expectations 

(Richards & Rodgers 1986, 1991 ). Students are often unable to transfer skills 

acquired through audiolingualism to real communication outside the classroom, and 

many find the procedures of learning by audiolingualism to be boring and ineffective 

(Richards & Rodgers 1986, 1991 ). However, even allowing for these criticisms, the 

audiolingual method continues to be used today in many EFL contexts (Richards & 

Rodgers 1986, 1991 ), as the proportion of budget spending on language laboratories 

and computer labs in English departments of Japanese universities bears testimony 

(Lucantonio 2003, 2006e). 

c. Cognitivism: Transformational generative linguistics 

Perhaps the next major infl uence in foreign language learning was the advent of 

transformational generative linguistics, or TG as it has become known. This has been 

dealt with briefly earlier in this chapter, in terms of its general role in the major 

theories of learning. However, Chomsky's influence will now be dealt with in terms 

of how cognitivism has specifically affected the field of foreign language education. 

Structural linguistics and the structural approach were challenged in the 1950s and 

1960s by Noam Chomsky (1959, 1965). Rather than describing a fixed set of 

grammatical patterns, Chomsky (1965) argues that language is generated by the mind. 

Chomsky states that linguistic description should be concerned with the underlying 

mental processes that humans use to generate language. Chomsky's theory of 

transformational grammar proposes that the fundamental properties of language 

derive from innate aspects of the mind and from how humans process experience 
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through language. Chomsky's theories focused the attention of linguists on the mental 

properties involved in language use and language learning. Chomsky argues that 

human language use is not imitated behavior, but is created anew from underlying 

knowledge of abstract rules. 

By language, Chomsky ( 1965) was referring to sentences. The underlying system of 

the mind used to generate sentences is called the language acquisition device, or LAD. 

Chomsky believes that native speakers of a language master and internalize an innate 

rule-based system. Chomsky feels that it is the knowledge of the rule-based system 

that enables people to transform language structures and to generate hypotheses about 

the use of new language. Hence the term transformational generative grammar has 

been given to Chomsky's system of language. In this system, language is seen as 

something that can be continually generated by the mind; it is not seen as something 

fixed or finite. 

Chomsky (1965) makes the distinction between competence and performance. 

According to Chomsky, sentences are not learned by imitation or repetition but are 

generated by the learner's underlying competence. In this system, competence refers 

to mastery of the rule-based principles that govern language behavior. This is a 

knowledge and a mastery that all adult native speakerQ innately possess. Performance 

refers to the use of the internalized rules in actual language use. To Chomsky, this 

dichotomy highlights what it means to know a language (competence) verst s what it 

means to actually put these linguistic rules into use (performance). Competence is 

seen as the key to performance; that is, if a speaker has developed competence of the 

language system, then performance can follow. Chomsky' s main interest lies in 

domain of competence, or the mental knowledge humans bring to language use. To 

Chomsky, to know a language is to know the syntactical rules of the language; a 

notion that is still reinforced by the curriculum guidelines and policies of the 

education department representing high schools and universities in Japan today 

(Lucantonio 2003, 2006e). 

Chomsky 's work has not led to a specific language teaching methodology. He 

attempts to explain what native speakers know in an ideal situation. He has repeatedly 

made it clear that his theories are not aimed at second and foreign language learning. 
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However, many of Chomsky' ideas have influenced foreign language teaching up to 

the present. This is particularly evident in Japanese high schools, where to know a 

language is to know the grammatical rules of the language (Lucantonio, 2003). 

Chomsky's theories undermined the stimulus-response ideas of the behavioral 

psychologists, and the audiolingual approaches to foreign language learning which 

subsequently emerged (Bums & Joyce, 1997). Interest now focused on cognitive 

methods which allow language learners to hypothesize about language structures and 

grammatical patterns. Pattern practice, drilling and memorization might lead to 

language-like behaviors, but according to Chomsky (1965), they do not result in 

competence. Practice activities should involve meaningful learning and language use. 

Learners should be encouraged to use their innate and creative abilities to derive and 

make explicit the underlying, grammatical rules of the language. Materials are 

organized around a grammatical syllabus while allowing for meaningful practice and 

use of the language. 

A major concern of foreign language teaching from this period of time was to use 

Chomskyian ideas to develop the 'best method' of foreign language learning (Bums 

& Joyce, 1997); an attitude that said still has popularity in foreign language education 

in Japan today (Lucantonio 2003, 2006e). According to Bums & Joyce (1997), there 

has been a growing recognition jn this approach that learning is contro1led by the 

mental processes of the learner, rather than the teacher. Errors are regarded as an 

inevitable part of the process of language learning. The teaching of syntactical 

grammar rules is seen as necessary, so that learners can acquire the knowledge to use 

the language creatively and innovatively (Bums & Joyce, 1997). 

Chomsky's cognitive views on grammar are different from those of the structuralists. 

However, the common link for language teaching is the focus on syntactical grammar. 

These syntactical rules are said to be innate in Chomsky's system for adult native 

speakers. Hence, grammar teaching programs tend to emphasize correctness and 

accuracy over appropriacy. Also, the grammar is based on sentences and written 

forms of the language. There is no effective distinction made between written forms 

of grammar, and spoken. Therefore, teaching programs tend to focus on written forms 

of the language, rather than spoken. The assumption in Chomsky's system is that 

speaking is achieved through acquiring written grammar rules. Teaching methods 
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from the 1950s to the 1970s were heavily influenced by these theories and stressed 

the importance of learning a language by learning the grammatical rules . However, 

this view of language learning is still common today in many foreign language 

contexts, as can be seen in high schools and universities in Japan today (Lucantonio 

2003, 2006e). 

In the TG teaching framework, acquiring spoken language is seen as a building block 

process, in which certain structures and grammatical patterns need to be acquired 

before others can be learned. The ways in which these linguistic items are sequenced 

and graded in teaching programs seem to be based largely on anecdotal views of 

language, particularly on what constitutes 'easy' versus 'difficult' items. Little 

attention is given in this framework to the role of context. While language is acquired 

by generating sentences, little attention is given by Chomsky to making meaning by 

moving beyond the level of a sentence into more holistic types of discourse . The basic 

focus of language in this system is the ability of the mind to generate syntactical rules. 

It appears that Chomsky 's theories do not have much relevance for the children's 

learning in this thesis. His theories attempt to account for the knowledge of the 

grammatical rules that the ideal speaker-listener has about the language. However) 

they do not adequately explain how a speaker lmows how to use the rules 

appropriately for the various purposes of social interaction. Furthermore, Chomsky's 

focus is on the level of the sentence. However, the aim of the children in this research 

is to go beyond the leve] of the sentence and construct whole texts. This involves 

more than just constructing a series of sentences or generating syntactical rules. 

Moreover, Chomsky's description of language is based on the written mode. However, 

basing a description of the children' s spoken language on the written mode appears to 

be theoretically unsound, in light of the differences between spoken and written 

language (Halliday 1985a, 1989). Also, the perspective of learning taken in this study 

is that the children's language development is the result of social interaction in their 

joint participation with others; it is not due to some innate, cognitive system. As such, 

the cognitive notions of Chomsky, though significant in some foreign language 

programs, are considered to be of limited value to the children's learning in this thesis. 

d. Acquisition and learning 
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More recent research into how people become language users has centered on the 

distinction between acquisition and learning. In particular, the work of Stephen 

Krashen (1981 , 1982, 1985, 1988, 1989) has been influential in first and second 

language acquisition. It has also influenced second and foreign language learning 

approaches and techniques. According to Krashen (1985, 1989), 'acquisition' is a 

subconscious process of the mind when learners are concentrating on meaning rather 

than accuracy, and it is this process that results in the knowledge of a language. 

Krashen's model has been referred to by a set of interrelated hypotheses. In the earlier 

years it was known as the 'Monitor Model' and the 'Acquisition-Leaming 

Hypothesis' (Krashen, 1981, 1982). In more recent years, it has been referred to as the 

'Input Hypothesis' (Krashen, 1985). Central to this model is the role of 

comprehensible input. Krashen (1985) refers to this as input that is understandable but 

is 'roughly' just above the learner's level. According to Krashen (1985), it 1s 

comprehensible input that leads to language acquisition. However, ' learning' 1s 

considered to be a conscious process and this results only in ' knowing about' the 

language. Krashen (1985, 1988, 1989) argues that 'acquiring' a language is more 

successful and longer lasting than 'learning' a language. 

The implication of this for second or foreign language learning is that teaching needs 

to be done in an unconscious and unstressful way that reflects the child's acquisition 

of his or her native language (Harmer 1991, 1992). Krashen ( 1989) argues that native 

speaking children are initially never consciously taught their language, nor do they 

consciously set out to learn it. Instead, they hear or experience a lot of the language in 

situations, particularly where they are involved in communicating with an adult. This 

adult is usually a parent. Their gradual ability to use language is the result of many 

complex, subconscious processes (Krashen 1985, 1989). They have not consciously 

set out to learn a language. Rather, it happens because of the input they receive and 

the experiences which accompany the input (Krashen, 1985). 

Input is used to refer to the language the learners hear or read. Therefore, the language 

teacher does not need to explicitly teach the next structure within the learner's natural 

order of acquisition. Krashen (1985) argues that if the input is understood and there is 

enough of it, then the necessary grammar will automatically be provided. However, 
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according to Harmer (1991, 1992 ), rnuc foreign language teaching seems to 

concentrate on conscious learning techniques, which is the exact opposite of the 

process Krashen feels is necessary for successful language acquisition. 

Krashen (1985, 1989) feels that successful acquisition is connected to the nature of 

the input that learners receive. The input should contain some language that the 

students are familiar with, as well as some language that is new and they have never 

experienced before. This is referred to by Krashen (1985) as comprehensible input. 

According to Krashen ( 1985), comprehensible input should be 'roughly tuned' so that 

it is pitched at a slightly higher level than learners are capable of using, but at a level 

that they are capable of understanding. Krashen refers to this as 'I plus 1 '. The 

language work should be pitched at a level just beyond what the learners can do 

comfortably on their own. He compares 'roughly tuned input' to the way adults talk to 

children (Krashen, 1985). According to Krashen, parents tend to simplify the 

language they use so that children can readily understand it. They do not simplify 

their language in any particular way. Rather, they seem to get the level of their 

language more or less right by manipulating a few structures, in much the same way 

as someone talks to a non-native speaking foreigner. According to Krashen, the major 

factor in successful language acquisition i · comprehensible input (1985, 1989). In this 

theoretical framework, it would be possibJe to acquire language items that learners did 

not previously know, without making any conscious effort to do so, if the rjght 

amount of roughly tuned input is received. 

However, Krashen (1985, 1989) argues that conscious language learning provided by 

finely tuned input, cannot lead to acquisition. It can only be used to monitor or check 

what someone has said or is going to say. It does not become part of the language 

store we can call on and use, when we want to communicate with someone. Thus, 

according to Krashen (1985, 1989), acquisition can lead to learning, but learning 

cannot lead to acquisition. 

Krashen' work in language acquisition has influenced second and foreign language 

learning (Richards & Rodgers 1986, 1991 ). Teaching methods, syllabuses and 

materials have been designed in accordance with Krashen's principles. They focus on 

teaching language 'naturally' , based on Krashen's natural order of acquisition. They 
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also focus on teaching language 'unconscious ly ', based on what is perceived to be 

appropriate comprehensible input. Syllabuses have been designed to keep the teaching 

as non-threatening as possible, so as not to raise the affective filter that would 

interfere with successful language acquisition (Krashen 1985, 1988, 1989). According 

to Krashen, learners need to be 'open' to the input. In situations of stress or anxiety, 

the learner's affective filter will block the input from reaching the internal language 

processor, and thus prevent successful language acquisition from occurring. 

Teaching methods, such as Total Physical Response (TPR), have been developed 

based on Krashen's theories of language acquisition and learning. According to 

Harmer (1991, 1992), the students do not have to speak in TPR. They just carry out 

the commands of the teacher. These commands tend to focus on action verbs, with 

students performing the actions required. When they are ready, learners can give 

commands to other students. Students thus learn language through action. This 

focuses on an 'unconscious' approach to language learning through a physical 

response, rather than a more 'conscious' language drill. Today, TPR is still a popular 

method used with children and with low level adult learners, in foreign language 

contexts such as Japan. 

While Krashen's ideas have influenced ideas on language acquisition and foreign 

language teaching, criticisms have been raised with key parts of his hypotheses. Many 

of his assumptions have been disputed and rejected, arguing a lack of empirical 

support. Thus, Krashen' s ideas are viewed as having limited value for this research. 

Some of the main criticisms of Krashen's model, relevant to this thesis, are briefly 

summed up in the following four paragraphs. 

First, the metaphor of input is questionable. It is doubtful if teachers can accurately 

predict what constitutes adequate and appropriate comprehensible input, as this notion 

remains vague and somewhat unclear. It can be argued that teachers can never know 

exactly what language and what experiences students bring with them to the learning 

situation. Therefore, what constitutes roughly tuned input versus finely tuned input 

remains vague and problematic. Brown (1994) adds that the distinction between 

subconscious acquisition and conscious learning is still sharply criticized by many 

psychologists, let alone educators, and also remains a 'fuzzy' distinction. According 
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to Ellis (1991 ), if comprehensible input is a necessary condition for SLA, then it is the 

quality rather than the quantity of interactional input modifications that is significant 

for comprehension. Ellis (1991) states that an important issue for pedagogical 

purposes is the form that the comprehensible input should take for acquisition to 

occur. Thus, what constitutes comprehensible input and its role in language 

acquisition remains a vague and unresolved notion. 

The direct relationship between input and acquisition m Krashen's theory is 

questionable. While some studies suggest there might be a correlation (see Larsen-

Freeman and Long 1991 ), there is little direct evidence that input either causes or 

results in language acquisition. According to Gibbons (1999), comprehensible input 

should be viewed as facilitating acquisition, rather than directly resulting in it. 

Krashen's assertion that acquisition can lead to learning but learning cannot lead to 

acquisition has been challenged and seems to lack conclusive evidence. According to 

Brown (1994), there is an absence of evidence in this claim and therefore there is no 

reason to accept it. In addition, the role of the affective filter in facilitating language 

acquisition is viewed by some as an example of how Krashen 's model has been 

'tinkered with' and changed in response to con tant criticism and a lack of serious 

evidence (Nunan, 1991 ). AJso, the idea that it is possible for learners to acquire a 

language without any effort is highly contentious. This denies a place for explicit 

teaching and learning, which many researchers feel is an essential pait of the learning 

process (Vygotsky, 1978). Without this explicit challenge from the teacher, it can be 

argued that effective learning may not occur. As such, Krashen's notion is in direct 

contrast to more sociocultural views of learning (Vygotsky, 1978). In recent years, a 

sociocultural theory of second language acquisition has emerged (Lantolf, 2000; 

Lantolf and Thome, 2006), countering many of Krashen ' s cognitive ideas and 

stressing the more social aspects of language acquisition. 

Furthermore, Krashen believes that speaking is simply an outcome of learning, and 

not a contributing factor to learning (Krashen 1982, 1985, 1989). This view is 

challenged by sociocultural theorists who argue the importance of talk for learning 

and talk for language development (Gibbons, 1999). Significantly, Krashen 's views 

appear to lack the underpinning of a linguistic theory. It is argued in this thesis that a 
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theory of language should underpin any valid theory of learning or language 

acquisition. Thus, while Krashen's ideas on second language acquisition have 

influenced foreign language teaching, they are considered to be of limited value to 

how the children learned English conversation in this thesis. 

e. The communicative approach 

In the 1970s, applied linguists began to emphasize another dimension of language that 

was inadequately addressed by the approaches to foreign language teaching at that 

time - the functional and communicative potential of language (Richards & Rodgers 

1986, 1991). This dimension oflanguage is considered to be relevant to the children's 

learning in this research. 

Applied linguists saw a need to focus language teaching on communicative 

proficiency rather than a mere mastery of structures. Scholars who advocated this 

view of language, such as Christopher Candlin and Henry Widdowson, drew on the 

work of British functional linguists such as Firth and Halliday, the work in American 

sociolinguistics by researchers such as Hymes, Gumperz and Labov, as well as the 

work in philosophy by academics such as Austin and Searle (Richards & Rodgers 

1986, 1991). Furthermore, with the increasing economic interdependency of 

European countries, the Council of Europe was set up in the early l 970s. Education 

was a major part of this and the need to develop a common, more communication-

oriented method of teaching foreign languages was given high p1iority (Richards & 

Rodgers 1986, 1991 ). The work of the Council and the applied linguists associated 

with it, as well as the rapid acceptance of these ideas by teachers, researchers and 

textbook writers, gave rise to what has been referred to as the communicative 

approach; an approach typified by the functional-notional and the structure-function 

methods of communicative language learning (Littlewood, 1981 ). 

In 1971, Dell Hymes (1971) challenged Chomsky's ideas about linguistic competence 

by focusing on the issue of the speaker's performance; that is, what the speaker can 

do with the language in order to communicate (Brown, 1994). This notion is relevant 

to the children 's speaking goals in this thesis. As Hymes (1971) has said: 
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There are rules of use without which the rules of syntax are meaningless (Hymes 

1971 :68). 

In response to a more communication-oriented view of language, Hymes ( 1971) 

introduced the term 'communicative competence.' The term reflected the view that 

language should be learned and taught as a form of communication (Littlewood, 

1981 ). Learners should not only acquire the grammatical rules of a language (the 

usage), but also be able to use it to perform various functions in social situations (the 

use). The distinction between use and usage was introduced by Widdowson (1978) 

and was one of the defining features of communicative language teaching. 

The definition of the term communicative competence was later expanded by Canale 

and Swain (1980). They identified four dimensions of communicative competence; 

grammatical competence, sociolinguistic competence, discourse competence and 

strategic competence. This expanded view included linguistic competence, as well as 

knowledge of the cultural and communicative systems that the speaker needs to 

address, and their relationship with the setting, participants, purpose, channel of 

communication and topic. This not only included a more functional view of language, 

but also one that involved a more social view of language, its context, and the way it 

should be learned and taught; issues considered to be important in the learning 

process in this thesis. 

The work of Hymes ( 1971) and other sociolinguists in what has been termed the 

'communicative approach, ' has been significant in that it represented a shift away 

from the idea that syntactical structure should be the main focus of language teaching. 

The main focus now was on using the language for communicative purposes. Hence, 

a more functional view of language began to emerge. Researchers and educators 

began to consider the ways in which we use language to fulfill various social purposes. 

These included such social functions as expressing likes and dislikes, asking for and 

giving information, making requests, stating preferences, and so on. Emphasis began 

to shift away from accuracy and more towards appropriacy. Thus, an important goal 

of the communicative approach has been to use language to communicate 

appropriately in different social contexts. As a result, many significant implications 

for foreign language lea.ming began to emerge (Bums & Joyce, 1997). These 
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included: contextualizing language within a social context, rather than teaching 

language as a system of grammatical patterns; a concern more for language function 

than for language form ; syllabus content selected based on the needs and interests of 

the learners; an integration of the teaching of the four macroskills (listening, speaking, 

reading and writing), rather than the skills being taught in isolation; learners' errors 

being perceived as an inevitable (and positive) step towards learning and second 

language acquisition; support for developing learner autonomy; and the concept of the 

teacher as a facilitator of learning, rather than an 'absolute' authority in providing 

knowledge. 

Various approaches and interpretations of the communicative approach have emerged 

since the 1970s. Some, such as Richterich (1972) and Munby (1972), have been based 

on detailed analyses of the learners ' communicative needs, in general situations, 

academic situations, and professional situations. However, another approach (Wilkins, 

1976) argues that learners need a common core of functions and notions to be able to 

use language communicatively in general, academic and professional situations. 

Notions refer to semantic-grammatical concepts such as time (past, present and 

future), quantity, quality, location, frequency, dimension, feelings and emotions 

(Burns & Joyce, 1997). For example, expre 'sing time and frequency involves using 

particular tenses and adverbial phrases. Functions involve practical uses of the 

language, such as making requests, expressing likes and dislikes, stating preferences, 

asking for and giving information, asking for and giving directions, following 

instructions, giving advice, comparing, contrasting, and so on. While notions are 

essentially realized by the grammar of a semantic concept, functions are realized by 

exponents of the function that are appropriate in particular social contexts. For 

example, the function of expressing likes to a friend can be realized by exponents 

such as "I like ... ," "we love ... ," "they are crazy about ... ," "she's mad about ... ," 

and so on. In this sense, the focus is more on the use of the language in a particular 

context than the grammatical form. 

As a result, the functional-notional approach to language teaching has emerged; an 

approach that still influences many textbook writers and syllabus designers today. 

This should not be confused with the funct ional model of language derived from 

theorists working in systemic functional linguistics (Halliday, 1985b ). While other 
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methods and approaches have been developed from the communicative language 

teaching movement, one of the most popular appears to be the functional-notional 

approach (Richards & Rodgers 1986, 1991 ). Textbooks and teaching materials have 

been organized to focus on taxonomies of language functions (and to a lesser extent 

notions) in order to make syllabuses more communicative. While it was not the 

intention of the communicative approach to abandon grammar, it seems that in the 

'strong' interpretation of the version the need to teach structures and forms has 

sometimes been neglected in favor of teaching practical uses of the language (Bums 

& Joyce, 1997). These practical uses have come to be known in foreign language 

teaching as 'language functions' (Hymes, 1971 ; Widdowson, 1978; Littlewood, 1981; 

Richards & Rodgers 1986, 1991 ; Harmer 1991 , 1992; Thornbury & Slade, 2006). 

Various other teaching methods and approaches have grown out of the 

communicative approach. These include the learner-centered approach (Nunan, 1988), 

skills-based learning (Munby, 1978), and task-based learning (Prabhu, 1987). 

However, it can be argued that the functional-notional approach still continues to be a 

popular teaching method today, underlying the principles of many foreign language 

textbook writers and foreign language syllabus designers today. 

It is important to note that in more recent years, commercially produced foreign 

language textbook , syllabu. es and teaching materials, have focused more on 

functions than notions. Notions seemed to have dropped out of favor, largely because 

they tend to be ambiguous, less understood, and represent a more abstract concept of 

language use than that of language function: (Bums & Joyce, 1997). 

However, the functional-notional approach appears to have many shortcomings for 

foreign language learning. First, it is not underpinned by any single or any systematic 

theory of language and context. Therefore, what constitutes a language function is 

based largely on intuitive interpretations. Also, what constitutes the concept of 

context is not clear and is often dealt with in a somewhat ad hoc manner. Second, 

focus tends to be placed on the function, not the context. That is, in many textbook 

dialogs functions are selected to be taught, and are then placed into artificially 

contrived dialogs that have been designed to highlight the role of a particular 

language function (Gardner & Slade, 1993). This often results in unnatural and 

artificial dialogs. It is often the function that is the focal point, and the context seems 
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to be an afterthought. However, based on research in natural language, functions 

evolve from the context within which they occur; not the reverse (Halliday & Hasan, 

1985c, 1989, 1991). Third, the teaching tends to focus on taxonomies or checklists of 

language functions. The role of context in determining the kind of language that is 

appropriate seems to be a secondary consideration. In many cases, teachers have 

replaced grammar checklists with checklists of functions. This tends to reflect a 

discrete point view of language, where the sum of the parts equals the whole. Fourth, 

another weakness of the functional-notional approach is that it focuses on 'bits of 

meaning' within a text, rather than the text as a whole. By focusing on different 

language functions, it reinforces the contentious view that if learners master all the 

designated 'parts', then they will be able to put these together to construct the 'whole'. 

The approach does not deal with constructing whole texts, which is an important 

research question relating to the development of the children' s conversational skills in 

this thesis. And finally, as the approach has no systematic description of context, it 

fails to adequately deal with the functional role of grammar, which tends to be dealt 

with in an ad hoc manner. 

As previously stated, it was not the intention of the communicative approach to 

abandon grammar. However, the functional-notional approach appears to have been 

interpreted in many different ways. Some textbook writers appear to avoid the 

teaching of grammar. In some cases, teaching materials seem to suggest that being 

able to form the grammatical structures of the language is in opposition to purposeful 

communication (Keltner, Howard and Lee, 1981). Consequently, the functional-

notional approach, and communicative language teaching in general, is often 

criticized for failing to adequately equip many learners with the grammatical rules 

that underlie the use of the language in context. 

In addition, various other questions have been raised concerning the communicative 

approach. These are summarized Richards & Rodgers ( 1986) as follows: 

... whether a communicative approach can be applied to all levels of a language 

program; whether it is equally suited to ESL and EFL situations; whether it requires 

existing grammar-based syllabuses to be abandoned or merely revised; how such an 

approach can be evaluated; how suitable it is for non-native teachers; and how it can 
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be adopted in si tuations where students must continue to take grammar-based tests 

(Richards & Rodgers 1986:83). 

These kinds of questions and concerns with the communicative approach have led the 

researcher in this thesis to seek a more holistic and systematic approach to language 

teaching; one that is underpinned by a functional theory of language and more fully 

accounts for the role of context and text. 

3.5: The genre movement 

Against the backdrop of the reaction to progressive approaches and the dissatisfaction 

with communicative language teaching, the genre movement developed in Australian 

education throughout the 1980s and 1990s. This represented a shift away from the 

more biological concepts of Piaget, the cognitive views of Chomsky, and the 'bits and 

pieces' approach of communicative language teaching, to a more holistic and 

systematic view of language. In the genre movement, what is learned is dependent on 

the social purposes for which language is used, and the sociocultural contexts within 

which they interact. Although genre-based approaches have not been applied much to 

foreign language learning, particularly in Japan, this approach is considered to be 

important for the children's learning in this the is. 

Two of the research questions of this thesis relate to the children's construction of 

conversational genres. Thus, the pedagogical approach used in the thesis to construct 

the conversational genres is considered to be relevant here. The first research question 

examines the extent to which the children can construct five common genres of casual 

conversation; the second, examines the extent to which they can structure their texts 

to reflect their speaking purposes. In this thesis, the children are learning at home in a 

semi-formal context. They are being taught by their father to develop casual 

conversation skills through a genre-based approach. Thus, the role of genre is 

considered to be important in this research. The role of genre in casual conversation 

has been discussed within the theoretical framework of systemic functional linguistics 

(SFL) in chapter 2. However, it is important in this section to discuss the development 

of the genre movement in general, in order to identify its role in first and second 
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language education, in relation to other theo·ries of learning, and also in terms of its 

potential application to foreign language teac ing. 

The genre movement is underpinned by the systemic functional linguistics (SFL) 

theory of language (Halliday, l 985b, 1994, 2004; Halliday & Hasan, 1985c, 1989, 

1991 ). The general theory of genre relevant to this thesis has been principally 

developed by the work of Martin (l 984a; 1985, 1989). The theory has been applied to 

casual conversation by the work of Slade (1996) and Eggins & Slade (1997, 2004). In 

this research, a genre is defined as a staged, goal-oriented, social process (Martin & 

Rose 2003, 2004). According to Martin, a genre is staged or patterned in such a way 

as to reflect its social purpose. Hence, in an educational context, the teaching focus is 

placed on the different purposes for which we use language. This is particularly 

relevant to this research, as genres have been chosen based on the different purposes 

for which the children will use casual conversation. Because the organization of 

spoken and written language reflects sociocultural values and norms, language is seen 

as a way of viewing culture. Thus, in this study, learning English in a foreign cultural 

context is viewed as learning the language to participate in a second cuJture. 

Initially, much of the impetus of the genre movement was directed towards written 

language. Relative to this, only a small a11101 nt of work has been done in the area of 

spoken ]anguage, particularly in the casual conversation of foreign language learners. 

After conducting large-scale investigations of w1iting in primary schools, Martin and 

Rothery (Martin, l 984a) found that significant problems existed. These seemed to be 

attributed to the shortcomings of the progressive movement. Many children could 

express themselves in a creative manner, but seemed to show little understanding of 

style or writing for a purpose. Furthermore, they experienced difficulties with basic 

linguistic structures. The genres investigated were those that schools traditionally 

represent as prestige types and more highly evaluated genres. Christie ( 1990) argued 

that the process versus product debate was based largely on a false dichotomy, as 

learners needed to engage in both of these aspects for language learning to be 

effective. F eez (1998) states that progressive approaches tended to reinforce existing 

social inequalities, especially for second language learners, because what is expected 

of learners is often not made explicit. As a result, it is the learner rather than the 

educational institution who is blamed for fai lure. 
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According to Martin (l 984b; 1985, 1989), progressivists rejected only a narrow view 

of grammar and language, and did not replace it with any other coherent or systematic 

model of language. As Gibbons ( 1999) states: 

What was missing from the progressive model was a way for teachers and learners to 

reflect on language itself, so that teachers could be guided in language planning and 

student assessment by an explicit model of language and can make explicit to students 

who are unfamiliar with the language of the school and the culture, how to use the 

registers associated with power and educational success (Gibbons 1999:24). 

It has been argued by some of the progressivists that the genre movement was 

'turning the clock back' to more traditional approaches that focused on the teacher 

and on grammar. Some progressivists have felt that the genre movement is focusing 

on the product over the process, bringing back a position of importance to grammar, 

and encouraging teacher-centered intervention by the teacher. However, these 

criticisms have been largely rejected by the genre movement. Genre theorists have 

argued the need for a broader and more explicit model of language than the 

progressivists have been able to provide, one that effectively underpins the learning 

that takes place. According to genre theorists, learners need an understanding of the 

linguistic nature of texts, and this understanding needs to be made explicit by the 

teacher. Learners need to reflect on the social purposes for which language is used, 

and in turn discover the reasons for why they are learning particular aspects of the 

language. These issues are all considered to be important components of the learning 

process in this thesis. To achieve their educational goals, genre theorists argue that 

teachers not only have a right to intervene in the learning process, but also a 

responsibility. Furthermore, genre theorists argue that not only do have they a right to 

teach grammar and vocabulary, but also a responsibility. 

Gibbons ( 1999; 2006) suggests that part of this debate can be seen as a debate about 

the model learner. On the one hand, a psychological individual who is a lone 

organism, versus on the other hand, one who is a product of their sociocultural 

environment. This in part determines the type and degree of support required of the 

teacher for the learner. However, as Gibbons (2006) points out, there is another 
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alternative view of the learner; one of the learner as a social participant, one whose 

learning occurs primari ly as a result of the sociocultural situations in which they 

participate. This view of the learner and the more active role of the teacher are seen as 

complementary to the theories of the genre movement and the systemic functional 

linguistic model of language. This sociocultural approach to learning has been 

adopted in this research and draws its theoretical framework from the work of Lev 

Vygotsky (1978). This will now be discussed in section 3 .6 of this chapter. 

3.6: Sociocultural learning theory and the role of Vygotsky 

As previously mentioned, the main theoretical framework for sociocultural learning 

theory comes from the work of Lev Vygotsky (1978, 1979, 1981). Vygotsky 's (1978) 

research focuses on three main themes. First, there is the notion of genetic or 

developmental method. This contends that it is only possible to understand mental 

functioning if its origins and developments are understood. Second, there is the claim 

that an individual 's higher mental functioning has a social origin. This is particularly 

relevant to the view of language and learning in this research. Third, there is the 

assertion that human activities are mediated by material or symbolic tools. The most 

extensive of these tools is considered to be language. 

Vygotsky's (1978) theory of genetic orientation states that it is only possible to 

understand aspects of mental functioning if its origins and developments are 

understood. He contends that trying to understand mental processes by only analyzing 

the products of development may be misleading. He states that it is important to 

understand development over a life span, in order to understand both the individual 

and the sociocultural activities in which the human has been involved. However, 

Vygotsky (1978, 1979, 1981) also deals with the issue of microgenetic development, 

or development over a specific course and resulting from specific interactions within 

a particular sociocultural setting. The issue of microgenetic development appears to 

be relevant to this research, as focus in this study is placed on the development of the 

children's conversational skills in specific social interactions and over a specific 

period of time. 
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Vygotsky 's (1978, 1981) second main theme states that mental functioning has its 

origins in social processes. This is considered to be an important issue in the socially 

oriented view of language and learning adopted in this thesis. According to Vygotsky 

(1981): 

Social relations or relations among people genetically underlie all higher 

relations and their relationships (Vygotsky 1981: 163). 

Here, Vygotsky (1978, 1981) emphasizes the social ongms of psychological 

phenomena. According to Wells (1994), the connection between the individual and 

the social is found in the mediating function of signs, especially in that of speaking. 

Piaget and Vygotsky both noted that children often engage in private speech. 

According to Piaget (1970, 1971 ), this often disappears as the child gets older and 

more mature. They then develop what Piaget has called ' social speech.' However, 

Vygotsky (1978, 1979, 1981) argues that the social speech later becomes internalized 

to what he calls 'inner thought. ' What is at first experienced in social interaction with 

others, is gradually internalized and becomes a resource for mental activities such as 

problem-solving and reflection. Therefore, Vygotsky ( 1978) argues that speech is 

more than just a mirror of a child's inner thought processes, as Piaget suggests. 

Rather, speech is a process that constmcts and shapes thinking. In experiments 

conducted with pre-school and school-age children, Vygotsky's (1981) findings 

indicate that the operatjons which the pre-schc ol children carried out in overt speech, 

were carried out by the older children in inner, soundless speech. Vygotsky's findings 

suggest that, in the process of developing conceptual thought, children move from a 

dependence on the linguistic context to a focus on the sign-sign relation of the adult. 

As has been previously stated, Piaget (1970, 1971) sees language as essentially a by-

product of intellectual development, which is universal and independent of a 

sociocultural context. However, Vygotsky (1978) views language as the root of 

learning. The sociocultural context shapes the cognitive processes that emerge. This 

view of the role of context in shaping thinking, and therefore in shaping the use of 

language, is congruent to the view of language and learning in this study. According 

to Gibbons (1999: 27-28), it is one that is supported by empirical evidence in various 

cross-cultural settings. 
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Vygotsky's notion of inner speech has implications for learning. It would suggest that 

it is important to foster interactions between teacher and learner. These same 

interactions will shape young children's talk and eventually help to construct their 

processes of cognition. In this study, the interactions that are the focus of this 

research, are between the father (as the teacher) and the two children. It does not 

occur in the classroom, but at home in a semi-formal teaching context. The 

implication then is that these interactions must be fostered in order to help shape the 

talk of the children, and develop their processes of cognition. Hence, any analysis of 

the children's learning should to some extent focus on the types of interactions that 

have taken place between the father and his daughters. It is argued that this offers 

theoretical justification for the investigation of the semi-formal, parent-child 'teacher 

talk' in this thesis. 

If social relations between individuals underlie higher cognitive thinking (Vygotsky, 

1978, 1979, 1981), then the 'teacher talk' between teacher and learner plays an 

important role in determining the nature and shaping of what will later become inner 

speech. Educators, whether they be teachers or parents (or both, as in this study), need 

to consider different types of interactional styles and the extent to which the 

interactions can limit or extend the leaniers' intellectual potential. Young ( 1992) 

argues that classrooms that encourage the 'transmission approach' to knowledge, do 

not encourage enquiry and devt'lop a highly context-specific kind of knowledge. 

According to Young (1992), interactions in these kinds of learning environments tend 

to foster lifelong habits of learner dependence and submission to authority. According 

to Yoneyama (1999) and Sawa (2007), examples of this can be seen in the Japanese 

education system, where it appears the emphasis in high schools is still heavily on the 

transmission approach to knowledge. According to Yoneyama ( 1999), such an 

approach is part of a broader, institutionalized policy of the education system to 

maintain control and conformity. In such classrooms, learners usually get no sense of 

what it means to be an autonomous learner, and are usually not empowered to think 

critically or independently. According to Young (1992), the kinds of social 

interactions that occur in a learning environment directly affect learners' intellectual 

potential, and need to be taken into consideration by educators when setting up a 
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learning program. This was considered to be an important issue in the design of the 

teaching-learning program in this study. 

The third area of Vygotsky's (1978) research is the notion of mediation. According to 

Vygotsky, human activities and human mental functioning are mediated and 

facilitated by 'tools.' These tools include writing instruments, clocks, wheels and 

levers, as well as symbolic modes of representation such as mathematical systems, 

diagrams, musical notation and writing systems. The tools reflect the cultural legacy 

of a society. Individuals learn to think by using these mediating tools, the most 

significant of which is natural language (Vygotsky, 1978). Thus, language functions 

to mediate social activity, as well as the related mental activities of inner speech 

(Vygotsky, 1978). 

Mercer (1995) sums up the role of language within a Vygoskyian framework as 

follows: 

Language is ... our essential cultural tool - we use it to share experience 

and so to collectively, jointly, make sense of it ... it is also a means for 

people to think and learn together its cultural function 

(communicating) and its psychological function (thinking) are not really 

separate (Mercer 1995:4). 

Thus, for Vygotsky language plays a mediating role between the cultural activities of 

humans and their psychological functionings. Furthermore, the social world is 

considered to be more important in the development of language than the individual 

one. For Vygotsky (1978), social interaction constructs the very nature of the thinking 

process. This highlights the importance of the teaching interactions between the father 

and his two daughters in this thesis. Drawing on the example of an apprenticeship, 

Vygotsky (1978) argues that a learner learns through the joint participation with an 

'expert.' That is, a learner should work with someone who is more skilled than they 

are, until such time as the learner is ready to do it on his/her own. Vygotsky (1962) 

states that, with the aid of a skilled expert, what a child can do in cooperation today, 

they will be able to do tomorrow on their own. This foregrounds the importance to 

Vygotsky of the 'co-construction of knowledge,' which is one of the central concepts 
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of sociocultural learning theory. The notions of 'apprenticeship' and the joint 

participation with a 'skilled expert' are considered to be important learning issues that 

have informed the design of this thesis. 

Vygotsky (1978) argues: 

.. . the only 'good learning' is that which is in advance of development 

(Vygotsky 1978:89). 

This is one of the key concepts in Vygotsky's (1978) theoretical framework, which 

has also been incorporated into this study. Piaget argues that development leads to 

learning; but Vygotsky argues that learning leads to development. It incorporates the 

notion of challenging students, beyond what they can do on their own. This notion is 

considered important in the learning process in this thesis. One implication of this is 

the importance of working with a 'skilled expert', or teacher. It suggests that it is only 

when teacher support is needed, that effective learning will take place. It is then we 

can infer that the learner is working within their zone of proximal development (see 

section 3.3). In this study, the notion of being 'in advance of development' is realized 

through the teaching interactions of the fathe1 (as the 'skilled expert') and the children 

(as the 'apprentices'), as they work together to construct the five genres of casual 

conversation. 

Wells (1992) highlights the role of spoken discourse in shaping cognitive processes in 

school contexts. According to Wells (1992): 

. . . spoken discourse has an essential role to play in mediating the pupil's 

apprenticeship into a discipline ... an opportunity for 'talking their way 

in' to ways of making sense of new information . .. in forms that, with the 

assistance provided by the teacher, gradually incorporate the essential 

features of the discourse of the particular discipline (Wells 1992 :291 ). 

While Wells ( 1992) is referring to a classroom situation, the metaphors remam 

relevant for this study. In this study, the children are being taught by their father. The 

fact that the learning takes place at home rather than at school is considered to be no 
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less relevant to the children's learning. Spoken discourse is viewed in this thesis as 

having an important role in mediating the language required for casual conversation, 

as well as the thought processes necessary to facilitate the general language 

development of the children. 

In some areas, Vygotsky has been criticized for emphasizing cultural reproduction of 

language types, at the expense of cultural challenge and change (Gibbons, 1999). 

However, this criticism has been rejected by Wells (1992), who states that while it is 

true that one function of a text is to enable a listener to reconstruct the speaker's 

intended meaning, it also provides an opportunity to generate new meaning. In this 

sense, learners are not merely copying or transplanting different types of meaning 

from one to another, but are jointly involved in the negotiation, the shaping, and the 

construction of various meanings that are appropriate to the contexts within which 

they interact. This issue is particularly relevant to the children's learning in this thesis. 

Hence we can recognize a dual function in the construction of texts within a 

sociocultural framework. One function focuses on conveying meaning; the other is 

concerned with how meanings are generated (Wells, 1992). Within this view, the 

notion of change is at the center of the theoretical framework. According to Wells 

(1995), it is change, creativity and diversification that are the essence of interaction. 

In summary, Vygotsky views learning as a socially mediated activity (Wood, 1988; 

Bnmer, 1986). This view of Jeaming is complementary to the SFL description of 

language used in this research, and is therefore considered to be relevant to this thesis. 

Human learning reflects a specific social nature and involves a social process that 

enables children to grow into the intellectual life of those they interact with 

(Vygotsky, 1978). Knowledge is seen as being jointly constructed through discourse 

to become shared common knowledge. Leaming is viewed as a socially interactive 

and communicative activity (Mercer, 1995; Webster et al., 1996; Gibbons, 2006). 

Meanings are constructed between individuals, rather than within individuals. These 

views are considered to be relevant to the children 's learning in this thesis. 

In the next sections, from 3 .3 to 3. 7, five interrelated concepts that are considered 

central to the theoretical framework of sociocultural learning theory will be examined, 

and their relevance to this study discussed. These are the zone of proximal 
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development (ZPD), scaffolding, contingency, appropriation and mediation. These 

concepts are relevant to four of the research questions of the thesis, related to the 

children's key learning processes. These will be discussed in relation to how they are 

relevant to the children's learning in this study, as well as the role they play in 

informing the theoretical framework of sociocultural learning theory. 

3. 7: The zone of proximal development 

The concept of the zone of proximal development (ZPD) is central to Vygotsky 

(1978) and sociocultural learning theory. It refers to the cognitive gap between what 

an individual can do alone and what they can achieve jointly with the help of someone 

who is more skilled (Vygotsky 1978). It therefore relates directly to the role of the 

father as the teacher in this thesis, and addresses the research question: What is the 

role of the father as the teacher in the children's learning? 

The ZPD can be summed up as the distance between the actual developmental level 

and the level of potential development under adult guidance or in collaboration with 

more able peers (Vygotsky, 1978). The ZPD describes the difference between the 

level of development already reached and the next stage of cognitive development 

that is attained through participation in coJlaborative activity (Lantolf & Thome, 

2006). It has important implications for the role of the educator (in this study, the 

father) and the type of the teaching I learning relationship. The role of the father is 

that of a teacher or 'skilled expert,' providing knowledge and assistance until such 

time as the children can independently constrnct their own genres of casual 

conversation. However, on occasions, the role of the 'skilled expert' is also enacted 

by the older sister in the study, Keiko, as she works together with her younger sister, 

Rie, providing assistance where necessary in the constrnction of the conversation 

texts. The type of assistance provided by the father will be described in the data 

analysis sections of chapters 4, 5, and 6. 

According to Vygotsky (1978), the ZPD is the product of a particular situated task, an 

attribute of the event. However, these zones are constantly changing. What the learner 

may need maximum help with now, may only require minimum help with later. 

Hence, learning involves a series of constantly changing zones. Successful 
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coordination with the partner leads to the novice reaching beyond what they are 

currently able to achieve alone, to enter into new situations, to participate in new 

tasks, to learn new skills and strategies (Gibbons, 2006). Bruner (1985) argues that 

the ZPD has to do with the way we arrange the learning environment, so that children 

can reach higher or more abstract ground within their zone of learning potential. This 

has signifi cant implications for the way in which the teaching I learning contexts are 

organized by the teacher. 

According to Gibbons (2006), different but related notions to that of the ZPD exist 

within second language acquisition theory, including Krashen's notion of 'I+ 1' 

(Krashen, 1985) and Prabhu's concept of 'reasonable challenge' (Prabhu, 1987). In 

each case, the common notion is one of challenge. In Vygotsky's (1978) theoretical 

framework, the learning challenge is facilitated by the teacher as the 'skilled expert', 

acting within the cognitive space of the learner's ZPD. As Vygotsky argues, 'good' 

learning happens in advance of the learner's current level of development and, only 

when support from the 'skilled expert' is required, can we infer that the learner is 

working within their zone of proximal development. In terms of the ZPD, the 

challenge for the father in this study is to set up a learning context that chaIIenges the 

children to learn beyond what they are capable of doing on their own, while at the 

same time providing the necessary assistance to complete the task. To do this, the 

father must make decisions and choices that require skill and sensitivity. The 

theoretical implication of this for this thesis is that the children's achievements cannot 

be seen solely as the result of their innate ability. Rather, it is seen as a measure of the 

nature and success of the father, as the teacher or the skilled expert, in joint 

collaboration with the children as the learners. 

3.8: Scaffolding 

In this thesis, scaffolding is viewed in two ways. In general terms, scaffolding could 

be described as the temporary steps of assistance a learner requires to independently 

achieve a learning goal that they are not yet able to do on their own. However, in 

addition to the specific steps, scaffolding could also be viewed more broadly as a 

process. It involves challenging learners within their ZPD in terms of what they can 

do alone, and what they can achieve with the assistance of a skilled teacher; it 
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involves the teacher making decisions about the need and quality of assistance 

required; it involves the use of contingency or the 'handing over' of responsibility and 

control from the teacher to the learners for their own, independent learning; and it 

involves mediation, whereby the teacher acts as a 'go-between', building linguistic 

bridges between what learners know and what they need to know. In this thesis, 

scaffolding is viewed in these two ways. It is viewed in terms of the specific steps of 

assistance (for example, the pedagogical tasks), as well as a broader process of 

assistance involving mediation, contingency, appropriation and the ZPD. In this way, 

the scaffolding process is considered fundamental to learning. 

However, scaffolding does not refer to just any assistance. Hence, we need to ask: 

What is the role of scaffolding in the children's learning? This represents another of 

the research questions related to the children ' s learning processes in this study. 

The term scaffolding was originally used by Wood, Bruner and Ross in 1976, in 

examining parent-child talk in the early years. Bruner ( 1978) desc1ibes scaffolding as: 

... the steps taken to reduce the degrees of freedom in carrying out some 

tasks so that the child can concentrnte on the difficult skills she is in the 

process of acquiring (Bruner 1978: 19). 

Maybin et al. (1992) suggest that the assistance is meant to be temporary, 1mtil such 

time as it is no longer needed by the learner to complete the task at hand. According 

to Maybin et al. (1992), this illustrates the: 

. . . temporary, but essential, nature of the mentor's assistance in helping 

learners move toward new skills, concepts or levels of understanding 

(Maybin et al. 1992: 186). 

However, a distinction needs to be made between what constitutes 'scaffolding' and 

what constitutes general 'help.' Scaffolding is not simply helping learners to do, but 

helping them to know how to do (Gibbons 2002; 2006). Scaffolding refers to 

temporary support. Just as temporary support is required for the construction of a 

building, so too is it regarded as essential for the independent construction of a 
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learning task. However, scaffolding is not simply another word for 'help.' Gibbons 

(2002) states that it is a special kind of help; one that assists learners to achieve new 

skills, new concepts, new language, and higher levels of understanding. According to 

Gibbons (2002, 2006), scaffolding is thus the temporary assistance by which a teacher 

helps a learner know how to do something, so that the learner will later be able to 

complete a similar task alone. 

Perhaps the three key elements of scaffolding are as follows: it is temporary 

assistance; it facilitates new learning; and it leads to independent learning. The 

temporary nature of the assistance is significant for teaching situations, as at some 

point the scaffolding must be removed. In this study, the scaffolding is removed in the 

final phase of the children's pedagogical cycle, the independent construction phase 

(see section 3.8.3). In this phase, the children construct their own conversation genres, 

without assistance from the father. Second, scaffolding should facilitate new learning. 

That is, the learner should learn new tasks, skills, concepts, language and higher 

levels of understanding than they were previously capable of doing on their own. It 

usually refers to a more holistic type of learning activity, such as a task or a genre. In 

this study, the new learning is represented by the five genres of casual conversation 

the children are learning to construct. This not only involves new language, but also 

new ways of thinking for the children, who have had no formal knowledge of the 

sociocultural norms of English conversation. Third, scaffolding should lead to 

independent learning. That is, the learner should be able to independently perform the 

task, skills, concepts or language by themselves, without assistance from the teacher 

or the skilled partner. In this study, this is seen in the final phase of the learning cycle, 

when the children independently construct their own genres. 

Sometimes, the focus of teaching spoken language, whether it be conversational or 

technical, is on how to talk in a particular text, or how the talk should be conducted. 

Often, expressions that are suitable in a particular context are scaffolded by the 

teacher. This provides learners with examples of successful talk in a particular 

context. In this way, the focus is on 'learning through language ' (Derewianka 1990, 

1994). The distinction between learning language, learning through language, and 

learning about language, was first made in Halliday's (1980) paper, Three aspects of 

children's language development: Learning language, learning through language, 
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learning about language, (in Y. Goodman, M. Haussler and D. Strickland (eds.), Oral 

and written language development: Impact on school. Newark, DE: International 

Reading Association. This distinction is considered to be an important one in this 

study, particularly in relation to the concept of mediation, where mediating language 

and mediating about language are important research issues (see section 3.11 ). In this 

study, the focus of 'learning through language' is on teaching the linguistic skills that 

are important for successful, conversational talk. In this study, learning language by 

'learning through language' is an important part of the scaffolding process. This will 

be discussed within the theoretical framework of sociocultural learning theory (SCT), 

and will be referred to in the discussion on mediation (see section 3.11 ). It is argued 

in this thesis that mediation is the process by which this kind of learning occurs. 

On the other hand, teachers sometimes need to make explicit the staging or the steps 

involved in the task. This may involve focusing on the giving of instructions or 

following a certain procedure. It may also involve focusing on metalinguistic talk, 

such as talk to do with generic structure and text construction. This last point is 

particularly relevant to this thesis. Here, the focus of the children is on learning to 

construct texts. They do this by ' learning about language' (Derewianka 1990, 1994). 

In this study, the assistance required to talk about texts at a more macrostructural, 

metalinguistic level, will also be discussed within the framework of SCT, and will be 

referred to as 'mediating about language' (see section 3.1 1). Again, it is argued in this 

thesis that medjation is the process by which this hnd of ]earning occurs. Mediating 

language and mediating about language are regarded as important issues of mediation, 

which is an important part of the scaffolding process in this thesis. They are viewed as 

different kinds of tools the father can use to mediate between what the children know 

and what they need to know, in order to develop their skills of conversational English. 

Vygotsky (1978) argues that learning will only take place when support or scaffolding 

from the 'skilled expert' is required. This suggests that the teacher is responsible for 

initiating the steps of the learning program, building on what a learner can currently 

do by themselves. As Gibbons (2002, 2006) states, this foregrounds the importance of 

the teacher in the learning process. Teachers need to challenge learners but provide 

adequate scaffolding for the goal to be successfully completed. Therefore, teachers 

should avoid simplifying tasks and avoid the risk of designing a reductionist 
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curriculum (Gibbons, 2002). Teachers need to maintain high expectations of learners, 

and engage them in cognitive tasks that are challenging. Teachers should not focus on 

simplifying the learning task by focusing on what might be too difficult or what 

learners might not be able to do. This implies that different levels of learners could 

work on the same task, though the degree of scaffolding may vary from one student to 

another. In this study, simplified tasks have been avoided. The construction of five 

different genres of casual conversation is considered a complex task for the children. 

However, while this is cognitively and linguistically challenging, through the use of 

scaffolding techniques and the broader scaffolding process, the task of text 

construction is considered not to be beyond the capabilities (or the ZPD) of the two 

children. The scaffolding of challenges, such as these, is considered to be essential for 

successful learning. 

Gibbons (2002) makes the distinction between scaffolding language and scaffolding 

learning in the primary school context. Gibbons' (2002) use of scaffolding learning 

refers to learning the language of the subject content at school. Her use of scaffolding 

language refers to the language through which this content is constructed. In this 

study, the children are learning English conversation. They are not learning scientific 

or subject content. The learning contexts and language goals are different. However, 

the distinction between language and learning in this research is considered to have 

relevance to the role of the scaffolding process, particularly in terms of how the 

children's data has been analyzed and interpreted. 

The two major aims of the thesis focus on the distinction between the children's 

language skills and learning processes. The role of scaffolding is seen as being central 

to this distinction. In this study, the key learning processes refer to the nature and 

quality of assistance the children receive through the scaffolding process. However, 

language skills refer to the language that the children have independently produced, 

after the scaffolding has been removed. In this way, the scaffolding process is seen as 

playing an important role in addressing the issues of language and learning in this 

thesis. 

The metaphor of scaffolding has been used by educators in the fields of both mother 

tongue and second language education, in order to describe the nature of assisted 
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performance. Rather than pedagogical tasks per se, it is the nature of scaffolding that 

mediates understanding (Webster et al , 1996). From the teacher's perspective, the aim 

of the scaffolding process is to ultimately 'hand over' knowledge and control to the 

students. Scaffo lding provides a metaphor for the quality of teacher intervention, 

aimed at achieving a new level of student competence. It is aimed at developing the 

cogni tive and linguistic resources which learners can later use for their own purposes 

in new contexts (Gibbons, 2006). It is argued that the scaffolding process is a 

significant means by which mediation and contingency occur, whi le its effect is 

intended to extend the learner' s ZPD. 

3.9: Contingency 

In this thesis, contingency refers to the decision-making process involved in the 

gradual 'handing over' of responsibility to the learners for their own learning. It 

relates to the teacher or the ' skilled expert' making judgments about the need and the 

quality of the assistance that is required by the learner. That is, making judgments 

about when, how, why, and what kind of assistance should be given, and conversely, 

when and how it should be taken away. Therefore, the concept of contingency refers 

to a 'handing over ' process, graduaJly taking responsibility for the learning away from 

the teacher and handing it over to the learner. The role of contingency in the 

children's learning represents another of the research questions of the thesis. It is seen 

as playing an important role in the broader scaffolding process. 

Gibbons (1999) states: 

Contingency is characterized by how well an adult judges the need and 

quality of assistance required by the learner, and relates to the way in 

which the amount of help is paced on the basis of moment-to-moment 

understanding, so that within the classroom, teachers will allow room for 

learner initiative as a new task is grasped, but will provide intervention 

when learners begin to falter. Contingency emphasizes the importance of 

teaching strategies being based on and responsive to learners ' current 

understandings. The sensitivity and skill involved in responding 

contingently to students has been seen as the defining quality of effective 

teaching (Gibbons 1999:35-36). 
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Contingency is knowing when and how to scaffold a task, as well as when and how 

not to. It is concerned with the teacher making judgments about the need and quality 

of the assistance required. Judging when and how the teacher should provide 

assistance, when and how to remove it, either partially, temporarily or completely. 

According to Webster et al., it is "arguably the most important quality for teachers to 

have in enabling children to take control of their own learning" (Webster et al. 

1996:151). It is described by Wells as "the craft of teaching" (Wells 1996:84). 

According to Webster et al ( 1996), there are two mam factors involved in 

contingency. One is the adult's idea of the task to be done (theory of the task), and the 

other is the adult's idea of the children's capabilities (theory of the learner). These 

could involve short-term, moment-to-moment support, or more long-term planning 

involving the needs of the learners in relation to the demands of the curriculum. For 

contingency to be used effectively in this thesis, it is argued that both of these factors 

need to be taken into consideration. 

Contingency relates to the issue of applying or releasing a degree of the scaffolding. 

Some may argue that only highly trained teachers have the skill necessary to do this 

effectively. However, it can also be argued that parents have the sensitivity to 

recognize when children need 'a high degree of scaffolding' , and when they do not. In 

some ways, this puts them in an jdeal position to make these kinds of judgments. In 

either case, in this study the father wears two 'hats' - that of a professional language 

teacher and that of a parent. The father is a trained and experienced English language 

teacher. He is attempting to teach the children various skills of English conversation. 

Hence, he needs to combine the skill of a professional teacher, with the sensitivity of 

a parent, in making judgments about the need and quality of assistance required. What 

the father does in terms of contingency, and how he does it, is examined in the data 

analysis in chapters 4, 5, and 6. 

Another important issue related to contingency, is the issue of control by the teacher. 

Scaffolding is meant to be temporary. The goal of contingency is to make decisions 

about when scaffolding is required, and when it is not. At some point in the learning 

process, the scaffolding should be removed. As Webster et al. (1996) suggests, the 
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goal is for the learners to take control of their own learning. It can be argued that this 

equates to the teacher initially having maximum power and control of the learning, 

and then gradually handing it over to the learners. As Gibbons (1999; 2006) suggests, 

this is not only a difficult process, but also one that some teachers in more teacher-

fronted classrooms seem reluctant to do. 

However, the release of the scaffolding does not seem to occur in a linear sequence. 

Often, there is a constant shifting of responsibility backwards and forwards during the 

handing over process. Based on classroom data of primary school students, Gibbons 

( 1999) found that sometimes the teacher seemed ready to hand over greater 

responsibility for the completion of a task, only to reclaim it again later on. 

Presumably, this is because teachers feel that learners need more support and are not 

yet ready. However, it could also be argued that some teachers are reluctant to 

relinquish their authority and control over the learning process, particularly in more 

traditional, teacher-centered classrooms. In such learning situations, which are 

common throughout Asia and Japan, the teacher is considered to be the absolute 

authority in providing learners with the knowledge they need. As such, to hand over 

some or all of this responsibility to students is often viewed as the sign of 'bad' 

teaching. 

Making decisions concerning the 'handing over' process is a complex one. It can 

affect the learning goals, the pedagogical approach, and the eventual language 

outcomes. This issue will be examined from the data analysis in chapters 4, 5, and 6. 

Sometimes teachers want to control the content of the discourse or influence the type 

of text that is being constructed. Sometimes teachers should release the scaffolding 

earlier, allowing their learners more freedom to make their own choices, rather than 

being guided into choices deemed appropriate by the teacher. This use (and potential 

abuse) of power and control by the teacher are issues that are relevant to the concept 

of contingency in this study. It can be argued that in some traditional classrooms 

where the focus is on the authority of the teacher, power and control is usually 

maintained by the teacher and is rarely given over to the learners. It is argued in this 

thesis that a learning environment that focuses more on the needs of the learner than 

on the authority of the teacher, is more likely to relinquish teacher control and hand 

137 



over greater responsibility for the learning to the learners. For some teachers, this is 

not an easy thing to do. 

3.10: Appropriation 

In general terms, the concept of appropriation deals with what has actually been 

learned. According to Gibbons (1999; 2006), children appropriate ideas, 

understandings, attitudes and discourse of those with whom they share a social and 

cultural context. Bakhtin ( 1981) states that a common way people take on and 

reproduce other people 's voices is by using their words in our own speech (direct 

speech), or by paraphrasing what others have said (indirect or reported speech). In this 

way, children are not just mimicking or copying what others have said, but are 

internalizing, adapting and modifying information that can be used by them m a 

similar context at some point in the future . 

Piaget suggests that young children often appropriate voices, but this is a type of 

'child-talk' that tends to disappear as the child gets older. However, according to 

Vygotsky (1978), inner speech does not just wither away. As it is appropriated, it 

becomes internalized, assisting in the later development of higher cognitive thought 

processes. The term appropriation can therefore be related to Vygotsky 's (1978) 

notion of 'inner speech.' It is sometimes referred to as 'inner voices' (Bakhtin, 1981 ), 

or perhaps more accurately as inner thoughts that have been appropriated, based on 

interactions with others. 

In grammar, the concept of appropriation can be related to Bakhtin's (1981) notion of 

'inner voice '. Through the grammatical resource of projection (direct and reported 

speech), children are able to appropriate adult voices, by using the words of adults, 

directly or indirectly, in their own speech. Projection is a resource used by speakers to 

expand the knowledge they have, by referring to what others have said (Halliday 

l 985b, 1994, 2004). Bakhtin's notion of ' inner voice' is similar to the concept of 

heteroglossia ( ' different voices ' or 'multiple voices ' ) used by Martin & Rose (2003, 

2004) and Hood (2004) in the system of appraisal within systemic functional 

linguistics. According to Martin & Rose (2003), heteroglossia is where the source of 

the attitude is other than the speaker I writer. Monoglossia ('single voice') is where 
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the source is simply that of the speaker. In th is thesis, the issues of heteroglossia and 

monoglossia, and therefore Bakhtin' s notion of 'inner voice', have been dealt with in 

an analysis of projection in the children's appraisal resources. In SFL, Halliday 

(l 985b, 1994, 2004) and Martin & Rose (2003, 2004) state that projecting from other 

sources is an important resource that speakers use to express attitudes, or to expand, 

add, or enhance what it is they want to say. For Bakhtin (1981), projection represents 

an important way that children demonstrate what has been appropriated. 

Maybin's (1994) study of children's conversations shows how they report and 

reproduce other people's voices. According to Maybin (1994): 

Individual thought processes ... involve the taking on of voices which 

provide responses to voices heard in previous conversations, and which 

call up particular relationships and contexts (Maybin 1994: 146). 

The implication here is that dialogs and conversations we have taken part in, feed into 

and contribute to our internal thought processes. They affect what is appropriated. 

This emphasizes the importance of the parent-child talk in this study, as well as that 

of teacher-student talk in general. Gibbons (2006) states that in the school context, 

children tend to appropriate ideas aud concepts from their teachers. However, the 

reciprocal is also true. Teachers tend to appropriate ideas from their students. 

Teachers reformulate student utterances back to students in a way that more 

appropriately matches the educational discourses they are involved in. Through the 

father-child teaching interactions, the children appropriate new ideas, concepts and 

language from the father. In addition, the father takes up utterances from the children, 

refonnulates them into something more appropriate to the context of the discourse 

they are constructing, and then returns them to the ongoing discourse. This idea of 

reformulations and reciprocal appropriation is also considered to be an important 

issue of mediation in this thesis. This facilitates the co-construction of the discourse 

and characterizes what skilled teachers tend to do intuitively (Gibbons 1999; 2006). 

Specifically, appropriation can be seen by an examination of the category of 

projection within the model of appraisal. However, in this thesis, appropriation has 

been interpreted in the broader sense of what language has actually been learned by 
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the children in the construction of their conversation genres. This is not limited to the 

category of projection. This is relevant to all data collected in the final stage of the 

pedagogical cycle, when the scaffolding has been removed. It is argued that in this 

stage, we can examine what language has actually been learned, and therefore what 

language has been appropriated. An SFL analysis of generic structure, mood and 

appraisal will be used to describe the language in this stage. However, to describe the 

mental processes involved in how the language has been internalized and how it has 

been appropriated, is problematic. To attempt to describe the workings of the 

children's 'inner voices' is considered beyond the scope of this study. 

3.11: Mediation 

Mediation is central to sociocultural theory. The term mediation can be characterized 

as a kind of 'go-between', in which the teacher is bui lding 'linguistic bridges' 

between what the learners know, and what they need to know. Through mediation, the 

linguistic and conceptual distance between teacher and student can be reduced 

(Gibbons, 2003). The notion of the teacher as a mediator is closely tied to their role as 

the 'skilled expert' . The linguistic bridges may be linguistically within the context of 

a specific task, or more generally within the broader functions of the community. 

Mediation is one of the main concepts of sociocultural learning theo1y reflec6ng 

Vygotsky's (1978) view that learning originates in the social mediation provided by 

interactions. It represents a major difference in the work of Vygotsky from that of 

Piaget. According to Lantolf (2000), the most fundamental concept of sociocultural 

theory is that the human mind is mediated. In sociocultural learning theory, humans 

do not act directly on the world - rather, their activities are mediated by symbolic 

artifacts such as language (Lantolf & Thorne, 2006). Thus, language learning is 

mediated by language use in collaborative interactions between a 'skilled expe1t' and 

the 'apprentice' learners. 

Vygotsky (1978) states that tools mediate human activity, the most important of 

which is language. In the context of the school, discourse can be viewed as a 

mediating tool between the current levels of learners' knowledge and the broader 

knowledge of the community into which they are being prepared (Gibbons, 2006). In 
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formal education, teachers mediate between what the learners need to know and their 

current linguistic levels (Gibbons, 1999; 2006). In other words, According to 

Vygotsky (1978), the teacher acts as a mediator in the learning process, functioning in 

the role of a 'go-between,' focusing on what learners can achieve on their own and 

what they can achieve with the assistance of a skilled expert. 

In this thesis, focus is placed on two kinds of mediation tools used by the father in the 

children's learning. These are referred to as mediating language and mediating about 

language. Mediating language refers to 'how something is said.' The focus here is 

more on the lexico-grammatical resources or the linguistic features of a text. In 

mediating language, focus is placed on 'how you say it'. Attention is given to the 

words and grammar the children need to know, in order to use language appropriate to 

a particular context. However, mediating about language refers to metalinguistic talk. 

The focus is more on talking about texts. Issues such as text construction and generic 

structure are relevant here. It refers to making explicit the 'logic' behind the 

organizational patterns of text construction, which is important for second language 

learners. The distinction between mediating language and mediating about language is 

important in understanding the role of mediation in the construction of the children's 

texts. 

It is important to note that text construction is viewed as a socially defined construct 

(Halliday & Hasan 1985) ] 989, 1991 ); that is, omething that can vary from culture to 

culture, and from language to language. It is therefore argued that text construction 

needs to be made explicit, particularly for econd and foreign language learners who 

are not familiar with the cultural norms of language use. Thus, mediating about 

language through the use of modeling is one of the tools a teacher can use to make 

explicit the construction of a text, and bridge the gap between what the learners know 

and what they need to know in order to construct a text. 

The distinction between mediating language and mediating about language cannot 

always be made (and should not always be made). The two are interrelated. Clearly, 

metalinguistic talk at a macrostructural level interacts with linguistic talk at a 

microstructural level of analysis to set up meanings within the context of a text. To 

separate the two is not necessarily the intention of this research. However, the two 
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types of mediation represent different functi ons of language and represent the 

different roles language plays in creating meanings in a text. In some cases, it may be 

necessary to talk about generic structure; in others, it may be necessary to focus on a 

suitable expression or a point of grammar; in other cases, the two may overlap, 

focusing on a linguistic expression that also functions as a marker of the text's generic 

structure. However, the distinction between the two types of mediation is considered 

to be important and is used in the data analysis to illustrate the role of mediation in the 

children's learning. 

The use of recasts and reformulations in this thesis are viewed as strategies that 

highlight the role of mediation in the learning process (Vygotsky, 1981; Lantolf, 

2000; Lantolf & Thome, 2006). This involves a use of the term, which possibly 

extends beyond most SLA research (Oliver, 1995; Lyster, 1998). In this thesis, a 

recast can refer to using equivalent words in a similar grammatical construction 

(Lemke, 1990; Gibbons, 2003). They are usually accompanied by some explicit 

signaling to the learner, so that they are noticed. This signaling includes 

metalinguistic talk relating to the form of the recast item, and signs of non-

comprehension by the listener that requires the learner to take an active part in 

reformulating the utterance (Gibbons, 2006). However, whether they be explicit or 

implicit, recasts in thjs study are viewed a,' providing a range of feedback strategies, 

addressing both form and function. These include strategies of elicitation, 

metalinguistic clues, clarification requests, and repetition of student error, aimed at 

both learner accuracy and comprehensibility (Lyster & Ranta, 1997; Lyster, 1998; 

Gibbons, 2006). 

In this thesis, recasts are used in two main ways; those that focus on the teacher's use 

of language, both linguistic and metalinguistic, and those that focus on the children's 

use of language. Recasts that focus on the teacher's use of language are based on 

preconceived notions by the father, in his role as the teacher, of what is likely to be 

difficult for the children to understand, and therefore in need of being recast into 

'everyday' words that are more understandable for the children. These are referred to 

in this thesis as 'every day' recasts (Gibbons 1999; 2003; 2006). These are designed 

to break down the complexity of difficult linguistic or metalinguistic items, such as 

the language used to describe generic structure. Every day recasts assist in making the 
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construction of a text more understandable and therefore more accessible to the 

children, by using words and terms learners understand. Difficult technical terms are 

not necessary. According to Webster et a] (1996), mediation is concerned with 

helping students to construct events in terms they understand. Therefore, 'every day ' 

recasts are considered to be an important part of the process of mediation, and play an 

important role in the children's learning. 

However, recasts also involve a focus on the children 's use of the language. These are 

based on reformulations of what the children have said or need to say, focusing on 

both form and meaning. Examples of these are when the father identifies some 

examples of language the children have used inappropriately, and models it back to 

them in a way that is more appropriate to the context. Recasts are considered in this 

thesis to play an important role in the children's teaching and learning strategies, not 

just in error correction. Recasts are used to build linguistic bridges in the learning 

process between what the children know on their own, and what they need to know 

with the aid of a skilled teacher. 

In summary, the role of mediation in bridging the distance between what the learners' 

know, and what they need to know, has been examined. Two kinds of mediation have 

been discussed - mediating language and mediating about language -- in relation to 

their role in the children's learning. Finally, recasts and reformulations were 

discussed, jn relation to their roles in mediation and the learning process. 

From section 3.3 through to 3.7, five interrelated concepts from sociocultural learning 

theory have been examined. These are the zone of proximal development (ZPD), 

scaffolding, contingency, appropriation and mediation. Their relevance to the 

scaffolding process has been discussed, as well as their relevance to the children 's 

learning in the thesis. It should also be noted here that a later development in the 

theoretical framework of SCT, that of activity theory (Lantolf & Thome, 2006), was 

not been included in the discussion, as it is not considered to be directly relevant to 

the aims of this thesis. 
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In section 3.12, the pedagogical approach use d by the father in the thesis to teach the 

children will be discussed. Its relevance to the scaffolding process will be examined, 

arguing that this process is fundamental to the children 's learning. 

3.12: Developing a pedagogy 

In this section, the teaching approach used by the father in the thesis will be 

examined. The approach has been incorporated into a teaching I learning cycle that 

reflects a sociocultural view of the learning process. The three main phases of the 

cycle will be described and discussed, focusing on how learners are assisted through 

the scaffolding process to move from dependent to independent learning. 

In this section, it is argued that traditional instructional cycles, such as the IRF pattern 

and the PPP approach, are of limited value to the children's learning in this thesis. 

The pedagogical cycle used in this study has been adapted from a genre-based 

curriculum model (DSP Literacy Project, 1989). It has been referred to by Hammond 

et al. (1992) as the 'systemic teaching and learning cycle' and is considered to be 

complementary to the theoretical framework of both sociocultural learning theory and 

systemic functional linguistics. 

The dominant teacher interactional pattern identified in classrooms that are strongly 

teacher-centered, has been referred to as the 'Initiation-Response-Feedback' pattern 

(Sinclair & Coulthard, 1975), or the IRF pattern. The pattern typically consists of 

three moves. First, the teacher produces an initiating move, often a question, designed 

to elicit a student response. The student responds by answering the question, after 

which the teacher provides feedback or evaluation on the student's response. 

However, according to Mercer's (1995) research, about two thirds of the talking time 

in this pattern is that of the teacher. Furthennore, about two thirds of the teacher talk 

is concerned with lecturing or asking questions (Mercer, 1995). Thus, it can be argued 

that the IRF pattern is more conducive to a teacher-fronted approach, rather than the 

more learner-fronted style adopted in this thesis. Furthermore, the children's goal in 

this study is to produce holistic discourse, not 'question and answer' -style talking. 

Therefore, the IRF' pattern is considered to be an inadequate pedagogical approach for 

the children in this study. 
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The IRF pattern tends to restrict the opportuni ties of learners to produce extended 

discourse. As most of the teacher talking is in the form of questions (Mercer, 1995), 

learners tend to be guided into giving short answers. According to Cummins (1996), 

the IRF pattern tends to present a curriculum sited solely within the dominant culture, 

providing little or no opportunity for minority students to express their experiences 

and non-mainstream views to their peers or their teachers. This is particularly relevant 

to the children in this thesis. Growing up in a context where English is a foreign 

language, the children would appear to be severely disadvantaged by a teaching I 

learning approach, such as the IRF, that assumes familiarity with the cultural norms of 

a dominant English speaking context. The IRF has been seen as a way to provide 

learners with more control and structure from the teacher. However, producing 

extended discourse is important for the learners in this thesis. The implementation of 

a teaching approach that facilitates this is regarded as an important issue for this 

research. It is argued that the children in this thesis are capable of coping with more 

holistic approaches to learning than is usual with the IRF pattern. Hence, the IRF 

pattern is regarded as being unsatisfactory for the pedagogical needs of the children in 

this study. 

With the advent of the communicative approach in the 1970s, the emphasis in 

teaching approaches began to focus on the use of language for communicative 

purposes (Hymes, 1971 ; Widdowson, 1978; Littlewood, l 981 ). It focused more on 

what became known as communicative competence rather than grammatical 

competence (Canale & Swain, 1980). It also emphasized the role of the learner over 

the teacher, and characterized the shift away from teacher-centered to more student-

centered approaches to learning (Nunan, 1988; Brown, 1994). With the change of 

teaching focus, the design of lesson planning was also affected (Littlewood, 1981; 

Harmer 1991, 1992). Pedagogical approaches needed to be designed in such a way as 

to assist learners to achieve their communication goals, not just their linguistic goals. 

One of the best known pedagogical cycles to emerge in foreign language education 

from the communicative language teaching period became known as the 'PPP' 

approach -- present, practice and produce (Riley, 1986; Harmer 1991, 1992). While 

there have been many variations on this pedagogical approach, it formed the basis of 
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communicative lesson planning in EFL classrooms (English as a fore ign language) for 

many years (Riley, 1986; Harmer 1991, 1992). 

The 'PPP' pedagogical approach was strongly connected to functional-notional 

syllabuses, which focus on teaching taxonomies of language functions (Wilkins, 

1976; Van Ek & Alexander, 1980; Harmer 1991, 1992). These functions included 

asking for and giving information, expressing likes and dislikes, stating preferences, 

and so on. These syllabuses emerged from communicative language teaching, and 

were an attempt to represent the uses of language in a communicative setting. 

However, they should not be confused with the work of Halliday and others in 

functional linguistics. In the presentation stage of a typical 'PPP' lesson, the language 

function would be introduced by the teacher. In a speaking lesson, the teacher would 

typically give examples of the role of the function, examples of exponents of the 

function, and examples of contexts within which it could be applied. These were 

usually artificially contrived contexts, designed to illustrate the role of the function. 

Then, learners were required to practice the function in various settings. This would 

usually involve pre-communicative activities (Harmer 1991, 1992), such as oral 

drilling exercises, information-gap activities, and practice role plays (Harmer 1991, 

1992). Finally, the learners were required to produce the language function in a 

designated setting. This meant they had to use the function in some meaningful way, 

without assistance from the teacher. Typically, this would involve some sort of 

independent role play activity (Riley, 1986; Harmer 1991, 1992). 

However, these views of language were largely anecdotal, and were not informed by 

any solid theories of register, context, or text. As research in functional linguistics 

developed and began to directly inform language teaching practices, pedagogical 

approaches began to focus on better models of language and learning (Bums & Joyce, 

1997). Consequently, the 'PPP' pedagogical approach lost much of its popularity in 

EFL classrooms, in favor of models based on more holistic approaches to learning 

and more informed ideas from linguistics (Feez 1998, 2002). 

With the advent of the genre movement in Australia, a pedagogical cycle was 

developed (DSP Literacy Project, 1989) that has been referred to as a 'systemic 

teaching and learning cycle' (Hammond et al. 1992). The cycle has three basic 
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phases: modeling, joint negotiation and independent construction. It draws on 

influence from SFL (Hammond et al., 1992), such as the concept of genre and the 

construction of texts. However, the design also draws on several key notions from 

sociocultural learning theory. These include scaffolding (both the steps of scaffolding 

and as part of a broader process of learning), the role of modeling, and the co-

construction of language. These concepts are considered to be complementary to the 

description of language that underpins this research, and address some of the key 

issues involved in the children's learning. 

There are three main phases of the pedagogical cycle. These are viewed as the 

compulsory phases in this thesis. Any additional phases, such as a 'preparation' phase 

(Derewianka 1990, 1994) or a 'building knowledge of the field' phase (Hammond et 

al., 1992), are considered in this study to be optional elements. A diagram describing 

the three main stages of the pedagogical cycle is given below in Figure 3.1. 

Figure 3.1: The curriculum model of the DSP Literacy Project (1989) 
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The curriculum mode] was originally tria1ed by teachers in NS\¥ schools who 

participated in the Language and Social Power Project for the Metropolitan East 

Disadvantaged Schools Program (DSP Literacy Project, 1989), and also by teachers 

who participated in the LERN (Literacy and Education Research Network) Project for 

the NSW Department of Education. The teaching methodology was aimed at writing 

classes, from primary through to secondary school education. It was jointly developed 

and refined by the DSP Literacy Project and LERN over several years (DSP Literacy 

Project, 1989) and is often associated with genre-based approaches to learning 

(Paltridge, 2001). The purpose was to design a pedagogical cycle that was 

complementary to a genre-based approach to writing. The cycle provides a context for 

language exploration while children learn to use language explicitly for a variety of 

purposes in different areas of the school curriculum (Derewianka 1990, 1994). In this 

study, it is argued that this pedagogical cycle is just as relevant to a genre-based 
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approach to spoken language, as it is to written. The three phases of this pedagogical 

cycle have therefore been adapted for use with the children in this thesis. 

The adapted version of the cycle, as used with the children in this study, is described 

in figure 3.2 below. The main phases of the cycle will be discussed in detail in 

sections 3 .8.1 , 3 .8.2 and 3 .8.3 of this chapter. 

Figure 3.2: The children's pedagogical cycle 
(adapted from the curriculum model of the DSP Literacy Project, 1989) 
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As previously stated, the children are not in a classroom situation, but they are in a 

planned, semi-formal teaching program at home. As such, the pedagogical approach 

used by the father is regarded as an important teaching/learning issue. The focus is on 

preparing the learners to gain independent control of the target genres. The extent to 

which the children can do this represents one of the major aims of the thesis. As the 

children move through the scaffolding process, it is hoped that they will eventually 

move away from their father's model, and independently construct their own text. 
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The pedagogical cycle involves making the target language and the learning tasks 

explicit, providing different kinds of temporary assistance as learners develop their 

linguistic competence (Paltridge, 2001 ). At each of the three stages, the children's 

attention is drawn to the cultural and social context of the text, the generic structure of 

the text, and the characteristic linguistic features of the text. 

The teacher may allow the learners to enter at any phase of the cycle, depending on 

the learner's level of preparedness (Paltridge, 2001 ). However, it has been suggested 

that it is useful when introducing a new genre for the first time to begin with the 

modeling stage before attempting the joint negotiation stage (DSP Literacy Project, 

1989). This approach has been applied to the children in this study. Furthermore, 

depending on preparedness, learners can move backwards and forwards between the 

modeling and joint negotiation stages as many times as deemed necessary, until they 

are ready to take full responsibility for the construction of the genre. This is 

considered to be an important issue with the children in this thesis. If they 

demonstrate that they need more work on the schematic structure of a text, then they 

will be allowed to return to the modeling phase, even though they have moved into 

the joint negotiation phase. Thus, the cycle is intended to be used flexibly (Hammond 

et al., 1992) and in a multi-layered manner (DSP Literacy Project, 1989). It may not 

be necessary to move through the phases in a unilateral, clock-wise direction. It may 

be necessa1y to go back to modeling some of the features of the text because they may 

not have gained an adequate understanding of some of these aspects of the geme. 

Modeling may be time consuming (particularly at first), but it is fundamental to the 

learners' understanding of the genre. 

In this study, the type of analysis conducted on the children's data depends on the 

stage of the pedagogical cycle the text was constructed. For texts produced by the 

children in the modeling and joint negotiation phases, a sociocultural analysis will be 

applied. It is argued that the main focus of texts produced in these two phases is on 

the role of the scaffolding process in the children's learning. Hence, a systematic 

description of the key learning processes can be obtained. In these two phases, the 

children are receiving assistance to construct their texts. The nature of this assistance 

is made explicit and described through a sociocultural analysis of the children's texts. 
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However, in the independent construction phase, the scaffolding has been removed. 

The preparation and practice is finished. The language produced by the children is 

considered to be their own, independent of any assistance. It is therefore argued that a 

systemic linguistic analysis of the language produced independently by the children in 

this stage provides an effective description of the language they have actually learned. 

Hence, it is argued that an integrated theoretical approach, combining SFL and SCT 

to the data analysis, provides a comprehensive description of the children's 

conversational language skills, as well as the key learning processes involved. 

In this thesis, a social interactionist view of language and learning has been adopted. 

A sociocultural view of learning sees as central the relationship between learning and 

the social situations in which it occurs. In SCT, the decision-making role of the 

teacher (as the expert) is regarded as being of major importance to the learning 

process. While teaching and learning are not necessarily the same issue, in the 

theoretical framework of SCT learners are guided by an expert until such time as they 

can complete the task by themselves. Hence, the teacher and the teaching occupy a 

position of importance in this framework and in this pedagogical cycle. Thus, it is 

considered to be important in this research to use a pedagogical approach that 

complements thi. view of learning. 

Leaming is seen as being situated within certain fom1s of social co-participation. The 

pedagogical cycle consi"ting of modeling, joint negotiation, and independent 

construction was developed from both sociocultural and systemic influences. This 

pedagogical approach allows the teacher to view learning as a shared process. In this 

approach, the expert initially takes major responsibility for the completion of a 

particular task, with the novices taking increasing responsibility as they become more 

proficient, moving from joint negotiation towards independent construction. The 

learner needs to draw from the knowledge of the expert in the modeling and joint 

negotiation phases, as the two jointly co-construct the language required, in much the 

same way as an apprentice would do while learning a trade. This has been referred to 

in the theoretical framework of SCT as the ZPD. However, this is often interrelated 

with the teacher acting as a mediator between what the learner knows and what the 

learner needs to know, moving forwards and backwards within the three phases of the 

cycle and continually making decisions about the need for assistance, which are 
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contingent upon what is required to independently complete the task. At the same 

time, assistance is being provided, yet gradually being removed so that the task can 

eventually be completed independently by the learner. These decisions made by the 

teacher are not carried out as separate, independent acts, but rather are interrelated 

actions within the three phases of the pedagogical cycle. This type of teacher 

decision-making reflects the importance of teaching in sociocultural views of 

learning, and illustrates the kind of elements that need to be embedded in the design 

of a pedagogical cycle. The cycle of modeling, joint negotiation, and independent 

construction provides a socially-oriented, pedagogical framework that 1s 

complementary to the theoretical constraints of the thesis, from which a more 

systematic description of the learning process can be undertaken. 

In section 3.12, the pedagogical approach used by the father with the children in the 

thesis has been introduced and discussed. In sections 3.12.1, 3.12.2 and 3.12.3, a 

detailed description of each stage of the cycle will be presented, focusing on how each 

of these stages is relevant to the children's learning. 

3.12.1: The modeling phase 

The modeling phase is usualJy the first s age of the learning cycle (DSP Literacy 

Project, 1989). In this phase, the target genre is introduced to the learners. If the 

children are to construct a particular genre, then they first need to become familiar 

with its pmpose and its features (Derewinaka 1990, 1994). According to the DSP 

Literacy Project (1989), it is recommended in the modeling phase that teachers 

concentrate mainly on the context and schematic structure of the genre, with minimal 

attention being given to the language features. Following this, some activities that 

reinforce generic structure and social purpose are considered useful (DSP Literacy 

Project, 1989). In this study, the modeling phase mainly focuses on the children's 

understanding of the target text's generic structure, and the relationship between 

generic structure and social purpose. Once this has been done, attention is then given 

to the genre's key language features. 

Some researchers have added another stage prior to the modeling phase (Derewinaka 

1990, 1994; Hammond et al., 1992; Feez 1998, 2002). This has been referred to by 
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Derewianka (1990, 1994) as the 'preparation' phase, while Feez (1998, 2002) refers 

to this as the 'building knowledge of the context' phase. According to Feez (1998, 

2002), in this stage the learners are identifying the purpose of the genre, as well as 

knowledge of the topic they will construct (field), the main participants in the text 

(tenor), and the channel of communication (mode). According to Feez (1998, 2002), it 

is more effective for learners to carry out these tasks before they start analyzing the 

model text. After this has been completed, the modeling phase follows. In the 

modeling phase, the learners focus on analyzing the generic structure of the text and 

the main language features (Feez 1998, 2002). In this thesis, creating another stage of 

the pedagogical cycle is seen as problematic. Some of the activities mentioned above 

may not be as necessary in the teaching of conversational English, as they are in the 

teaching of content-based, academic wri ting. Consequently, the preparation phase has 

largely been absorbed into the modeling phase, on an 'as required' basis. 

A high degree of teacher scaffolding is usually a feature of the modeling phase. In this 

phase, the teacher usually controls what the learners do with the text, and how they do 

it. Typically, the teacher would focus on making explicit the generic structure of the 

model text, illustrating the connection between generic structure and social purpose, 

and finally highlighting the key language foatures of the text. In this phase, the 

teacher controls the task of analyzing the text, deeming the learners are not yet ready 

to take much (if any) responsibility in this area. This approach to the modeling phase 

has been taken by the father with the children in this thesis. 

3.12.2: The joint negotiation phase 

In the joint negotiation phase, the children begin to move away from analyzing the 

model text, and move towards constructing their own. It is important to note that in 

this phase, the children start to construct their own text with the assistance of their 

father (as the teacher). In sociocultural learning theory, this is known as the co-

construction oflanguage (Vygotsky, 1978). 

As Derewianka (1990, 1994) points out, a text may be jointly constructed by the 

whole class, by a small group, in pairs, or by a teacher working individually with 

learners during a conferencing session. In this study, the children mainly worked 
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together with their father. Occasionally, the children in this study worked with each 

other, practicing and rehearsing their texts. However, in all activities, the role of the 

father in assisting the children to construct the ir own texts is regarded as important in 

this phase of the learning cycle. 

The primary focus of the father in the joint negotiation phase is to help the children 

construct the appropriate generic structure. The children's use of suitable linguistic 

items is either dealt with later or simultaneously, depending on their role in text 

construction. The father's initial goal is for the children to make explicit the generic 

staging of their text, focusing on the use of textual adjuncts (or discourse markers as 

they are sometimes known). These can be used to explicitly signal the different stages 

of a text's generic structure. As in the modeling phase, every day recasts can be used 

to explain difficult metalanguage to the children. Occasionally, the children may need 

to go back to the modeling phase and revise the schematic structure of the genre. This 

is not viewed as unsuccessful learning, but as a necessary step in the learning process. 

Another important feature of the joint negotiation phase is that the scaffolding is 

being gradually removed. Greater responsibility is handed over to the learners for the 

construction of their own text. In this stu<ly, ti e father should allow the children more 

freedom and control to construct the kind of text they want to produce, and how they 

want to produce it. In this phase, the children are preparing to move from assisted to 

unassisted learning. Therefore, decisions about the kind and degree of scaffolding 

required are important. Hence the role of contingency in the learning process is 

considered to be important here. The dual functions of assisting learners yet allowing 

them to take more control, is a feature of the joint negotiation stage of the learning 

cycle. 

3.12.3: The independent construction phase 

In the independent construction phase, the learners reach the point where the 

scaffolding can be removed. In this phase, learners construct the target genre without 

any assistance (Derwianka 1990, 1994). In this study, this means the children 

independently construct the target genre of casual conversation, without the assistance 

of their father. In this phase, the practice and preparation is over. It is now time to see 
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how well the children can perform the task of text construction when the assistance 

has been removed. The extent to which the children can independently construct the 

target genre represents an important research question of the thesis, related to the 

development of the children's language skills. 

Some researchers have added an additional stage after the independent construction 

phase (Feez 1998, 2002). According to Feez (1998, 2002), it is useful to follow the 

independent construction phase with a phase called 'linking related texts.' In this 

stage, learners compare and contrast the generic structure of the target text to that of 

other text-types, in order to clearly identify the similarities and differences between 

the different kinds of texts (Feez 1998, 2002). While this is considered to be a useful 

follow-up activity, it is not considered to be as relevant to the teaching of 

conversational English as it is with content-based writing. Therefore, the addition of 

an extra phase to the pedagogical cycle is not considered to be necessary. 

In this study, 'independent construction' refers to the children's independent 

construction of the target genre of casual conversation. The evaluation of whether the 

'independent construction' has been successful can vary according to the crite1ia 

used. To some extent, this needs to be ch.lrified here, as it represents an important 

research ques6on of the thesis. The criteria used for independent construction in this 

study, is based on an SFL description oflanguage (as outlined in chapter 2). That is, 

the children can construct appropriate generic structure, and use the interpersonal 

resources of mood and appraisal. The children's measure of success can be interpreted 

functionally by this criteria. In this final stage of the cycle, the scaffolding has been 

taken away and full responsibility for text construction handed over to the children. 

In section 3.8, the children's pedagogical cycle has been discussed. As mentioned, the 

cycle was derived from sociocultural and systemic influences, and as such, is 

considered to be complementary to the theories of language and learning that 

underpin the descriptions of data in this research. It is also considered to be 

complementary to the aims of the thesis, in facilitating the development of the 

children's language skills and their key learning processes. Moving through the three 

phases of the cycle, learners are prepared for later, independent construction of the 

conversation genres, which represents the major goal of the thesis. 
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3.13: Conclusion of chapter 3 

In this chapter, some of the main theories and ideas that have influenced second and 

foreign language learning up to the present time were contextualized and critically 

examined. These were investigated in the first half of the chapter, from section 3 .2 to 

3.5. Following this, the theoretical framework of sociocultural learning theory was 

examined. This was discussed in relation to the key processes involved in the 

children's learning. The discussion focused on the work of Vygotsky and the role of 

scaffolding in the learning process, in particular the concepts of the ZPD, 

contingency, appropriation, and mediation. These interrelated concepts are regarded 

as integral parts of the scaffolding process, which is considered fundamental to 

learning. The relevance of these concepts to the aims of this research was also 

examined. Finally, the pedagogical approach used in the study was discussed. This 

illustrated the teaching approach taken by the father in the thesis, and highlighted the 

importance of an appropriate pedagogical approach to the children's learning. 

By exammmg the theoretical framework of sociocultural learning theory and its 

relevance to a description of the children's learning, the chapter has also argued for 

the need for theory to underpin general teaching practices. In order for the learning 

processes to be properly accounted for, they need to be made explicit by a theory of 

learning that is relevant to the aims of the thesis. This results in a more informed 

understanding of how the children learn. It also contributes to a more informed 

understanding of learning processes in general, which can lead to more effective 

teaching practices. 

In the next chapter, the focus will be on data analysis. Initially, the four storytelling 

genres used in the thesis will be introduced and defined. Following this, data from 

two of these genres - recount and narrative - will be described, analyzed and 

discussed, in relation to the children's language skills and learning processes. Data 

from the modeling and joint negotiation stages of the pedagogical cycle focuses on 

the role of the scaffolding process in the children's learning. Data from these two 

phases has been analyzed within the theoretical framework of sociocultural learning 

theory. Data from the independent construction phase focuses on the language the 
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children have independently produced, when the scaffolding has been removed. 

Language in this phase has been described amd analyzed within the framework of 

systemic functional linguistics. 
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Chapter 4 

Analyzing storytelling conversations: Recounts and 

narratives 

It is part of the task of linguistics to describe texts; and all texts, . . . are accessible to 

analysis by the existing methods oflinguistics (Halliday 2002: 5). 

4.1: Introduction 

In the previous two chapters, some of the main theoretical issues underpinning the 

research were examined. In chapter 2, the systemic functional linguistic (SFL) model 

of language was examined. This provides the theoretical framework for the 

description of the children' s conversational language skills. In chapter 3, some of the 

main influences on second and foreign language learning were examined, culminating 

in a discussion on sociocultural learning theory (SCT). This theory provides the 

framework for a systematic description of the key processes involved in the children' s 

learning. The two theoretical position of SFL and SCT are considered to be 

complementary to the sociocultural views of language and learning adopted in this 

thesis. 

In chapter 4, the four storytelling genres used in this thesis will be introduced. These 

will be defined, and their geneti c structure and social purpose identified. Data from 

two of these genres - recount and narrative - will then be analyzed. Data from the 

other two storytelling genres - anecdote and exemplum - will be examined in chapter 

5. 

At this point, it is important to state that this thesis is not a comparative study. It is not 

the aim of this research to compare the children ' s language skills with other children 

of the same ages, who are using English as either a first or second language. Such a 

comparison is considered to be problematic and beyond the scope of this thesis. Also, 

it is not considered necessary. The thesis focuses on a description of the language 

skills and learning processes of two children. It is hoped that this will assist in 
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providing teachers with adequate models from which they can theorize and develop 

appropriate pedagogy. The thesis aims to describe what the children can do with the 

interpersonal resources of conversational language, and to account for some of the 

key learning processes involved. 

4.2: The role of the text analyses 

The data will be analyzed within the context of the three phases of the learning cycle 

- the modeling, joint negotiation and independent construction phases. In the 

modeling and joint negotiation phases, the data will be analyzed from a sociocultural 

learning perspective (SCT). This focuses on the role of the scaffolding process in the 

children's learning, in particular the interrelated concepts of mediation, contingency, 

the scaffolding steps, appropriation, and the teacher' s role in the ZPD. It is argued that 

in these two phases, the focus is mainly on how the learning takes place. However, 

data collected in the independent construction phase will be analyzed within the 

framework of systemic linguistics (SFL ), focusing on generic structure, mood and 

appraisal. It is argued that from data collected in this phase, the focus is mainly on the 

language skills the children have independently produced, when the scaffolding has 

been removed. 

In the data analysjs, texts are grouped according to genre. Texts representing a 

particular genre are analyzed within the theoretical framework of either SCT or SFL, 

depending on the phase of the pedagogical cycle. An interpretation of the analysis is 

provided for each text. Following this, a conclusion is presented for each genre, 

summarizing the main issues of the text analyses. 

The generic structure analyses have been adapted from the research in genre of Martin 

(1984a; 1985; 1989; 1992), Plum (1988; 1993), Slade (1996), and Eggins & Slade 

(1997, 2004). The mood analyses have focused on research in functional grammar by 

Halliday (1985b, 1994, 2004) and Eggins & Slade (1997, 2004). The appraisal 

analyses have been adapted from the research of Martin & Rose (2003 , 2004), Hood 

(2004), and Martin & White (2005). 
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The analyses used to describe the children's learning processes have been based 

mainly on the research in sociocultural learning theory by Vygotsky ( 1978; 1979; 

1981), Gibbons (1999; 2002; 2003; 2006), Lantolf (2000), and Lantolf & Thome 

(2006). 

It is hoped that data from these analyses will shed light on the major research issues 

of the thesis relating to the children' language skills and key learning processes. The 

research questions related to the development of the children's language skills are 

aimed to investigate the extent to which the children can independently construct 

appropriate generic structure; structure their texts to reflect their speaking purpose; 

give and exchange information using the resources of mood; and express attitudes and 

take a stance using the interpersonal resources of appraisal. The research questions, 

related to the children's learning processes are framed to investigate the role of the 

scaffolding process, in particular the roles of the scaffolding steps, mediation, 

contingency, and the ZPD. 

The four storytelling genres have been elected because they are considered to be 

common, everyday genres of English casual conversation (Eggins & Slade 1997, 

2004). Thus, they are considered to be important in the children's development of 

casual conversation skills, as well as play an important role in the overall 

development of their English language. 

The texts have been produced by the ch ·1dren at different ages and at different times 

during the research project. The texts are not presented in chronological order, nor in 

a linear sequence. They are grouped according to genre. Not every text produced 

during the four year period has been taped and transcribed. Therefore, not all of the 

genres and not all the stages of the learning cycle are equally represented. However, 

the data is meant to represent a cross section of texts, considered to be typical of the 

children's spoken language in a particular genre and at a particular stage of their 

learning. 

The texts in this study have been produced as a result of the father's explicit, semi-

formal teaching. The teaching is regarded as formal in that the father is following a 

genre-based approach, with planned aims and pedagogy, to teach the five genres of 

160 



casual conversation. It is informal in that the teaching occurs at home with their 

father, not in a formal classroom context. Also, the teaching only occurs at set times 

of the day. Only texts arising out of the explicit teaching have been described and 

analyzed in this thesis. The 'naturally occurring' interactions are not relevant to the 

goals of this research . 

From the text analyses in chapters 4, 5, and 6, various conclusions will be drawn, 

which are likely to have implications for the fields of linguistics, second and foreign 

language education, and child bilingualism. These will be discussed in the final 

chapter of the thesis. 

4.2.1: Defining the storytelling genres: Recount, narrative, anecdote 

and exemplum 

In this section, each of the four storytelling gemes will be defined, focusing on the 

social purpose and generic structure of each. 

Drawing on research from Plum (1988; 1993), Slade (1996), Eggins & Slade (1997, 

2004), and Thornbury & Slade (2006), storytelling genres play an important role in 

casual conversation. They are used to achieve a variety of social purposes. 

Recognizing the different kinds of social purpose help to define the concept of a 

genre. ·While they all tell stories, each geme represents a different kind of story. It is 

considered to be important for the children to understand what makes these stories 

different. Hence the role of social purpose and the role of generic structure are 

important in the definition of a genre. 

To identify a genre, we need to make reference to a text's generic structure and social 

purpose. These issues will be dealt with in more detail for each of the storytelling 

genres in the next section. 

4.2.2: Identifying generic structure and social purpose 

As discussed in chapter 2, the definition of genre used in this study is a staged, goal-

oriented, social process (Martin, 1985; 1989; 1992; Martin & Rose 2003, 2004). The 
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term 'staged' refers to the organization or the patterning of the text. 'Goal-oriented' 

refers to having some purpose or goal that the text sets out to achieve. And 'social 

process ' refers to the fac t that genres are used in social contexts to get things done. 

For example, to explain how something works, to give a report, to give an opinion, to 

tell stories, and so on. These are important processes in the workings of a society. 

These three functional elements of a genre are interrelated and work together in the 

use of any genre. 

As mentioned in chapter 2, the generic structure of a text reflects its social purpose 

(Martin, 1985). In order to construct a genre, there are certain conventions, 

determined by the norms of society, which need to be followed. These relate to how a 

text is organized or patterned to achieve some purpose. Some of these stages are more 

likely to be compulsory, others are more likely to be optional. Thus, the text is 

organized or patterned in a particular way so as to achieve its social goal. However, 

giving an opinion represents a different purpose from telling a story. The purpose of 

giving an opinion is to argue or to persuade or to present a particular point of view 

(Eggins & Slade, 1997, 2004). Becau e the social purpose is different, the text 

structure is also likely to be different. Thus, the generic structure of an opinion is 

different from that of a narrative, becau e it is used in society to do different things. 

Thus, in genre theory, there js a relationship between genetic structure and social 

purpose (Martin 1984a; 1985; 1989; Slade, 1996; Eggins & Slade 1997, 2004). 

Moreover, if we change the generic structure of a text, so too are we likely to change 

its social purpose. The connection between generic structure and social purpose is an 

important point in this thesis. The extent to which the children can structure their texts 

to reflect their speaking purpose is one of the research issues that will be examined in 

the data analysis, and represents one of the main research questions related to the 

development of the children's language skills. 

However, it is important to stress that the generic structure of a text is not a fixed or 

rigid formula. According to Eggins & Slade ( 1997, 2004 ), the generic struchire 

description is an abstraction that represents ideal types in particular cultural contexts. 

However, speakers frequently deviate from this ideal type and mix genres. This is 

particularly the case with the advent of new technology and its effect on language use. 

For example, sending an e-mail message. This kind of text often has elements of 
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spoken language mixed together with written. This not only affects the choice of 

words, but also the overall genre of the text. Thus, ideal types of speaking are 

constantly changing, in response to changes in social and cultural norms. However, in 

most cultures, there is still an understood generic convention as to what is socially 

appropriate (Eggins & Slade 1997, 2004). Thus, generic structure is not meant to be 

viewed as a rigid formula. Its importance is reflected in how likely it is that a text can 

achieve its social goal. 

The four storytelling genres are all based on a time line of events. However, 

according to Slade ( 1996), the differences between these storytelling genres are 

evident in their different generic structures, in particular in the distinctive middle 

stages of each genre. The generic structure of the four storytelling genres in this 

thesis is outlined in table 4.1 below. 

Table 4.1: Generic structure of storytelling genres (adapted from Eggins & Slade, 1997, 2004) 

Genre Beginning Middle End 

Recount (Abstract) /\ /\ Record of Events /\ /\ (Coda) 

Orientation (Reorientation) 

Narrative (Abstract) /\ /\ Complication /\ /\ (Coda) 

Orientation Evaluation /\ 

Resolution 
----

~-;:: Remarkable Eve-;t"-
-·----------

Anecdote (Abstract) /\ /\ (Coda) 

Orientation Reaciion 

Exemplum (Abstract) /\ /\ Incident /\ /\ (Coda) 

Orientation Interpretation 

The generic structure of each of the storytelling genres used in this study will now be 

discussed in relation to their social purpose. This is relevant to the research, as two of 

the research questions of the thesis focus on this issue: first, what is the extent to 

which the children can independently construct texts with approp1iate generic 

structure? And second, what is the extent to which the children can structure their 

texts to reflect their speaking purpose? These are issues that are considered to be 

important in describing the children's conversational language skills. 
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A. Recount 

According to Plum (1988; 1993), recounts simply narrate a sequence of events. For 

example, recounting one's daily activities. Recounts retell events sequenced in time 

but they do not necessarily deal with a problem. There is no complication that is 

resolved, no remarkable event that is reacted to, nor any moral to the story. The main 

focus is on a sequential listing of events. The use of evaluative language is an 

obligatory feature of all storytelling genres (Plum 1988; 1993). However, in recounts, 

the evaluative comments tend to be spread throughout the story, and are not realized 

as a discrete stage (Eggins & Slade 1997, 2004). It is these evaluative comments that 

give recounts their purpose. It is also this feature of adult conversational recounts that 

distinguishes them from recounts told by young children. According to Thornbury & 

Slade (2006), children only learn to intersperse their evaluative comments as they get 

older. This is significant for this research. In many of the texts, dad has instructed one 

or both of the children to listen and not interrupt the speaker. This is because he thinks 

that the speaker will not be able to cope with these evaluative comments at this early 

stage of their English language developn1ent, and consequently the conversation will 

break down . 

According to Martin (1985, L989) and Plum (1988; 1993), the generic structure of a 

recount genre is as follows: 

(Abstract)" Orientation " Record of Events" (Reorientation)" (Coda) 

It typically starts with an optional abstract. This functions as the main point, title, or 

overview of the story. This is followed by an orientation. This stage orients the 

listeners to what is to follow in terms of people, actions, time and place. That is, 

information relating to the 'who, what, where, when, why or how' elements of the 

main participants, and/or the setting of the story. The orientation is a compulsory 

element of the generic structure of a recount. The next stage is the record of events. 

This is arguably the most important stage of the text. It is a retelling of the events, 

sequenced in time (Plum 1988; 1993). This stage is followed by an optional 
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reorientation. The final stage is an optional coda. This functions as a final comment 

on the story as a whole. 

B. Narrative 

According to Plum (1988), building on the work of Labov (1972) and Labov & 

Walezky (1967), the term 'narrative' is used for those texts that have the middle phase 

structure of a complication, followed by resolution. These texts increase in tension or 

excitement, culminating in a crisis followed by a resolution of that crisis (Eggins & 

Slade, 2004). Unlike a recount, a narrative builds up to a climax. The main focus of a 

narrative is on the ending. That is, most attention is on the resolution of the story. This 

tends to be explicitly stated and less open to conjecture. 

Drawing on the work of Labov (1972), Labov & Walezky (1967), Plum (1988; 1993), 

and Eggins & Slade (1997, 2004), the generic structure of a narrative genre is as 

follows: 

(Abstract) /\ Orientation /\ Complication /\ Evaluation /\ Resolution /\ 

(Coda) 

A narrative can typically start with an abstract, though this is an optional element. 

This is followed by an orientation, whereby the speaker introduces the main 

participants and/or the setting of the story. This is foJlowed by the complication. This 

functions as the events of the story, which culminate in a crisis. The crisis is usually a 

problematic experience (Plum 1988; Rothery 1990, 1994) and represents the climax 

of the story. Typically, evaluation(s) by the speaker and/or listeners are made, 

focusing on the crisis that has occurred. Finally, a resolution to the crisis is provided. 

That is, the story is given a clear and definite ending. In a narrative, most attention is 

focused on the resolution. Occasionally, after the resolution, a coda is provided, 

though this is an optional element. This functions as a final comment on the story as a 

whole. 

C. Anecdote 

An anecdote seems to be closely related to a narrative in that the focus is on a crisis. 

However, according to Plum (1988)), in an anecdote there is no explicit resolution. 
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Rather than being explicitly resolved, the crisi s is reacted to in some way, such as by 

an expression of amazement, frustration, embarrassment, humiliation, and so on. In 

other words, the main focus of an anecdote is on the reaction to the crisis, rather than 

the resolution of the crisis. Hence, the ending is often not explicitly stated and left 

open-ended. This social function is quite different from a narrative. A situation is 

created where something out of the ordinary occurs, whether amusing, surprising or 

shocking, and this is presented, along with the speaker's reaction, to be shared with 

other speakers. No explicit resolution is necessarily expected. It is assumed that it is 

obvious from the cultural context of how the story unfolds (Thornbury & Slade, 

2006). 

According to Plum (1988; 1993), and then developed further by Slade (1996) and 

Eggins & Slade (1997, 2004), the generic structure of an anecdote is as follows: 

(Abstract)/\ Orientation /\ Remarkable Event/\ Reaction/\ (Coda) 

Like a narrative, an anecdote can start with an abstract, though this is an optional 

element. This is followed by an orientation, whereby the speaker introduces the main 

participants and/or the setting of the story. After this stage, the generic structure is 

different from that of a narrative. The next stage is the remarkable event. This is the 

climax to the sequence events. However, this tends to take the main focus of the 

listeners. Rather than focus on the resolution or the ending of the story, the 

remarkable event is so surprising that the listeners feel obliged to express a reaction, 

which is the next stage of the generic structure. The focus is more on the reaction than 

on the resolution of the story. Because no resolution is necessarily expected, the 

ending is often left open to interpretation. Occasionally, after the reaction, a coda is 

provided, though this is an optional element. 

D. Exemplum 

In exemplums, a message is given of how the world should or should not be (Plum, 

1988; Slade, 1996). Sometimes this is made explicit for the listeners, sometimes it is 

not. Often, the listeners have to imply or infer what the message is, from the social 

norms of society. Exemplums are stories that are told to make a moral point. Plum 

( 1988) defines an exemplum as a moralizing tale or a parable. A story designed to 
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make a point. Exemplums fulfil the function of prescribing what is considered to be 

acceptable behavior in the cultural contexts in which they are told. The events are 

usually told to illustrate the speaker's judgments of what constitutes socially 

acceptable or unacceptable behavior. Unlike a narrative or an anecdote, where the 

focus is on some problematic or surpri sing event, the focus in an exemplum is on the 

interpretation of the incident in the story. It is in the interpretation of the incident that 

the moral of the story is located. Thus, the interpretation of the incident is the reason 

for telling the story (Plum, 1988; Eggins & Slade 1997, 2004). The interpretation 

stage is quite different from the evaluation stage of a narrative or the reaction stage of 

an anecdote. The evaluative comments in exemplums relate to the broader cultural 

context, beyond the immediate context of the text, in order to make a general, moral 

point (Eggins & Slade 1997, 2004). 

According to Plum (1 988), Slade (1996) and Eggins & Slade (1 997, 2004), the 

generic structure of an exemplum is as follows: 

(Abstract)/\ Orientation" Incident" Interpretation/\ (Coda) 

Like the other storytelling gerue , an exemplum can start with an abstract, though this 

is an optional element. This is followed by an orientation, whereby the speaker 

introduces the main participants and/or the setting of the story. This is followed by the 

incident. The incident is a sequence of ewnts that builds up to a judgment by the 

speaker about acceptable or unacceptable events. This is followed by the 

interpretation of the incident in the story. This is a moral interpretation of the incident. 

In this stage, the moral or the message of the story is found. After the interpretation, a 

coda can be given, though this is an optional element. Exemplums, like the other 

storytelling genres, are common in many cultures. They are particularly common in 

children 's stories, as they are designed to "teach" children what is and what is not 

socially acceptable behavior. 

In section 4.2.2, the social purpose and the genenc structure of each of the 

storytelling genres has been identified and discussed. A summary of the mam 

differences between the storytelling genres is provided below in table 4 .2. 
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Table 4.2: Summary of differences between the storytelling genres 

(adapted from Eggins & Slade, 2004) 

Recounts 

Narratives 

Anecdotes 

• the focus is on the way the events relate 

to one another 

• involve ongoing appraisal but the 

evaluative comment is not realized 

discretely 

main grammar feature: past time 

reference (events) 

• the evaluation stage provides a break 

between the complication and the 

resolution stages 

the culmination is the explicit resolution 

main grammar feature : past time 

reference (complication) 

• the focus is on the reaction to the crisis, 

rather than on the crisis itself 

• the culmination is on a highly affectual, 

open-ended reaction 

main grammar feature: past time 

reference (reaction) 
~·~-~---------~~~~~~~·~~-~~--+---~~~~~~~~~~~~~~~~~----! 

Exemplums • the focus is on the jnterpretation or the 

moral point being made about the 

incident, rather than on the crisis which 

is resolved 

• culmination is m the j udgment or the 

moral point being made 

L • main grammar feature: past time 

reference (incident) ______ _____.___ _ _ 
In the remainder of the chapter, the story telling texts produced by the children will be 

analyzed. As previously mentioned, texts in the modeling and joint negotiation 

phases, will be analyzed within a sociocultural framework of learning. The reason for 

this is that for texts constructed in these two phases, focus is on the key processes 

involved in the learning. However, texts produced by the children in the independent 

construction phase will be analyzed within the framework of systemic linguistics for 

generic structure, mood and appraisal resources. In this phase, the focus is on the 
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language skills that the children have independently produced. The texts will be 

analyzed, and then an interpretation for each will be provided. Finally, conclusions 

will be drawn, relating to the aims and research questions of the thesis. 

4.3: The role of a recount genre 

The children's recounts in this section simply narrate a sequence of events. For 

example, they provide a recount of their daily activities. Recounts retell events 

sequenced in time but they do not necessarily deal with a problem. There is no 

complication that is resolved, no remarkable event that is reacted to, nor any moral to 

the story. The main focus is on a sequential listing of events. 

As stated in section 4.2.2, the generic structure of a recount genre is as follows : 

(Abstract)/\ Orientation/\ Record of Events/\ (Reorientation)/\ (Coda) 

The texts in section 4.3 .1 are recounts given by the children during dinner time talk. 

They have been asked to give a report of the1r day's activities. The texts have been 

produced in the independent construction phase of the learning cycle. 

4.3.1: Text analyses and interpretation: Recount genre 

4.3.1.1: Text 4.1: Recount: Keiko: Her daf's activities: 

Independent construction phase 

A. Generic structure analysis of text 4.1: 

Participants: Keiko (5 years old) & Dad 

Context: Recounting the day's activities 

Setting: Dinner time 

Transcription Length: 2 minutes and 17 seconds 

Turn Move Speaker Transcript 

1 Dad: OK, Keiko, . .. can you tell us about your day? 

Orientation 
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2 2a Keiko: Yeah. 

2b ... wake up in the morning 

2c and have a breakfast. 

3 3 Dad: Huh hah. 

4 4a Keiko: And I washed my face 

4b and ... brushed my teeth. 

5 5 Dad: Mm. 

6 6a Keiko: And I, ah, ... changed 

6b and said 'good morning' to dad. 

7 7 Dad: Mm. yes, yes you did. 

Event 1 

8 8 Keiko: And, umm, I went downstairs. 

9 9 Dad: Yeah. 

10 10 Keiko: And today, ... I am trying to spell "will" and "well". 

11 11 Dad: Oh good. 

Event 2 

12 12 Keiko: Um, and I went to ... um, kindy. 

13 13 Dad: Hah huh . 

Event 3 

14 14 Keiko: After that, l I, I make something . .. glasses. 

15 15 Dad: Glasses? [Gesture]. 

16 16a Keiko: Yeah. 

Event 4 

16b ... And then, it was time to do dance. 

17 17a Dad: Hah huh. 

17b That sounds good. 

Event 5 

18 18a Keiko: And, and it was time to do sports. 

18b Yeah. 

18c I was oengakari on the taiko. 

19 19 Dad: Sorry, what? 

20 20a Keiko: Oengakari. 

20b What is it in English ... ? 

21 21 Dad: Oh, ... um, cheer leader. 
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22 22a Keiko: Yeah yeah cheer leader 

22b ... I was cheer leader. 

Event 6 

22c And, it's time to go home. 

22d And mummy picked me up 

22e and we stayed for a while. 

23 23 Dad: Hah huh. 

24 24 Keiko: And, um, ... I played with my friends. 

25 25a Dad: Good. 

25b And what did you do next? 

Event 7 

26 26 Keiko: Um, after that, ... and I have lunch. 

27 27 Dad: Mm. 

Event 8 

28 28 Keiko: And daddy and mummy and Rie and me went ... went 

to the swimming pool. 

29 29a Dad: Mm. 

29b That's nice. 

30 30a Keiko: Yeah! 
Event 9 

30b And, after the swimming pool, ... we have ice cream. 

31 3la Dad: Ho ho! 

3lb You must've been a good girl! 

32 32a Keiko: Yes. 

Event 10 

32b . . . And we went back home 

32c and I, I ... practiced the piano. 

33 33a Dad : That's good. 

33b Oh, you're busy, busy, busy! 

Event 11 

34 34a Keiko: And daddy picked me up 

34b and we went down = = stairs . .. 

35 35 Dad: ==yes I did. 

36 36a Keiko: ... um, and finally, ... daddy picked me up 
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36b and we wen t downstairs. 

37 37a Dad: Good. 

37b Well done, Keiko. 

Text 4 .1 is a recount genre that has been constructed by Keiko. In text 4.1, Keiko 

gives her recount of the day's events. This is considered to be the independent 

learning phase, as the scaffolding has been taken away and Keiko constructs the text 

independent of any major assistance. 

Keiko starts off by giving an orientation. This functions as an introduction to the main 

participants in the text (turns 2 - 7). In tum 2, she describes how she woke up and had 

breakfast, washed her face and brushed her teeth (tum 4), and then in tum 6, changed 

and said 'good morning' to dad. This segment functions to give background 

information to listeners concerning the events that will follow later on that day. 

From tum 8 to tum 36, Keiko describes l 1 main events that happened during the day. 

She explicitly signals the generic structure of the text by using conjunctive textual 

adjuncts. These function as linguistic signals of the temporal order of events in her 

text. For example, t11111 14 (' 'after that"), turn 16 ("and then"), and tum 26 ("after 

that"). In tum 36, Keiko gives the conclusion. In a recount genre, the conclusion 

functions as the last step in the sequence of events, and is explicitly signaled by a 

textual adjunct ("and finally") . ln recount genres, an optional coda is sometimes 

found, as the final step in the generic structure. This functions as a final comment on 

the text as a whole. However, Keiko has chosen not to provide a coda in her recount. 

Keiko has been able to construct a recount independent of any support from her 

parents. As such, it can be argued that Keiko has independently constructed a recount 

text. 

B. Summary of mood choices of text 4.1 

I Mood 
(clause type) 

I Keiko 
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Number of 34 25 

clauses: 59 

Declarative 

Full 22 6 

Elliptical 8 4 

Polar 

interrogative 

Full 1 

Elliptical 1 1 

Tagged 

declarative 

Full 

Elliptical 

Wh- interrogative 

Full 1 1 

Elllptical 1 
>--

Imperative 

Minor 2 11 ("Yeah·" "Mm·" ' ' 
"'Hah huh.") 

~---------· .. -- --
t frequent I (12); it (5); we You (7); That ( 4); 

ect choices (5); mummy; I (1) 

daddy 

Most frequent Past time: 28 

time reference of Present time: 6 

verb element 

(finite/\ predicator) 

Negation 

Adjuncts 

Circumstantial 3 

Interpersonal 1 

Textual Conjunctive (25) Conjunctive (2); 

("And .. . ") Holding (4) 
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Holding ( 12) ("Um Continuity (2) 

" "Ah ") ... ; ' ... 

Modality 

A. Modalization 

Probability 1 

Usuality 

B. Modulation 

Obligation 1 

Inclination 1 

Out of a total of 59 clauses, Keiko was responsible for producing 34 clauses in text 

4.1. As such, Keiko is viewed as the dominant speaker in this text. Most of her mood 

choices were in the declarative mood (30). This would suggest she has a need to give 

information in this text, rather than to request it. Also, as this is the independent 

construction phase ofleaming, it would suggest that she is capable of longer turns of 

talking, as well as constructing extended discourse. In the declarative mood, 22 of her 

choices were given in full clauses, and only 8 were elliptical. The fact that she is 

young and a second language learner, possibly reflects a desire by Keiko to speak in a 

way she thinks is 'grammatically con-ect'; hence the use of full clauses. Yet, she has 

also used elliptical clauses on 8 occasions. This shows that she is developing an 

elliptical style of language use to convey her meanings, which is an appropriate 

feature of casual conversation. 

Most of Keiko ' s subject choices are personal ones. The subject "I'' is most common 

(12 times). This would indicate a desire to want to talk about herself as the most 

important participant in her day 's recount. She also occasionally shares that role with 

other family members, by refen-ing to "we" and "mummy and daddy" as subjects in 

her text. Clearly, her family members are also important participants in the recount of 

her day. Furthermore, the subject "it" occurs 5 times. This would suggest that she also 

wants to talk about the things that happened to her on that day, not just herself and her 

family members. However, it is clear from the subject choices that the participant she 

wants to talk about the most in her recount, is indeed herself. 
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Out of a total of 34 clauses, Keiko has used the finite verb element in past time 

reference on 28 occasions. Only on 6 occasions does she use the finite in the present 

time. This indicates that Keiko is developing a register that enables her to use 

language to reconstruct past events. That is, to talk about events that have already 

happened. To do this, the use of past time reference is an important resource m 

recount texts, and this resource has been used appropriately by Keiko in her text. 

Keiko makes frequent use of textual adjuncts in her recount. It is assumed that these 

have been appropriated from the mother' s modeling in the modeling and joint 

negotiation phases. The two main types are conjunctive textual adjuncts and holding 

textual adjuncts (Halliday l 985b, 1994, 2004; Eggins & Slade 1997, 2004). The use 

of conjunctive adjuncts indicate the generic staging of her recount. She explicitly uses 

language that signals a new stage in her day; that is, what she did next. By far the 

most common is "And, ... " In most cases, she seems to be using this to mean "And 

then, ... " However, she usually just uses the single word "And, ... " This could be a 

developmental ' elTor' due to age and register development. The word "And, . .. " 

appears to function in the same way as "Next, . . . " or "After that, . .. " in Keiko ' s texts. 

These kinds of conjunctive textual adjuncts are often used to indicate a new event in 

recount genres. Furthermore, many examples of holding, textual adjuncts can be 

found. Typically, these are "Um, ... " and "Al1, ... " Her frequent use of these kinds of 

holdmg adjuncts indicate her need to retain the speaking floor while she organizes her 

message. As previously mentioned, this may reflect a lack of register development. 

However, even if this is the case, these kinds of holding adjuncts are a feature of 

casual conversation, regardless of register development (Eggins & Slade 1997, 2004). 

The other participant in this text is dad. He produces 25 clauses in the text. However, 

11 of these are minor clauses. This would indicate that he plays a supporting role in 

the construction of the text. For example, most of his minor clauses consist of "Yeah," 

"Mm," and "Hah huh." This would suggest that he wants to show the speaker, Keiko, 

that he is listening to her and that he is following what she says. Furthermore, the lack 

of intelTogatives in the text would indicate that he does not want to challenge or 

interrupt her, or seek clarification of the information that Keiko is giving him. Perhaps 

this could be a gesture of confidence and support for Keiko, indicating that at this 
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stage of the learning phase, her dad feels that Keiko is capable of constructing a 

recount genre, independently of any scaffolding from him. Thus, he is quite content to 

listen and follow what Keiko has to say. This is further supported in the text by the 

subject choices of dad. In general, he chooses not to talk about himself as the subject 

in the text (1 time only). Most of the time, he wants Keiko to be the message, 

choosing subjects such as "you" (Keiko) 7 times, and "that" (what Keiko is referring 

to), 4 times in the text. He has only chosen himself, "I," as the subject on one 

occas10n. 

C. Summary of appraisal in text 4.1 

Appraisal Keiko Rie 

Total clauses: 59 34 

Engagement 

1. Monogloss All clauses 

mono gloss unless 

otherwise stated 

2. Heterogloss i 2 examples (move I 
6b, 10: Projection) I 

·-
Attitude 

1. Affect -

2. Appreciation Yeah 

(move 2a,30a; 32a) 

177 

Dad 

25 

All clauses 

mono gloss unless 

otherwise stated 

(minor clauses not 

analyzed) 

3 examples (move 

1: Modality; moves 

7, 33b: Projection) 

-

Good (move 11; 

25a; 37a) 

That's mce (move 

29b) 

That~ s good (move 

33) 

You 're busy, busy, 



busy. 

(move 33b) 

3. Judgment - Yes you did 

(move 7) 

You must've been 

a good girl! 

(move 3lb) 

yes I did (move 

35) 

Graduation 

1. Force - -

2. Focus - That sounds good 

(move 17b) 

In text 4.1, most of the appraisal items are provided by dad. Most of his items are in 

the category of appreciation (6 items). These include derivatives of the expression 

"good." These can be found in moves l l, 25a, 29b, 33, and 37a. It appears that dad 

wants to tell the speaker, Keiko, that she has done very well. Also, dad provides 

judgment (3 items) about Keiko' s actions. He affirms her actions positively by 

answering "Yes you did" (move 7) and '"yes I did," in move 35. In addition, he again 

judges her actions positively: "You must ha le been a good girl!" (move 31b). Dad's 

only other example of appraisal is in the sub-category of focus, in the category of 

graduation. Here, dad hedges his answer by blurring his open-ended response, saying: 

"That sounds good." In summary, it appears that dad wants to provide positive 

reinforcement for Keiko. He has chosen appraisal items that indicate he thinks that 

she has had a very worthwhile day, and that he appreciates the recount of her day's 

activities. It can be postulated that dad has used these appraisal items to give Keiko 

confidence in her use of language, as well as to provide feedback that she has been 

successful in constructing her recount. 

It is also worth noting that many of dad's responses in the text cannot be analyzed for 

appraisal. Many of his responses are textual adjuncts, such as: "Mm;" "Hah huh." 
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These fail to provide a clear indication of his stance, and as such, have not been 

analyzed for appraisal. 

Out of a total of 34 clauses, Keiko has chosen to use only a few examples of appraisal 

items in this text. Most of these are examples of appreciation. In move 2a, dad asks 

Keiko if she can tell the family about her day. Keiko answers: "Yeah, ... " This 

indicates that she feels that she can do this, independently of any support from her 

parents. In move 30a, Keiko responds: "Yeah" to dad's exclamation of: "That's nice!" 

This indicates her positive feelings toward going to the swimming pool. In move 32a, 

Keiko again responds: "Yes," when dad exclaims: "You must have been a good girl!" 

Keiko' s response indicates that she felt she had been a good girl, and she wanted 

others to know this. 

No examples of affect, judgment, force or focus are found in the text. This could 

indicate that Keiko wants to give a very factual, matter-of-fact recount of her day. 

Another reason for this could be Keiko 's lack of appraisal resources . Another could 

be that she does not think it is necessary to take a strong stance about what has 

occurred during the day. Rather, she wants to give a rather clinical recount of her day. 

This is supported in the text by the high incidence of monogloss items. Out of a total 

of 34 clauses in the text, most are expressed in monogloss voice. There is almost a 

total absence of projection, modality and concession (Martin & Rose 2003, 2004). 

These are the resources used to express or refer to other voices in a text. This 

indicates that she thinks there is only one possibility in the information she is giving -

her own. It is not open to judgment or interpretation from others. She merely wants to 

give the listener a factual recount of the day ' s events. As such, a lack of appraisal 

items in the context of this text could be viewed as appropriate. 

D. Interpretation of text 4.1: 

In order to investigate the children' s language skills, the extent to which they can 

independently construct texts with appropriate generic structure, and the extent to 

which they can structure their texts to appropriately reflect their speaking purpose, are 

important research questions for the thesis. In terms of generic structure, Keiko has 

independently constructed a recount genre. The generic structure of the text reflects 

the social purpose of recounting the day' s events. That is, the text starts with an 
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orientation, is followed by a sequence of events, and is concluded by the last logical 

step in the sequence. There is no coda but this element is regarded as optional. 

Furthermore, the extent to which the children can give and exchange information by 

using mood resources, and the extent to which they can express attitudes and take a 

stance, are also important research issues related to the children's language skills. In 

terms of mood, Keiko has used a range of appropriate interpersonal resources. The 

high incidence of the declarative mood indicates her desire to give information. She 

has chosen a high percentage of personal subjects that indicate her desire to talk about 

herself as the main participant in the recount of her day, which is appropriate. This is 

viewed as usual in a personal recount. She has chosen past time finite elements that 

indicate she can use suitable language resources to reconstruct past events. She has 

used appropriate conjunctive textual adjuncts. This shows that she can not only link 

the sequence of events together~ but can also explicitly signal the start of a new 

generic stage of a text. The low incidence of modality indicates that she wants to 

present her events as a matter of fact , rather than issues that are open to interpretation. 

In terms of appraisal, most of her clauses are presented in a mono gloss voice. That is, 

the source of the information comes from her. The information is presented as factual, 

and not open to interpretation. The low percentage of attitude and graduation items 

could indicate a lack of interpersonal resources in taking a stance. However, it could 

also indicate that she wants to present a factual recount that is relatively devoid of 

feelings and emotions. This could be considered typical of a personal, factual recount 

4.3.1.2: Text 4.2: Recount: Rie: Her day's activities: 

Independent construction phase 

A. Generic structure analysis of text 4.2 

Participants: Rie (3 years old) and Dad 

Context: Recounting the day 's activities 

Setting: Dinner time 

Transcript Length: 2 minutes and 40 seconds 
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Turn Move 

la 

lb 

2 2a 

Orientation 

2b 

2c 

3 3 

4 4a 

4b 

5 5 

Event 1 

6 6a 

6b 

7 7a 

7b 

8 8a 

Event2 

8b 

9 9a 

9b 

10 lOa 

Event 3 

lOb 

IOc 

11 11 

12 12 

13 13a 

13b 

Event 4 

14 14 

15 15 

Speaker 

Dad: 

Rie: 

Dad: 

Rie: 

Dad: 

Rie: 

Dad: 

Rie: 

Dad: 

Rie: 

Dad: 

Rie: 

Dad: 

Rie: 

Dad: 

Transcript 

Ok, my little rabbit. 

Tell me about your day. 

Okay. 

Ah, ... I wake up in the morning 

and I ah, have breakfast with Keiko. 

Hah huh. 

Um, And after breakfast, I, um, . . . changed 

and washed my face. 

Good girl. 

And after that, . . . after that I ... studied English with 

mummy. 

Mm, ... letter "S". 

Hah huh. 

Was it hard? 

No. 

And then, . . . let's see, ... I studied Japanese with 

Yukie. 

With Yukie! 

... hah huh. 

Yes . 

And then, . .. I pick up Keiko with mummy. 

.. . I be careful with my hair. 

Oh, that ' s good. 

... And I went with Keiko after kindy. 

Mm. 

... And then? 

. .. And then, ... it's time to go home. 

Hah huh. 
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Event 5 

16 16a Rie: 

16b 

Event 6 

16c 

Event 7 

16d 

Event 8 

16e 

17 17a 

17b 

Event 9 

18 

19 

18 

19 

Event 10 

Dad: 

Rie: 

Dad: 

20 20a Rie : 

20b 

21 

22 

2 1 Dad: 

22a Rie: 

Eventll 

22b 

22c 

23 

24 

25 

26 

23a Dad: 

23b 

24 Rie: 

25 Dad: 

26a Rie: 

Event 12 

26b 

26c 

... First of all, ... ah, Keiko and Mummy and me .. . go 

to the swimming pool, 

and last, . . . daddy go to the other way. [gesture] 

[laughter]. 

And then, and then, at the swimming pool, ... daddy 

watched me. 

And then, we have ice cream. [laughter] 

And then, ... it's time to go home. 

Ohh! 

What did you do then? 

And then, ... we come back in oji-chan 's house. 

Oji-chan 's house, eh? 

And daddy, well, .. . went downstairs 

and do some work. 

Yes, I did. 

. .. Aud I go upstairs; it was night. .. . 

um .. . and then I drawed some omen 

and Keiko draw some television. 

Some what? 

. .. What did you draw? 

I don ' t know how to say in English. [She shows dad 

what she drew]. 

Oh, ... a mask! 

Yes, a mask. 

... And then, I go, go, downstairs 

and I ... I watched "Sleeping Beauty". 
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27 27 

28 28a 

Event 13 

28b 

29 29a 

29b 

Dad: 

Rie: 

Dad: 

Oh, that' s good. 

Yeah. 

And finally, .. . we eat food. 

Great, Rie. 

Well done, baby. 

In text 4.2, Rie gives a recount of her day. This text is constructed without assistance 

from her parents and, as such, is considered to be in the independent construction 

phase of the pedagogical cycle. Rie 's text starts with an orientation, then moves 

through a sequence of 13 events, with the last event being the logical conclusion to 

the text. There is no coda, which is an optional element. 

The orientation is provided from move 2b through to 4b. Here, Rie describes waking 

up, having breakfast with Keiko, and washing her face. Rie is getting ready for the 

day' s events that will follow. In this stage, Rie is orientating the listeners to the main 

participant in her text; that is, herself, which is realized by the subject "I." She also 

introduces one of her family members, her sister Keiko. 

The sequence of events starts from move 6a and finishes toward the end of the text in 

move 28b. The end of the orientation and the beginning of event l is explicitly 

signaled by the textual marker: "After that, ... " The end of event 1 and the beginning 

of event 2 is then signaled by the marker; '"And then, . . . " (move 8b ). From this point, 

Rie tends to use the same marker; "And then, ... " to signal the end of one genetic 

stage and the beginning of another. This could be due to a lack of interpersonal 

resources of conjunctive textual adjuncts (see mood analysis). However, even though 

there appears to be an overuse of the marker, "And then, .. . ", it is nonetheless 

considered to be an appropriate marker to indicate a generic stage of a recount genre. 

In move 28, the end of the sequence of events is explicitly signaled by the text 

marker, "And finally, ... ". A coda is not provided in text 4.2. The compulsory 

elements of a recount text are orientation /\ sequence of events. These are present in 

text 4.2. 
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B. Summary of mood choices of text 4.2 

Mood 

(clause type) 

Total number of 

clauses: 53 

(incomplete 

clauses) 

Declarative 

Full 

Elliptical 

Polar 

interrogative 

Full 
Elliptical 

Tagged 

declarative 

Full 
Elliptical 

Wh- interrogative 

Full 

Elliptical 

Imperative 

Minor 

Most frequent 

subject choices 

Keiko Rie 

31 

4 

20 

3 

Dad 

22 

3 

(Moves 11, 21, 27) 

6 

(moves 6b; 20a; (Moves 1 b, 5, 9a, 

26a) 25,29a,29b) 

4 

1 (Move 19) 

3 (Moves 7b, l 7b, 

23b) 

2 (moves 13b, 23a) 

1 

6 

Okay (2a); No (8a); Moves 3, 7a, 9b, 

Yes (1 Oa); Yeah 13, 15, 17a, 

(28a) 

I: 15 times You: 10 times 

It: 2 times (moves You: full: 2 times 
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Most frequent 

time reference of 

verb element 

(finite' predicator) 

Negation 

l4, 16e) (Moves l 7b, 23b) 

Dad I daddy: 4 You: elliptical: 8 

times (moves l 6b, times 

l 6c, 20a, 20b) (moves 1 b, 5, 9a, 

We: 3 times 13b, 19, 23a, 25, 

(moves 16d, 18, 29b) 

28b) 

Present: 14 times 

Past: 11 times 

2 times 

No (move 8a) I 
I don 't know (move 

24) 

It: 1 time 

(move 7b) 

That: 3 times 

(moves 11, 27, 29a) 

I: 1 time 

(move 21, 

Present: 3 times 

Past: 5 times 

1---------·--·--·-·--·-·--·--·----+---·--·---·-.. -·--·--·--·-·-·-·-·-·--·-· 
Adjuncts 

Circumstantial 11 times 3 times 

In the mommg About your day 

(move 2b ); (move 1 b) 

with mummy (6a, With Yukie (9a) 

lOb (to) oji-chan's 

with my hair (1 Oc) house (19) 

with Keiko (12) 

with Yukie (8b) 

after kindy (12) 

to the sw1mmmg 

pool (16a) 

at the sw1mmmg 
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pool (16c) 

in oji-chan' house 

(18) 

in English (24) 

Interpersonal - -

Textual Textual: 26 times Textual: 6 times 

Conjunctive: 17 Conjunctive: 1 time 

times 

And after (move And then? 

4a) (move 13b) 

After that (6a) 

And then 

(8b, 1Ob,14, 16c, 

16d, 16e, 18, 22b, 

26b) 

And (12, 20a, 22a, 

First of all (l 6a) 

And last (16b) 

And finally (28b) 

I 
Continuity: 1 time Continuity: 5 times 

Well (move 20a) OK (move la) 

Oh (moves 11, 17a, 

25, 27) 

Holding: 8 times Holding: -

Ah (move 2b, 2c, 

16a) 

Um (4a, 4a, 22b) 

Mm (6b) 

let' s see (8b) 
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Modality 

A. Modalization 

Probability let's see (move 8b) 

Usuali ty -

B. Modulation 

Obligation -

Inclination -

Out of a total of 53 clauses, 31 clauses in text 4.2 are provided by Rie. Following a 

mood analysis, she appears to be the dominant speaker. Rie chooses the declarative 

mood for all her mood choices. There are no examples of interrogatives. This 

indicates that she wants to give the information in the text, and not ask for it. There 

are 20 examples of full declarative clauses, and only 3 examples of elliptical clauses. 

Furthermore, there are only 4 examples of minor clauses in Rie's text. This could 

indicate a desire, possibly developed by her parents, to make meaning in a 

'grammatically' correct manner. However she has used ellipsis to make meanings on 

3 occasions. This indicates a limited awareness of this interpersonal resource, which 

is common in casual 6onversation. 

The most common subject choice of Rie in the text is "I." This is by far the most 

popular and occurs in a total of 15 clauses. This indicates a desire to talk about herself 

and what she did during the day. It also suggests that she considers herself to be the 

dominant participant in her recount. The next most popular subject is "daddy." This 

occurs 4 times in the text. This is followed by the subject "we" which refers to her 

family members - her mother, Keiko, daddy and Rie. From an analysis of the 

subjects, it suggests that Rie has chosen to either talk about herself or her family 

members in the recount of her day. For Rie, that is what seems to be important. The 

next most popular subject is "it," which occurs on only 3 occasions. This signals a 

brief desire to talk about the things she did. Clearly, what she chooses to talk about 

most of all is herself and her family members. This is considered to be typical of a 

personal recount. 

In terms of the finite element of the mood analysis, Rie has chosen the present time 

reference of the verbal element on 14 occasions. She has chosen past time reference 
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on 11 occasions. However, as previously stated, the key language feature of a recount 

text is past time reference. This would suggest that, at this stage of her English 

language development, Rie has only limited resources for using past time reference 

appropriately. Thus, she appears to be having difficulties with the use of the past time 

finite element. For example: 

Also: 

Also: 

Also: 

Also: 

Also: 

Also: 

Also: 

Also: 

2b 

2c 

lOb 

lOc 

14 

15 

16a 

16b 

16d 

16e 

18 

20b 

22b 

22c 

26b 

28b 

Rie: 

Dad: 

Rie: 

Rie: 

Ah, . . . I wake up in the morning 

and I ah, have breakfast with Keiko. 

And then, . .. I pick up Keiko with mummy . 

. . . I be careful with my hair. 

... And then, ... it~ time to go home. 

Hah huh. 

... First of all, . .. ah, Keiko and Mummy and me . . . gQ to the 

swimming pool, 

and last, ... Daddy gQ to the other way. [gesture] [laughter]. 

And then, we have ice cream. [laughter] 

And then, .. . 1t' s time to go home. 

And then, . .. we com~back in oji-chan ' s house. 

and do some work. 

um ... And then I drawed some omen 

and Keiko draw some television. 

.. . And then, I gQ, . .. gQ, downstairs 

And finally, ... we eat food. 

In all of these examples, except line 22b, Rie has used the finite element (underlined) 

in the present time reference . However, these events have already been completed. It 
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would have been more appropriate to reconstruct the events of the past by using the 

past time element of the finite verb. Yet, on 11 other occasions in the text, Rie has 

used the appropriate past time reference of the finite . This would indicate that her 

interpersonal resources are developing in this area. As such, these grammar "errors" 

could be viewed as being developmental. It is postulated that, as Rie 's register 

develops, so too will her ability to use the appropriate form of the finite to express 

past time reference. 

Rie has used circumstantial adjuncts in her text on 11 occasions. This indicates a 

strong desire to locate the participants and the events that have happened, in a 

particular place or position. Therefore, circumstances such as "at the swimming pool 

(move 16c)" and "in oji-chan 's house (move 18)" are important in Rie's text ("oji-

chan" means grandfather in Japanese). By choosing this type of adjunct, Rie wants to 

provide the location of where the events of that day have occurred. 

However, textual adjuncts are the most common type of adjunct in this text, and are 

used by Rie on 26 occasions. Of these, 17 are conjunctive textual adjuncts. These 

have been chosen to explicitly indicate the generic staging of the text. That is, to 

explicitly signal where one generic stage ends and the next begins. This could be the 

result of her mother's modeling of the text, where the explicit use of these kinds of 

adjuncts was stressed. Furthermore, Rie has used these adjuncts to join together the 

sequence of events that have occuned. The most common of these conjunctive 

adjuncts is "And then, . ... " This has been used 9 times, out of a total of 17 

conjunctive adjuncts. This suggests an over reliance on this one particular resource. 

This could be the result of Rie's limited interpersonal and register resources, at this 

stage of her English language development. In addition to conjunctive adjuncts, Rie 

has used holding adjuncts on 8 occasions in her text. This indicates a need to continue 

speaking, while thinking about the organization of her message that will follow. This 

does not appear to be excessive, and thus it is difficult to suggest that these holding 

adjuncts are the result of limitations or gaps in her language development. As Eggins 

& Slade (1997, 2004) suggest, these kinds of pauses or hesitations are quite common 

in casual conversation. 
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In text 4.2, there is a definite absence of modality in Rie's spoken language. This 

indicates that Rie wants to recount the events of the day as factual information. She 

wants the events to be recalled with certainty and not left open to interpretation. This 

absence of modality is considered to be a typical language feature of personal, factual 

recounts. 

In text 4.2, dad is responsible for 22 clauses. However, he appears to play a 

supporting role in the construction of the text. In short, he does not say much. He 

produces 3 full declarative clauses, and 6 elliptical ones. These seem to function as 

reinforcement comments, acknowledging what the main speaker, Rie, is saying. For 

example, "Oh, that ' s good" (move 27), and "Well done, baby" (move 29b). 

Declarative statements such as these function as positive feedback and positive 

reinforcement for the main speaker, Rie. There are 5 examples in the text of 'wh-' 

interrogatives and 1 example of a polar interrogative. However, these tend to function 

more as a strategy to ask for clarifi cation, rather than an attempt to take the floor away 

from the main speaker. For example: "Was it hard?" (move 7b) and "And then?" 

(move 13b ). It appears that dad uses these in terrogatives to prompt a response from 

Rie and keep the conversation going. 

In the text, dad :is responsible for 6 minor clauses. This seems to further suggest that 

dad wants R.ie to continue to speak as much as possible. Most of these minor clauses 

consist of ~ 'Hah huh'' (move 3), or "Mm" (move 13a). It would appear that dad wants 

to use these expressions to let Rie know that he is listening and that he js following 

her recount. Using these kinds of minor clauses indicates that dad does not desire to 

become the main speaker in the text. Furthermore, dad uses relatively few adjuncts in 

the text. There is only 1 example of a conjunctive adjunct and there are no examples 

of holding adjuncts. The most common types are continuity adjuncts. For example, 

"Oh" is used 4 times in the text. This seems to function as a signal to the main 

speaker, Rie, that her dad is following and is connecting with a prior point that she 

has made. Thus, the continui ty adjuncts used by dad tend to function as feedback cues 

that motivate Rie to keep on talking. 

Dad's main subject choices in the text refer to Rie. The subject of "you" (that is, Rie ), 

is found on 10 occasions. These are either stated in full or are elliptical. On the other 
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hand, dad uses the subject of "I" (referring to himself), only once in the text. This 

suggests that the main message of the text is constructed around subjects that are 

connected to Rie. This is typical of a personal recount. Rie has chosen subjects that 

indicate she wants to talk about herself, and dad has chosen subjects that indicate he 

wants to hear what she has to say. 

C. Summary of Appraisal in text 4.2 

Appraisal Keiko Rie Dad 

Total clauses: 53 31 22 

Engagement 

1. Monogloss All clauses All clauses 

mono gloss unless mono gloss unless 

otherwise stated otherwise stated 

2. Heterogloss 7 examples (moves 0 

6b, 8b, 16a, 16c, 

20a, 22c: 

Projection; move 

16b: Concession -

Continuity 

Attitude 

l . Affect 

2. Appreciation 

3. Judgment I be careful 

(movelOc) 
-
Graduation 

l. Force Little rabbit 

(move la) 

Good girl (move 5) 

That ' s good 

(move I l, 27) 

Great (move 29a) 

Well done 
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12. Focus 

I (move 29b) 

In text 4.2 , there are relatively few items of appraisal. Both speakers, Rie and dad, 

take a very absolute stance in the text. Rie uses 6 examples of projection (moves 6b, 

8b, l 6a, l 6c, 20a and 22c ). Here, she is projecting her voice to that of her other family 

members . There are no examples of modality. In the text, dad has no examples of 

heterogloss. Thus, both speakers mainly use a monogloss voice. For Rie, this could be 

her way to express certainty. This could be considered somewhat typical of a factual 

recount. The speaker wants to give only factual information concerning the personal 

events of the day. She does want to give information that is open to opinion or 

conjecture. 

One reason for the lack of appraisal items in the text could be the limited 

interpersonal resources of the speaker at this stage of her English language 

development. Another reason could be a desire on the part of the speaker to focus on 

presenting facts, rather than opinions. It could be that the speaker wants to present a 

clinical recount of factual events. Therefore she chooses not to use items that relate to 

feelings and emotive behavior; items that are perhaps considered to be unnecessary in 

this particular genre. The absence of affective language could be viewed as a usual 

feature of a personal, factual recount genre. 

D. Interpretation of text 4.2: 

Text 4.2 is a recount genre that has been constructed by Rie in the independent 

construction phase of learning. Rie has produced a generic structure that is considered 

to be typical of a recount text. That is, she has started with an orientation of the main 

participants in the text. This is followed by a sequence of events. The last event 

functions as the conclusion in the recount. It can be concluded that Rie has been able 

to independently construct a recount without any assistance or support from her 

parents. 

In terms of mood analysis, Rie has used interpersonal resources that are appropriate to 

a recount genre. She has used the declarative voice to indicate that she is giving 

information about her day, rather than requesting it. Her choice of personal subjects 
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reflects a desire to talk about herself. This is considered to be typical of a personal 

recount. Furthermore, she has demonstrated an ability to use appropriate conjunctive 

adjuncts that explicitly signal the generic structure of the text. Her choice of the finite 

element of her clauses indicate that she has limited resources in using language to 

reconstruct past events. However, at this stage, this is viewed as a developmental 

issue in her overall register development. 

The apparent limited use of appraisal items in the text would indicate that Rie chooses 

to focus on presenting a factual recount. Perhaps she thinks it is not necessary to 

present feelings and emotions in this kind of text. Furthermore, maybe it is not 

necessary to focus on amplifying the events that happened. The lack of appraisal 

items tends to indicate that the speaker, Rie, wants to give a factual, personal recount 

of the main things that happened on that day. 

Drawing on these three analyses, it could be said that Rie has independently presented 

a generic structure that is appropriate to the social purpose of a personal factual 

recount. Also, she has used a variety of mood resources. While her use of appraisal 

resources may have been limited, she has used these appropriately within the context 

of a personal, factual recount. These represent important research issues of the thesis, 

in relation to the development of the chi klren ' s language skills. 

4.3.2: Conclusion: Recount genre 
Both girls have been able to independently construct the generic structure of a recount 

genre, which is appropriate to its social purpose. This was achieved after the initial 

modeling phase provided by the father and mother. In tem1s of mood analysis, both 

girls have been able to use a range of interpersonal resources in their texts, with 

varying degrees of appropriacy. Both girls have chosen mostly personal subjects, 

reflecting themselves and their family members as the main messages in their texts, in 

order to recount their day. Both have been able to recognize and use the declarative 

mood. Both have been able to use different kinds of adjuncts in their texts that are 

common in this particular genre and in casual speech in general. However, perhaps 

the main area where the girls differ in their choices of mood, is in their use of past 

time reference of the finite verb element. While the older sister, Keiko, appears to 
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have little difficulty in doing this, the younger sister, Rie, seems to be experiencing 

some problems. A possible reason could be that she has more limited resources at this 

stage of her language development. Consequently, she often uses present time 

reference to reconstruct meanings from the past. This could be viewed as a 

developmental error. That is, an error that reflects Rie 's limited register of mood 

resources. Further analyses of Rie' s texts at a later stage and in other genres will help 

shed some light on how this issue develops. Both girls, on the other hand, have not 

used many appraisal items in their texts. Again, this could reflect limited language 

resources of both children in this area. However, it could also reflect a desire on their 

part to present factual recounts, and therefore feel it is not so important in this genre 

to use attitudinal language of feelings and emotions. 

In summary, drawing on analyses of generic structure, mood and appraisal, it could be 

argued that Keiko and Rie, aged 5 years and 3 years of age respectively, have 

independently constructed texts that reflect the social purpose of a recount. 

Furthermore, they have effectively used resources of mood to give and exchange 

information. While their appraisal resources appear to have been somewhat limited, 

they were nonetheless considered to have been appropriate to the context of a factual 

recount. This data is important in describing the development of the children's 

conversational language skills. 

4.4: The role of a narrative genre 
Plum (1988) uses the term narrative for those storytelling texts that have the middle 

phase structure of a complication followed by a resolution. These texts should 

increase in tension or excitement, culminating in a crisis followed by a resolution of 

that crisis. Unlike recounts, narratives should build up to a climax. The main focus of 

a narrative is on the ending. That is, most attention is on the resolution of the story. 

This tends to be explicitly stated and less open to conjecture. 

As previously stated, the generic structure of a narrative genre is as follows: 

(Abstract)/\ Orientation/\ Complication /\ Evaluation/\ Resolution/\ (Coda) 
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In section 4.4, examples of narrative texts from the father, Keiko and Rie are 

examined. These have been constructed at various stages of the learning cycle. They 

are analyzed and interpreted, and finally conclusions are drawn. The girls were simply 

asked to tell a story with a 'clear or definite ending'. The stories were usually 

constructed during bed time talk, though sometimes at other times of the day. The 

following texts are the result of what they produced. 

4.4.1: Text analyses and interpretation: Narrative genre 

4.4.1.1: Text 4.3: Narrative: Keiko: "Hairy Maclary's Bone:" 

A bed time story: Independent construction phase 

A. Generic structure analysis of text 4.3 

Participants: Keiko (6 years old) 

Context: Keiko telling the story of "Hairy Maclary's Bone" to Rie, Mum and Dad. 

The telling of the story is spontaneous; that is, without the aid of a book or rehearsal. 

It is a story she is familiar with from previous readings. Mum, Dad and Rie are silent 

listeners. 

Setting: Bed time 

Transcription Length: l minute and 18 seconds 

Turn Move Speaker Transcript 

Orientation 

1 la 

lb 

le 

l d 

Complication 

le 

lf 

lg 

lh 

Keiko: First the man give Hairy Maclary a very big, tasty bone. 

And all the dogs looking at Hairy Maclary's bone. 

Like today I looked at mummy's scones [gesture] . 

And then, ... the dogs all chasing after Hairy Maclary ' s 

bone. 

And first, Hercules Morse. 

But he was big so he can't get in the big hole .. . 

And now, they go to the road. 

. . . And the spotty dog, Bottomly Potts, he got stuck on 
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Crisis 

li 

lj 

lk 

11 

Resolution 

lm 

ln 

Coda 

lo 

lp 

the rope. 

And, ... it was the skinny dog. 

And he have a big, big trouble. 

And, ... and the rocks was all tumbling .. . 

And last, the low tum-tum dog ... can't get in the wall. 

In the end, he got safe ... 

Hairy Maclary got the bone. 

He was a lucky dog! .. . 

He is luckier than Polly! 

In text 4.3, Keiko has constructed a narrative genre. It is based on a story that has 

been modeled for her by her mother two weeks before. It was then jointly constructed 

by herself and her dad one week ago. Text 4.3 represents the independent construction 

phase of the learning cycle. That is, the scaffolding has been removed and Keiko has 

constructed the text by herself. This means she is spontaneously telling a story of her 

choice, without a book, using her own style and her own language, independently of 

any other assistance. 

An analysis of text 4.3 reveals that the generic structure reflects the social purpose of 

a narrative genre. Initially, an orientation is provided. This occurs from move la 

through to move ld. In this stage, Keiko orientates the listeners (mum, dad and Rie) 

to the main participants in the story. They are Hairy Maclary (a dog), the other dogs, 

Hairy Maclary's bone, and finally, the chase. That is, all the dogs want to eat the bone 

and therefore start to chase Hairy Maclary. 

Following this, Keiko starts the complication. This is a sequence of events that 

culminate with a crisis. In the first event of the complication, one dog, Hercules 

Morse, is too big to pass through the hole in the wall. The implication here is that he 

cannot continue the chase. This occurs from move 1 e to 1 f. This generic stage is 

explicitly signaled by the text marker, "And first, ... " In the second stage of the 

complication, the spotty dog, Bottomly Potts, gets stuck on some rope. Also, by 
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implication, he cannot continue the chase. This occurs from move lg to lh. This stage 

is explicitly signaled by the text marker: "And now, . . . ". In the next part of the 

complication, the main crisis of the narrative is introduced. This functions as the 

climax to the story. This occurs from move li to move lk. The crisis revolves around 

the skinny dog (no name is given). All the rocks fell on top of him. Keiko clearly 

signals in the text that this is the main crisis by stating: "He have big, big trouble 

(move lj)." While minor crises seem to occur to all the dogs in the other stages of the 

complication, this particular crisis is the only one that is explicitly stated as being of 

major importance. This indicates that the speaker feels it is the most significant event, 

and thus functions as the climax of the story. After this, the complication continues 

with one more stage. In this event, the "low tum tum dog" (the short dog) cannot get 

over the wall, and he too must give up the chase. This occurs in move 11. While this is 

the last stage in the complication, it functions almost as an anti-climax to the main 

crisis that preceded it. Perhaps signaling the speaker's intent to bring the story down 

gently towards its inevitable end. 

In a narrative genre, focus is on the resolution of the complication. In other words, the 

focus is on how the story ends. The resolution to the narrative is explicitly stated in 

the text. That is, Hairy Maclary arrived home safoly with the bone. This occurs from 

move lm to move In. It is explicitly signaled by the text marker: "In the end, ... ". 

This ending is a clear and definite resolution to the complication. It is not left open-

ended and leaves the listeners in no doubt as to what happened at the end of the 

narrative. 

The narrative concludes with a coda. This is the last stage of the generic stmcture and 

is an optional element. This functions as a final comment on the story as a whole. In 

the text, it is stated that Hairy Maclary "was a lucky dog (move lo)." This coda is 

extended and further reinforced, by the statement: "He is luckier than Polly (move 

1 p ). " This is the name of the dog owned by the children's grandparents in Australia. 

The implied meaning here is that Polly usually does not get to eat such juicy bones 

and is therefore not so lucky. Thus the coda provided in the text functions as a final 

comment on the story as a whole . 
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In summary, Keiko has independently presented a generic structure that is appropriate 

to a narrative genre. She has presented an orientation that introduces the listeners to 

the main participants in the story. She then presents the complication, or a series of 

events that culminate with a crisis. This crisis seems to be clearly stated in Keiko's 

narrative text. She then concludes the story with a clear and definite resolution to the 

crisis. Finally, she presents a coda as a final comment on the story she has told. While 

a coda is an optional element, it is common in narrative genres. Thus, it can be argued 

that the generic structure of Keiko' s narrative text is appropriate to the social purpose 

of a narrative genre. 

Furthermore, it is worth noting that, according to the parents, both children were not 

able to independently construct a narrative text prior to the explicit teaching of the 

genre in this research. The teaching started from the ages of 5 for Keiko, and 3 for 

Rie. In fact, the same can be said for all five of the genres used in this thesis. While 

stories had been read and discussed, there had been no prior explicit teaching of 

genres, and no evidence from the children themselves to suggest they were able to 

independently recognize or construct the different types of genres required in this 

thesis, in either English or Japanese, prior to the commencement of the study. This 

indicate that the modeling and scaffolding process, which precedes the independent 

construct10n phase, has played a significant role in the children's learning. 

B. Summary of mood choices of text 4.3 

I Mood Keiko Rie Dad 

(clause type) 
>---

Total number of 16 

clauses: 16 

Declarative 16 

Full 11 examples 

Elliptical 5 examples 

(moveslb, 1d, 1 e, 

li, lk) 

Polar 
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interrogative 

Full 

Elliptical 

Tagged 

declarative 

Full 

Elliptical 

Wh- interrogative 

Full 

Elliptical 

Imperative 

Minor 

Most frequent he: 4 times 

subj ect choices (moves lf, lj, Im, 

lo, Ip) 

All the dogs (move 

1 b) 

The dogs (move 

l cl) 

first (dog) (move 

l e) 

they (move 1 g) 

the dog ' I spotty 

(move lb) 

it (move li) 

the low tum tum 

dog (move ll) 

Hairy Maclary 

(move ln) 
--

Most frequent Present: 7 times 

time ref ere nee of (6 times: inaccurate 

verb element 1 time: accurate) 

(finite!\ predicator) Past: 8 times 
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(accurate) 

Negation 2 examples 

(moves 1 f, 11 

Adjuncts 17 

Circumstantial 6 times 

(moves lb, le, lf, 

lg, lh, 11) 

Interpersonal 1 time 

(move le) 

Textual Conjunctive 

10 times 

(moves ld, 1 e, 1 f, 

lg, lh, 1 i, lj , lk, 

11, Im) 

Continuity 

0 

Holding 

0 l 
------------- · 

1 I Modality 
A. Modalization 

I I 
Probability 2 times 

(moves lf, 11) 

Usuality 0 

B. Modulation 0 

Obligation 0 

Inclination 
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In text 4.3, out of a total of 16 clauses, Keiko produces all 16 in the declarative mood. 

This probably reflects her intention to hold the floor and give all the information to 

the listeners. There are 11 examples of full declarative clauses, and 5 examples of 

elliptical clauses (moves lb, ld, le, li, lk). The 5 examples of elliptical clauses could 

reflect a lack of register resources. However, it could also reflect a growth in her 

register development, by being able to focus on the key words that are necessary for 

the exchange of meanings in the text. As Eggins & Slade (1997, 2004) suggest, when 

interactants react to prior initiations, they typically do so elliptically. This seems to be 

the case in text 4.4. For example: "And first, Hercules Morse (move le)." Here, 

Keiko elides several unnecessary words, in response to an earlier clause (move ld), 

where she introduces the dogs as participants in the orientation. It seems unnecessary 

to use a full declarative statement in this segment, as the listeners can predict that 

Hercules Morse is one of the dogs. It would appear to be unnecessary to state in full: 

"And the first dog was Hercules Morse." This unnecessary information has been 

elided more effectively, as: "And first, Hercules Morse." This and other examples of 

elliptical clauses in the text do not appear to interfere with the exchange of meanings. 

Furthem1ore, it illustrates the role of ellipsis, which is a common feature of casual 

conversation. 

In an analysis of the main subject choices, all of the subjects in the text refer to the 

dogs. This indicates that the speaker wants to talk about the dogs. Clearly, the story 

revolves around the dogs. Keiko has used a range of resources to describe the dogs. 

The most common is "he," which occurs 4 times in the text (moves lf, lj, lm, lo, 

1 p ). Other subjects that refer to the dogs are: "All the dogs;" "The dogs;" and "they." 

Also, she sometimes refers to the dogs by name in the subject position. For example, 

"the low tum tum dog (move 11)." Clearly, the message of the story is about the dogs. 

As stated, a feature of a narrative text is the past time use of the finite element of the 

clause. This reflects a need to reconstruct, in the here-and-now, events that have 

already taken place. Keiko uses appropriate past time reference of the finite on 8 

occasions. However, she uses present time reference, which appears to be 

inappropriate, on 6 occasions. This could indicate that she might have a problem with 

the use of the past time finite. However, Keiko did not seem to have a problem with 

this in her recount texts. It could indicate that Keiko has some difficulties in using the 
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past time in this particular genre and in this particular context. It could be argued that 

a narrative genre is more complex to construct than a recount, involving the 

development of a complication. In general, both girls have required more joint 

negotiation when constructing a narrative genre than a recount. Both genres are 

reconstructing past events. Therefore, both genres have need of past time reference. A 

recount genre focuses on a stringing together of a logical sequence of events that have 

no crisis. However, a narrative genre has to build up the complication into a crisis, 

which leads to the resolution. This is arguably a more complex text to construct for 

young, second language learners . Therefore, it is possible that using past time 

reference in the context of this genre presents some problems for the young language 

learner here. Further text analyses of other genres might help to shed some light on 

this issue. 

In text 4.3, Keiko has used a range of adjuncts. These resources suggest that she 

wants to express extra information about the events in her story. There are 6 examples 

of circumstantial adjuncts in the text (moves 1 b, 1 c, 1 f, 1 g, 1 h, 11). These are 

prepositional phrases. This suggests that Keiko feels that it is important to locate 

where the actions in the story are happening. Furthermore, there are 10 examples of 

textual adjuncts. All of these are of the conjunctive textual type (moves 1 d, 1 e, 1 f, 1 g, 

lh, li, lj , lk, 11, 1 m). This indicates that the speaker wants to explicitly signal the 

main stages of the story. These start at the beginning of the complication, and are 

signaled by the adjunct: "And first, . . . (move 1 e )." This signals the end of the 

orientation and the beginning of the complication. These conjunctive adjuncts are 

then explicitly used in the text to signal various stages of the complication. This 

continues right through to the last stage of the complication, with the adjunct: "And 

last, . .. (move 11). Following this, another conjunctive adjunct is used to signal the 

resolution: "In the end, ... (move Im)." Conjunctive textual adjuncts are a resource 

the speaker uses in the text to string together the main events that happened in the 

story. However, it is not just a matter of stringing together events. The type of 

conjunctive textual adjuncts that are chosen, vary in accordance with the generic stage 

that is being described. This signals that the speaker wants to explicitly indicate the 

generic structure of the text, focusing on the steps that the story is moving through to 

achieve its purpose. 
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Finally, there are relatively few examples of modality in the text (moves 1 f, 11). This 

absence of modality indicates that the speaker wants to focus on the certainty of the 

events that happened in the text. That is, the speaker wants to focus on what actually 

happened, rather than what might have happened, almost as if the story is a factual 

one. 

C. Summary of Appraisal in text 4.3 

Appraisal Keiko Rie Dad 

Total clauses: 16 16 

Engagement 

1. Monogloss All clauses are 

mono gloss (except 

4 stated below) 

2. Heterogloss 4 examples 

Projection: 1 

(move le) 

Concession: l 

(move lf) 

Modality: 2 

(move lf, 11) 

Attitude 3 examples 

1. Affect 0 

2. Appreciation 3 

(Moves le, lo, lp) 

3. Judgment 0 
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Graduation 7 examples 

1. Force 2 (Moves 1 a, 1 j) 

2. Focus 5 (Moves 1 f, lh, 1 i, 

11,, lo) 

Out of a total of 16 clauses in text 4.3, 14 are presented in monogloss voice. This 

indicates that in this text, the main source of the attitudes expressed is from the 

speaker. However, there are 4 examples of heterogloss in the text. Here the sources of 

the attitudes are other than the speaker. In move 1 c, Keiko projects what she is 

thinking by comparing the way the dogs looked at the tasty bone, to the way she 

looked at mummy's tasty scones. In move lf, Keiko uses concession to suggest 

counterexpectancy (Martin & Rose 2003, 2004). Jn move le, Keiko states that the 

dog, Hercules Morse, sets off after Hairy Maclary and the bone. However, she signals 

counterexpectancy by stating that he is unsuccessful, because he is too big to fit in the 

hole that Hajry Maclary was able to pass through. This is signaled by the use of the 

contrastive conjunction: "But, ... " in move 1 f. In addition, there are 2 examples of 

modality in the text. Both of these express negative probability about 2 of the dogs 

being able to continue the chase (moves lf and 11). This is signaled by the finite 

modal element, "can't." The use of heterogloss voices in the text, in addition to 

monogloss, shows that the speaker is developing a variety of resources to express 

different attitudes in her narrative text. 

The speaker, Keiko, has used 3 examples from the category of attitude in the text. 

These are examples of appreciation (moves le, lo, Ip). In move le, she likens the 

dogs' appreciation of the bone to her own appreciation of her mummy's delicious 

scones: "Like today I looked at mummy's scones [gesture]." In moves lo and lp, 

Keiko explicitly states what she thinks about Hairy Maclary's situation, stating: "He 

was a lucky dog." And again: "He is luckier than Polly!" Clearly, she thinks that 

Hairy Maclary is lucky and she want to express that value in the story. 

In addition, there are 7 examples of graduation in the text. Two of these are examples 

of force (moves 1 a, lj). In move I a, Keiko wants to stress that the bone was not just 
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big, but: " ... a very big, tasty bone." Here, she wants to amplify her description of the 

bone. And again, in move lj, she wants to stress the degree of trouble. Hence: " ... 

big, big trouble." This amplification stresses that Keiko wants to point this out 

strongly to her audience. However, in addition to force, the speaker has used 5 

examples of focus in her text (moves 1 f, 1 h, 11, 11, 1 o ). Most of these relate to the 

dogs in the story. For example: " ... the spotty dog (move lh);" and " ... the skinny 

dog li);" The speaker wants to focus on these dogs, and one way of doing this is by 

giving amplified descriptions of who they are . 

In text 4.3, Keiko has used a fairly extensive range of appraisal items. She has used 

more appraisal items in her narrative than she did in her recount, which was analyzed 

previously. This may indicate that the speaker feels that appraisal items are more 

necessary in this text. That is, it is more appropriate to take a stronger stance in her 

narrative, as the focus is on constructing an 'interesting' story that builds up to a 

climax, rather than the recount genre, where the focus was on a factual retelling of 

personal events. 

D. Interpretation of text 4.3: 

Text 4.3 is a narrative geure, con.'tructed by Keiko, in the independent construction 

phase of learning. The social purpose of a narrative is to tell a story that is developed 

through the complication to reach a clear and definite ending (Plum, 1988; Slade, 

1996). As such, the focus of a na1rntive is on the resolution of the crisis (Eggins & 

Slade 1997, 2004). 

Following a generic structure analysis of her text, Keiko appears to have produced a 

text that clearly reflects the social purpose of a narrative. Keiko introduces the setting 

and the main participants in her text by presenting an orientation. She then begins the 

complication that climaxes with the rocks falling down on the skinny dog. She then 

presents her resolution to the crisis by stating that Hairy Maclary got home safely 

with the bone. Finally, she presents a coda for her story, commenting that Hairy 

Maclary is a lucky dog. The generic staging that the text has moved through indicates 

that it is appropriate to that of a narrative genre. 

205 



The speaker has used a range of mood choices to present the interpersonal 

information in the text. She has used clauses in the declarative mood to get her 

information across. While, most of these are full sentences, she has chosen to use 

several examples of elliptical clauses. This is common in casual conversation. Her 

main subject choices reflect the main participants in the text - the dogs. On 6 

occasions in the text, her clauses are made up of inappropriate present tense choices 

of the finite verb element. Perhaps this may indicate she has some difficulties in 

recognizing and using past time reference within the context of a narrative. However, 

on all other occasions (8 times), her choices of the finite verb element have resulted in 

appropriate uses of past time reference. 

Keiko has used a range of adjuncts in her text. The most common are circumstantial 

adjuncts and textual conjunctive adjuncts. The circumstantial adjuncts indicate that 

the speaker feels that it is important to locate the circumstances within which the 

events took place in. Obviously, this is important to her in the story. The textual 

conjunctive adjuncts indicate that the speaker wants to explicitly signal the generic 

staging of the story. That is, she wants to use text markers to signal when the 

orientation finishes and when the complication begins; to signal when one stage of the 

complication starts and when it finishes; to signal when the resolution starts and when 

it finishes . It seems that the speaker feels it is important to understand the story by 

recognizing and following the generic staging of the text. 

Keiko has used a range of appraisal resources to take a stance in the text. Most of her 

clauses are expressed in monogloss voice. However, there are 4 examples of 

heterogloss voice. This suggests that she wants to show that some of the attitudes 

expressed in the text come from sources other than herself. Keiko has used 3 

examples of attitude in the text. These are from the category of appreciation. This 

indicates she wants to express her feelings about some of the values raised in the text. 

In addition to this, Keiko has used 7 examples of graduation. Two of these are items 

of force. It seems that she wants to emphasize some of the points in her text she feels 

are important. For example, it was not just a bone they were chasing, it was a " ... 

very big, tasty bone (move la)." Keiko has also used 5 examples of focus in the text. 

Keiko uses these resources to sharpen her descriptions of some of the main 
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participants, the dogs. Instead of referring to them by name, she has used the appraisal 

resources of focus to refer to them as: " ... the spotty dog" and" ... the skinny dog." 

In summary, Keiko has independently constructed a narrative genre m terms of 

generic structure. While she has experienced some difficulty with the present I past 

time finite element, she has used a range of interpersonal mood resources to establish 

her role as the chief storyteller in the text. In addition to this, she has used a range of 

appraisal resources to take an effective stance and present various attitudes about the 

story she is telling. 

Using the SFL analyses of generic structure, mood and appraisal, it can be argued that 

Keiko has independently constructed a naITative genre. This is significant, as she had 

not done this previously. This suggests that she has been influenced by the modeling 

and joint negotiation phases that preceded independent construction. 

4.4.1.2: Text 4.4: Narrative: No message: Keiko & Rie: 

Joint negotiation phase 

A. Sociocultu r al learning analy is of text 4.4 

Participants: Keiko (6 years old), Rie (4 years old) and Dad 

Context: Recognizing the purpose and generic structure of a narrative: "'Hairy 

Maclary 's Bone," a bed time story 

Setting: Bed time 

Transcription Length: 35 seconds 

Turn Move Speaker Transcript 

1 1 Dad: OK, ... do you think "Hairy Maclary' s Bone" has a 

message? 

2 2 Keiko: ==No! 

3 3 Rie : ==No! 

4 4 Dad: Oh, OK . . . 

5 5 Rie: .. . don' t think so. 

6 6a Keiko: Wait, Rie, my tum. 

6b He's ... Rie! 
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6c ... he's just J ucky to have a bone ... 

7 7 Rie: ... don 't chase after my bone ... 

8 8a Keiko: Not a message. 

8b They just want to eat it. 

B. Interpretation of text 4.4: 

Text 4.4 is constructed in the joint negotiation phase of learning. Dad is talking 

explicitly about the generic structure of a narrative text with Keiko and Rie. In a 

sociocultural analysis of learning, this is considered to be an example of mediation 

about language. The focus is not so much on the language choices of the children but 

more on how the text is logically constructed. Dad has judged that, by 'fleshing out' 

the generic structure of this text, it will help the children recognize different kinds of 

genres. Also, it will help the children recognize the different social purpose of each 

genre, as the purpose is reflected by its generic structure. 

Dad initiates the discussion by asking about a feature of another genre, an exemplum. 

For example, in move 1, dad asks: " ... do you think 'Hairy Maclary's Bone' has a 

message?" The purpose of an exemplum is to tell a story with a message or a moral. 

These genres are common in many children's stories. However, a message is not 

considered to be a feature of Hairy Maclary's Bone' ) as it has been judged to be a 

narrative. As such, a message is not part of a narrative's generic structure. It appears 

that dad wants the children to recognize this point. The children answer 

simultaneously and emphatically: "No (moves 2, 3)!" Then Rie reiterates this point, 

by adding: " . . . don't think so (move 5)." Keiko then adds evidence from the story to 

support her view: " ... he's just lucky to have a bone (move 6c)." Here, she is referring 

to the coda of the story, which does not function as a message or a moral. Rie agrees 

with this view, by adding: " ... don't chase after my bone (move 7)." Finally, Keiko 

sums up the story by saying: "Not a message (move 8a). They just want to eat the 

bone (move 8b )." This shows that she feels certain about her answer. She says that 

there is no message in this story and she gives reasons from the story to explain why 

this is the case. 

It seems that in text 4.4, both girls have recognized that the story of "Hairy Maclary's 

Bone" does not have a mora] or a ' message ' . In this way, dad is mediating about 
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language to make explicit the generic structure of this and other story-type genres. It 

can be argued that both children understand what the text is not. In other words, they 

both recognize that the text has a 'final comment' (coda), and that this is different 

from a message. Therefore, the text is not a message-type story. Furthermore, by 

understanding the difference between a message and a coda, the children have to a 

certain extent demonstrated an understanding of the different social functions of a 

message and a coda. Dad is mediating about language to help the girls recognize that 

generic structure is connected to social purpose. 

Also, dad has used an every day recast to change the metalinguistic term of 'moral' 

into the more understandable term of 'message.' This helps the girls to better 

understand the text's generic structure, which in tum helps them recognize the 

purpose of the text. Also, it makes explicit what dad feels is important for them to 

know (or not to know). Focusing on the generic structure of different texts is part of 

dad's decision-making process. This illustrates the role of contingency in the 

children's learning, as dad clearly feels that a focus on generic structure is a good way 

to prepare the children for the 'handing over' of responsibility to them for their own 

independent text construction. 

4.4.l .3: Text 4.5: Narrative: Definite ending: Keiko & Rie: 

Joint negotiation phase 

A. Sociocultural learning analysis of text 4.5 

Participants: Keiko (6 years old), Rie ( 4 years old) and Dad 

Context: Recognizing the purpose and generic structure of a narrative: "Hairy 

Maclary's Bone," a bed time story 

Setting: Bed time 

Transcription Length: 28 seconds 

Turn Move Speaker 

2 

3 

1 Dad: 

2 

3 

Keiko: 

Rie: 

Transcript 

In the end, are you sure that Hairy Macla1y got the 

bone? 

==Yeah! 

==Yeah! 
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4 4 Dad: Are you very sure? 

5 5 Keiko: ==Yeah! 

6 6 Rie: ==Yeah! 

7 7 Dad: OK, how do you know? 

8 8 Rie: Everybody get stucked ! 

9 9a Dad: Hah huh. 

9b Good answer. 

9c How about you, Keiko. 

10 lOa Keiko: Mm, ... 

lOb I'm the same as Rie. 

B. Interpretation of text 4.5 

In text 4.5, dad is again mediating about language to talk explicitly about the generic 

structure of a narrative text with Keiko and Rie. This highlights the role of mediation 

in the learning process. The focus tends to be less on the language choices of the 

children and more on how the text is logically constructed. In other words, dad has 

judged that understanding the generic structure of a text will not only help Rie 

recognize different kinds of genres, but also help her in the independent construction 

of her own text. This is regaule<l as parl of dad's handing over process, illustrating the 

role of contingency in the learning process. 

A feature of a narrative genre is a clear resolution to the crisis of the story. It appears 

that dad wants the children to recognize this point in relation to text 4.5. In this text, 

dad focuses on the resolution, asking: "In the end, are you sure that Hairy Maclary got 

the bone (move l)?" Here, dad has recast the metalinguistic tenn of 'resolution' into 

the more understandable expression of "In the end, ... " The children answer 

spontaneously and with certainty: "Yeah (moves 2,3)!" Then dad asks for 

confirmation: "Are you very sure (move 4)?" The children answer again, just as 

confidently: "Yeah (moves 5,6)!" Then dad asks for evidence from the text. Rie 

answers accurately: "Everybody get stucked (move 8)!" In other words, all the other 

dogs met with various problems while they were chasing Hairy Maclary, and finally 

could not get the bone. It was Hairy Maclary who in the end was successful and got 

the bone. Dad then asks for confirmation about the ending from Keiko, and she 

answers: "I'm the same as Rie (move lOb)." That is, she agrees with Rie's answer. In 
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text 4.5, dad is mediating about language to illustrate the role of the resolution stage 

of a narrative. It appears that both children recognize that the story, 'Hairy Maclary's 

Bone, ' has a clear and definite ending that is not open to dispute or other 

interpretations. 

Text 4.5 suggests that dad is mediating about language to check on the children's 

understanding of the text's generic structure. This is similar to text 4.4. However, in 

text 4.5, he is explicitly highlighting the role of the resolution in the social purpose of 

a narrative genre. He has used an every day recast to change the term 'resolution' to 

the more understandable expression, "In the end." Dad's use of mediation seems to be 

interrelated to his use of contingency. He has decided this is important for Rie to 

recognize before he hands over to her more responsibility for text construction. By 

making the generic structure of a text explicit to the children, dad is mediating about 

language. By making judgments about the nature and type of assistance required, dad 

is also using contingency to scaffold the learning of the task. 

4.4.1.4: Text 4.6: Narrative: Dad: Modeling phase 

A. Sociocultural learning analysis of text 4.6 

Participants: Keiko (7 years old), Rie (5 years old) and Dad 

Context: Dad modeling the purpose & generic structure of a narrative for Keiko & 

Rie 

Setting: Weekend study time 

Transcription Length: 7 minutes and 43 seconds 

Turn Move Speaker 

1 

2 

3 

4 

5 

la 

lb 

le 

2 

3a 

4 

5a 

Dad: 

Keiko: 

Dad: 

Rie: 

Dad: 

Transcript 

Ok, 

girls, now today what I want you to do is um ... tell me 

your own story. 

Ok. 

Ok. 

Now, I don't want you to tell me a summary. 

Mm ... 

Or I don't want you to tell me a report. 

211 



6 

7 

8 

9 

10 

Sb 
Sc 
Sd 
6 Keiko: 

7 Rie: 

8a Dad: 

8b 

8c 

9 Keiko: 

lOa Dad: 

lOb 

lOc 

lOd 

lOe 

lOf 

lOg 
lOh 

1 Oi 

lOj 

lOk 

101 

lOm 

lOn 

lOo 

lOp 

lOq 

lOr 

I want you to tell me a story. 

Now, as you know, a story has got a kind of a pattern. 

Alright. 

Ok. 

Ok. 

So, 

first of all, it should have, you know, background 

information. 

Remember we use the word 'background information?' 

Yeah. 

We use that with a ... um ... diaries. 

You know, when you write some background 

information, like: 'Today it was fun.' 

But when you tell a story, background information 

should be like: 'Let me tell you about bla bla bla bla ... ' 

So you could say: 'Let me tell you about, um ... the time 

I went fishing.' 

'Let me tel 1 you about um ... the time I went surfing.' 

Or 'Let me tell you about the time I saw a big whale.' 

Ok, o this is a kind of introduction. 

This is the kind of start to the story, 

where we tell the person who's Ii tening, we tell them 

about um ... what ... the story is about .. . 

who is in the story, ... 

where is the story is, 

and maybe when the story happened. 

So, we could say something like: 'Let me tell you the 

time I saw a whale. 

I was surfing with my brothers down at Bodalla, about 

300 km south of Sydney. 

We were out surfing 

and having a good time.' 

Now that would be daddy's background information, 

because I'm telling you a little bit about who is in the 
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story, 

10s what the story is about ... surfing, 

lOt who is in the story ... daddy and his brothers. 

lOu Where? . . . down at Bodalla. 

lOv Ok, 

lOw well this time we don't need 'when.' 

lOx Ok, 

lOy after the background, you then have the events. 

lOz Now the events are the things that happened ... the 

main things. 

lOza Now, we know that we usually use words like 'First, 

then, next, um ... after that, but then ... and finally.' 

lOzb Ok? 

11 11 Keiko: Ok. 

12 12a Dad: But it 's a little bit different. 

12b Ok, Rie? 

13 l3 Rie: Ok. 

14 14a Dad: Ok. 

14b It'8 lifferent to, ... say, a summary. 

l4c Because, when you tell a story, it has to be interesting. 

15 15 Rie: Yeah. 

16 l6a Dad: So it has to go up to the top [gesture]. 

16b To the excjting point. 

16c We say the climax . . . 

16d That's the exciting part of the story. 

17 17 Rie: Ah ... 

18 18 Dad: Ok. 

19 19 Rie: Mm. 

20 20a Dad: So it' s not just like a straight line [gesture]. 

20b 'First, then next , finally [gesture]. ' 

20c That would be a pretty boring story, wouldn ' t it? 

21 2 1 Rie: Yeah. 

22 22a Dad: Yeah. 

22b Ok, 

213 



23 

24 

25 

22c 

22d 

22e 

22f 

22g 

22h 

22i 

22j 

22k 

221 

22m 

22n 

220 

22p 

22q 

22r 

22s 

22t 

22u 

22v 

22w 

22x 

22y 

22z 

23 

24 

25a 

25b 

Keiko: 

Rie: 

Dad: 

so ... we might say ... so, daddy's story's about the 

whale. 

Surfing with the whale. 

'First, we were out catching some waves, from about 

one hundred meters off the shore. 

Then, we saw a big black patch. 

It look like seaweed coming towards us ... 

After that, the back patch shot the water up the air. 

But then, we realized the back patch wasn't seaweed. 

It was a whale. 

Well, after that, we swam as quick as we could, and got 

back to shore.' 

So, well, mm .. . after that, that was the end of the story. 

So, first of all, we were surfing. 

Then, we saw a whale. 

Mm ... then, we ... then ... we saw the big back patch. 

Then, we realised the big patch wasn't seaweed. 

It was a whale! 

So, we swam into the shore as quick as we could. 

And, that was the end. 

So, the exciting point was ... it was a whale. 

Exciting point was that we realized ... we saw . .. it was 

a whale. 

So, my story's high point, exciting point, was when we 

saw that it was a whale. 

In the end, or finally, we swam back into shore. 

That was the conclusion. 

The conclusion is the end. 

Ok? 

Ok. 

Ok. 

Alright, 

Now. mm . .. as we know, stories don't usually just end 

there with: 'we swam back into shore.' 
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26 

27 

28 

29 

30 

31 

32 

33 

25c 

25d 

25e 

25f 

25g 

25h 

25i 

25j 

25k 

251 

25m 

25n 

250 

25p 

25q 

25r 

25s 

25t 

26 Rie: 

27 Dad: 

28 Rie: 

29a Dad: 

29b 

30a Rie: 

30b 

3la Dad: 

3lb 

32a Rie: 

32b 

33a Dad: 

33b 

Sometimes, they've got a final comment. 

Ok, now a fi nal comment would be: 'Wow, ... we were 

very lucky!' 

'Wow, we were scared when we saw it was a whale!' 

Um ... 

or it might be something like: 

'ah ... now, wow, ... um ... it was ... it was so ... so 

much fun to ... to see a whale.' 

So, ... 'It was fun.' 

'We were lucky.' 

'Wow!' ... 

These things are final comments at the end. 

And that's when usually we finish the sto1y. 

But, even then, that's not the end. 

Sometimes we have a message. 

Alright, 

so a message like, you know, the "Three Little Pigs." 

' ... If you work hard, then you'll be successful!' 

You know, "Little Red Riding Hood's" got a message, 

hasn' t it. 

"Little Red Riding Hood," so, you know ... 

um ... 

If you make ... 

(). 

Sorry, Rie? 

What's the message with "Little Red Riding Hood?" 

Don't stop 

and talk to anybody. 

Nice and loud, please .... 

Loud ... 

Don't stop 

and talk to anybody. 

Don't stop 

and talk to anybody. 
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33c That's ri ght. 

33d So, some stories have got a message. 

33e Ok. 

34 34 Rie: Ok. 

35 35a Dad: And some don't. 

35b So, my story, . .. well , the story about the whale, 

probably doesn't have a message. 

35c But the other stories do, like "Little Red Riding Hood." 

35d Like, 'Three Little Pigs." 

35e So, if you have a message, then you can tell your 

message. 

35f And the message is: 'Don't stop 

35g and talk to anybody. ' 

35h And the message is, well ... 'be careful if you go 

surfing.' 

35i That could be the message for daddy's story. 

36 36 Keiko: Mm ... 

37 37 Dad: Ok. 

38 38 Rie: Ok. 
39 39 Keiko: Ok. 

40 40a Dad: Alright. 

40b Now, what I want you to do is follow this pattern 

40c and give me :ome background information. 

40d Tell me a little bit about, ... you know, what the 

story is about, . . . 

40e who is in the story. 

40f Where the story is. 

40g Then tell me the things that happened .... 

40h and they are called the events. 

40i And there has got to be a kind of exciting point. 

40j Ok. 

41 41 Rie: Ok. 

42 42a Dad: And then, there is an end. 

42b But, aft er the end, we usually have a final comment. 
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43 

44 

45 

46 

47 

48 

49 

50 

43 Keiko: 

44a Dad: 

44b 

44c 

44d 

44e 

45 Keiko: 

46 Rie : 

47a Dad: 

47b 

47c 

47d 

47e 

48 Keiko: 

49 Rie: 

50 Dad: 

Ok. 

'Wow! .. . 

You know, it was exciting.' 

'Wow, it was fun! 

And then, sometimes, we have a message. 

Alright? 

Ok. 

Ok. 

Ok, 

so, what I want you to do now is um ... have a think 

about your own story. 

Follow this pattern, 

and then we'll have a practice together. 

Ok? 

Ok. 

Ok. 

Ahight then. 

B. Interpretation of text 4.6: 
Text 4.6 is constructed in the modeling phase of the learning cycle. There are many 

examples of mediation and contingency as a too] for scaffolding in the learning 

process. In this text, there are examples of both mediating about language and 

mediating language. 

In text 4.6, dad mediates about language by focusing on the logical construction of the 

text through generic structure. This is modeled explicitly. He demonstrates how the 

text is constructed. He also models his own narrative text for the children. This helps 

to make the logic and the reasoning behind the construction more explicit. In the text, 

mediating language focuses on the recasting of difficult language and on the possible 

language choices that could be made by the children in the text. 

By mediating language and mediating about language in this way, it is argued that the 

father is once again making decisions about the need and quality of the kind of 

assistance required. He is making these decisions, not the children. Through recasting 
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and explicit teaching, he is highlighting what he considers to be important, and 

therefore what the children need to include in their texts. His scaffolding will then 

focus on these areas, until such time as the father judges that Keiko and Rie can, and 

will, include these features in their texts. 

The modeling phase starts by making the social purpose of the text explicit. Dad does 

this by stating the learning goal: " .. . now today what I want you to do is um .. . tell 

me your own story (move 1 b )." Dad further develops this idea, building up the social 

purpose of a narrative by referring to other genres: "Now, I don't want you to tell me 

a summary (move 3a)," and: "Or I don ' t want you to tell me a report (move 5a)," and 

then: "I want you to tell me a story (move 5b )." Dad is reminding the girls that there 

are other kinds of texts, both spoken and written. However, dad has judged that it is 

necessary to help the girls focus on the type of genre that they will construct by 

recognizing the social purpose of other genres. This judgment of the need to further 

assist in the area of social purpose is interpreted as an example of contingency. Dad 

feels that the children need more assistance in this area before he gives them more 

responsibility for the construction of their own texts. 

The modeling phase continUt;S with da<l beginning to explain the generic structure of 

the text. As previously discussed, talking about the text structure is an example of 

mediating about language. The focus is on how the text is to be constructed. Dad 

states: "Now, as you know, a story has got a kind of a pattern (move 5c)." He 

·ntroduces the generic structure by recasting the term ' orientation' into "4background 

information" (move Sb, 8c). This is an example of mediating about language. Dad is 

recasting the metalanguage by using eve1yday language (Gibbons 2003; 2006). In his 

modeling, dad has tried to ave.id difficult metalanguage, which is viewed as 

unnecessary for the children. Dad feels it is more important to use terms that the 

children are familiar with, showing the function of the metalanguage, rather than 

talking about it. This is shown in the text from move 1 Oh through to 101. Dad states 

that the 'background informa tion section' is when we introduce the 'who, what, 

where and when ' information of the text. This is demonstrating the social function of 

an orientation, by recasting it into everyday language that the children can understand. 
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While discussing the orientation, dad continues to mediate language to assist the 

children in their word choices, as well as mediate about language to explain the 

generic structure. Dad suggests a common expression that would be typical for 

introducing a spoken orientation. The expression is: "Let me tell you about ... " This 

is discussed from move 1 Oc through to 1 Of in the text. In move 1 Om, dad uses this 

expression in the context of his own model text. He then gives an example of an 

orientation in his text. This can be seen from move 1 m to move 1 Ou. In these moves, 

dad not only gives a model orientation but also explains why it functions as an 

orientation. This is important in the scaffolding process. As such, dad has moved the 

focus away from mediating language choices, back to mediating about language. He 

is now less concerned with the language choices the girls make in this stage, than he 

is with helping the girls understand the function of an orientation, and the role it plays 

in a narrative genre. In this way, dad is mediating language and about language to 

assist the children in word choices and generic structure. 

As in previous cases, it is argued that by mediating language and mediating about 

language, dad is also using contingency to scaffold the children into making certain 

choices. Once again, he is making the decisions about what is and what is not 

important, and is guiding the ch1ldren into including these features in their own texts. 

From move I Oy to move 1 Oz, dad introduces the complication. He is mediating about 

language by explaining when this occurs in a text. That is: " ... after the background, 

you then have the events (move l Oy)." Furthermore, he explains the function of a 

complication and recasts it in everyday language: "Now the events are the things that 

happened ... the main things (move I Oz)." He then refocuses on mediating language, 

by discussing the key textual adjuncts that the children could use to signal the start of 

each generic stage: "Now, we know that we usually use words like 'First, then, next, 

um .. . after that, but then ... and finally' (move lOza)." These adjuncts are familiar to 

the girls because of their past work on storytelling genres. This is signaled by the 

words: " ... we know ... " in move 1 Oza. Dad seems to be certain enough that they are 

familiar with these words, so he moves onto the next stage of the generic structure, 

the crisis. Thus, he continues to mediate about language and to mediate language. 

This can be seen from moves 14c to 16d. In this segment, dad explains the function of 

a crisis. He recasts the word "crisis" into "exciting point (move 16b )" and "climax 
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(move l 6c, l 6d)." This is more understandable language for the children. Thus, he is 

mediating language by using every day recasts. However, he also focuses on the 

function of this in the overall generic structure. Thus it could be argued that he is also 

simultaneously mediating about language. Dad then presents his own model text, 

showing how the complication can be developed, culminating with the crisis to the 

story. This can be seen in the text from move 22c to move 22v. Here, the focus is on 

mediating about language by focusing on the generic structure. However, in this 

segment, dad also focuses on the explicit use of textual adjuncts as a way to signal the 

different events that unfold in the story. Thus, he also appears to be mediating 

language at the same time as mediating about language. From move 22w to 22y, dad 

introduces the role of the resolution. This is recast in the text as the "ending" and the 

"conclusion (move 22x, 22y)," and can be indicated in a text by the adjuncts: " ... that 

was the end" (move 22s) and "In the end ... (move 22w)" or "Finally, ... (move 

22w)." By concentrating on both the linguistic and metalinguistic features of the text, 

dad appears to be mediating language and mediating about language simultaneously. 

From move 25b to move 25m, the role of the coda is introduced. Dad recasts the 

metalanguage ·into everyday language, saying: "These things are final comments at 

the end (move 251)." He then proceeds to give them an example of an adjunct text 

marker that could be used to signal the coda of a surprising story: "Wow! .. . " (move 

25e, 25k). In this way, dad appears to be simultaneously mediating language (by 

providing linguistic choices) and mediating about language (by focusing on the role 

of these linguistic items in the text's generic structure). From move 25n to move 35i, 

dad continues to focus on the role of the generic structure by switching his discussion 

to another storytelling genre, an exemplum. In an exemplum, the story ends with a 

message or a moral to the story. Dad wants the children to understand that a moral is 

not part of the social purpose of a narrative, and therefore it is not required in this text. 

Dad points out that two other stories the girls are familiar with, "The Three Little 

Pigs" and "Little Red Riding Hood," both have morals (move 25q to move 25t). Dad 

then checks that this concept has been understood by asking Rie the message of 

"Little Red Riding Hood" (move 27 to move 33d). Rie gives an accurate response, 

indicating that the concept has been understood (move 30a, 30b, 32a, 32b ). Again, 

dad mediates language by recasting the word "moral" with the more familiar word 
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"message." He is also mediating about language by focusing on the role of generic 

structure. 

From move 40 to 42b, dad continues to mediate about language by reviewing the 

generic structure. However, he simultaneously mediates language by recasting the 

metalanguage into common, everyday terms. He also provides an example of an 

appropriate language choice for a coda (from move 44a to 44c ). The text concludes 

with dad mediating about the language by telling the children to think about their own 

story (move 44b) but to follow the 'pattern' that has been modeled for them (move 

44c ). Dad then makes reference to the next phase of the learning cycle, the joint 

negotiation phase, by stating that the next step will be to practice their own stories 

(move 44d). 

Text 4.6 is constructed in the modeling phase of the learning cycle. There is a very 

high degree of scaffolding by the father. The children have the role of listener, rather 

than active co-participant in the construction of the text. All the information comes 

from the father. That explains why the children' s responses in the text are limited to 

short answers, such as "Yeah," "OK," and "Right." At no stage in the text are the 

children encouraged to intermpt, Lo make a point, eek clarification, or elaborate on a 

response, or take greater control of the text's construction. The exception is when Rie 

gives the moral to the story of "Little Red Riding Hood." Almost full control and 

responsibility for constructing text 4.6 is with the father. 

By mediating language and mediating about language in the text, it is argued that the 

father is also making decisions about what is required of the children before they can 

assume greater control for their own learning. The father is making decisions about 

the need and quality of the assistance required, not the children. This suggests the role 

of contingency is interrelated with the role of mediation. Through recasting and 

explicit modeling of generic structure, the father is highlighting what he considers to 

be important, and therefore what he thinks the children need to include in their texts, 

before he hands over greater responsibility to them. 

In text 4.6, the main responsib ility for the learning has come from the father. The 

father has made explicit the social purpose and the generic structure of a narrative 
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text. He has also provided his own model text to highlight these issues. He has 

mediated about language by focusing on the role of generic structure in relation to 

how the text is constructed. He has also mediated language. He has done this in two 

ways; first, through the use of everyday recasts (Gibbons, 2003) which make the 

metalanguage more accessible to the children; and second, by providing examples of 

suitable language choices in the different generic stages of the text. Furthermore, in 

many segments of the text, the mediation of language and mediation about language 

happens simultaneously. That is, he is assisting the children with the metalinguistic 

construction of the text, while simultaneously dealing with linguistic issues related to 

suitable word choices. 

To sum up, the high degree of scaffolding employed by the father in text 4.6 can be 

seen in his use of mediation and contingency. This indicates that at this stage of the 

learning process, the father feels the children are not yet ready to assume greater 

responsibility for the construction of their texts, until they become familiar with the 

text's social purpose and generic structure. This high degree of teacher scaffolding is 

considered to be quite typical of the modeling phase of the learning cycle. 

4.4.1.5: Text 4.7: Narrative: "Bug Catcher:" Rie: 

Joint negotiation phase 

A. Sociocultural learning analysis of text 4.7 

Participants: Rie (5 years old), Keiko (7 years old) and Dad 

Context: Rie telling Keiko & dad her original narrative: practice 

Setting: Weekend study time 

Transcription Length: 3 minutes and 23 seconds 

Turn Move Speaker Transcript 

1 1 a Dad: Alright. 

2 

3 

4 

5 

lb 

2 

3 

4 

5a 

Rie: 

Dad: 

Rie: 

Dad: 

Now, Rie, what's the name of your story? 

The Banana Catcher. 

The Banana Catcher. 

No, the Banana Bug Catcher. 

The Ba.nana Bug Catcher. 
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Sb Ok .... 

Sc Alright. 

Sd Well, you can start off by saying again: 'Let me tell 

you about The Banana Bug Catcher.' 

6 6 Rie: 'Let me tell you about The, ... The Bug Catcher.' 

7 7 Dad: The Bug Catcher? 

8 8 Rie: Mm, ... 

9 9 Dad: The Banana Bug? 

10 10 Rie: ... Catcher ... 

11 Ila Dad: Which one is it? 

I lb Bug Catcher or Banana? 

12 12 Rie: Bug Catcher. 

13 13 Dad: Sorry . .. 

14 14 Rie: Bug Catcher. 

lS lSa Dad: One more time . .. 

15b 'Let me ... ' 

16 16 Rie: 'Let me tell about The Bug Catcher.' 

17 17a Dad: The Bug Catcher. 

17b Ok ... 

17c Ok, now, who is in the stmy? 

18 18 Rie: Who is in the story is the crazy bug catcher. 

19 19a Dad: The crazy bug catcher, 

19b ahah ... 

20 20 Keiko: Ahah. 

21 21 Rie: Ah ... is ... want to catch a banana bug. 

22 22 Keiko: Ok. 

23 23 Dad: Mm ... 

24 24 Rie: And ... 

2S 2Sa Dad: Ok, 

2Sb so what .. . what are the things that he did. 

2Sc What is the first thing that happened? 

26 26 Rie: 'First, he wanted to catch a banana bug.' 

27 27 Keiko: Ok. 

28 28 Dad: Mm ... 
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29 29a Rie : 'Then, . .. then he saw a banana bug 

29b and he was trying to catch it, ... 

29c but he missed it.' 

30 30 Dad: Ahab ... 

31 31 Keiko: Ok. 

32 32 Rie: 'Next, ... next the banana bug was in the lake.' 

33 33 Dad: Wow! 

34 34 Keiko: Ahab ... 

35 35a Rie: 'And, ... one big hit, ... 

35b but he missed it.' 

36 36 Dad: Aha .. 

37 37 Keiko: Aha .. 

38 38 Rie: ' ... Slipped.' 

39 39 Dad: Mmhm ... 

40 40 Keiko: Mmhm ... 

41 41 Rie: 'And after that, . .. ' 

42 42 Dad: Yeah. 

43 43 Keiko: Ok. 

44 44 Rie: 'The banana bug did ... was over the cliff!' 

45 45 Keiko: Ok. 

46 46 Dad: Ahah ... 

47 47a Rie: 'So, he ... he ran 

47b and ran, 

47c and he trying to catch it, 

47d but the banana bug slipped again. ' 

48 48 Keiko: == Mm ... 

49 49 Dad: ==Mm .. . 

50 50 Rie: 'And finally, he decided, ... he decided to catch pink 

spotty bees.' 

51 51 Keiko : Ok. 

52 52 Dad: Pink spotty bees [laughter]! 

53 53 Rie: [Laughter] 

54 54a Dad: Ah ... 

54b Ok. 
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54c Have you got a final comment? 

54d 'Wow! ... ' 

55 55 Rie: Like, "Wow, ... that was a great story!' 

56 56a Dad: Mm ... 

56b Yeah, you can say that: 

56c 'Wow, that was a great story!' 

56d Or, maybe, ... you know, the banana bug ... something 

like ... 

56e 'Wow, the banana bug was too hard for the bug catcher 

to catch!' 

56f Something like that. 

56g Go on, Rie. 

56h ' ... Wow, ... ' 

57 57 Rie: 'Wow, ... the banana bug is very hard to catch!' 

58 58 Dad: Mm ... 

59 59a Keiko: Mm ... 

59b yes. 

60 60a Dad: Ok, 

60b do you think your story's got a message? 

61 61 Rie : No. 

62 62 Dad: No message, there, too? 

63 63 Rie: No. 

64 64a Dad: Ok. 

64b Alright. 

64c Very good, girls. 

64d Well done. 

B. Interpretation of text 4.7: 

Text 4.7 is constructed in the joint negotiation phase of learning. The mam 

participants are dad and Rie. Together, they are co-constructing an original narrative. 

The text has examples of mediating language and mediating about language. The first 

example of mediating language occurs in moves 5d and 6a. In these moves, dad tells 

Rie how to start the story by giving her an example of language that she could use. 
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That is: "Let me tell you about ... ". This occurs in moves 5d and 6a, and is then 

repeated in moves l 5b and 16. However, stating the need to "start off' the story could 

also be viewed by dad as an example of mediating about language. In addition to 

providing suitable linguistic items, he is also focusing on metalinguistic talk. Dad has 

begun to examine the generic structure of the text with Rie, by making explicit the 

abstract stage of the narrative. By referring to "starting off' the text, dad is making 

explicit the function of this stage. This is an optional element that implies the 'main 

point' of the story (Eggins & Slade 1997, 2004). The expression: "Let me tell you 

about ... " functions as a typical realization of an abstract in this text. Instead of using 

metalanguage, dad uses an everyday recast to show Rie the function of an abstract is 

to "start off' the story. Thus, dad is mediating language and about language 

simultaneously. 

In move l 7c, dad sets up the orientation to the story, by asking Rie: "Who is in the 

story?" Dad is now focusing on making explicit the function of the orientation stage. 

This cue asking for information relating to the orientation appears to have been 

successful, as she replies in move 18: "Who is in the story is the crazy bug catcher." 

Then she adds to this, in move 21, by saying: "Ah .. . is .. . want to catch a banana 

bug." Rie has supplied the 'who and what' elements of the orientation, indicating that 

she is beginning to recognize the function of this stage. Thus, by focusing on 

everyday language recasts to explain both linguistic items and generic structure, dad 

has mediated language and mediated about language simultaneously. Also, Rie has 

shown that she has understood by responding appropriately. 

In a similar way, dad mediates language and mediates about language when he 

focuses on the next generic stage of the text, the complication. In move 25b, dad asks 

Rie: "so what . . . what are the things that he didT Dad has used another every day 

recast to move away from the orientation and into the complication of the story. The 

recast indicates the function of the complication stage. He then elicits the first event 

of the complication in move 25c, by asking: "What is the first thing that happened?" 

Rie responds to this request in move 26 by giving the first event of the story: "First, 

he wanted to catch a banana bug." Then, without any explicit prompting, she 

continues on with the story and provides the second event. This occurs from move 

29a to move 29c: "Then, . .. then he saw a banana bug (move 29a) . . . and he was 
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trying to catch it (move 29b) . .. but he missed it (move 29c )." The first two events of 

the complication are signaled by the textual markers, "First, ... " and "Then, .. . " 

These were expl ici tly modeled by dad in the modeling phase in text 4.7, and seem to 

have been appropriated by Rie here in the joint negotiation phase. It appears that Rie 

has followed dad's cue and provided the first two events of the complication. 

From move 32 to move 50, Rie continues with the complication. This she does 

without any more cues or prompts from dad or Keiko. The role of dad and Keiko 

appears to be a more supportive role. The only language they produce in this segment 

are markers such as: "mm;" "OK;" and "Hah huh." These appear to be feedback 

signals to Rie, indicating they are listening and following her story, and that what she 

is saying is appropriate. Rie explicitly signals the start of each of the main events by 

the use of conjunctive textual markers. For example: "Next, ... next the banana bug 

was in the lake (move 32);" "And after that, ... (move 41)." In move 47d, Rie then 

presents the crisis of the complication. That is: "but the banana bug slipped again." 

This is interpreted from context as the banana bug escaped again and that the 

catcher's attempts to catch the bug had thus far failed. This 'tragedy' heralds in the 

resolution of the story. In move 50, Rie explicitly signals the ending by using the 

marker: "And finally, ... " Rie ,ays: 'And finally, he decided, ... he decided to catch 

pink spotty bees (move 50)." This indicates that the story concluded with the bug 

catcher giving up in his quest to catch the banana bug and instead decided to catch 

butterflies. 

From move 32 to move 50, it appears that dad starts to release the scaffolding, and 

hand over more responsibility to Rie for her own text construction. This decision-

making is viewed as an example of contingency. He is listening and checking what 

Rie has to say, but has judged there is no need for him to interrupt and regain control 

of the text. It seems that he feels she is capable of telling an appropriate narrative, and 

he allows her the freedom and independence to do this by herself. Thus, from move 

32 to move 50, dad's previously high degree of text scaffolding is significantly 

reduced. While dad is still there to 'lend a hand' if need be, the main responsibility for 

constructing this segment of the text has shifted from dad to Rie. 
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However, from move 54c to 64d, the control shifts back to dad again. However, Rie 

still seems to play a significant role. Once again, dad mediates both language and 

about language simultaneously to suggest a possible coda for the text. In move 54c, 

he asks Rie: "Have you got a final comment? " Before Rie can answer, dad provides a 

language choice for her, in move 54d: "Wow! ... " This suggests that he wants her to 

use this word or something similar in meaning to this. However, once again dad 

appears to be mediating about language by focusing on the start of another generic 

stage of the text - the coda. He recasts the metalanguage of the term 'coda' into the 

common, everyday term of 'final comment'. By doing this, and providing a possible 

language choice for the coda, dad is also mediating language. From move 56a to 56f, 

dad provides more language choices that he feels would be suitable for a coda. Then, 

in move 56f, dad instructs Rie to provide her own, by saying: "Go on, Rie." In move 

57, Rie follows the model of her father and produces her own coda. Significantly, she 

uses the same language marker ("Wow, ... ")modeled by her dad. She then adds her 

own language to construct a coda for her story: "Wow, ... the banana bug is very hard 

to catch (move 57)." She appears to be following the model of her father. And yet, she 

also appears to be recognizing the need to take greater responsibility by using her own 

language, and not just 'copying' the same words as her father. This too, can be 

interpreted as another examp]e of the role of contingency in Rie's learning. 

In summary, text 4.7 illustrates the roles of explicit modeling, and the use of 

mediation and contingency. In text 4. 7, Dad judges that R1e is capable of taking a 

greater role in the construction of her story, but is still not yet ready to take full 

responsibility for it. This decision to give Rie more responsibility in the complication 

stage but then to take control back again in the coda stage is considered to be an 

example of the use of contingency. Drawing on her dad's modeling in text 4.6 and in 

the early part of text 4.7, Rie has produced a generic structure that is similar to her 

dad's and appropriate to the social purpose of a narrative. She has done this with the 

support of her father. She has started with an abstract, followed by an orientation, 

followed by a complication that builds up to a crisis. Then, a resolution has been 

presented, showing how the crisis is resolved. Finally, a coda has been presented, 

signaling the end of the story. Dad considers this structure to be appropriate and 

therefore feels Rie is ready to assume more responsibility for the constmction of her 

text. This follows dad's explicit modeling of a narrative's generic stmcture in text 4.6 
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and the early part of text 4.7.The role of the explicit modeling by the 'skilled expert' 

is also highlighted here. For example, Rie seems to feel that if she wants to tell this 

type of story, then it is best to follow this type of patterning. This again highlights the 

interrelated role of contingency in this text. Rie seems to have been guided into this 

decision, based on the scaffolding used by the father. In addition to modeling generic 

structure, dad has again used mediation as a tool for learning. He has once again 

mediated about language by demonstrating how the text is logically constructed. He 

has done this by focusing on its generic structure. However, he has also recast the 

metalanguage of the genre into everyday language, and has suggested various 

language choices that would be appropriate in these generic stages of the text. In this 

way, he is also mediating language. 

Furthermore, text 4.7 highlights the issue of shifting responsibilities. This is viewed as 

the father's use of contingency in the scaffolding process. The repeated handing over 

of greater responsibility for text construction by dad, and then taking it back again, 

seems to be a feature of this text. It could also be argued that it is a common feature of 

the joint negotiation phase, where the scaffolding is gradually removed. In text 4.6, 

the main responsibility for the construction of the text was initially with the father. 

There was a high degree of text scaffolding, controlled by the father. Text 4.6 was 

constructed in the modeling phase of learning. In this phase, it seems that the father's 

main goal was to show the children the generic structure of the text. The assumption 

being that without this knowledge, the children could not independently constmct 

their own text. However, in text 4.7, the joint negotiation phase, there is a greater 

willingness on the part of the father to hand over more responsibility to Rie. The 

assumption being that, following the modeling phase, she now has more knowledge 

and skills to do this. However, this responsibility seems to shift backwards and 

forwards, highlighting dad's use of contingency. Dad seems to make decisions to 

release the scaffolding, only to apply it again later on. It could be argued that from 

move 1 to move 25 of the text, the main responsibility was with dad. Then, this seems 

to shift from dad to Rie from move 26 to move 53. Finally, the responsibility shifts 

back from Rie to dad again, though this time Rie appears to be play a more significant 

role as text co-constructer, as seen from move 54a to the end of the text (move 64d). 

This suggests that dad has decided Rie is becoming capable of taking on greater 

responsibility for the construction of her own text. Thus, the high degree of father-
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controlled scaffolding gets gradually removed. This does not occur in linear, 'straight 

line' fashion. It starts off high in the beginning of the text, is then removed 

significantly in the middle, and is finally put back again towards the end of the text, 

though not with the same degree of control. The use of contingency seems to be 

closely connected to the issue of shifting responsibilities in text 4.7. This is an 

important issue in the scaffolding process, and appears to be a common feature of the 

joint negotiation phase of learning. 

4.4.1.6: Text 4.8: Narrative: "Bug Catcher:" Rie: 

Independent construction phase 

A. Generic structure analysis of text 4.8 

Participants: Rie (5 years old), Keiko (7 years old) and Dad 

Context: Rie telling Keiko & dad her original narrative: final 

Setting: Weekend study time 

Transcription Length: l minute and 56 seconds 

Turn Move 

1 la 

lb 

le 

ld 

Abstract 

2 2 

3 3 

4 4 

Orientation 

5 5 

6 6 

7 7 

Complication 

Event 1 

8 8 

Speaker 

Dad: 

Rie: 

Dad: 

Keiko: 

Rie: 

Dad: 

Keiko: 

Rie: 

Transcript 

Ok, 

now, Rie, you tell Keiko your story ... 

and, well, . . . you tell your story. 

Go ahead. 

'First, ... let me tell you about the crazy bug catcher.' 

Ahah .. . 

Ahab .. . 

'First, he wanted to catch a cute bug called a banana 

bug.' 

Ho ... 

Ahab ... 

'Then, .. . then the banana bug was right beside him.' 
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9 9 Keiko: Mmhm .. . 

10 lOa Rie: 'So, he was trying to catch it. 

lOb But he missed it.' 

11 11 Keiko: Ahah. 

12 12 Dad: Mmhm ... 

Event 2 

13 13 Rie: 'Next, the banana bug was in the lake.' 

14 14 Keiko: Ahah. 

15 15a Rie: 'So, .. . he, ... he wanted to catch it 

15b but the banana bug slipped [gesture].' 

16 16 Keiko: Ahah. 

17 17a Dad: Oh ho, ... 

17b cheeky one! 

Event 3 

18 18 Rie: 'After that, the banana bug was on the cliff. ' 

19 19 Keiko: Mm ... 

20 20 Dad: Oho ... 

Crisis 

21 2la Rie: 'And he was trying to catch it, 

2lb but the banana bug slipped again.' 

22 22 Dad: Ahah! 

23 23 Keiko: Ah ah. 

Resolution 

24 24a Rie: 'And finally, he gave up, ... 

24b and he decided to catch pink spotty bees.' 

25 25 Dad: Ha ha! 

26 26 Keiko: Ok. 

Coda 

27 27 Rie: 'Wow, ... wow, ... that banana bug is very hard to 

catch!' 

28 28a Dad: Yeah, ... I think so, Rie. 

28b Ok, 

28c very good story. 

28d Well done, Rie. 
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Following the modeling and joint negotiation phases, Rie has now independently 

produced her own narrative in text 4.8. This is the independent construction phase of 

the learning cycle. In this phase, the scaffolding has been removed and Rie has been 

given full responsibility for the construction of the text. 

Rie's text starts with an abstract. This functions as an overview of the text. The 

abstract is explicitly signaled by the words: "Let me tell you about ... (move 2)." This 

choice of words appears to have been appropriated from the father's modeling, as it is 

the same as those used by him in the modeling phase. Rie then gives an orientation in 

move 5. This provides the listeners with information, albeit minimal, about the main 

participants in the story. That is, information about the bug catcher and the banana 

bug: "First, he wanted to catch a cute bug called a banana bug (move 5)." Perhaps the 

marker, "First, ... ," is not necessary in this stage. It would have been more 

appropriate as a signal for the first event of the complication. After the orientation, the 

speaker then begins to tell the complication of the story. This starts from move 8 and 

continues through to move 21 b. In the first event, the banana bug was right beside the 

bug catcher but he failed to catch it: "Then, ... then the banana bug was right beside 

him (move 8)." This event is explicitly signaled by the conjunctive textual marker: 

"Then, .. . " In event 2, the banana bug was in a lake but again it slipped away: "Next, 

the banana bug was in the lake . . . (move 13);" " ... but the banana bug slipped 

[gesture] (move 15b)." This event is signaled explicitly by the marker: "Next, .... " 

Event 3 functions as the climax of the story. It is explicitly indicated by the marker: 

"After that, ... (move 18)." Event 3 leads to the crisis of the story. That is, the banana 

bug was on a cliff but it got away yet again: "After that, the banana bug was on the 

cliff (move 18) ... but the banana bug slipped again (move 21 b ). " Then, in move 24a 

and move 24b, the resolution is presented: "And finally, he gave up, .. . (move 24a);" 

" ... and he decided to catch pink spotty bees (move 24b )." That is, the bug catcher 

realized he could never catch the banana bug and instead decided to catch pink, spotty 

bees. This functions as a clear and definite resolution to the crisis of the story. The 

resolution is explicitly cued by the text marker, "And finally." Rie then provides a 

coda for the story: "Wow, ... wow, ... that banana bug is very hard to catch (move 

27)!" This final comment is signaled explicitly by the expression, "Wow!" It is the 

same expression as dad used in the modeling phase. Rie's coda functions as a final 
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comment on the story as a whole. All of Rie ' s the text markers, except for one, are the 

same as those used by her dad in the modeling phase. 

In summary, Rie has independently constructed a narrative text that has appropriate 

generic structure. The text reflects the social purpose of a narrative genre. 

Furthermore, Rie has chosen to use text markers to explicitly signal the different 

generic stages of the text. These are similar to the text markers used by her father in 

the modeling phase. This may reflect her limited resources in this area. However, 

Rie's text markers are not exactly the same as her father's. Furthermore, the content 

of her narrative is completely different from that of her father's model. She has used 

the same text patterning and some of the same language choices from the modeling 

phase and the joint negotiation phase, yet has constructed an entirely original text. It 

suggests that Rie has drawn directly from the modeling phase and the joint 

negotiation phase of learning to construct the generic structure and to use a variety of 

text markers. It does not suggest that the speaker wants to merely copy her father's 

text. On the contrary, it suggests that she wants to construct her own story in terms of 

content, using language resources appropriated from the modeling phase. It seems that 

the modeling and joint negotiation phases of learning have played a significant role in 

the independent constructi n of Rie's own text. 

B. Summary of mood choices of text 4.8 

--~--------·-~----------

Mood Keiko Rie Dad 

(clause type) 
-· --
Total number of 9 14 16 

clauses: 39 

Declarative 14 4 

Full 14 1move28a) 

Elliptical 0 3 (move 17b, 28c, 

28d) 

Polar 

interrogative 
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Full 
Elliptical 

Tagged 

declarative 

Full 
Elliptical 

Wh- interrogative 

Full 
Elliptical 

Imperative 

Minor 

Most frequent 

subject choices 

9 

1(move2) 3 (move lb, le, ld) 

9 

You: 3 times You: ellipsis: 

1 time 

(move 2) 

He: 7 times 

(move lb, le, l d 

ellipsis) 

Banana 

(move 5, 1 Oa, 1 Ob, ellipsis: 1 

15a, 21 a, 24a, 24b) (move l 7b 

The banana bug: I: 1 

5 times (move 28a) 

(move 8, 13, l 5b, It: el1ipsis: 2 

bug: 

18, 21b) (move 28c, 28d) 

That banana bug: 

1 time (move 27) 
t--~--------~~~--~~~~~~--+-~~~~~----+-~~~---------

M o st frequent Present: 2 times Present: 3 (move 

time reference of 

verb element 

(finite;\ predicator) 

Negation 

Adjuncts 

Circumstantial 

(move 2, 27) 

Past: 12 times 

(All appropriate) 

lb, le, ld, 28a) 

Past (ellipsis): 2 

(move 28c, 28d) 

16 times 2 times 

3(move2, 13, 18) 0 
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Interpersonal 0 0 

Textual Conjunctive: 13 Conjunctive: 0 

(move 2, 5, 8, lOa, 

lOb, 13, 15a, 15b, 

18, 2la, 2lb, 24a, 

24b) 

Continuity: 0 Continuity: 1 

(move lb) 

Holding: 0 Holding: 0 

Modality Total: 5 times Total: 1 time 

A. Modalization 0 1 

Probability 0 1 (move 28a) 

Usuality 0 

B. Modulation 5 

I Obligation 0 

Inclination 5 (move 5, !Oal I 15a, 21a, 24b) 
~. -·--------- --------

In text 4.8, there are a total of 39 clauses. Of these, 9 are produced by Keiko, 14 are 

produced by Rie, and 16 are produced by dad. Even though dad has produced most of 

the clauses, Rie is the dominant speaker of the text, as 9 of dad's 16 clauses are minor 

clauses. All of Keiko' s 9 clauses are minor clauses. Rie has produced 14 clauses in 

the declarative mood, compared to dad's 4. All of Rie's clauses are full declaratives. 

This shows that the person giving most of the information in the text is Rie. She is 

charged with the main responsibility for constructing this text. The fact that all her 

clauses are full declaratives, might suggest that at this stage of her language 

development, she has limited resources in the use of ellipsis in casual conversation. 

She wants to (or needs to) convey her meanings in whole, complete sentences. 
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Most of the subject choices in the text come from Rie. This is consistent with her 

being the main storyteller. All her subject choices, except one, refer to only two 

participants. They are "he" (that is, the bug catcher) which is referred to 7 times in the 

text, and the banana bug ( 6 times). Rie only states the participant as the bug catcher in 

move 2 of the abstract. In the rest of the text, she refers to him as "he." Even though 

she has chosen only two main subjects in the text, they are the two main participants 

in the story. This tends to indicate a fairly simple text, one that lacks the complexity 

of several main characters. This simplicity could be a reflection of her age and also 

her basic level of English language development. 

All of Rie's choices of the finite verb element are appropriate for a narrative text. 

That is, she has used past time reference in 12 out of 14 occasions. The other two 

examples of present time reference function accurately in the abstract stage and the 

coda stage of the text. This is quite different from Rie' recount text which was 

constructed a year earlier. In that text, she seemed to being experiencing difficulty 

with the use of the past time reference. This is not the case in this text. In addition to 

this, Rie has used modality on 5 occasions in the text (moves 5, lOa, 15a, 21a, 24b). 

This appears to be a new 1es0u1ce that Rie has learned to use. The types of modality 

used are examples of modulation, from the category of inclination (HaJ11day, 2004). It 

seems she wanted to show what the bug catcher "wanted to do" (that is, catch the 

banana bug), and not just what he "did" do. This indicates that she has learned to use 

a new resource, as it was not evident in her previous texts. In this text, Rie has 

successfully used a range of language resources, which were modeled by the father, to 

enable her to make a wider range of choices of the verb element. 

In text 4.8, Rie has used adjuncts extensively. She has used 16 examples of adjuncts, 

compared to her father's 2. From the analysis, 13 of the 16 adjuncts are conjunctive 

textual adjuncts. These mainly reflect the organization of the text, using markers to 

explicitly indicate the text's generic structure. For example: "First, ... (move 5);" 

"Then, ... (move 8);" "Next, ... (move 13);" "After that, ... (move 18);" "And finally, 

... (move 24a)." The markers in these moves indicate the main events of the 

complication stage, as well as the resolution. These are adjuncts that have been 

explicitly modeled by her father in the modeling phase. It seems that Rie feels it is 
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important to use these adjuncts to illustrate how the text is organized, by explicitly 

signaling the different generic stages of the text. 

In summary, an analysis of the mood choices in text 4.8 indicate that Rie has 

constructed a fairly simple text in terms of subject choices. However, she has 

effectively used a range of mood items, including full declarative clauses, past time 

reference of the finite verbal element, textual conjunctive adjuncts, circumstantial 

adjuncts, and modality. These resources appear to have been appropriated by Rie 

from her father's model in the modeling phase. These are all considered to be 

appropriate mood resources in the construction of a narrative genre. 

C. Summary of Appraisal in text 4.8 

Appraisal Keiko Rie Dad 

Total cJauses: 39 9 14 16 

Engagement 

1. Monogloss - All clauses All clauses 

mono gloss unless mono gloss unless 

stated stated 

2. Heterogloss - Total: 9 examples Total: 3 examples 

Projection: 1 Projection: 2 

(move 2 (move lb, le) 

Concession: 3 Concession: 0 

(move l Ob, 15b, 

2lb) 

Modality: 1 

Modality: 5 (move 28a) 

(move 5, 1 Oa, 15a, 

21a,24b) 
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Attitude - Total: 1 Total: 3 

1. Affect - 0 0 

2. Appreciation - 1 (move 27) 3 (move 17b, 28c, 

28d)) 

3. Judgment - 0 0 

Graduation - Total: 5 Total: 1 

1. Force - 2 (move 8, 27) 1 (move 28c) 

2. Focus - 3 (move 2, 5, 24b) 0 

In text 4.8, there are three main participants; dad, Keiko and Rie. Various kinds of 

appraisal items have been used. These will now be examined. 

Dad has used heterogloss voice on 3 occasions in the text. On 2 of these occasions, he 

projects from himself to the children, in order to instruct them to tell their own stories 

(move lb, le). In move 28a, dad uses modality to agree with Rie's opinion that the 

banana bug is hard to catch. However, dad's most significant contribution to the text 

appears to be his use of attitude items. The three examples of these are in the category 

of appreciation. In move 17b, dad shows what he thinks of the banana bug, by 

describing it as ''cheeky." Then, in moves 28c and 28d, he shows his appreciation of 

Rie's story by stating: '"very good story," and "'Well done!n Choosing these items of 

appraisal in the text indicates that dad has expressed positive attitudes towards Rie's 

story, and that dad wants Rie to know this. 

Keiko, however, has only produced responses such as: "Mm," "Ah hah," and "OK." 

These responses are not analyzed for appraisal (Martin & Rose 2003, 2004). 

The chief storyteller in the text is Rie. She has used 9 examples of heterogloss voice. 

This represents another new development in her use of language resources. The main 

two categories are concession and modality. While telling her story, Rie states on 5 

occasions what the bug catcher wants to do and what the bug catcher is trying to do. 

Hence, her use of inclination-type modulation is shown, in moves 5, 1 Oa, 15a, 21 a and 
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24b. However, to counter any false expectations, Rie explicitly uses concession to 

show that the bug catcher was unsuccessful in his attempts to catch the banana bug, 

even though he tried very hard. This she does by the use of the contrastive 

conjunction, "but ... ,"in moves IOb, 15b and 2lb. In the text, Rie uses modality to 

indicate what the bug catcher wanted to do, and then uses concession to show what 

actually happened. 

There is almost a total absence of attitude items by Rie in the text. Only one item, 

appreciation, can be found (move 27). Initially, this may seem a little surprising, 

given that the text is a narrative. It may indicate that at this stage she has limited 

resources in expressing feelings and emotions. However, Rie has produced 5 

examples of graduation. Rather than a problem of limited resources, it may suggest an 

issue of word choice. Rie may feel it is more important to express values that amplify 

a response, rather than values that signal feelings and emotions. In move 8, it seems 

the speaker wants to say that the banana bug was very, very close to the bug catcher, 

hence the choice of "right" in the expression, "right beside him." In move 27, the 

speaker wants to emphasize that the bug was "very hard to catch," not just hard to 

catch. Hence the use of "very" to stress this point. These are examples of force in the 

text. However, in move 2, it seems that Rie wants to sharpen her attitude toward the 

bug catcher, rather than strengthen it. This she does by descri bing him as "the crazy 

bug catcher." Using the word "crazy" is effective in sharpening her attitude in this 

context. Similarly, in move 5, she sharpens her attitude toward the bug, by describing 

it as a "cute bug," rather than just "a bug." And, in the resolution phase in move 24b, 

the catcher does not just decide to catch bees, but rather "pink, spotty bees." These are 

examples of the use of focus . The choice of focus and force items in the text, selected 

from the category of graduation, are used effectively by Rie to sharpen and to 

strengthen the attitude of the speaker toward the participants that are being described. 

In summary, Rie has drawn from a limited range of appraisal items. However, the 

resources she has selected from have been used effectively to express the stance she is 

taking in the text. She has used concession and modality. This shows an engagement 

of voices in the text, not just her own. There are several examples of force and focus, 

from the category of graduation. This indicates the speaker wants to amplify her 

attitudes, and that this is considered to be important in her story. 
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D. Interpretation of text 4.8: 

In text 4.8, Rie has independently constructed a narrative text. The scaffolding has 

been removed and the main responsibility for telling the story has been given to Rie. 

The text reflects a generic structure and a social purpose that is appropriate for a 

narrative genre. That is, to tell a story that focuses on the resolution of a crisis. The 

speaker starts by presenting an abstract, then provides an orientation to the main 

participants in the story. Following this, the complication unfolds. It builds up to the 

climax through three main events. In the third event, the crisis is realized. Next, the 

resolution to the crisis in given. Finally, a coda is presented, which acts as a final 

comment on the story as a whole. In the construction of this text, Rie has chosen to 

use text markers to explicitly signal the different generic stages of the text. 

An analysis of the mood choices in text 4.8 indicates that Rie has constructed a fairly 

simple text in terms of subject choices. However, she has effectively used a range of 

interpersonal mood resources, including full declarative clauses, circumstantial 

adjuncts and modality. In particular, textual conjunctive adjuncts are a feature of this 

text. These are used to signal the generic structme of the text. Furthermore, she has 

appropriately used the past time reference of the finite verbal element. Rie has drawn 

from a limited range of appraisal items. However, she has used these items effectively 

to express her attitudes and take a stance in her text. She has used the new resources 

of concession and modality, which show the expansion and the engagement of the 

voices she has used in her text. There is an absence of attitude items, indicating that 

expressions of feelings and emotions are not considered to be important in Rie's text. 

However, there are numerous examples of force and focus, from the category of 

graduation. This indicates that Rie feels it is more important to amplify the values and 

attitudes expressed in the text, rather than to express her feelings and emotions about 

them. 
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4.4.2 : Conclusion: Narrative genre 

Both girls have been able to independently construct a narrative genre. They have 

been able to do this by independently constructing texts with generic structure that is 

appropriate to the social purpose of a narrative, and by using mood and appraisal 

resources appropriate to the context of a narrative text. 

In the modeling phase, the father's main goal appeared to be making explicit the 

generic structure and the social purpose of a narrative genre. This he did mainly by 

the use of mediation and contingency to illustrate the text ' s generic structure. He 

appeared to focus on mediating language and mediating about language. The father 

mediated about language by focusing on the logical organization of the text. That is, 

he focused on the girls' understanding of the generic structure. The father provided 

his own model narratives for the girls to analyze. However, to do this, he also had to 

mediate language to teach various Jinguistic items. For example, he focused mainly 

on the role of text markers to illustrate the text's generic structure. He recast these 

into simple, everyday terms that were more accessible for the children. This not only 

helped the children understand the meaning of the linguistic items, but it also helped 

them to identify the role they played in the overall generic structure of the text. In this 

way, mediating language and mediating about language often appeared to be 

happening simultaneously. 

In the modeling phase, decisions concernmg the need and quality of assistance 

required by the children were made by the father. This highlights the role of 

contingency in the modeling phase. The father decided that before the girls could be 

given full responsibility for the construction of their own texts, they needed to 

understand the generic structure. Furthermore, he decided that the best way for the 

children to recognize the generic structure, was to focus on the role of text markers. 

Therefore, the main responsibility for the type of text to be constructed, as well as 

what was considered to be important, lay almost solely with the father. Thus, there 

was a high degree of father-controlled scaffolding. Very little responsibility was 

handed over to the children. The role of the girls was very much a supporting one. It 

seemed that the father judged that, at this stage of the learning cycle, the children 

were not ready to take greater control until they were able to recognize the generic 
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structure and the social purpose of the target genre. This decision-making and high 

degree of scaffolding by the father emphasized the role of contingency in the 

modeling phase. 

In the joint negotiation phase of learning, more responsibility for the construction of 

the text was handed over to the children. The responsibility for the control of the text 

seemed to shift backwards and forwards, highlighting the role of contingency. 

Decisions about removing or applying the scaffolding were usually made by the 

father. The shift in responsibilities did not occur in a linear, straight line. In this phase, 

the initial control typically started off with the father. He continued to talk explicitly 

about the generic structure of the text and suggested some key language choices in the 

different stages of the generic structure. This he did by mediating language and 

mediating about language, in a similar way to the modeling phase. As in the modeling 

phase, the generic stages were signaled explicitly by conjunctive textual adjuncts. The 

father seemed to spend much time focusing on these markers. The difficult linguistic 

and metalinguistic language was recast into everyday terms that the children 

understood. 

However, when the father judged that no further modeling was necessary, control of 

the text shifted quite significantly to the chjldren. The two girls practiced telhng their 

stories, with the father listening and helping on an 'as required' basis. Both girls 

seemed to be gujded by their father's model, following the same generic structure. 

Also, they drew from the word choices that had been modeled for them. In particular, 

using similar text markers to signal the generic stages of their texts. Clearly, they 

understood that what their father had cued as impo1t ant for them to know, and they 

tried to implement these in their own texts. However, once the children' s stories had 

been completed in the joint negotiation phase, the father seemed to take back control 

again. By referring to other genres to illustrate the social purpose of a natrative, he 

obviously felt that the children needed more assistance in this area. He asked the 

children if the text had a message or if the ending was a definite one. In this way, he 

was further ' fl eshing out' the social purpose of a natrative by discussing similarities 

and differences with other genres. In addition, he was also reassuming control of the 

text. Thus, in the joint negotiation phase, the children were given more responsibility 

for the construction of their own texts than in the modeling phase. However, th.e 
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responsibility seemed to shift backwards and forwards, in response to the need and 

quality of assistance the father deemed necessary. Again, this highlighted the role of 

contingency in the children's learning. 

In the independent construction phase, the scaffolding was fully removed and the 

children were given total responsibility for the construction of their texts. Both girls 

experienced some problems, perhaps due to limited but developing register resources. 

However, both achieved the goal of independently constructing their own narratives. 

Both children used a generic structure that was appropriate for a narrative. Both used 

a variety of mood resources to give and exchange information appropriate to their 

stories, albeit in a fairly limited register. In addition, while both children used only a 

limited range of appraisal items, they were clearly able to take a stance and express 

appropriate attitudes about the stories. Therefore, it can be concluded that both girls 

were successful in independently constructing a narrative genre. 

In the independent construction phase, the girls appeared to draw directly from the 

modeling and joint negotiation phases of learning. These two earlier phases appear to 

have been very significant in the construction of the girls ' texts. This is evidenced by 

the kind of generic stru ture produced by the children, and their use of text markers to 

signal the generic stages of the text. These were essentially the same as their father's, 

appearing to have been appropriated directly from the models presented by their 

father in the modeling phase. It can thus be argued that without this kind of modeling, 

the girls would not have been able to constrnct their own texts. Before the research 

started, the girls had no prior knowledge of generic structure or text markers. Yet, it 

seems that the girls have done much more than merely copy the models of their 

father. In terms of content, many of the language choices made by the girls indicate 

that their stories were different from their father ' s, and were very much their own. 

They appear to have followed the framework of the generic structure that was 

modeled for them, but then produced their own original stories. The focus on generic 

structure appears to have provided the girls with a kind of metalinguistic framework 

for recognizing the social purpose of a text, within which they were free to make their 

own language choices. This is what they have done . Therefore, it appears that the 

father's modeling has played an important role in the children's independent 
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construction of their own texts. This would seem to be significant in terms of the 

girls' ages and their early stages of English language development. 

Both children have been able to independently construct texts with the appropriate 

generic structure of a narrative. Both children have been able to structure their texts to 

reflect their speaking purpose. Both girls, with varying degrees of sophistication, have 

been able to give and exchange information using mood resources. Both girls, with 

varying degrees of sophistication, have been able to express attitudes appropriately 

and take a stance using the resources of appraisal. These issues address the four 

language-related research questions of the thesis, and are important in describing the 

development of the children's language skills. 

Furthermore, the scaffolding process appears to have played a significant role in the 

children's learning. The task of constructing a narrative has been broken down by the 

assistance they have received in the modeling and joint negotiation phases. The father 

has recast difficult but important metalinguistic and linguistic terms by mediating 

language and mediating about language. This has been important in the children 

understanding and using generic structure. In the modeling phase, the father has made 

explicit the generic structure by focusing on the role of text markers. This appears to 

have directly influenced the kind of language produced by the girls in the final , 

independent construction phase. This is evidenced by the way the girls have used the 

same generic structure patterns and similar text marker cues as their father in their 

own texts, indicating that this kind of modeling has been successfully appropriated by 

the children and played a central role in the independent construction of their texts . In 

addition to modeling, the father's role in making decisions about what is important for 

the girls to learn, and what is not, as well as the degree of scaffolding required, has 

also played a major role in shaping what and how the girls have learned to construct a 

narrative genre. It can thus be argued that the scaffolding process, in particular the 

interrelated concepts of mediation, contingency, the scaffolding steps (modeling and 

the pedagogical cycle), appropriation, and the role of the father in the children's ZPD, 

has played a significant role in the children 's learning. These issues are important in 

describing the children's key learning processes. 
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4.5: Conclusion of chapter 4 

In chapter 4, the four storytelling genres used in this thesis have been defined, and 

their generic structure and social purpose identified. Following this, data from the 

children's recount and narrative genres has then been described, analyzed and 

discussed. Texts constructed in the modeling and joint negotiation phases of learning 

have been analyzed within the theoretical framework of sociocultural learning theory 

(SCT). In these two phases, it is argued that the main focus is on the role of the 

scaffolding process, which is considered fundamental to learning. From the data, the 

scaffolding process seems to have played a significant role in the children's learning, 

in particular the concepts of mediation, contingency, the scaffolding steps, and the 

father's role as the teacher in the ZPD. Texts constructed in the independent 

construction phase have been analyzed within the framework of systemic functional 

linguistics (SFL), arguing that this provides an effective description of the children's 

independent use of language, after the scaffolding has been removed. From the data, 

the children have been able to independently construct the generic structure of 

recounts and narratives, and use mood and appraisal resources in a limited but 

appropriate manner. 

In the next chapter, the examination of the children's storytelling genres continues. In 

chapter 5, data from the children ' s anecdote and exemplum texts is described, 

analyzed and discussed. Conclusions are drawn for these two genres based on the 

findings of the data analyses. These are discussed, in relation to the children's 

language skills and learning processes. 
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Chapter 5 

Analyzing storytelling conversations: Anecdotes and 

exemplums 

But if a text is to be described at all , then it should be described properly; and this means 

by the theories and methods developed in linguistics, the subject whose task is precisely 

to show how language works (Halliday 2002: 4). 

5.1: Introduction 

The main goal of chapter 5 is to continue the analysis of the children 's storytelling 

genres. In this chapter, the children's anecdote and exemplum texts will be described, 

analyzed and discussed, in relation to the children' s language skills and learning 

processes. 

In chapter 4, the four storytelling genres used in this thesis were identified and 

defined. Data from the children's recount and narrative texts ;vas then analyzed and 

discussed. In chapter 5 > the examination of the children 's storytelling texts continues. 

In chapter 5, the children 's anecdote and exemplum texts w111 be described, anaJyzed 

and discussed, using the same two theoretical frameworks as in the previous chapter. 

For texts constructed in the modeling and joint negotiation phases, a sociocultural 

(SCT) analysis will be applied, to focus on the role of the key learning processes. For 

texts constructed in the independent construction phase, a systemic (SFL) analysis 

will be applied, to focus on the language the children have been able to independently 

produce. 

A conclusion section will also be presented for anecdote and exemplum genres, 

summarizing the main findings of the text analyses. 
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5.2: The role of an anecdote genre 
An anecdote is closely related to a narrative in that the focus is on a crisis. However, 

in an anecdote there is no explicit resolution. Rather than being explicitly resolved, 

the crisis is reacted to in some way, such as by an expression of amazement, 

frustration, embarrassment, humiliation, and so on. In other words, the main focus of 

the children's anecdotes should be on the reaction to the crisis, rather than the 

resolution of the crisis. Hence, the ending is often not explicitly stated and left open-

ended. It is thus important for the children to understand that the social function of an 

anecdote is quite different from that of a narrative. 

As discussed in chapter 4, the generic structure of an anecdote is as follows: 

(Abstract)/\ Orientation/\ Remarkable Event/\ Reaction /\ (Coda) 

In section 5.2, Keiko's anecdote texts are analyzed and interpreted. They have been 

constructed in the joint negotiation and independent construction phases of learning. 

This is not meant to imply that Rie did not construct anecdotes. On the contrary, she 

did. However, only the texts in this section were taped. In these texts, Keiko was 

asked to construct her own 'surprising st01y ', the term used to describe anecdotes 

with the children. The following texts were the result of what she produced. 

5.2~1: Text analysis and interpretation: Anecdote genre 

5.2.1.1: Text 5.1: Anecdote: "Poo Poo Plant:" Keiko: 

Joint negotiation phase 

A. Sociocultural learning analysis of text 5.1 

Participants: Keiko (7 years old), Rie (5 years old) and Dad 

Context: Keiko telling Rie & dad her original narrative: practice 

Setting: Weekend study time 

Transcription Length: 4 minutes and 24 seconds 

Turn Move Speaker Transcript 
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la Dad: Ok, 

lb now girls, we're going to practice your story. 

le So, Keiko, what's the name of your story. 

2 2 Keiko: Um .. . The ... My Amazing Poo Poo Plant. 

3 3 Dad: My Amazing Poo Poo Plant? 

4 4 Keiko: Yeah. 

5 5a Dad: Now, that sounds like a good story. 

5b Ok, 

5c now ... we 're going start off by you [gesture] ... you tell 

Rie your story. 

5d And then Rie [gesture] can tell you her story. 

5e Ok. 

6 6 Keiko: Ok. 

7 7a Dad: And, of course, when you . . . you know, listen, to 

someone speaking, .. . do you just sit there quietly, Rie? 

7b ... Or do you make a comment? 

8 8 Rie: Comment. 

9 9a Dad: What, ... what sort of comments do you make? 

10 10 Rie: 'Ahab.' 

11 11 Dad: Ahah 

12 12 Rie: Like that. 

13 13a Dad: Like that, . . . yeah ... 

13b ok. 

13c Alright, 

13d to show that you are listening 

13e and to show that you understand. 

13f Ok? 

14 14 Rie: Mm ... 

15 15a Dad: Alright 

15b now so My Amazing Poo Plant 

15c that's the name of your story. 

16 16 Keiko: Yes. 

17 17a Dad: Alright. 

17b Now, 

248 



17c so, first of all, maybe you start off by saying, you 

know ... 

17d 'Let me tell you about my story, The Amazing Poo 

Plant.' 

18 18 Keiko: Ok. 

19 19a Dad: Ok, 

19b go ahead, Keiko. 

20 20a Keiko: 'Let me tell you about my story 

20b called ah ... My Amazing Poo Poo Plant.' 

21 21a Dad: Ahab .. . 

2lb ha ha ... 

22 22 Keiko: Mm ... mm . .. 

23 23a Dad: Ok ... 

23b now tell me a little bit about who is in the story ... 

23c Who is in the story? 

24 24a Keiko: Um ... Emma 

24b and her mum. 

25 25a Dad: Or, you can just say: 

25b 'It's a story about . . . ' 

26 26a Keiko: 'It ' . a story about Emma 

26b and her mum.' 

27 27 Dad: Yeah. 

28 28 Keiko: And all of her foends. 

29 29a Dad: Ok. 

29b Very good. 

29c Ok .. . 

29d now ... now, we talk about things that happened 

29e so ... 'first, then, next,' . .. you know ... 

29f 'next, after that ... and then. finally .' 

30 30 Keiko: Ok. 

31 3la Dad: Don't forget 

31b you've got to come up to the exciting point. 

32 32 Keiko: Ok. 

33 33a Dad: Alright. 
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33b Ok. 

33c So, go ahead, ... 

33d you tell Rie your story. 

34 34 Keiko: 'One day .. . ' 

35 35 Dad: ==Ahab. 

36 36 Rie: ==Ahab. 

37 37 Keiko: ' ... Emma wanted a pet.' 

38 38 Rie: Ahab. 

39 39a Keiko: 'But her mum likes ... 

39b but her mum didn't like pets.' 

40 40 Dad: Mm .. . 

41 41 Keiko: 'So that's why she . .. she said no.' 

42 42 Dad: ==Mm ... 

43 43 Rie: ==Mm ... 

44 44 Keiko: 'One day, Emma's mum ... Emm's a mum ... Emma's 

mum gave her a pot plant.' 

45 45 Rie: Mm .. . 

46 46 Dad: Ahab ... 

47 47 Keil o: 'And the bird did the poo on it.' 

48 48 Dad: Ohhh ... 

49 49 Rie: Oooh .. . 

50 50 Keiko: 'Emma thought this would be disaster.' 

51 51 Dad: Ahh . . . 

52 52 Rie: Ahh ... 

53 53 Keiko: 'But the ... but when mum did water on it, the plant 

grew into flowers.' 

54 54 Rie: Wow! 

55 55 Dad: Wow! 

56 56 Keiko: 'A poo poo flower.' 

57 57 Rie: [Laughter] 

58 58 Dad: [Laughter] 

59 59a Keiko: 'And her . .. and then tell her friends that she has a poo 

poo plant ... 

59b and anybody was amazed with it.' 
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60 60 Dad: Yeah ... 

61 61 Keiko: 'One day, they had a com-pet ... competition.' 

62 62 Dad: Mm ... 

63 63 Keiko: 'They had a fashion pet, ... ' 

64 64 Rie: Mm ... 

65 65 Keiko: ' ... good looking pet, ... ' 

66 66 Rie: Mm ... 

67 67 Keiko: ' ... and the amazing pet.' 

68 68 Dad: Amazing pet. Ahah ... 

69 69 Keiko: 'And Emma showed her pet, the poo poo plant.' 

70 70 Rie: Mm ... 

71 71a Keiko: 'Anybody thought 

71b that's very strange to have a pet for a plant. ' 

72 72 Dad: Yeah. 

73 73 Keiko: 'A plant for a pet.' 

74 74 Rie : Yeah. 

75 75a Keiko: 'So, ... 

75b and when Emma showed her poo poo plant, anybody 

was amazed. 

76 76 Dad: Yeah. 

77 77 Rie: Mm ... 

78 78 Keiko: 'And the teacher was amazed.' 

79 79 Dad: Wow! 

80 80 Rie: Wow! 

81 81 Keiko: 'So, the teacher choiced her to be number l at the 

competition. ' 

82 82 Dad: Mm .. . 

83 83 Rie: Wow! 

84 84 Keiko: 'And that's the end of the st01y.' 

85 85a Dad: Ok. 

85b Well, is there a message? 

86 86a Keiko : No, .. . 

86b ah .. . I don't think so. 

87 87a Dad: Ok. 
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87b Good. 

87c Well, 

87d that's a ... that's a good story. 

87e What, what about in the end? 

87f Did, ... um .. . she win the competi tion? 

88 88 Keiko: Yes. 

89 89a Dad: Ok, 

89b maybe, that's the end. 

90 90 Keiko: Yeah. 

91 91 Dad: So, in the end, Emma won. 

92 92 Keiko: Won the competition. 

93 93a Dad: Wow! 

93b Ok. 

93c Alright, 

93d that's a great story, Keiko. 

93e The Poo Poo Plant. 

94 94 Keiko: Ok. 

95 95 Dad: The Amazing Poo Poo Plant. 

96 96 Keiko: Ok. 

B. Interpretation of text 5.1 

Text 5.1 has been constructed in the joint negotiation phase of learning. This followed 

the modeling pha e, where the father concentrated on making explicit the ~ocial 

purpose and generic structure of an anecdote, in particular by focusing on the role of 

text markers. The main storyteller is Keiko. She is being assisted to co-construct her 

anecdote text by dad and Rie. Keiko has been asked to tell a surprising story, about 

any topic she likes. She has not been specifically asked to construct an anecdote. The 

genre of the text has been judged to be an anecdote, based on an analysis of the text's 

generic structure in the independent construction phase (see text 5.2). 

In the joint negotiation phase, the scaffolding is gradually being removed. Dad 

explicitly signals to Keiko that more responsibility for constructing the text is being 

handed over to her in this phase, by stating in move 1 b: " ... now girls, we're going to 

practice your story." Dad has clearly indicated that the focus is now on their stories, 
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and not his. This introduces dad's use of contingency in the text. Keiko will first tell 

her story to Rie and dad (move Sc). Then, Rie will tell her story to Keiko and dad 

(move 5d). The high degree of father-controlled scaffolding from the modeling phase 

is now being somewhat removed. The assumption is that, following the modeling 

phase, the girls now understand the social purpose and the generic structure of an 

anecdote text, and can be allowed more 'freedom' to construct their own. However, 

while both girls are given more responsibility, the assumption in the joint negotiation 

phase is that they are not yet ready to be given full responsibility for the construction 

of their texts. 

From move 7a through to 13f, the use of backchannel cues is explicitly demonstrated. 

Dad states that he does not want the girls to be passive listeners. He wants them to be 

active by using backchannel cues, such as: "Ahab (move 10, 11)." Dad recasts this 

metalinguistic term with the word "comments." Dad explains that these cues show 

you are listening (move l3d) and that you understand (13e). From the text, it seems 

that this issue has been discussed before. This is implied by his choice of the words: 

"And of course, ... (move 7a)." This suggests dad is initiating a kind of review of the 

role and importance of backchannel cues. He continues, by asking Rie in moves 7a 

and 7b: "And, of course, when you . .. you know, listen, to someone speaking, ... do 

you just sit there quietly, Rie? . . . Or do you make a comment?" In this segment, dad 

has mediated about language. He has recast the metalanguage of "backchannel cue" to 

the everyday te1m of "comment." Dad later illustrates the function of these comments, 

by adding: "to show that you are listening (move 13d)" and "to show that you 

understand (move 13e )." Dad is mediating about language by using an everyday 

recast to illustrate the meaning and the function of a backchannel cue. Rie's response 

indicates that she is familiar with the role of backchannel cues, by giving an 

appropriate example of how she should respond in the text: "Ahah (move 10)." Dad 

signals his confirmation that her response is correct, by repeating her answer again, in 

move 11: "Ahab." This seems to function as positive reinforcement for Rie that her 

response is correct. 

Dad then redirects the focus of the text back to Keiko in move l 5b, by saying: " ... 

now, so, My Amazing Poo Plant." This suggests that, by using this redirection 

strategy, dad wants Keiko to start her story. However, he is not yet ready to release 
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the scaffolding. Dad thinks it is necessary to further mediate the language Keiko 

should use for her abstract, by cuing a suitable word choice in move l 7d: "Let me tell 

you about my story, ... " Keiko follows dad's model and starts her story in move 20a 

with the same expression: "Let me tell you about my story ... " In move 22, Keiko 

then seems to hesitate: "mm ... mm .. . "This is interpreted by dad as a breakdown in 

the conversation, and that Keiko needs some assistance with the next stage of the text, 

the orientation. Dad now focuses on mediating about language, by drawing Keiko' s 

attention to the orientation stage of the generic structure. Dad takes back the floor in 

move 23a, by interrupting with the marker, "Ok ... "He then elicits the function of the 

orientation, by asking Keiko the question: " ... now tell me a little bit about who is in 

the story ... (move 23b )." This appears to be a cue by dad to Keiko to indicate that the 

next generic stage of the text should address this type of information. Dad is now 

mediating about language by focusing on how the text is organized; that is, the role of 

the orientation in the generic structure of the text. Keiko responds appropriately to the 

prompt from move 24 to move 28, by stating that it is a story about Emma, her mum, 

and her friends. Dad is also mediating language, by suggesting to Keiko in move 25b 

an appropriate choice of words: "It's a story about . . . " Keiko follows dad's model 

and uses the same expression in her own orientation (from move 26a to move 28). 

ln move 29a, dad once again takes control of the text. He does thjs by interrupting in 

moves 29a, 29b, and 29c, using the markers: "Ok," Very good," and "Ok ... " Dad is 

not ready to Jet Keiko continue just yet. He judges that she needs more assistance in 

constructing the next generic stage of the text, the remarkable event. This is the 

sequence of events leading up to a crisis. This crisis is not explicitly resolved but is 

reacted to in some way. Dad seems to mediate about the language and mediate the 

language simultaneously by using an everyday recast to explain the function of the 

remarkable event. He says: " . .. now we talk about things that happened ... (move 

29d)." He cues the appropriate markers for this stage, in moves 29e and 29f: "so .. . 

'first, then, next, ' . .. you know ... (move 29e )" and " . .. next, after that ... and then, 

finally ... (move 29f)" Then, in move 31 b, he states that there must be a climax or a 

high point for this sequence of events to be effective: " ... you've got to come up to 

the exciting point." The main focus of dad appears to be reinforcing the generic 

structure of the text. However, by recasting linguistic and metalinguistic terms into 

everyday language, dad has demonstrated what stage comes next, the function it plays 
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in the story, and examples of appropriate language choices. In this way, dad appears 

to be mediating language and about language simultaneously, in order to teach the 

generic structure. 

From this point in the text, the father hands the main responsibility for telling the 

story back to Keiko. This is signaled in move 33c and move 33d, when dad says: "So 

go ahead ... you tell Rie your story." From this point, dad feels that Keiko can take 

control and therefore he hands more responsibility for the construction of the text over 

to her. From move 34 to move 84, Keiko independently tells her story. First, she starts 

with an extensive orientation (from move 34 to move 50). She then builds up her 

sequence of events to a remarkable event (from move 53 to move 73). Following this, 

she provides a reaction to the crisis (from move 75a to move 78). Finally, she 

provides an ending, which is left somewhat open-ended (from move 81 to move 84). 

Thus, from move 34 to move 84, Keiko is given full responsibility for the text. The 

role of her father and her sister, Rie, is to provide feedback through the use of 

backchannel cues. This handing over of responsibility to Keiko further illustrates the 

role of contingency in the text. 

However, from move 85a to the end of the text (move 96), dad once again takes back 

control from Keiko. He continues to explore the issue of social purpose by asking if 

there is a message to the story (move 85b ). He then checks the ending, as it appears to 

be left somewhat open-ended. Thjs is shown by: "What, what about in the end (move 

87e)? . .. Did, .. . um . .. she win the competition (move 87f)?" By fleshing out issues 

relating to social purpose, dad is trying to clearly establish the genre of the text and 

the connection with generic structure. He is demonstrating that there are different 

ways of speaking, and that these different ways are reflected by generic structure. 

In text 5 .1, dad is mediating about language by focusing on the text's gen enc 

structure. He continues to use modeling and every day recasts to do this. He is also 

mediating language by suggesting various language choices that would be appropriate 

for her story. However, perhaps the main feature of the text is the shifting 

responsibilities of the participants for the text construction. Initially, dad has control. 

Then, it shifts to Keiko. Finally, control shifts back again to the father. This feature 

highlights the role of contingency in the scaffolding process. Dad has control, then he 
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hands over more responsibility to Keiko, only to take it back again when he thinks she 

needs more help. This highlights how the contingency process is not a linear one, but 

one that shifts backwards and forwards. It also highlights dad's intention to start 

removing the scaffolding during this phase of the learning process. This is shown in 

the text when the scaffolding is applied, then removed, and then applied again by the 

father. This process of 'handing over' and 'shifting responsibilities' is considered to 

be a feature of contingency, and is common in the joint negotiation phase of learning, 

as the scaffolding is gradually removed. 

5.2.1.2: Text 5.2: Anecdote: "Poo Poo Plant:" Keiko: 

Independent construction phase 

A. Generic structure analysis of text 5.2 

Participants: Keiko (7 years old), Rie (5 years old) and Dad 

Context: Rie telling Keiko & dad her original narrative: final 

Setting: Weekend study time 

Transcription Length: 3 minutes and 5 seconds 

Turn Move 

1 la 

lb 

2 2 

3 3a 

3b 

Abstract 

4 

5 

6 

4a 

4b 

5 

6 

Orientation 

7 

8 

7a 

7b 

7c 

8 

Speaker 

Dad: 

Keiko: 

Dad: 

Keiko: 

Dad: 

Rie: 

Keiko: 

Dad: 

Transcript 

Ok, 

Keiko, ... you ready? 

Yes. 

Ok, 

you tell Rie your story. 

' Let me tell you about the story 

called My Amazing Poo Poo Plant. ' 

[Laughter] 

MmHm ... MmHm. 

'Ah ... it's story about Emma 

and her mother 

and all of her friends.' 

Good. 
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9 9 Rie: Mm ... 

10 10 Keiko: ' ... And the competition.' 

11 11 Dad: Ahab. 

12 12 Rie: Mm ... 

13 13 Keiko: 'So, ... one day ... um ... Emma wanted to have a pet.' 

14 14 Dad: ==MmHm .. . 

15 15 Rie: ==MmHm ... 

16 16 Keiko: 'But her mum said no.' 

17 17 Rie: Wow! 

18 18 Dad: Mm ... 

19 19 Keiko: 'Because she likes plant ... plants.' 

20 20 Dad: Ahab ... 

Remarkable Event 

Event 1 

21 21 Keiko: 'And one day, . .. Em ... Emma's ... Em, Em, Emma's 

mum, ... Em ... Emma's mum gave a pot to Emma. 

22 22 Rie: Ahah. 

Event 2 

23 23 Keiko: 'And the bird did the poo poo on it.' 

24 24 Dad: [Laughter] 

25 25 Rie: Mm .. . 

26 26a Keiko: 'And Emma thought this would be disaster. 

26b Disaster plant!' 

27 27 Dad: Aaah ... 

Event 3 

28 28 Keiko: 'But when her mum put lots of water, the plant grew in 

the poo poo flower.' 

29 29 Rie: Mm ... 

30 30 Dad: Hah ... 

31 3la Keiko: 'And ahh ... any ... anybody, . .. 

31b Emma told, told her friends about that too. 

31c And anybody felt amazing ... ' 

32 32 Dad: ==Mm ... 

33 33 Rie: ==Mm ... 
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34 34 Keiko: . .. about it. 

35 35 Rie: MmHm .. . 

Event 4 

36 36a Keiko: 'One day, they had a competiti ... competition for pets. 

36b Fancy pets. 

36c Or good looking pets.' 

37 37 Dad: Yeah. 

38 38 Keiko: 'Those kind of stuffs.' 

39 39 Dad: Ok. 

40 40 Keiko: 'And Emma showed her poo poo plant. ' 

41 4 1 Dad: Wow! 

42 42 Rie: Mm ... 

43 43 Dad: ... In the contest?' 

44 44 Keiko: Yes. 

45 45 Dad: Mm ... 

Reaction 

46 46a Keiko: 'And anybody felt amazing, ... 

46b because it's not a cat or a dog.' 

47 47 Dad: Yeah. 

48 48 Keiko: 'It's just a plant.' 

49 49 Dad: Yeah. 

50 50a Keiko: 'When Emma's ... Emma~ s tum, the teacher was 

amazed! 

Conclusion 

50b So that's why Emma won the competition.' 

51 5la Dad: Wow! ... 

5lb Wow! 

52 52 Rie: Mmhm. 

53 53a Dad: Ok, ... 

53b Ahab ... 

Coda 

54 54 Keiko: 'An .... and ... wow .. . !' 

55 55 Dad: Wow? 

56 56a Keiko: 'Wow, . .. 
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56b it's a amazing ... 

56c the poo poo plant for a pet!' 

57 57a Dad: Yeah ... [laughter] ... 

57b I think so. 

58 58 Rie: [Laughter]. 

In text 5.2, Keiko has independently constructed her own 'surprising story'. Based on 

a generic structure analysis, the genre of the text has been judged to be an anecdote 

(Eggins & Slade 1997, 2004). That is, a storytelling text that has a generic structure of 

(Abstract) /\ Orientation /\ Remarkable Event /\ Reaction /\ (Coda). In this phase, the 

scaffolding has been removed and full responsibility for the construction of the text 

has been given to the main speaker, Keiko. 

In moves 4a and 4b, Keiko presents the abstract. This represents an overview of the 

story. She starts off by saying: "Let me tell you about the story called My Amazing 

Poo Poo Plant (move 4a, 4b ). " This describes what the story is going to be about. The 

abstract is explicitly cued by the words, "Let me tell you . . . " These are the same 

words which were modeled by dad in the modeling phase, and practiced by Keiko and 

dad in the joint negotiation phase. 

From move 7a to move 19, Keiko presents the orientation. In this segment, she 

introduces the main participants in the text. She provide._ infomrntion relating to who 

is in the story and the background setting. This is signaled by the words in move 7a: 

"... it's a story about ... " This expression was modeled as an example of an 

appropriate word choice to introduce an orientation by dad in the modeling phase, and 

jointly practiced by Keiko and dad in the joint negotiation phase. From move 7a to 

move 7c, she then tells the listeners who the story is about: "Ah ... it's story about 

Emma (move 7a);" "and her mother (move 7b);" and all of her friends (move 7c)." 

She then adds to these participants in move 10, by saying: " ... And the competition." 

Clearly, Keiko feels that the competition is also an important participant in the story, 

and wants to include it. From move 13 to move 19, Keiko provides the background 

setting to the story. That is, Emma wanted to have a pet (move 13) but her mum was 

against it (move 16). Mum wanted a plant instead (move 19). By introducing the main 
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participants and providing the background setting, Keiko has presented an appropriate 

orientation to her story. 

From move 21 to move 50a, the speaker begins the complication stage of the story, 

which culminates with a remarkable event. This is the section of the text where the 

main events are presented. This climaxes with an amazing event, that leads to a 

reaction to the crisis, rather than a clear resolution of it. In the first event (move 21 ), 

Emma receives a pot plant from her mother. This is signaled by the text marker: "And 

... (move 21 )." In event 2, the speaker then describes how a bird did a "poo poo" on 

the plant (move 23) and how Emma thought this would be a disaster plant (move 

26b ). This event is also explicitly signaled by the text marker: "And .. . (move 23)." In 

event 3, Keiko tells how when mum put some water on the "poo poo" plant, a flower 

grew (move 28). This amazed Emma and her friends (moves 31 b, 31 c ). This event is 

explicitly signaled by the marker: "But when . . . (move 28)." Event 4 leads up to the 

remarkable event. Keiko tells how the school decided to have a competition for pets 

(move 36a). The remarkable event is that Emma decided to enter her "poo poo'' plant 

in the competition for pets (moves 40, 43, 44). This event is signaled by the phrase: 

"One day ... (move 36a)." This remarkable event leads to the reaction in the story. 

This is realized in move 46a, when Keiko states that everybody was "amazed" (by 

Emma's decision to enter her plant as a pet). She then provjdes a reason for this 

amazement in move 46b, by saying: "because ifs not a cat or a dog." Keiko 

elaborates further on this in move 48, by saying: "It's just a plant." The reaction 

culminates in move 50a, when Keiko states:" ... the teacher was amazed." Hence the 

reaction in this story is the amazement of the students and the teacher that Emma 

wanted to enter a "poo poo" plant in a pet competition. It could be argued that the 

reaction to the remarkable event is more important to the story than how the 

remarkable event was actually resolved. This is considered to be a feature of an 

anecdote. 

An open-ended resolution to the story is then provided by the speaker. Even though 

Keiko states that she won the competition (move 50b ), we are left wondering about 

many things. We are left to imply certain things about the resolution because they are 

not specifically stated. For example, was Emma happy with the result? Was mum 

happy with the result? How did the other students feel about Emma winning a pet 
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competition with a plant? What happened to the "poo poo" plant after the 

competition? And so on. There are many unanswered questions that are generated 

from this open-ended resolution. The listeners are left to guess what might have 

happened in the end of the story. This open-ended resolution is typical of an anecdote, 

as the main focus of the story is on the reaction, not the ending. 

Keiko concludes her text with a coda. This is a final comment on the story as a whole. 

It is an optional element that focuses on the reaction to the remarkable event. In 

moves 54 and 55, Keiko and dad both express amazement to the remarkable event, by 

saying: "Wow!" Keiko then provides the coda, by saying: "Wow (move 56a) ... it's 

amazing (move 56b) the poo poo plant for a pet (move 56c)!" The coda is introduced 

by the marker, "Wow!" Again, this was the same marker modeled by dad in the 

modeling phase as an example of a coda, which was then practiced by Keiko and dad 

in the joint negotiation phase. 

Based on a generic structure analysis, it can be argued that Keiko has independently 

constructed an anecdote. The generic structure of the text is as follows: (Abstract) /\ 

Orientation /\ Remarkable Event " Reaction /\ (Coda). This structure is said to reflect 

the social purpose of an anecdote genre (Eggins & Slade 1997, 2004). There is 

evidence in the text that Keiko has drawn from the modeling phase and the joint 

negotiation phase of learnmg to con truct her text. For example, she has followed the 

same generic structure as her father. Also, she has used text markers to explicitly 

signal the generic stages of the text, in the same way as her father did in the modeling 

phase. This illustrates the importance of the modeling phase to Keiko' s independent 

construction of her own story. However, while some of these markers were the same, 

many of them were different from those used by her father. This indicates that the 

speaker has wanted to use her own word choices (and is capable of doing so), rather 

than just copy those of her father. Furthermore, the topic of the story is different from 

that of her father's. This indicates that Keiko is doing more than just 'parroting' or 

'mimicking' her father's story. While she has drawn from the modeling and joint 

negotiation phases, Keiko has used her own word choices to construct her own, 

original story. This is significant in terms of describing the children's conversational 

language skills, when the scaffolding is finally removed. 
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B. Summary of mood choices of text 5.2 

Mood Keiko Rie Dad 

(clause type) 

Total number of 

clauses: 75 34 13 28 

(all minor) (24 minor) 

Declarative 34 2 

Full 21 2 

(move 4a, 4b, 7a, (move 3b, 57b) 

13, 16, 19, 21, 23 , 

26a, 28, 31 b, 31 c, 

36a, 36c, 40, 46b, 

48, 50a, 50b, 56b, 

56c, 

Elliptical 13 0 

(move 2, 7b, 7c, 

10, 26b, 3 la, 34, 

36b, 38, 44, 46a, 

I 54, 56a 

Polar 2 

interrogative 

Full 0 

Elliptical 2 (move 1 b, 43 

Tagged 

declarative 

Full 

Elliptical 

Wh- interrogative 

Full 

Elliptical 
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Imperative 

Minor 0 13 24 

Most frequent I (Keiko): 2 Keiko (move 1 b, 

subject choices (move 2 ellipt), You (Keiko) (move 

Me (Keiko): 3b, 

(move 4a) Emma (move 43 

ellipt 

It (the story): 4 I (move 57b) 

(move 7a, 7b ellipt, 

7c ellipt, 10 ellipt) 

Emma: 6 

(move 13, 26a, 

31 b, 40, 50b, 

She (Emma) (move 

44 ellipt, 

Her mum: 4 

(move 16, 28) 

I She (mum) (move 

19) I 
I Emma's mum I 

I 
I 

(move 21) 

Bird: 1 

(move 23) 

Poo plant: 7 

(move 26a, 26b, 

28, 56c ellipt, 

It (plant) (move I 
46b, 48, 56b) 
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Most 

Anybody: 4 

(move 31a, 31c, 34 

ellipt, 46a, 

They (the school): 

4 

(move 36a, 36b 

ellipt, 36c ellipt, 38 

ellipt) 

Teacher: 1 

(move 50a) 

frequent Past: 23 

time reference of (move 13, 16, 21 , 

verb element 23, 26a, 26a, 26b 

(finite/\ predicator) ellipt, 28, 28, 3 la 

Negation 

Adjuncts 

ellipt, 31 b, 31 c, 34 

ellipt, 36a, 36b 

j elrpt, 36c ellipt, 38 

ellipt, 40, 44 el1ipt, 

46a,50a, 50a,50b) 

(all appropriate) 

Present: 14 

(move 2 ellipt, 4a, 

4b, 7a, 7b ellipt, 7c 

ellipt, 10 ellipt, 19, 

46b, 48, 50b, 56b, 

56c ellipt) 

(all appropriate) 

1(move46b) 

27 

I 
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Past: 1 

(move 43 ellipt) 

Present: 3 

(move 1 b, 3b, 57b) 

0 

4 



Circumstantial 

Interpersonal 

Textual 

7 

(move 4a, 7a, 23, 

28, 31 b, 36a, 56c) 

1 

(move 48) 

19 

Conjunctive: 15 

(move 7b, 7c, 10, 

16, 19, 21, 23, 26a, 

28, 31 c, 40, 46a, 

46b, 50b, 54) 

(introduce stages & 

between clauses) 

1 

(move 43 

1 

(move 57b) 

~nti~~:l ] 

(move 13) (move 3a) 

I 
Holding: 3 1 

(move 7a, 13, 3 la) (move l a) 
~-------->--· -->-·----------~---------4 

Modality 6 l 

A. Modalization 2 

Probability 1 1 

(move 38) (move 57b) 

Usuality 1 

(move 48) 

B. Modulation 4 

Obligation 0 
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Inclination 4 

(move 13, 26a, 3 lc, 

46a) 

In text 5.2, the dominant speaker is Keiko. She is given the main responsibility for the 

construction of the text in terms of the number of clauses produced, and in terms of 

the kind of clauses produced. Out of a total of 7 5 clauses, Keiko has produced 34 

compared to her father's 28 and her sister's 13. However, the most important feature 

in terms of mood analysis, is that most of her father's clauses are minor clauses. All 

of Rie' s clauses are minor clauses. That is, in this text the roles of dad and Rie are 

mainly to provide feedback for the main speaker by using backcham1el cues. On the 

other hand, Keiko has produced no minor clauses. All her clauses are in the 

declarative mood. This signals her desire to give information, not to ask for it, which 

is consistent with the purpose of telling a story. Out of 34 clauses, Keiko has 

produced 21 full declaratives. This could suggest that, at this stage of her language 

development, Keiko feels it is more appropriate to construct meanings through whole, 

complete ;:,entences. Yet, interestingly enough, she has also produced 13 elliptical 

declaratives. This is approximately one third of her total number of clauses in the text. 

There is more evidence of Keiko' s use of elliptical declaratives in this text than in any 

other of her texts analyzed thus far. This appears to be significant in terms of her 

language development, as ellipsis is a feature of adult casual conversation. 

Another significant feature is the most frequent subject choices made by Keiko in the 

text. No particular subject dominates the story in terms of frequency. Therefore, no 

particular subject is extensively selected. The subjects represent the main participants 

in the story and are spread out fairly equally in terms of frequency across the text. 

Subjects referring to the "poo poo plant" are the most frequent (7 times). This is not 

surprising, as the plant is the most dominant participant in the text. Emma, the next 

most dominant participant, is next with 6 subjects selected. Other common subjects 

refer to the other main participants in the story. That is, Emma's mum (4), the story 

( 4), 'anybody' or her schoolmates ( 4), and the school ( 4). Unlike previous texts of 

hers or her sister, Keiko has chosen to use a much broader range of subject choices in 
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this text. For example, in her recount text, Keiko's main subject choice was basically 

herself, with her family members playing a secondary role. This text was constructed 

at an earlier age. Also, in Rie's narrative text, the subject choices revolved around 

only two participants. This text was also constructed at a younger age. However, in 

this text, there is a far greater range of subject choices. Keiko has presented a story 

with a larger view of the world by selecting more subjects to talk about. This could be 

a feature of this particular story. However, it could also represent a growing register 

development in terms of mood resources, and hence a growing ability to talk about 

more things in different ways. 

Keiko' s use of time reference in the text is also a feature of her mood choices in text 

5.2. All her choices are considered to be appropriate within the context of the text. 

Keiko has used past time reference for the verbal element on 23 occasions. In 21 of 

these, the verbal element is expressed by the finite. On 2 occasions, the verbal 

element is expressed by the construction of finite /\ predicator. These are all 

considered to be appropriate. However, on 14 occasions, Keiko has used the present 

time reference. These have all been constructed by the use of the finite element. 

Unlike previous texts, her uses of the present time reference are all considered to be 

appropriate within the context of this text. Furthermore, there is extensive use of 

ellipsis in her use of the verbal element, both in the past time and in the present time. 

In text 5 .2, Keiko has shown much more flexibili ty in being able to use a variety of 

resources to make accurate choices involving the past time and present time. In 

previous texts, her choices of present time were usually inappropriate to the contexts 

within which they were used. While most of text 5.2 is constructed in the past, there 

are stages in the text where switching from the present to the past and back to the 

present again, is quite suitable. For example, this is the case in the orientation stage 

and the coda stage of the text. This indicates that Keiko is developing a variety 

resources to make appropriate choices in order to construct the correct time reference, 

which is interpreted as a feature of her register development. 

Keiko has also used an extensive range of adjuncts in the text. She has used a total of 

27 adjuncts; 7 of these are circumstantial, 1 is interpersonal, and 19 are textual. Most 

of the circumstantial adjuncts are prepositional phrases. This indicates that the 

speaker wants to elaborate on her information by locating the happenings of the 
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participants in a certain time or place. That is, she wants to indicate meanings about 

when, where, how, why, or with what the proposition occurred. For example, the 

plant did not just grow, it grew "in the poo poo flower (move 28)." Keiko wants to 

add this extra information to emphasize where the plant grew, in relation to the 

flower. Also, Emma did not just have a poo poo plant, she had a poo poo plant "for a 

pet (move 56c)." In this example, Keiko wants to explain the reason why Emma had a 

poo poo plant and why she entered it in the competition. She has now developed the 

resources to elaborate on the information she is giving by using these circumstantial 

elements. 

As with previous texts, the majority of Keiko's adjuncts are textual adjuncts. There 

are 19 examples of these in the text; 15 are conjunctive adjuncts, 1 is a continuity 

adjunct, and 3 are holding adjuncts. Clearly, the most significant of the textual 

adjuncts are the conjunctive type. This has been a feature of both girls' texts thus far. 

In text 5.2, Keiko has used conjunctive adjuncts to signal the start of a new generic 

stage of the story. For example: "And ... (move 21)" to indicate the start of Event 1; 

"So that's why ... (move 50b)" to indicate the beginning of the conclusion. However, 

in this text, the speaker has demonstrated an extensive use of conjunctives, both 

between clauses and within clauses. For example, she says that everyone was amazed 

(that she entered the plant in the competition) (mo ,'e 46a) '~because it ' s not a cat or a 

dog (move 46b )." In this segment, Keiko is not using the conjunctive "because" to 

indicate the start of a generic stage or an event in the story. In th]s segment, she is 

using the conjunctive to elaborate on her previous proposition by providing the reason 

for why the people were surprised. In text 5 .2, Keiko has used a greater range of 

textual adjuncts than in previous texts analyzed so far. The extensive use of 

conjunctive adjuncts between clauses and within clauses indicates a growing range of 

resources that appear to be developing in Keiko' s register. In text 5 .2, she is using 

language in new and different ways, to achieve different kinds of meanings in her 

text. 

Finally, the speaker has used a limited but adequate range of modality items in the 

text. The use of modality is not a feature of an anecdote. Here, the focus is more on 

giving factual information, or information 'dressed up' as a fact, rather than 

expressing attitudes and opinions. However, there are 6 examples of modality from 
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Keiko in the text. Of these, 4 are examples of inclination. These tend to reflect what 

the participants felt or thought about particular issues in the story. For example, in the 

orientation, Keiko states: "Emma wanted to have a pet (move 13)." This use of the 

modal item "wanted to have" is important to the development of the story. It shows 

why she surprised everybody by entering her plant in the pet competition. As such, 

the use of modality in this and other segments of the story is entirely appropriate. 

A mood analysis of text 5 .2 reveals a greater range and richness of mood resources 

than in any of Keiko ' s other texts analyzed so far. She has used a broad range of 

subject choices. She has been able to switch appropriately from present time to past 

time and then back to present time reference again. She has demonstrated an 

extensive use of adjuncts to signal the generic structure of her text. In addition, she 

has used conjunctive adjuncts both between and within clauses to expand on her 

information. Finally, she has used modality in a limited but appropriate way to 

express feelings in the text. In summary, text 5 .2 illustrates a greater range of mood 

resources by Keiko than in her previous texts. This suggests a growing development 

of her register skills, drawing on a wider range of interpersonal language choices to 

use language in different ways and for different purposes. 

C. Summary of Appraisal in text 5.2 

....-
1 Keiko 

~ 
Appraisal Rie Dad 

--~· 

Total clauses: 75 34 13 28 

(all mm or clauses: (mostly mm or 

backchannel cues) clauses: 

backchannel cues) 
·-

Engagement 

1. Monogloss All (unless 

otherwise stated) 

2. Heterogloss Total: 13 Total: 0 Total: 1 

Projection: 6 

(move 13, 16, 19, 
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26a, 31 c, 46a) 

Concession: 1 

(move 16) 

Modality: 6 1 

(move 13, 26a, 3 lc, (move 57b) 

38, 46a, 48) 

(increased from 

previous texts) 
---

Attitude Total: 8 Total: 1 Total: 4 

1. Affect 8 1 4 

(move 26a, 26b, (move 17: (move 41, 5la, 

3 lc, 46a, 50a, 54, "Wow!") 51b, 55,) 

56a, 56b) (all "Wow!") 

("amazing' ') 

2. Appreciation 0 0 0 

I 
I 

3. Judgment 0 0 0 
- -- >---·---·----

Graduation Total: 6 Total: 0 Total: 0 

1. Force 5 

(move 4b, 23, 28, 

40, 56c) 

(all "poo poo 

plant") 

2. Focus 1 

(move 38) 
- · 
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In text 5.2, Keiko has used an extensive range of appraisal items. It appears that she 

has used a far greater range than in her previous texts. Keiko has used 13 examples of 

heterogloss voice. This represents a desire (and ability) to tell her story through a 

variety of voices, not just one. As discussed in the mood analysis, she has used 

modality on 6 occasions. She has used concession once. However, she has used 

projection on 6 occasions. This represents a big increase from other texts of hers 

analyzed so far. For example, in move 13 in the orientation stage, Keiko says that: 

"Emma wanted to have a pet." In this sentence, Keiko is the speaker. However, she 

wants to project to the listener what Emma was thinking or what Emma felt. That is, 

she wants to project Emma's voice through her own. In move 16, the projection 

becomes more explicit by stating what Emma's mum actually says: "But her mum 

said 'no'." She wants to use her words to project what Emma's mother actually said. 

In move 13, the projection is what she has already said. In move 16, the projection is 

what she says now. In this way, Keiko uses projection to engage the listeners by using 

different voices in the text. Previously, there has been a lack of projection in Keiko's 

texts. However, in text 5.2, she has demonstrated that she can use this resource and 

wants to use this resource to express different attitudes. This appears to be another 

linguistic resource she has added to her repertoire of language skills. 

Keiko, the main speaker in the text, has used 8 items of attitude. These are all in the 

category of affect. These items reflect how the participants in the tory feel about the 

plant, and the surprise expressed by them of Emma entering the plant in a pet 

competition. Moves 26a and 26b express feelings of "disaster." All of Keiko's other 

expressions of affect (move 26a, 26b, 3 lc, 46a, 50a, 54, 56a, 56b) reflect feelings of 

"amazement." This includes the term: "Wow!" This expression, which is used by 

Keiko to express feelings of amazement, is also used by dad ( 4 times) and Rie ( 1 

time). 

Furthem10re, Keiko has used 6 items of graduation in the text. There is 1 example of 

focus (move 38). However, the remaining 5 items are all examples of force (move 4b, 

23, 28, 40, 56c). This indicates the speaker's intention to emphasize certain points. In 

text 5.2, all of the items of force relate to the plant. For example, the title of the story 

is not just "My Plant," but rather: "My Amazing Poo Poo Plant (move 4b )." 

Furthermore, it is not just a plant, it is a: "poo poo plant (move 56c )." By repeating 
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the word "poo," (as in "poo poo") throughout the story, the speaker uses force to 

emphasize the importance of this word and this concept to the story. 

In summary, Keiko has used an extensive range of appraisal items in text 5.2. Perhaps 

the most significant of these has been projection. This indicates a willingness and an 

ability to extend the information in her text by using other voices, not just one. This 

appears to be an important issue in the development of her language skills. Keiko' s 

uses of projection were largely absent from her previous texts. Moreover, in text 5.2 

she has frequently used items of affect and force to present her feelings and attitudes 

in the text. This expanded use of appraisal items, in terms of quantity and variety, 

suggests that the speaker is developing the resources necessary to effectively express 

attitudes and take a stance in a text. 

D. Interpretation of text 5.2 

Text 5.2 is an anecdote genre. It has been constrncted by Keiko in the independent 

construction phase of learning. In this phase, the father's scaffolding has been taken 

away. Full responsibility for the construction of the text has been handed over to 

Keiko. 

Based on a generic strncture analysis, it can be argued that Keiko has successfully 

constructed an anecdote. That is, Keiko has independently constructed a story that 

focuses on a reaction to a crisis, rather than the resolution of it. The gene1ic structure 

of 'The Amazing Poo Poo Plant' is as follows: (Abstract) ;\ Orientation /\ Remarkable 

Event /\ Reaction /\ (Coda). This structure is said to reflect the social purpose of an 

anecdote genre. 

The text indicates that the modeling phase has again (as with other texts) played an 

important role in the independent construction of the text. Keiko has drawn directly 

from the father's modeling of generic structure and his use of text markers in the 

independent construction phase. Before the research project, Keiko was not familiar 

with the social purpose or generic structure of an anecdote. Therefore, it can be 

argued that without this modeling, it is unlikely that she would have been able to 

construct her own, original anecdote. 
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A mood analysis of text 5 .2 reveals the use of a greater range of mood resources than 

in any of Keiko's other texts analyzed so far. She has used a broad range of subject 

choices. She has been able to switch appropriately from present time to past time and 

then back to present time reference. She has demonstrated an extensive use of 

adjuncts. In particular, she has used conjunctive adjuncts both between and within 

clauses. Finally, she has demonstrated limited but effective use of modality to express 

feelings and attitudes in the text. 

Keiko has used an extensive range of appraisal items in text 5.2. She has used sources 

from projection that were largely absent from previous texts, illustrating an 

engagement with voices other than her own. She has also used items of affect and 

force to present feelings and attitudes in the text. This expanded use of appraisal 

items, in terms of quantity and variety, suggests that the speaker is developing the 

additional resources necessary for expressing attitudes and taking a stance in a text. 

In terms of generic structure analysis, Keiko has independently constructed an 

anecdote. Furthermore, her appropriate use of mood and appraisal resources indicates 

a growing sophistication of her interpersonal language in this context. These are 

important issues relevant to development of Keiko's language skills. 

5 .. 2.2: Conclusion: Anecdote genre 

In this section, Keiko has independently constructed an anecdote genre. She has 

constrncted a story that focuses on the reaction to a crisis, rather than the actual 

resolution of it. This reflects an understanding of the social purpose and generic 

structure of an anecdote genre. 

Constructing an anecdote represents a particular way of speaking. It represents a 

different way of speaking from other texts analyzed earlier in this thesis, such as 

recount or narrative. By focusing on generic structure and social purpose, the children 

are learning that not all stories have the same purpose, and that the purpose is 

reflected in the generic structure. By successfully constructing three different 

storytelling genres up to this point, it can be argued that the children are developing 
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diversity in their speaking, by recognizing that we speak in different ways in order to 

achieve different purposes. 

Text 5.1 was constructed in the joint negotiation phase of learning. The father is 

mediating about language by focusing on the text's generic structure. He is also 

mediating language by focusing on word choices and other linguistic items suitable 

for Keiko 's text. He does this by using everyday recasts instead of difficult linguistic 

and metalinguistic language. In addition to mediation, the role of contingency is a 

feature of this text. The father is gradually releasing the scaffolding and handing over 

more responsibility to Keiko for the construction of her own text. The handing over is 

controlled by dad, and it appears to shift backwards and forwards. Initially, dad has 

control. Then, as he releases the scaffolding, it shifts more towards Keiko. Finally, 

control then shifts back to the father, as dad reapplies the scaffolding. This decision-

making process is controlled by the father, based on his perceptions of Keiko' s need 

for assistance. It highlights how the contingency process is not a linear one, but one 

that shifts backwards and forwards. The use of mediation and contingency is a feature 

of text 5.1. These are also features of the scaffolding process, which is regarded as 

fundamental to learning. 

In text 5 .2, Keiko has independently constructed her own anecdote. She has produced 

a generic structure that is appropriate to the social purpose of an anecdote. There is 

evidence that Keiko has drawn from the modeling and joint negotiation phases to do 

this. For example, she uses the same generic structure as that modeled by her father. 

Furthermore, she uses text markers to explicitly signal each generic stage of the text. 

This follows the explicit use of markers by her father in the modeling and joint 

negotiation phases. However, while some of these markers are the same, many are 

different from those of her father. This suggests that Keiko has understood the 

importance of using these markers, but wants to use her own choices, rather than just 

copy or 'parrot' those of her father. Furthermore, the content of Keiko ' s story is 

entirely different from that of her father's. Thus, it can be argued that Keiko has 

drawn from her father 's modeling, in order to independently construct her own 

original story. This indicates that the modeling and joint negotiation phases have once 

again played a vital role in Keiko's independent construction of her own story. It is 

likely that, without this kind of modeling, Keiko would not have had the skills to 
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construct an anecdote. Keiko has drawn from the modeling and joint negotiation 

phases but has made her own language choices, in order to construct her own original 

story. 

In text 5.2, Keiko's expanding use of interpersonal resources has been illustrated. 

From a mood analysis, these include the use of declaratives, the significant use of 

ellipsis, a broad range of subject choices, a flexibility in the use of appropriate time 

reference, and an extensive use of adjuncts. These indicate the development of a 

growing number of resources that are required to give and exchange information in an 

anecdote genre. 

From an appraisal analysis of text 5.2, Keiko has used a fairly limited but appropriate 

range of resources. Of significance is her use of heterogloss voice in this text to 

project the thoughts and words of others, not just her own. Text 5.2 illustrates how 

Keiko has used projection effectively, suggesting a growing sophistication in the 

development of her language skills. 

To the children, the purpose of an anecdote is to tell a surprising story. Therefore, it 

follows a specific kind of patterning. By doing so, Keiko seems to be developing an 

awareness of the role of generic structure in speaking purpose. That is, ir she wants to 

tell a surprising story, then her 'patterning' has to reflect that purpose. This is being 

explicitly demonstrated by the father in the modeling phase, and reinforced in the 

joint negotia6on phase. This is aimed to help the children understand that spoken 

language has a system. It also helps them understand how the system works and what 

they need to do in order to achieve their different purposes of speaking. 

By applying a sociocultural analysis to the joint negotiation phase (text 5.1), Keiko's 

key learning processes have been made explicit. The importance of the roles of the 

teacher in challenging her ZPD, the scaffolding steps (the modeling and the 

pedagogical cycle), contingency, and mediation, have been illustrated in text 5.1. 

These interrelated concepts have played an important role in the scaffolding process, 

which is considered to be central to the children's learning. Furthermore, by applying 

a systemic functional linguistic analysis to the independent construction phase (text 

5.2), Keiko's language skills have been made explicit. In particular, her use of generic 
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structure, as well as mood and appraisal resources. SFL analyses have provided a 

systematic description of Keiko's language skills, once the assistance has been 

removed. 

5.3: The role of exemplum genre 

The social function of an exemplum is to moralize or present a social message of how 

the world should or should not be. Sometimes this message is made explicit for the 

listeners, but sometimes it is not. Often, listeners have to imply or infer what the 

message is, by judging from an incident that occurs in a story with the social norms of 

society. Exemplums are stories that are told to make a moral point or tell a moralizing 

tale. Exemplums fulfil the function of prescribing what is considered to be acceptable 

behavior in the cultural context in which they are told. The events are usually told to 

illustrate the speaker's judgments of what constitutes socially acceptable or 

unacceptable behavior. Unlike a narrative or an anecdote where the focus is on some 

problematic or some surprising event, the focus of an exemplum is on the 

interpretation of the incident in the story, in order to make a moral point. 

As discussed in chapter 4 the generic structure of an exemplum is as follows: 

(Abstract) /\ Orientation/\ Incident/\ Interpretation 1
' (Coda) 

Text 5.3 is an exempJum text constructed by Rie jn the independent construction 

phase of learning. The text has been based on the modeling and joint negotiation 

phases that preceded it. Rie was simply asked to construct her own 'story with a 

message', the term used with the children to describe an exemplum. It could have 

been either from bed time talk, or her own original story. It is not meant to imply that 

Keiko did not construct exemplums. On the contrary, she did. However, Rie' story 

was the only one that was taped. 

In addition to Rie's exemplum, several texts from the joint negotiation phase have 

been included in this section. These are conversations involving dad, Keiko and Rie. 

The main focus of these texts was to assist the children to recognize the generic 

structure and social purpose of an exemplum. 
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5.3.1: Text analyses and interpretation: Exemplum genre 

5.3.1.1: Text 5.3: Exemplum: Rie: "Kessie the Magpie:" 

A bed time story: Independent construction phase 

A. Generic structure analysis of text 5.3 

Participants: Rie (5 years old) 

Context: Telling the story of "Kessie the Magpie" to Keiko, Mum and Dad 

Setting: Bed time 

Transcription Length: 2 minutes and 18 seconds 

Turn Move Speaker 

Orientation 
1 la Rie: 

lb 

le 

Id 

le 

Incident 

lf 

lg 

lh 

li 

lj 

lk 

11 

lm 

ln 

lo 

Transcript 

This is Jonathan. 

This is grandma 

and this is grandpa. 

They live in the small house. 

.. . At the end of the street is the magpie . . . in the big 

gum tree. 

And . . . swish, 

and grandpa fell over on the bike 

because Kessie the magpie attack him. 

And when grandma went to the library, Kessie the 

magpie (pecked) her head. 

And then, Jonathan, ... the magpie tried to peck his 

cheek. 

And Jonathan went away quickly. 

And, . . . and how was grandpa going to the work? 

And how was grandma going to the library? 

And how was Jonathan going to school? 

He'll be late for school! 
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lp 

lq 

lr 

l s 

lt 

l u 

l v 

lw 

lx 

Interpretation 

ly 

lz 

lzz 

l zzz 

It 's going to be dark! 

And, . . . they have a good idea. 

And then, .. . grandpa going to the yard; 

and grandma go inside . . . with Jonathan .. . have a big 

box of drums and balloons. 

And then, "tick, born-born, born-born!" [gesture] 

And Kessie the magpie didn ' t move .. . she stayed in the 

gum tree. 

And grandpa going to work, 

... and grandma can go to the library 

... with Jonathan, . .. he can go to school. 

And then Kessie the magpie said: "Waddle, giggle 

gargle". 

And, . .. and she have three little babies. 

And have ... (). 

She said: "Don 't come near my eggs!" 

In text 5 .3, Rie has produced an exemplum genre in the independent construction 

phase of learning. In this phase, the scaffolding has been removed and the full 

responsibility for the construction of the text has been handed over to her. This has 

been constructed after the modeling and the joint negotiation phases of learning have 

been completed. She has produced a text with the following generic structure: 

Orientation I\ Incident /\ Interpretation. This generic structure is considered to reflect 

the social purpose of an exemplum genre (Eggins & Slade 1997, 2004). 

Metalanguage, such as 'exemplum', 'moral ' or 'parable ' was not used with the 

children. These were recast into everyday language. Rie was merely asked to 

construct a story of her choice that had a message. In the modeling and joint 

negotiation phases, stories with morals (or messages) were analyzed and co-

constructed by the children. These included popular English stories such as 'Little 

Red Riding Hood' and 'The Three Little Pigs' . In this way, the social purpose of an 

exemplum was foregrounded. 
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Initially, Rie provided the orientation of the text. In this stage, she introduced the 

main participants and the setting of the story. That is, she introduced Jonathan (move 

1 a), his grandmother (move 1 b ), and his grandfather (move 1 c ). She also introduced 

another main participant, the house that they all live in (move ld). In addition, she 

also introduced perhaps the main participant in the story, Kessie the magpie (move 

le) and the gum tree she lived in (move le). This provided the listeners with 'who, 

what and where ' information about the story. Thus, it functions as an effective 

orientation. 

Following this, the incident is described. This is a series of temporally sequenced 

events that lead up to the interpretation of the story. That is, events that lead up to the 

moral or the message of the story. This starts at move 1 f and continues through to 

move lx. The incident revolves around attacks by Kessie the Magpie on the family 

members. First, Kessie attacks grandpa on his bicycle (move lf, lg, lh). This is 

signaled by the text marker: "And . . . (move lf)." Then, Kessie pecks grandma on the 

head when she goes to the library (move Ii). This is signaled by the text marker: "And 

... (move li)." In the third event, Kessie hi ed to peck Jonathan 's cheek (move lj, l k). 

This is signaled by the text marker: "And then, . . . (move lj)" After event 3, Jonathan 

poses a series of 3 questions for the listeners to consider, in response to the incidents 

with Kessie (from move 11 to move 1 p ). This seems to be designed by the speaker to 

get the attention of the listeners, and also to emphasize the serious nature of the 

incident. Fmthermore, it appears to act as a signal that the climax of the incident is 

approaching. The next event focuses on what the family intend to do about the 

problem of the magpie. This is realized in the text from move 1 q to 1 s. Grandpa gets 

something from the yard (move Ir). Grandma and Jonathan go inside and get a big 

box of" .. . drums and balloons (move l s)." This event is signaled by the text marker: 

"And, .. . (move 1 q), followed by the expression: " .. . they have a good idea (move 

lq)." The next event is event 5. This represents the climax of the story. This is found 

from move 1 t to move 1 x. Rie continues by saying that at least one family member 

(we are not sure who or how many) came out banging on the drum and making a big 

noise. This is reinforced by Rie 's gesture of banging on a drum (move It). She then 

states that: " . . . Kessie the magpie didn't move .. . she stayed in the gum tree (move 

1 u)." This implies that the "good idea (move lq)" was successful. That is, by making 

a lot of noise, Kessie did not attack the family members. Rie reinforces this, by saying 
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that grandpa could go to work (move 1 v), grandma could go to the library (move 1 w), 

and Jonathan could go to school (move 1 x). 

Next, the interpretation is presented. This functions as the moral of the story. 

Following the climax of the incident, the focus of the story has now shifted to the 

interpretation. That is, the focus has shifted to the moral of the story, or, as it was 

explained to the children, the 'message' of the story. This is found in the text from 

move 1 y to move 1 zzz. In move 1 z, the family discovered that Kessie had 3 little 

babies. Rie then adds: "Don't come near my eggs (move lzzz)!" This seems to 

function as the message or the moral of the story. One possible meaning could be that 

people should not go near a magpie who has just had little babies. Another possible 

meaning could be that a magpie with babies is dangerous and will attack people. Yet 

another, could be that a magpie will do anything to protect her babies, so do not go 

near the nest. In any case, Rie's message is clear; don't go near magpie eggs. 

Rie has independently constructed an exemplum text. She has produced a storytelling 

text with a moral. This has been based on the modeling of the generic structure that 

preceded it. The generic structure starts with a sequence of events that culminate with 

the interpretation of the incident in the story. This generic structure reflects the social 

purpose of an exemplum genre. 

R Summary of mood chokes of text 5.3 

~-

Mood Keiko Rie Dad 

(clause type) 

Total number of 0 28 0 

clauses: 28 

Declarative 24 

Full 21 

Elliptical 3 (move 1 f, 1 s, It, 
---

Polar 
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interrogative 

Full 

Elliptical 

Tagged 

declarative 

Full 

Elliptical 

Wh- interrogative 

Full 

Elliptical 

Imperative 

Minor 

Most frequent 

subject choices 

I 

3 

3 (move 11, Im, ln) 

0 

1 (move lzz) 

Family members: 5 

This (family 

member): 3 

(move la, lb, le 

They (family 

members): 2 

(move ld, lq 

Kessie, magpie: 9 

(move 1 f ellipt, lb, I 
li, lj, lu, lu (she), 

ly, lz (she), lzzz 

(she)) 

grandpa: 4 

(move lg, 11, lr, 

1 v, 

grandma: 4 

(move li, Im, ls, 
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lw, 

Jonathan: 6 

(move lj, lk, ln, 

lo (he), lx, lx (he), 

Most frequent Past: 12 

time reference of 

verb element Present: 18 

(finite /\predicator) (all incorrect) 

Negation 1 (move lzzz) 
--;--

Adjuncts 34 

Circumstantial 14 

(move ld, le, le, 

lg, 1 i, 11, lm, ln, 

lo, lr, lu, 1 v, lw, I 
lx) 

I 
I 

Interpersonal 0 I 

I 
Textual 20 I 

Conjunctive: 20 

(move 1 c, 1 f, lg, 

lh, 11, lj, lk, 11, 

lm, ln, lq, lr, ls, 

lt, l u, 1 v' 1 w' 1 y' 

lz, lzz) 

(between & within 

clauses: both) 
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Continuity: 0 

Holding: 0 

Modality 3 

A. Modalization 2 

Probability 2 

(move 1 w, lx) 

Usuality 0 

B. Modulation 1 

Obligation 0 

Inclination 1 

(move lj) 

In text 5.3, Rie is the dominant speaker. She is telling her story to dad and Keiko. Dad 

has instructed Keiko to listen and not to interrupt or make comments. He has done 

this because he feels that Rie might be distracted by comments and interruptions, and 

her story might then break down. Hence, all of the 28 clauses in the text are produced 

by Rie. Dad and Keiko do not say anything. 

Out of a total of 28 clauses, 24 of Rie 's clauses are produced in the declarative mood. 

Of these, 21 are full declaratives; only 3 have ellipsis. This suggests that Rie wants to 

be the one who gives the information in the story. The best way for her to do this is 

through whole, complete sentences. The use of ellipsis is not a feature of her speaking 

in this text. 
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The most frequent subject choices are limited to the 4 main participants in the story. 

Three of these are the family members of grandpa ( 4), grandma ( 4) and Jonathan (6). 

The other main participant is Kessie the magpie (9). This indicates that the story is 

only constructed around these 4 participants. 

In an exemplum, as with the other storytelling genres, the story is reconstructed. Thus, 

the past time element of the verb is a typical grammatical feature. Rie has used past 

time reference of the verb on 12 occasions. However, she has used present time 

reference on 18 occasions. These are all considered to be inappropriate uses of time 

reference. This indicates that Rie is experiencing some difficulties in selecting and 

using the appropriate time reference in this text. Instead of using past time to 

reconstruct her text, she is using the present time verb element. 

Rie has demonstrated an extensive use of adjuncts (34 times) in text 4.12. These are 

all used appropriately in the text. These fall into the 2 categories of circumstantial 

adjuncts ( 14 times) and textual adjuncts (20 times). All of the textual adjuncts are 

conjunctives. The frequent use of circumstantial adjuncts indicates a desire to locate 

the actions of the story in a particular place or position. For example, Kessie the 

magpie is not just at the end of the street, but at the end of the street in the big gum 

tree (move le). Rie has added the circumstantial element "in the big gum tree (move 

1 e Y' to provjde more information about where exactly the magpie is located, in 

relation to the family's house. The use of circumstantial adjuncts (move J d, le, le, 

lg, li, 11, lm, ln, lo, Ir, lu, lv, lw, lx)is afeatureofRie'stext. 

Rie has used conjunctive textual adjuncts (20 times) extensively in text 5.3. Some of 

these are used to demonstrate logical relations between clauses. For example, Rie 

states: "and grandpa fell over on the bike (move 1 g)." She does not want the 

information to end there. Rie wants to give the reason why this happened. She does 

this by adding another clause, linked by the causal conjunction, "because" in move 

lh. Hence, grandpa fell off his bike (move lg): "because Kessie the magpie attack 

him (move lh)." \Vhile most of Rie ' s clauses are expressed as simple sentences, she 

appears to be developing resources to elaborate on and to extend her meanings by the 

use of conjunctions that link a current clause with prior talk (Eggins & Slade 1997, 

2004). 

284 



However, most of Rie's conjunctive textual adjuncts in text 4.12 are used to explicitly 

signal the generic stages of the text (move lf, lg, li, lj, lq, lt, lu, lv, ly). lt can be 

argued that, as with the other genres, this is probably the result of the father's focus 

on the use of markers in the modeling phase. The text adjuncts used in these moves all 

focus on a different generic stage of the text. This indicates her understanding of the 

generic structure of the text. It also suggests that she wants the listeners to recognize 

this structure, by explicitly using these markers to signal each stage. However, unlike 

her older sister, Rie has mainly used only one marker to do this. That is, the marker: 

"And, ... " Instead of expressing the same meaning in different ways, Rie is limited to 

the same form of the marker throughout her text. In her text, one form seems to have 

many functions. This heavy reliance on the same text marker suggests a lack of 

flexibility in her register development. While she has used textual adjuncts 

extensively in text 5.3, Rie seems unable to express the same meaning in different 

ways. 

In text 5.3, Rie has used modality on 3 occasions to express certain feelings and 

attitudes. While this is not necessarily a feature of an exemplum, all of her uses of 

modality are appropriate. She has expressed possibility I probability on two occasions 

in the text (move l w, lx). That is, after the problem of the (magpie) attacks has been 

solved, she then uses possibility I probability by saying: " ... grandma can go to the 

library (move 1 w)" and Jonathan: " . .. can go to school (move lx)." However, she is 

also able to use modality to express a different attitude in the text In move lj, Rie 

uses inclination to express what the magpie wanted to do: " .. . the magpie tried to 

peck his cheek (move lj)." The use of inclination in this segment has a different 

function from the two earlier examples of probability. This shows that Rie knows how 

to (and wants to) use modality to express these two different attitudes in text 5.3. 

In summary, Rie has selected mainly from the declarative mood to convey her 

information in the text. Most of her clauses are full declaratives. There are few 

examples of ellipsis in the text. As with other genres, she has used an extensive range 

of adjuncts, primarily to signal the text's generic structure. This is probably the result 

of her father's modeling, but, as the text from the modeling phase is not described, 

this is speculation. The circumstantial adjuncts show the place and position of the 
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actions that are happening in the story. All of these mood resources have been used 

effectively in her story. However, Rie has chosen from only a limited range of 

subjects. This reflects the simplicity of her text, needing only to talk about four main 

participants. Also, while she has used text markers many times, she seems to lack 

flexibility in the kinds of markers chosen. Furthermore, she seems to be experiencing 

difficulties in selecting the appropriate time reference of the finite element of the 

verb. She seems to mix past time reference with present time. This indicates a lack of 

register flexibility at this stage of her language development. 

Rie's use of mood resources in text 5.3 are clearly effective in some areas but limited 

in others. However, she has used the limited resources she possesses to give and 

exchange meanings appropriately. 

C. Summary of Appraisal in text 5.3 

Appraisal Keiko Rie Dad 

Total clauses: 28 0 28 0 

Engagement 

1. Monogloss All other clauses 

I unless stated I 
I 

2. Heterogloss 5 

Projection: 2 

(move ly, lzzz) 

(ly, lzzz: "said") 

Concession: 0 

Modality: 3 

(move lj, 1 w, lx) 
··- >-·----------

Attitude 1 
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1. Affect 1 

(move lq) 

2. Appreciation 0 

3. Judgment 0 

Graduation 3 

1. Force 3 

(move le, ls, lz) 

2. Focus 0 

Rie's choice of engagement in text 5.3 is mostly through monogloss voice. That is, 

through single sentences expressing one, definite view. However, she has also chosen 

to use heterogloss voice on 5 occasions in the text. Two of these are through the use 

of projection. In move ly Rie projects what the magpie says in "bird language," by 

expressing the sound., the bird made: "Waddle, giggle, gargle (move Iyr Also, in 

move 1 z:zz, Rie again projects what the magpie said, this time using her own English 

translatjon to interpret the bird's meaning: "Don't come near my eggs (move lzzz)!" 

In both of these examples, she has used direct speech to project what the magpie said. 

The use of heteroglossia in text 5.3 represents a resource the child uses to engage 

listeners by referring to the thoughts and words of other participants in her text. 

In addition to projection, Rie uses modality to express heterogloss voice in the text. 

Unlike projection, Rie has used modality in other texts, albeit on a fairly limited basis. 

In text 5.3, Rie has used modality on three occasions. As revealed in the mood 

analysis, her choices of modality have expressed the functions of inclination (move 

lj) and probability (move 1 w, Ix). In move lj, Rie says what the magpie wanted to do 

to Jonathan, by using the modal "tried to." For example: " ... the magpie tried to peck 

his cheek (move lj)." However, she later uses modality to express possibility I 

probability (moves 1 w, lx) by saying what grandma and Jonathan are able to do, by 
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using the modal "can." For example: " ... and grandma can go to the library (move 

1 w)." The use of modality in text 5.3 is fairly limited but appropriate. Rie is able to 

use this resource to express various possibilities and to express her attitudes 

concerning things that happened in the story. 

In text 5.3, Rie has chosen to use only one example of attitude. This is from the 

category of affect (move 1 q). This indicates that Rie thinks it is not so important to 

present feelings and emotions in the story. She presents the story more as a matter of 

fact than a matter of feelings and emotions. However, she has used three examples of 

graduation in the text. These are all examples of force (moves le, ls, lz). This 

indicates her desire to emphasize certain things in the story that she thinks are 

important. The first one relates to where the magpie lives: " . .. in the big gum tree 

(move 1 e ). She does not want to say merely a tree. She uses the words "big" and 

"gum" to emphasize the kind of tree. In move 1 s, Rie also uses force by using "big" to 

amplify her description of the box: " ... have a big box of drums and balloons (move 

ls)" And further, the bird does not just have babies (move lz). Rather, Rie uses force 

to stress: " .. . and she have three little babies." This emphasizes the importance of the 

babies to the story as a wbole . This indicates that Rie is developing the resources of 

amplification, wbich is an important tool used to take a stance in a text (Hood, 2004). 

In summary, Rie has demonstrated the use of heterogioss voice to illustrate other 

voices and other possibilities in text 5.3 . Rie's use of projection to engage the 

listeners is a relatively new resource in Rie ' s texts analyzed so far. She has used this 

device to express other voices in the text. Her use of different kinds of modality, from 

the categories of inclination and probability, was effective for expressing attitudes 

about events in the story. And finally, she used force to amplify her attitudes. Overall, 

Rie has used only a limited number of appraisal items in text 5.3. However, she has 

used a variety of these items and has used them appropriately, indicating a developing 

register of appraisal resources. 

D. Interpretation of text 5.3 

Rie has independently constructed an exemplum genre. That is, she has produced a 

storytelling text that has a moral. The statement: "Don't come near my eggs (move 

lzzz)," seems to function as the moral in the story. The generic structure starts with a 
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sequence of events that culminate with the interpretation of the incident in the story. 

This generic structure reflects the social purpose of an exemplum (Eggins & Slade 

1997, 2004). 

As with other texts, the modeling phase, though not described in this data, appears to 

have played a significant role. The generic structure was explicitly modeled by the 

father in the modeling phase. The use of text markers was also explicitly modeled in 

this phase. Rie appears to have drawn directly from this modeling in order to 

construct the generic structure of her own text, as this structure was previously 

unknown to her. 

From a mood analysis, Rie has selected mainly from the declarative mood to convey 

the information in her text. Most of her clauses are full declaratives. There are few 

examples of ellipsis in the text. She has used an extensive range of adjuncts. The 

circumstantial adjuncts show the place and position of the actions that are happening 

in the story. The textual adjuncts mainly focus on the explicit signaling of the text ' s 

generic stages. This is attributed to the emphasis placed on these markers in the 

modeling and joint negotiation phases. All of these mood resources have been used 

effectively in her story.. However, Rie has chosen from only a limited range of 

subjects. This is reflected in the grammatical simplicity of her text, needing only to 

talk about four main participants. Also, while she has used text markers many times, 

she seems to lack flexibility in the kinds of markers chosen, often repeating the same 

form of the marker. Furthermore, she seems to be experiencing difficulties in 

selecting the appropriate time reference of the finite element of the verb, occasionally 

using present time to indicate past time reference. 

Rie' s use of mood resources in text 5 .3 are clearly effective in some areas but 

restricted in others. This could be interpreted as a developmental issue, reflecting her 

limited but developing register of interpersonal resources at this stage of her English 

language development. 

From an appraisal analysis, Rie's use of projection to engage the listeners represents a 

relatively new resource for her so far. She has used this to express other voices in the 

text. Her use of different kinds of modality, in the categories of inclination and 
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probability, was effective for giving opinions and expressing attitudes about events in 

the story. And finally, her use of force to amplify her attitudes was appropriate. Rie 

has used only a limited number of appraisal items in text 5.3. However, she has used 

these items appropriately within the context of an exemplum. 

In summary, Rie has been able to independently construct an exemplum. She has used 

a complex generic structure appropriately, which demonstrates her understanding of 

the social purpose of this genre. This suggests that she has drawn from the father's 

modeling in the modeling phase to construct her own text. She has selected from a 

fairly limited range of mood resources and appraisal resources. In some of these areas, 

she appears to be experiencing difficulties. For example, in selecting the appropriate 

finite element of the past-time verb. However, in other areas, she has effectively used 

a variety of mood and appraisal resources to convey her information and to take a 

stance. This is indicative of a child with a limited but developing register of 

interpersonal resources in casual conversation. These are important issues m 

describing the development of Rie ' s conversational language skills. 

5.3.1.2: Text 5.4: Exemplum: Any Message? Joint negotiation phase 

A. Sociocult iral learning analysis of text 5.4 

Participants: Keiko (7 years old) , Rie (5 years old) and Dad 

Context: Recognizing the purpose and generic structure of an anecdote: "Kessie the 

Magpie," a bed time story 

Setting: Bed time 

Transcription Length: 31 seconds 

Turn Move Speaker 

1 1 Dad: 

2 

3 

2a 

2b 

3a 

3b 

3c 

Rie : 

Dad: 

Transcript 

Well, what about "Kessie the Magpie?" Does that have 

any message? 

Mm, maybe 

. .. don't attack people. 

Mm, 

don't attack people. 

What about you, Keiko? 
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4 4a Keiko: I think no. 

4b I think it's just a magpie story. 

s Sa Dad: OK, 

Sb well, 

Sc Rie thinks yes 

Sd and Keiko thinks no. 

B. Interpretation of text 5.4 

Text S.4 is constructed in the joint negotiation phase of learning. It is a conversation 

between dad, Keiko and Rie. Dad is checking on whether the generic structure of an 

exemplum has been understood by the children. The goal is to give the children 

further assistance in recognizing the generic structure and the social purpose of an 

exemplum text, in particular, to focus on recognizing the role of the moral. Dad does 

not want to hand over full responsibility to the children until this has been understood. 

In move 1, dad initiates the conversation by asking a question about the social 

purpose of Rie's story, "Kessie the Magpie." This is an example of mediating about 

language, as he is focusing on the text's generic structure. He asks: "Well, what about 

'Kessie the Magpie'? Does that have any message (move l)?" This question is 

designed to get the girls thinking about the text's moral or 'message' as it has been 

recast as in the text. If the children's answer is 'yes', then it appears they have 

recognized it as being an exemplum. Dad is also mediating language by using the 

everyday recast of 'message' to explain the meaning of the word 'moral', and to 

highlight the social function of the genre. Mediating language and mediating about 

language to focus on the generic structure often seems to be happening 

simultaneously in the text. 

In move 2a, Rie indicates that she thinks the story does have a message. However, she 

js not sure, and answers: "Mm, maybe (move 2a)." Then in move 2b, she provides 

what she thinks is the message:" ... don't attack people (move 2b)." In Rie 's opinion, 

this statement reflects the moral to the story. Dad replies with a backchannel cue 

(move 3a) and then repeats Rie's answer (move 3b): "Mm (move 3a), don't attack 

people (move 3b )." This suggests that dad wants to neither agree nor disagree with 

Rie. It also indicates that he wants to use this as a prompt to elicit Keiko' s response. 
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In move 3c, he asks Keiko for her opinion: "What about you, Keiko (move 3c)?" 

Keiko gives her answer in move 4a. She seems more definite than Rie, answering: "I 

think no (move 4a)." Then, she reinforces her answer in move 4b, by providing a 

reason for her opinion: "I think it's just a magpie story (move 4b)." This is interpreted 

by dad as a 'no' answer. That is, the story has no moral to it (move Sd). Dad then 

sums up the two opinions from move Sa to move Sd. He does this by leaving the 

answer open-ended, without giving his own opinion. He says: "Rie thinks yes (move 

Sc) and Keiko thinks no (move Sd)." By leaving the issue unanswered, dad has used 

scaffolding to indicate they can have different opinions. They do not have to agree but 

they do have to have reasons for their opinions. This kind of explicit discussion of the 

moral is designed to flesh out the generic structure of an exemplum, and in doing so, 

flesh out its social purpose. 

As has been the case in other texts, dad also appears to be using contingency to 

control the type of scaffolding required. Dad has decided the children need more 

assistance in understanding the role of the moral in an exemplum. Until dad is 

satisfied the children can do this, it seems he will not release the scaffolding and hand 

over greater responsibility to the children. This is seen as an example of contingency, 

as dad is making decisions about the need and quality of assistance required by Rie, 

before he hands over more responsibility to her. 

5.3.1.3: Text: 5.5: Anecdote versus exemplum: Open-ended conclusion: 

Joint negotiation phase 

A. Sociocultural learning analysis of text 5.5 

Participants: Keiko (7 years old), Rie (S years old) and Dad 

Context: Recognizing the purpose and generic structure of an exemplum I anecdote: 

"Kessie the Magpie," a bed time story 

Setting: Bed time 

Transcription Length: S2 seconds 

Turn Move Speaker 

1 la Dad: 

lb 

Transcript 

OK, ... 

what about Kessie, ... at the end, 
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le do you think Kessie stayed in the tree 

ld or flew away? 

2 2a Rie : Mm, 

2b ... maybe stayed in the tree. 

3 3a Dad: Are you sure? 

3b Does it tell us in the story? 

4 4 Keiko: No ... 

5 5 Rie: .. . maybe no. 

6 6 Dad: What do you think, Keiko? 

7 7a Keiko: Mm, 

7b yes, 

7c because, at the end, Kessie has three little babies. 

7d She protecting her babies 

7e and, .. . that's why she didn't fly away. 

8 8a Rie: Maybe, 

8b I'm the same. 

9 9 Dad: So, so ... you guessed that? 

10 10 Keiko: Yeah. 

11 lla Rie: Mm, 

l lb .. . yeah. 

B. Interpretation of text 5.5 

Text 5.5 is constructed in the joint negotiation phase of learning. It is a conversation 

between dad, Keiko and Rie. Dad is further checking on the children's understanding 

of generic structure, this time by focusing on the type of ending of the text. The goal 

is to get the children to recognize the different purposes of the different storytelling 

gemes. That is, to recognize that some stories focus on the ending (narratives), and 

some do not (anecdotes and exemplums); some stories have clear, definite endings 

(narratives), and others are left open-ended and inferred (anecdotes). This is an 

example of dad mediating about language by focusing on the generic structure. He 

also mediates the language by using the recast of 'ending' for the metalinguistic term 

of 'conclusion' . This helps the children understand that narratives, anecdotes and 

exemplums are all different because they have different social purposes, and that 

these purposes are reflected in the generic structure. 
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Dad starts the conversation by focusing on the type of conclusion in Rie's text, 

"Kessie the Magpie." From move la to move ld, dad is ellicitng the girls' view of the 

story's ending: "OK, ... (move la) what about Kessie, ... at the end (move lb), do 

you think Kessie stayed in the tree (move le) or flew away (move ld)?" By asking 

how the story ended, dad appears to be checking if the children understand the 

difference between a conclusion that is explicitly stated (as in a narrative), or one that 

is open-ended or implied (as in an anecdote). In this way, he is mediating about 

language. This illustrates that not all endings are the same, and that the ending could 

tell them something about the text's purpose. 

Rie then gives her answer in move 2b. She says: " . . . maybe stayed in the tree." By 

using the modal element, "maybe," she appears uncertain about her answer. Dad then 

tries to check for her degree of certainty, by asking in move 3a: "Are you sure?" He 

then refocuses this question in move 3b, asking: "Does it tell us in the story?" This 

question is the main focus of the text. By asking this question, dad is fleshing out 

whether or not the text has an ending that is explicitly stated, or an ending that is left 

open-ended and implied, or indeed if the ending is in fact a moral. Keiko signals that 

she has no doubts, answering with an emphatic: "No (move 4)." This means that 

Keiko feels the ending is not explicitly stated. It means that she feels she must infer 

from the context and guess what might have happened to the magpie. Then, perhaps 

concerned that she is wrong, Rie changes her mind and answers: " .. . maybe no (move 

5)." That is, maybe it does not tell us in the story what happened to the magpie. This 

kind of hedging, using the modal element "maybe," indicates that Rie is not sure. Dad 

recognizes this and turns back to Keiko. He asks her in move 6: "What do you think, 

Keiko?" This question seems to function as a request for her to elaborate on her 

answer. She does this from move 7a to 7e. For example, in move 7b, Keiko answers 

"yes," indicating she thinks that the magpie stayed in the tree. She then elaborates on 

this, by giving her reason in move 7 c and move 7 d: " . . . because, at the end, Kessie 

has three little babies (move 7c);" "She protecting her babies (move 7d)." Here, Keiko 

is arguing that, because she has three babies, she stays in the tree to protect them. 

After this, Keiko reiterates her opinion in move 7e, by saying: "and, . .. that's why she 

didn't fly away." Following this, in moves 8a and 8b, Rie seems to accept the logic of 

Keiko's argument, and reluctantly changes her mind: "Maybe (move 8a), I'm the 
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same (move 8b )." That is, Rie now agrees with Keiko that the ending is not stated and 

that maybe the bird stayed in the tree. 

Finally, dad asks for confirmation of the information. In move 9, he asks: "So, so ... 

you guessed that?" Then, in the following moves, both Keiko and Rie reaffirm their 

answers by replying: "Yeah (move 10)." And then Rie, in move I la and move 1 lb: 

"Mm (move 1 la), ... yeah (move I lb)." In this way, dad has elicited from the 

children the type of ending in the text, and by doing so, the type of text it is. Both 

girls now agree that the ending to Rie' s story is not explicitly stated. 

Texts 5.4 and 5.5 are conversations that focus on the genenc structure of an 

exemplum text. In 5.4, dad has attempted to elicit from the girls the social purpose of 

the text by focusing on whether or not the text has a moral. In text 5.5, dad has 

attempted to elicit the social purpose by focusing on whether or not the text has a 

certain kind of ending. He has used contingency, deciding the girls need more 

assistance in understanding generic structure before allowing them to independently 

construct their own texts. He has also used mediation strategies to help Rie 

understand the generic structure and key linguistic items of an exemplum. It seems 

that dad wants the girls to recognize that not all stories are the same. Different stories 

have different purposes and a text's generic structure is connected to its social 

purpose. 

5.3.1 .4: Text 5.6: Exemplum versus r eport: Any message? 

Joint negotiation phase 

A. Sociocultural learning analysis of text 5.6 

Participants: Keiko (7 years old), Rie (5 years old) and Dad 

Context: Recognizing the purpose and generic structure of an exemplum, "Little Red 

Riding Hood," versus a report, "Let's Find Out." 

Setting: Bed time 

Transcription Length: l minute and 18 seconds 

Turn Move Speaker 

la Dad: 

Transcript 

OK, 
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lb Sarah, do you think "Little Red Riding Hood" has a 

message? 

2 2 Rie: Yes. 

3 3a Dad: Well, 

3b what do you think it is? 

4 4a Rie: Mm, ... 

4b never stop 

4c and talk to anyone 

4d ... because ... you can get trouble ... 

4e hurt 

4f ... and killed! 

s Sa Dad: That ' s very good. 

Sb OK, 

5c well, 

5d what about you, Keiko? 

Se Do you agree with Rie? 

6 6a Keiko: Yes ... 

6b oh, .. . and one more. 

6c You must follow 

6d what your mummy and daddy tell you. 

6e Your promise is important. 
'7 
I 7a Dad: Ok, 

7b very good! 

7c Well, 

7d what about the "Let's Find Out" books. 

7e Do they have a message? 

8 Sa Keiko: No. 

8b It's like, ... what is summer, 

8c and what is rain. 

8d Lots of stuff like that. 

9 9a Rie: Report. 

9b It's a report. 

10 lOa Dad: Wow! 

lOb Very good, Rie. 
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lOc 

lOd 

lOe 

lOf 

lOg 

B. Interpretation of text 5.6 

Yes, 

they are reports, 

and reports don't need a message, 

do they? 

Well done, girls. 

Text S .6 is constructed in the joint negotiation phase. It represents a discussion, 

involving dad, Keiko and Rie. Dad is further checking on the girls ' understanding of 

generic structure, focusing on the moral of an exemplum. Dad does this in text S.6 by 

using contingency, as well as mediation. Dad has judged it necessary for the girls to 

further clarify their understanding of what a moral is and the role it plays in an 

exemplum text. Dad scaffolds his questioning around making this explicit. 

Text 5 .4 indicated that there was disagreement by the children over their 

interpretation of a moral. Rie thought the story of 'Kessie the Magpie' had a moral to 

it, while Keiko thought it did not. Keiko gave reasons for her opinion, and then Rie 

eventually changed her mind and agreed with her sister. This suggested to dad that the 

girls needed more work in under landing what a moral is, and the role it plays in an 

exemplum. Again, this decision-ma1 ing by dad regarding the need for a sistance is 

interpreted as illustrating the role of contingency in the children's learning. 

By focusing on generic structure, dad is again mediating about language. However, as 

with other texts, mediating about language often seems to happen simultaneously with 

mediating language. In move lb, dad uses the everyday recast of 'message' to explain 

the meaning and role of a moral. Dad provides various models of morals from 

exemplums that are familiar to the children. For example, in move 1 b, he asks: "Rie, 

do you think 'Little Red Riding Hood' has a message?" Rie shows her understanding 

by answering that it does. Then, from move 4b to 4f, Rie explains what the moral is: 

"never stop (move 4b) and talk to anyone (move 4c) ... because ... you can get 

trouble (move 4d) ... hurt (move 4e) ... and killed (move 4f)!" Dad confirms that this 

explanation is satisfactory in move Sa, by replying: "That's very good." This suggests 

that Rie has understood the social function of the moral of this st01y. Then, dad turns 

his attention to Keiko. In move Se, he checks to see if Keiko agrees with her sister: 
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"Do you agree with Rie?" Keiko answers that she does and signals in move 6b that 

she wants to amplify Rie's answer, by saying: "oh, ... and one more." Keiko then 

presents her "one more" by suggesting one more moral: "You must follow (move 6c) 

what your mummy and daddy tell you (move 6d). Your promise is important (move 

6e)." Dad then confirms acceptance of Keiko's additional moral, by saying: "Ok 

(move 7a), very good (move 7b )!" Dad has continued to mediate about language by 

making explicit the role of the moral in the generic structure of an exemplum. Dad's 

positive reactions to the children's responses indicate that he now feels they 

understand the social function of a moral, at least within the context of the story 

'Little Red Riding Hood'. 

Dad then switches the focus of the text from 'Little Red Riding Hood' to a different 

set of books, called 'Lets Find Out ' . These are also familiar to the children but 

represent a different genre. The purpose is to further check on the children' s 

understanding of a moral by comparing it to another genre. This is shown in move 7d 

and move 7e, when dad asks Keiko: " . .. what about the 'Let's Find Out' books (move 

7d). Do they have a message (move 7e)?" In move 8a, Keiko promptly answers: 

"No." She then proceeds to give her reasons from move 8b to 8d. She says: "It ' s like, 

... what is summer (move 8b ), and what is rain (move 8c ). Lots of stuff like that 

(move 8d)." This suggests that Keiko thinks the social purpose of this set of books is 

to explain what something is, or how a process works. That is, they do not have a 

moral and thus have a different purpose. Then, in moves 9a and 9b, Rie interrupts to 

gain the floor, indicating she wants to agree with Keiko and expand on Keiko's 

answer. Rie says: "Report (move 9a). It 's a report (move 9b )." Rie states explicitly 

that they belong to another kind of genre called report. Rie and Keiko both agree that 

the 'Let's Find Out' books do not have a message and that these books have a 

different purpose from 'Little Red Riding Hood ' . Furthermore, dad signals that he 

agrees with the girls in moves lOa and lOb, by stating: "Wow (move lOa)! Very good, 

Rie (move lOb)." Finally, dad sums up the reason why they do not have a message, 

from move 1 Oc to I Of, by adding: "Yes (move lOc ), they are reports (move 1 Od), and 

reports don't need a message (move lOe), do they (lOf)?" Dad then concludes the 

discussion, indicating his satisfaction with the girls' responses: "Well done, girls 

(move IOg)." 
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In text 5.6, the focus was on making the social function of a moral explicit to the 

children. Once again, dad has controlled the construction of the text by focusing on 

what he thinks is important - understanding the role of a moral. By focusing on what 

he feels the children need to know, he is making decisions about the need and quality 

of assistance required by the children, before he turns over greater responsibility to 

them. This highlights the role of contingency. Dad has also continued to use 

mediation to focus on the generic structure, and to recast metalanguage into simple, 

every day terms. 

In text 5.6, dad's goal is to continue to make explicit to the girls the role of the moral, 

until he is satisfi ed it has been understood. He has done this by analyzing an 

exemplum familiar to the girls, 'Little Red Riding Hood', and then by comparing it to 

a book representing another genre, which has no moral. In both situations, the girls 

clearly demonstrated they were able to recognize what a moral is, and what a moral is 

not. In text 5.6, the children now appear to have understood the social purpose of a 

moral, and the role it plays in the generic structure of an exemplum genre. 

5.3.2: Conclusion: Exemplum genre 

Jn summary, Rie has independently constructed an exemplum genre in text 5.3. She 

has used a generic structure that is appropriate to the social purpose of this genre. She 

has argued that her story has a moral. This is significant for a young, foreign language 

lea.mer. She has selected from her fairly limited range of mood resources and 

appraisal resources to construct interpersonal meanings. In some of these areas, she 

appears to be experiencing some diffi culties. For example, in using the appropriate 

time aspect of the finite element of the verb. However, in other areas, she has 

effectively used a variety of new mood and appraisal resources to convey her 

information and to take a stance. These include the use of projection to incorporate 

other voices in the text, and the use of modality to express attitudes. The use of these 

mood and appraisal resources is indicative of a learner who has limited but 

developing interpersonal resources in casual conversation. 

As with previous texts, the modeling phase appears to have played a significant role 

in the independent construction of Rie's text. While there is no data from the 
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modeling phase of the exemplum genre, there is no evidence prior to this study that 

Rie was aware of the generic structure of an exemplum. Therefore, it can be argued 

that she has drawn from her father's explicit modeling of the generic structure, 

emphasizing the role of text markers, in constructing her own, original story. This 

modeling of the generic structure has been reinforced and practiced in the joint 

negotiation phase. 

Texts 5.4, 5.5, and 5.6 have been constructed in the joint negotiation phase. They 

focus on the generic structure and social purpose of an exemplum. The aim has been 

to make the role of the moral explicit to the children. The father has judged that this is 

a difficult concept for the children, but that it needs to be understood before full 

responsibility for text construction can be handed over to them. In text 5.4, dad has 

focused on the issue of a moral. This is an important part of the text's generic 

structure. It also represents the text's social purpose. The father uses the everyday 

recast of a message' to explain the social function. However, from the data, there 

appears to be some disagreement among the girls, indicating they are not yet certain 

as to what constitutes a moral. This kind of explicit discussion on the role of the moral 

has been designed to flesh out the generic structure of an exemplum, and in doing so, 

clarify its social purpose. 

In text 5.5, dad continues to focus on the girls' understanding of generic strucnirc. 

This time he has focused on certain kinds of endings. For some stories, such as 

narratives, a definite ending is an important part of its social purpose. It appears that 

dad wants the girls to realize that this is not so important in an exemplum, but is very 

important in narratives and anecdotes. From the data, it seems that the girls have 

understood this, particularly Keiko. It seems that dad wants the girls to recognize that 

not all endings are the same, and the type of ending can also be an indicator of a text's 

social purpose. 

Because of the uncertainty expressed by the children in text 5.4, dad has continued to 

the focus on the girls' understanding of the role of the moral in text 5.6. This text 

suggests that the father thinks more scaffolding and more explicit learning on this 

issue is required. This illustrates dad 's continued use of contingency, judging that the 

girls need more assistance in understanding the role of the moral before he is prepared 
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to hand over a greater degree of responsibility to them for their own text construction. 

He mediates language and mediates about language by recasting and reformulating 

key linguistic and metalinguistic items in the text, focusing on the interpretation stage 

of the generic structure. 

In text 5.6, dad continues to check the girls' understanding of the social function of a 

moral, by discussing an exemplum text they are familiar with - 'Little Red Riding 

Hood'. From the data, it appears the girls have understood this. Then, he further 

checks their understanding of a moral, by comparing an exemplum to a report genre. 

From the data, the girls have now demonstrated they are able to recognize what is a 

moral, and what is not. In text 5.6, it can thus be argued that by foregrounding the role 

of the moral, the children have demonstrated an understanding of the social purpose 

of an exemplum genre. 

In summary, Rie has successfully constructed her own exemplum in text 5 .3, using 

appropriate generic structure and a limited but varied range of interpersonal resources. 

This is significant in describing the development of her conversational skills. The 

importance of modeling in the learning process has also been illustrated in text 5.3. In 

texts 5.4, 5.5, and 5.6, the importance of making generic structure explicit was 

demonstrated, as well as the key roles of mediation and contingency in the learning 

process. In text 5.4, the focus was on assisting the girls to recognize the role of the 

moral. Text 5.5 focused on assisting the girls to distinguish different kinds of texts, by 

examining different types of endings. Text 5.6 focused once again on further assisting 

the girls to understand the role of a moral, by discussing a familiar exemplum and by 

comparing the generic structure of an exemplum to that of a report. These texts have 

illustrated the importance of modeling, contingency, mediation and the role of the 

teacher in the scaffolding process, which is considered to be fundamental to the 

children's learning. 

5.4: Conclusion of chapter 5 

In this chapter, data from the children's anecdote and exemplum texts has been 

described, analyzed and discussed. Conclusions were then drawn for these two 
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genres, based on the data findings, and discussed in terms of the development of the 

children's conversational language skills, as well as their key learning processes. 

The analysis of the children's conversational language skills has focused on data from 

the independent construction phase of the pedagogical cycle, when the scaffolding has 

been removed. This data has been analyzed within the framework of SFL, arguing 

that this theoretical framework provides a systematic description of the children's 

conversational English, once the scaffolding has been removed. The analysis of the 

children's key learning processes has focused on data from the modeling and joint 

negotiation phases, when the children received assistance via the scaffolding process. 

This data has been analyzed within the framework of SCT, arguing that this 

theoretical framework provides a clear description of the role of the scaffolding 

process, which is considered to be fundamental to learning. 

From the data, the children have been able to independently construct anecdote and 

exemplum genres, at both a macrostructural and microstructural level of analysis. The 

children have independently constructed appropriate generic structure, and seem to be 

developing an awareness between the role of generic structure and social purpose. 

The children have been able to u e the interpersonal resources of mood to give and 

exchange information appropriately. And, the children have been able to use the 

interpersonal resources of appraisal to express attitudes and take a stance in each of 

the four gemes. These findings are significant in the development of the children's 

language skills, particularly as they are learning English at home in a foreign 

language context. 

Based on the data, the interrelated issues of modeling and pedagogical approach (as 

part of the steps of scaffolding), the role of the teacher as the ' skilled expert' (ZPD), 

the use of mediation strategies, and the role of contingency in the handing over 

process, appear to have played essential roles in providing the necessary assistance 

required by the children in the learning process. It has been argued that the 

scaffolding process has been fundamental to the children achieving their language 

goals. These findings are important in addressing the research questions related to the 

children's key learning processes. 
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In the next chapter, the focus on data analysis will continue. In chapter 6, data from 

the children's opinion texts will be described and analyzed. The main conclusions of 

opinion genre will then be summarized and discussed. The opinion genre represents 

another way of speaking that is very different from the storytelling genres. However, 

it is a genre that is also common in every day casual conversation, and as such, is 

important in the development of the children's conversational language skills. 
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