What are these oral language acquisicion stages which predict written

laaguage acquisition stages? We get one clue fronm sociolinguisti work nn

registers or styles,

Registers/Styles

Martin Joos, in hia The Pive Clocks (1967), describes five "styles" of

language which are available to all speakers of a language:

Frozen - fixed expression, literary,
legal, archaic

Formal - alone before an audience -
mono logue

Consultative - business, school - exchange
information

Casual - friends - chatty, shire-
sleeve

Intimate -

teampates, lovers, close
friends

Although Joos wrote long before the concept of communicative competence was

developed, the thrust of his work was quite similar. The function of language,

or the style, determines the forms, the grammar and pronunciation, to be used.

Thua the counsultative style, thet which 1s used in business and in school, is

central for communicating new information. The casual style, che chatey register

used among close friends, tends to be more informal, more vernacular, more

"roll-up-your-sleeves” and slangy., The {ntimate style, used among teammates,

lovers or those people who know each other intimately, can be less grammatical,

more telescopic and clipped, The formal style, vith {ts clearer syntax and

politeness, 1s used when one speaks alone before an audience without consistent

feedback. It 1s, 1in fact, a monologue. The frozen style 1s that forw of

language which preserves archaic, ritualized or weil remenbered phrases such as
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the “all in favor say aye" expressions of che courtroem or rthe King lames

English of some religious prayer,

Whst Joos was saying, in essence, was that sgpeakers make subtle but

clear differences in the forms of their langrage to suit the various functions

and that’ these functions are determ’ned by context: who 13 being talked to.

what the toplc is and what the setting is like. This variation occurs naturally

in speech and bty the time children reach school age, they have experienced at

least tke intimate style a d casual stvle.

The Acquisition of Oral Registers/Styles

Although Joos never went go far as to suggest a developmental sequence

for ucquiring these stylistic variants, 1t is not difficult to visuailze it

#a follows (Figure ]1):

Consu
Intima
BIRTH ENTER ADULTHOOD
SCHOOL
Figure 1: The Developmental Sequence of Oral Language Styles

Figure i1 points out that the consultative style 18 often learned, for the

firat time, in school. Information 1is exchanged in an institutional context
and a set of language conventiuns s expected to accompany this exchange, This

18 not to say that it 13 never learned before school age but only that 1t becomes

necessary at that time, The formal style, if learned at all, i3 not usually
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Jialegue Jourzal Writing as 1 Corrunicotive Svent
1ATCEUE souindl aTriting as 1 Hnid , s

This srudy analyzed
a sixth-grade classroom,

.

1

Trecutive Sun.ary
.
the text of 26 student-teacher dialeogue ournals from
as a develc--ental link between students' natural Compe—

tence in oral conversation, and their developin competence ir written '.nguage.
’ ping 1 &

"Dialogue journal writing" is interactive,
between students and their teacher on a daily basis,

interest to each writer.

functional writing nich occurs
about self-generaced topics of
The practice was developed by teachers and has been
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used by the teacher in this study for seventeen years in a Los Angeles classroom.
Dialogue journals were selected for study because they constitute a pur-

poseful use of writing in

benefits for both student and teacher.
natural spoken conversation with its participants and
classroom task of essay writing.

power in this communicative event:
topics of discussion, both writers
as an interested audience, asking questions, offering elaborative com
The teacher ic a full participant

opinions, etc.

and does not correct or grade the writing.
interesting information in *their writing in order to continue

and to introduce new,
a topic discussion, just
functional nature brings
and to offer evidence to
provide opportunities to
for all writers, because

the school environment, one which has meaning and
They alsc serve as a bridge between
"turns" and the traditicnal
The study finds that students and teacher share
students are responsible for initiating the
have 2qual "turps" and both writers respond
ments, glving
in the written conversation
Students learn to be more elaborative

as in outual convearsaticns between friends. The journal's
out students' abilities to make persuasive arguments
support their complaints or ecxplanations. The journals
internalize an audience perspective, a major difficulty
the teacher actively responds with questions, comments

and elaborations, thus modeling how an audience may think and react to written
messages,

The year-long sets of dialogue journals were collec:ted from an "average'" sixth
grade class in Los Angeles during 1979-80, through an ethnographic data collection
effort which included extensive interviews with the teacher and students, and
classroom observation. The goal of the analysis was to anzlyze the language
itself in order to describe the interactional structure of these cumulative dialogues
anu the strategies for jointly initiating, developing and maintaining the dialogues.
The corpus includes 4600 pages of text or about 170 pages for each student-teacher
journal. The aralysis used a variety of discourse methods, including topic
analysis, analysis of language functions, conversational strategies, and structures
of reasoning. Other g -'1s of this first study were to adapt and validate methods
for analysis of longitudinal, interactive discourse, and to raise questions and im-

Plications for further study.
Anong the findings of the study are:
Ccmretence in Writing
’ Writing can be a natural fora of comounicition ‘or YOuUng Writers when 1t
originates in a real life, communicative context.
: Dialogue journal writing builds directly on the comzunicative ccupetence

of students in oral language and allows them %o use the entire range of
language strategies already mastered in oral conversation.

1npics

N . Students and teacher write about a wide variety of ropics--ac-denic,
interpersonal, and perscnal. Over the vear, there i1s a defin:te shift
toward personal topics, as writers ccme to know each other better, hut
acacenic, school related roncerns resain i~portant.

1 This study was ‘:nded by the Naticnal Instditute of Zdnuc .tion, writing Feewvarch

Program, NIE G-No-60-0122, Jana Staton, Principal Tawestig. tor with Pover “huy

and Joy Kreeft, Center for Applied Linguistics, Washiungton, D. C., 1580-1u82.
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Student-iniciated topics are recycled and develsp into coher:ug, ye
long themes in each studenc's jouranl. The teichr pliys a ~aior rile
in focusing the student's attenticn on developiental tasts of persunal
significince—-such as making friends, building up physical abil ey, or
doing better at math--by her comments and reflectin- questions,

ar-
1

Functionsl Language

Across the year, stud2nts chang~ in the direction of using a wider rangze

of specific language functions-~expressing more personal opinicn;, re-
porting personal facts, evaluating, and complaining mora. 4 study of
complaints in student writing found an increase in "felicitous" complainin
over the year; that {s, making explicit the injustice and giving sp=cific
evidence.

The tescher uses questions to encourage and develop students' awareness

and reflective thinking., Reflective questions efizcrtively focus the
studant on considering alternative ways of handling the situa-icn,

Over time, stud-enrs; show mcre proficiency in organizing their writing,

and their surface difficulties with spelling, syntactical constructions

and punctuatlion are reduced, even though their journal writing is not
corvected by the teacher. A focus on functional communication appears to
enhance awareness of the conventions of written lanzuage (formal mechanics).

Mutual Interaction/Interactive Discourse

Dialogue journal writing, 2ven for students with learni~ ; disabilities

or limited English proficiency, is coherent, organized. spic focused
writing, in part because of the interactional support provided by the
teacher through comments and questions. Students with greater difficulty
in using written language in regular class assignments generally perform
at higher levels of competence in their dialogue journal.

Dialogue jourmal writing reduces the normal status and power asyrmetry of
student and teacher and allows students to engage in mutually constructed,
continued counversations icdicating comembership status with the teacher
based on shared interests.

Writing as Thinking

The dialogue journals actively demand, and provide students with oppor-
tunities for, higher order relational thinking of students. The teacher's
strategy of commenting on studen. topics by adding new information and
introducing more genaral principies or meaning, prcvides students with a
model for more elaborated, relational thinking in written discourse.

The dialogue journals are also a significan* reading event, in which the
student must use critical thinking skills to compare given and new infor-

macion, integrating the teacher's response with his/her earlier comment.

Benefits to the Teacher

Q
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The succass of the dialogue journal is highly depend2nt on the teacher's
divect participation and involvement. It requires that teachers use

all of their skills, kncwledge and values in reaching, assisting and
teaching students, The benefits to the teacher appear to be as great

as to the stiient, creating a supportive, open classroom environment
based on :rust and mutual understanding, and allowing the teacher to
persondlize instruction and get daily fe~dback on stud:nt attitudes and
percepticnus,
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The Ural Language Basis for Dialogue Journals

Roger W. Shuy

Although this study focuses on the written language of students and
their teacher in their dialogue journals, it is appropriate to consider
the oral language antecedents of writing in order to set the dialcgue
journals in a language continuum or theory. Children come to school wich a
rather well developed oral language but no particular expertise in written
language, either in decoding or encoding. When they learn literacy skills,
therefore, they do not "learn cheir ‘anguage,” as so many programs and
curricula seem to indicste. Rather, children leatn to process and produce
the written representation of their already exiating language.

A great deal of interest has been generated recently concerning the

differences between oral and writzen language. It is our belief that che

major reason why oral and written language differencss appesr to be great

is rhat those who compare oral a&nd written language are using iwproper
criteria for comparison. Out of thia insight comes the realization that
vritten language acquisition, unlike oral language acquisition, takes place
in ucg;ol. This fact cauces writing to be *udged by school product norma
(correctnesa, cohesion, genre-specific, etc.) rather than by process,
developmental norms. Since schools seldom offer the opportunity for writing
which s equivalent in register to the student’s developed oral language,
both teaching and assessment are continuously out of synch with acq;isitional

states. In short, children are asked to write using a stage for which they

he not passed through earlier developmental stages.

Oral-Wrictten Language Differences

Although a great deal of interest has developed in racent years concerning
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the differences between oral and written language (Schallert, Klein and
Rubin, 1977; Chafe, 1978; Cook—Gumperz, 1980; Tannen, 1980), the focus on
differences tends to obscure the fact that written and spoken language

also share far more characteristics than differences. flcse similar-

ities are frequently obscured both by the desire to uemonstrate differ-
ences and by the way comparisons are made. In an effort to avoid com-
paring sprakers and writers at different developmentiil stages, researchers
tend to control age or grade level and compare writing and speaking

ability at chat level. However logical this may seem to be, we suggest that
such control does not produce comparability of developmental levels.

The point s that oral language 1g functional, interactive and self-
gererated. The written language conventionally used for comparison
with a writer's oral language seldom has any of these characteristics.

Scollon and Scollon (1981) have pointed out that the "essayist tradition"
in 'iteracy research reduces writing to minimal functional focus (often
praised as tight organization), non-negotiated forms of making sense (non-
interactional), and an imagined, "unknown" audience, 1f any parceived audience
at all (impersonal). Altnough the Scollons address their research to Alaskan
Athabaskans, there is no reason to believe that their observationa are any
different for all school-age children. This contrast between the rich oratl
traditions of Athabaskans and the imposition of the essayist tradition of the
schools 1s, of course,\culturally grounded in Alaska. But the problem ig
quite likely to be even deeper than this. tiowever important cultural
difference might be in the comparison of a given person’'s writing and speaking,
it 1s still necessary to compare like stages of development or, more precisely,
to avold comparing an advarced stage of development in speaking with an

interfered-with stage of writing development.

Q . :)
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From the time talking begins in an infant, 1t takes place in the context
of someone else. That 1s, we try to talk to someone. Speech implies a listener
and listening {nvolves absorbing that talk and then speaking back to the other
person. We call this dialogue or conversation. However obvious this may be,
it 1s a crucial point for this discussion about writing acquisition. We tend
to forget that children learn to talk by dialoguing with another person or
by holding conversations with seve-al other speakers.

In sharp contrast with the acquisition of speaking 1s the way schools
conventionally guide children in the acquisition of writing. Here the
essayist tradition takes over. The teacher glves a writing assignment and the
student writes it. Unlike speech, the topic 18 teacher generated, not self-
generated. When we talk, we usually say sorething that we want to say rather
than something somecne else wants us to say. We control our own topics and
we use oral language to get our own things done. In writing, whether essay,
narcation or description, children are almost always asked to use language to
get done what someone else, the teacter, wants to get done.

One problem, of course, grows out of the fact that oral language 1s
acquired in a natural real-worid context and writing is not so acquired. One
can only speculate what 1t would be like if speaking were acquired in a school
context. Would we begin with formal speeches, lectures or sermons? Wou'd
we ask students to produce oral parrations? For years schools have hidden
behind the excuse ~hat they should assess the writing done in the schools rather
than other potential kinds of writing simply because school writing is there. It
is the writing expected by th~ schools, this line of reasoning contiaues,

80 we must assess it instead of a kind of the writing consonant with the
stages of written language acquisition which we might predict from oral language

acquisition. ‘
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What are these oral language acquisition stages which predict yritten
laaguage acquisition stages? We get one clue from sociolinguisti york nn

registers or styles,

Registers/Styles

Martin Joos, in his The Five Clocks (1967), describes five "styleg" of

language which are available to all speakers of a language:

Frozen - fixed expression, literary,
legal, archaic

Formal] - alone before an audience -
mono logue

Consultative - business, achool - exchange
information

Casual - friends - chatty, shirt-
sleeve

Intimata - teampates, lovers, close

friends

Although Joos yrote long before the concept of communicative competence was
developed, the thrust of his work was quite similar. The function of lauguage,
or the style, determines the forma, the gvammar and pronunciation, to be used.

Thus the consultative style, thet which is used in business and in school, fis

used among close friends, tends to be more informal, more vernacular, more
"roll-up-your-sleeves" and slangy. The intimate style, used among teammates,
lovers or cthose people who know each other intimately, can be less grammatical,
more telescopic and clipped. The formal style, with its clearer syntax and
politeness, is used when one speaks alone before an audience without consistent
feedback. It 1is, in fact, a monologue. The frozen style {s that form of

language which preserves atchaic, ricuwalized or well remembered phrases such as

Q 11

central for communicating new informacion. The casual style, the chatty register

the "all in favnr say aye" expressions of the courtroom or the King James

English of some religious prayer.

What Joos was gsaying, in essence, was that speakers make subtle but

clesr differences in the forms of rheir language to suit the various functions
and that’ these functions are determined by context: who is being talked to,
what the topic {g and what che secting is like. This variation occurs naturally
in speech and ty the time children reach school age, they have experienced at

least the intimate style a d casual style,

The Acquisition of Oral Regigters/Styles

Although Joos never yent so far as to suggest a developmeatal sequence
for ucquiring chese stylistic variants, {c 1s not difficult to visuaiize 1t

s ftollows (Figure 1):

Consy
Intima
BIRTH ENTER ADULTHOOD
SCHOOL

Figure 1: The Developmental Sequence of Oral Language Styles

Figure 1 points out that the consultative atyle 13 often learned, for the

first time, in school. Information is exchanged in an institutional context

and a get of language conventions 1ig expected to accompany this exchange. This
18 not to say that it 13 pever learned before school age but only that 1t becomes

necessary at that time. The formal style, if learned at all, is not ugually

12
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ecquired unt'.l late adolescence or adul " . '_  The ability to speak in front

of en eudiance, to perform withoyt the regular feadback and interruptions of
tesual or aven consultacive coanverastion, {a e monologue skill not required

of mary people, aven in chair sdult livea.

The Acquisition of Written Reglaters/Stylaes

It oral languags acquisition passes through alages even remotely similar

to thnae posed in Figure i, we might ask ourselves what the comparable stages

of written larguage acquieition are. By examining current practice in writing

~ instructinn, we are forced to display the following comparable figure (Figure 2):

— -
—
-—
——
BIRTH ENTER ADUL.THOOD
SCHOOL,
-
Figure 2.

The Developamental Sequence of Written Language Style

Figura 2 points out that the initial inatruction and axperience in
writing requires atudents to begin writing at the formal lsvel without having
pesaed through the casual and consultative stages which serve to prepare them

for the monologuing ability to communicate with an unspecified a.d non-responsive

audienca.
Moat of the recent research on the differences between written and spoken
langusge notes the critical distinction betw en those modes in terms of descriptors

auch as permanence vyg. transience, tightly organized vs. free flowing, formal

13
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veé. casual, etc. fSchallert, Kiein and Rubin, 1977). These descriptfve
diffe-ences are, of course, true, byt they are largely the product of comparing
formal writing with informal speech. These difterence; are considerably less
ot ous when one compares formal speech to formal writing. There have been
00 studies comparing informal writing to informal speech simply because there
hes been littie or no evidence of the existence uf comparable casual or cop-
sultative uriting. [t does not exist becausc the 8choo.s do not permit it to
exist. They do nut permit it to exist because they do not know how to develop
it or even to recognize it when it is there. Figure 2 clearly points out a
hole in the developmental sequence of written language. Writing begina, as
far as the gchools are concerned, with monologue writing - - the formal essay
stylea (even though this is sometimes referred to as informal). One can
only wondar why we nave been so blind to the fact that this pattern 1s in
direct violation of the developmental sequence of the other kind of language
used frequently and often successfully by all children - - their oral language.
Since there 1s 2 hole in our teaching of the uevelopment of written
language, 1t 1s clear that traditional expectatica of writing skills places
an extremely heavy burden on beginning writers. They are expected to perform
the equival.at of producing formal mor 1es without having first gone through
the developmental stages found in oral dialogue or conversation. We can now

ask vwhat those characteristics of oral conversetion are which are not passed

through by baginning writers, There ave several.

Some Chacacteristi s of Oral Language Which Must be Compensated for in Written
Language

For one thing, conversation contains ghared references which can be
monitored and evaluated regularly. If listeners are confused about a reference
or meaning, they can interrupt the flow of conversation with requests for

clarification or expression of their own aisunderstanding. This cannot be
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don2 in a writteu monologue/essay where the writer's task is to guard against

potential confusion by wnticipating it in advance and by devzloping certain
astrategies, such as the use of redundancy, to avoid misunderstanding before it
can take place. This is a skill which is difficult even for advanced writers
to accomplish. The task is to guess at the various ways in which one's words
can be misreud and to steer the language away from such misreadings.

In oral language, on the other hand, speakers can infer a listener's
confusion from either verbal or non-verbal clues such as facial expressions
and then use these clues to steer their speech more appropriately. In
additio.., confused listeners can state oi imply that they oc not understand,
providing direct evidence for the oral misfire. What makes conversation
posaible, ir fact, ia this cooperation of mutual feedback and monitoring
throughout the event. If there is no response to a cpeaker's talk, there is
no real conversation. Instead, we have a monologue. This is what cauaea
apeakers to stop occasionally in a rather long conversational turn and ask,
"Am I being clear?” or "Do you see what I mean?”

Secondly, there are discourse conventions which are common in conversation
and in the consultative style which are not common in formal easay writing.
The beginning essay writer, who does not pass through stages of written con-
aultative style (similar to oral conversation), can become easily trapped into
violating such conventiorn. One such :onvention includes tight organization
patterns. In spoken conversations, an idea is presented, resolved and dropped.
A topic of conversation may be introduced over and over again 1if resolution
of that topic never osccurs fShuy 1982). Analysis of ordinary spoken conversations
reveals that topic recycling is perfectly appropriate under such circumstances
a8 long as the topic 1s not recycled immediately after it 13 not resolved.

Figure 3 {s {llustrative of topic recycling in an ordinary conversation:

e 15 ,

SPEAKER A

Ir+ oduces Introduces Topic A

Tupic A Trpic B recycled
Responds but Resolves )
does not re- Topic B ETC.

solve Topic A

Figure 3: Oral Conversation Topic Recycliug Pattern

The pattern revealed 11 ..gure 3 {3 not uncommon in spoken discourse. The
convention 18 dependent on the cooperative principle in speech and constrained
by aocial factors such as the lack of interest, discomfort or unwillingness of
the couversational partner to resolve the topic. The result of such con-
veraation i{s not the well-tailored beginning, middle and end structure required
of easays (introduce what you are going to say, aay it, then 82y what you have
said). Writers who are used to the conventions of the caaual or consultative
atyle of oral conversation can be easily misled into applying those conventions
to the written language of essays. This practice can result in a poor evaluation
of their writing even though the writer only dfd what was natural in any learning:
move from what is known to what is not krown; in this case moving from the known

conaultative oral language conventions to the urknown formal written ones.

The Acquisition of Writ ‘ng Language Functions

Ounce it becor.es cleer that there are natural stages in the acquisition
of wciting which parallel oral language acquisition, it may be instructive

to examinu the functions which can be expected at each stage.
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Children's casual speach contains practically all of the language
Sunctions rscessary for getting things done in the reul world (criffin
end Shuy, 1378). The 4 to 6 year old cbildren im our research could
Produce requests for gubstances, information and clarification. They could
complain, deny, give directives, explaia and offer sanctions (Griffin R
1979). Their strategies for revealing these functions were not adult
strategies but the functiuns were carried out in a manner appropriate for
their age lavels. Four year olds were even shown to have a social gensitiviey
which enabled them to vary their stracegies for giving directives, depending
on how they perceived the status of the persons to whom they addressed these
directives (Montes, 1978).

It 1s clear that the presence of these language functions in the oral
language of elementary school children was not induced by classroom teaching.
One might say that, h.wever much various strategies for revealing these
functions continues to be arquired, the basic functions are there already.

Orel language permits t.em to be practiced and experimented with largely
because it 1s interactive snd self-generated. The quesiion is, what happens

to these functions in conventional written language which 1s not interactive
and aelf-generated? As one might predict, the opportunity to try out and
improve languige functions {is usually severely limited in writing (Staton, 1980).
Conventional school writing, by deflnition, limits the range of chese functions.
Descriptive yriting encourages a writer to describe but not, for exaaple, to
complain or request clarification. Narrative writing encourages the writer

Co sequence but not, for exawple, tc deny or apologize. The essay encourages
the writer to introduce, explain and conclude, but not, for example, to request
informatinon. Iu short, convent.onal school writing actually restricts the

focus of the wide range of children's language functions {n much the same way
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that the formal speech restricts the repertoire of langurge cholces available te
speakers in their casual or even consultngivélr&glsters.

This i3 not tu sav that essays, narration and description are innately evil;
only that they are not the opportune or approfriate types of writing with which
to begin to develop writing ability They do not offer practice in stretching
and learving to use the language functions which children already have in speech.
At the very time when one might expect children to build on what they know,
we often snatch the opportunity away from them by chang'ng the rules of the
game and by making it harder. Elsewhere I have described writing instruction
as similar ro teaching children to walk by insisting that they wear high heeled
shoes and walk on an icy surface filled with pot-holes (Shuy, 1981 ).

To this point I have sttempted to show how the develogment of oral language

abilicy is cot paralleled in the teaching of written language. In a way,

this has been largely a lament about how things usvally are. if there were

some examples in student writing of the equivalent of casual style writing
which hes the same effect that casual speech has on cthe acquisition of formal
speech, our problem could be resolved.

One possibility for making the transition ‘rom oral language conventions
to writing in the more formal essay yould be to find exiuting evidence-of
occasions in which children £111 in the holes in the developmental pattern by
wricing in a consulctative style. Even though such evidence is not common, at
least one comes to mind: note paazing. Children have alvays passed notes
to each other, back and forth, often on the same rlece of paper. Alcthough
no teacher needs to be introduced to this concept, the following example

will {llustrate:
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Figure 4: Example of Not; Pasalhé
The note represented by Figure 4, intercepted by e teacher and, of course,
pt or destroyed, evidencee much of whet written language ccnsultative style
ke like when it gurfsces. Ironicelly enough, the one type of writing which
blee writers to tranmsition from consultetive o formal, from the oral
Yle to the written, is held to be illegsl or at leest undesirable by the
ty education process which 1is trying to instruct the writer. Such a
ocees 12 equivalent to forbidding tslking in aw orel language program or
iminating sutomobilee from a driver's trslning course.
It 18 not clesr exactly how note-ps98ing cen be cspitalized upon by the
iting teecher, but it should not be too difficult to comstruct assignments
which dialogue-chaining could be required. One example could be cooperative
brary projects where student-partners sre sent to the library av. different
Mee end are told to lesve notes and suggestions for their partner in a
eigneted folder, Other poasgibilicies could be developed as well.
A gecond suggestion for fi1lling the hole in the developmenta' sequence of

aming how to write 1s to extend the dialogue-chaining noted above to

ERI
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8 teacher-student basis. This 18, of course, what dialogue-journals are all
about. The concept of the journal is probably as old as writing itself, but
as the journal or diary are usually practiced, such writing 1y a wonologue,
often with no particular reader in mind. The dialogue-journal. which provides

both a consultative aad casual style for writing can be {llustrated by a

sample from the journals in this study. (See Figure 5). It 18 easy to
@ee the conversational tone and form. This is clearly dialogue, not a formal
@peech before an audience. It is Dot in the tradition of classroom writiag.
It 18 much closer to actual speech, providing useful transition from oral
language to written. It 1; two people talking to each other fn writing,
exchanging hopes and fears, evaluating, assuring, questioning and clarifving.
Michaele and Cook—Gumperz (1979) have anelyzed oral language "sharing
tims" sctivitiee in a first g7ade claseroom tt.t is intended to prepare
studante for literacy. They note thet the children are expected to repeat
known information in order to perfora acceptably in sharing time even though
the mode of discoures, the setting, and the participante sll argue agalnst
such specificity. Such a procedure is counter-intuitive for children .ho
Rnow each other. This school sctivity {s an effort to cause children to
chunge their gpesch w0 match literacy demands. It is our belief that such
practice, though well-intendad, 1is exactly the reverss of the normal learning
procass. It causes the children to violate what they know to be true about
languaga 1in order to move from oral to written gkille. Far better would be
to sccept the normal learning process of moving from whet one knows to what
one do88 not know rather than violating what one knowu to be true in order
to accommodate an unknown goal. The latter can lesd to awkward speech. The

former cen lead to presumad "imperfect” written prosme; that {is, prose which

looks more like oral language than like our literary models.
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Sample from a D.alogue Journal

Figure 5.

The approach used in the dialogue journal writing of the classroom studied

here contraats harply with that of the sharing-time example

students are encouraged to write in a conversational style.

above., The

The dialogue

Journala come cloaer to talk written down than any other school writing we have

seen.

from the students writing. Seven categories of couventional

Evidences of thia oral nature can be noted in the following excerpts

oral language can

be found frequently in dialogue journal wricing which are not usually found

in written prose:

oral vocabulary and expression, oral explecives, inrec-

ruptions, telescopic syntax, addresa forms used as introducers or openings,

loudneas and meta comments.

1. Oral vocabulary and expressioua. It has _ong been

recognized that

certain words and expreasiona are comuonly uaed in writing but not 1in speech.

The reverse is alao generally true.

Sue(s-5)

The fbllowing examplea i1llustrate:

Joan was pushlng Jilis peucils off the table and atuff while you were

out of the room.
Gordon (5-91)

I forgot my lunch today.

Willie(S5-22)

Oh yes, I'd love fit.
Willie(5-22)

What a bummer.

By the way in math claas I got tke highest acore in the class (100%)

Sue(s-83)

Shooct.

juat coot ic. I didn'ct loose it ok dummy me.

Cops.
Sue(5-83)

Oh no, I already have a pen pal.

Mra. Windsor left while 1 was putting on my paperclips, She

The teacher also uses oral vocabulary and expressions in her writing to the

students: Teacher to George T-101

OQopg, [ thought your move was for sure.
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2. Oral expletives. The following explecives are more characteristic

oral langusge than of writing. in addition ro Sue's shoor (above S-83), the

llowing 1is 1lluatracive:

Gordon(S-96)

I don't know whats wrong with we today, aheesh.
3. Interruptions. Although it is technically not poasible to interrupt
speaker after the spaech 1s completed and alchough the uature of written prose
ems unincterruptable, we find 1in the dialugue journals something which
ts verv much like interruption. When one writer writes comments or answers
the text or in the margins of the other writer, the effect is like that
an intarruption. There are many examples of such writing in the dialogue

rnals. The following is fllustrative:

Teacher to Joan(T-20)

Did you like seeing all of your work? No.
e No at the end of the teacher's sentence was uritten on the teacher's text
Joan during her next writing turn. Hur answer to the teacher's question

¢ between the teacher's written sentences mych as an interruption is
erted into the flow of a speaker's convaersation.

4. Telescopic syntax. In' casual and sometimes even in consulrative

al conversation, sentences can be telescoped by deleting the subject,

peclally when it-is clear that the subject 1s the speaker or by deleting

e subject and the verb, especially when to repeat thess would be clearly

dundant. Other types of telescopic syntax are also possible. In the
logue journals we find evidenca of such practice, as follows:

Carlyle (S-20)

Got to go nou,

Carlyle {S-90)

Qo | more later. L,:)
ERIC
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The teacher also teiescopes her syntax, aa follows:

Teacher to M.chael(T-9)

Too badl

Teacher to Jay(T-9)

Super!

5. Address forms ysed as introducers or openings. In oral languag;

practice 18 not uncommon to open one's speech turn by addresaing the listener

by using his or her name. This is done much less in written language and
when we gee it, we often think !t a bit odd (as: for exawple, when one receivea
a mail golj~itation to enter a sweeptakes context in which the effort to
personalize a machine typed lattar includes one's name sprinkled tkroughout
the letter). Several of the students in Mrs. R's clsss open their turns at
writing by addressing her as Mrs. R, as the following fllustrates:

Tat §-19 -

Mrs. R I's sorry about what I aaid today

Nor is the teacher immune to this procedure:

Teacher to Tai T-26

Tai, you know I'll be glad to help you in math.-
6. Loudnass. Technically it is not posasible to speak of loudness
in writing yet, when coupled with these other oral language devices employed
regularly {in written p.ose, the effec* of large, scrawling writing or print
18 very much the sama. Sometimes this is accoeplished with capitalization,
as follows:
George 5-18
1 month is done. HIP HIP HORAY! HIP HIP HORAY! HIP HIP HORAY!
Typical of other students who wrore large, scrawling letters over the page

is the following page of Lizzie (Figure 6):

[y
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7. Meta comments., When talking, it ia not uncommon for speakers to
monitor their own apaech to the extenc of not only correcting iz but, on
occasion, to comment on their own errora or idiosyncraaies. In writing, chis
is aimply not done. Thia oral quality of dialogue Journal writing can be aeen
1o the following exampleg:

Carlyle S-84

1 keep writing February for che date.

The teacher also makes auch meta comments, ag follows:

Teacher *o Carlyla T-84

I chought I was the only one forgetting to write "Mar" {ngtead of
February,

Oune distinct advantage of the oral language charactar of dialogue journal
writing is that it ia a developmentally appropriate atyle of writing for young
learnera. It enablea them to cali on what they know about how to uae oral
language to get thinga done and to use it {n cheir writing. Thelr oral language
comunicative competence does not have to be correctad to mactch a school
nora of communicative competence at thia critical application point 1in their
leamin¢. This ia not to say that it is bad to learn to writa essays,
Rather, it recognizea that in order to learn to writa monologuea, ona can
do it in a developmencally appropriate way which does not violate what they
already know to be true and useful. Octher benefita also accrue,

The written dialogue-journal, conforming to the conventiona of the oral
language consultacive styla, extenda the benefits of oral language communi-
cation beyond the usual limits of the classroom. Claasrooms otfar only go
much time for talking and with thirty or more students per teacher, it ia
not unusual for s:zudents to 80 relacively untalked-to in a glven day., The
dialogue-journal {s a written extension of oral conversation between teacher

and student, :2 )

l: ‘l‘lC«tendlng oral conversation in this way, it is possible for the

Aruitoxt provided by Eic:
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eacher to learn a great deal mora about the students than would otherwiae be

earnad. Again, the coatrolling principle for aucceaa

in this ia whether or

t the writing {e conversatic

1 (therefore believable) and whether or not

tuality ia eatablished between the writers.

nveraation are

If the natural functions of

carried out in the dialogue-journal (requesting information,

laining, reporting opiniona, etc.) then the teacher will learn a great

1 about what is motivating both good

and unfavorable claasroom behavic~r,

nce auch wotivation ia

the key to succeaaful instruction, the inaights derived

oms the dialogue-journal are very great.

By providing a realtstic topic for writing (namely, what bothers you,

t you naed to know,

etc.) the event of writing is encouraged. People do

t they have need to do. Hritida about thinge that do not need to be written

ut, auch aa "What a Daffodil Thinke of Spring,” or about thinga which

¢ not comp.lling, auch aa

"What I Lesarned from My Field Trip to tha Bank, "

which are couched in

adult converastional frameworka, such ae "What

PPaned in School Today,"

usausily yield turgtd prose, if th.y yield any

oae at all. OQur atudiea on topic maintenancs and

elaboration in the dialogue

urnala have ahovn that chi

idren write more and better when the writirg

signment involvea taake or deeirea yhirh

are real to them and which involve

necesaary inforsstion or opinion exchange.

The dialogue journal writing analyzed in thia study has a great deal {n

jmmon *ith spoken conversation. It opens the door for the use of a wide range

languags functiona yhereae essays, letters and other types af school

20
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writing are, by definition, limited to a narrower range.

It is developmentally
appropriate for the application of what ia known about how to use oral language

in a written form. 1In ahort, the uae of the dlalogue~journal createa the

neceeaary condfriona which are true for the development of any language skill

oral or written. Theae conditions are four:

1. The task must happen in order te be learned. If one {a to learn

to write, one muat bs able Lo do 1t and to do 1t a lot.

2. The tisks ﬁuat happun meaningfully. Either writing or speaking

muat be contextually grounded In real-life, natural, appropriate and motivating

taska.

3. The task must happen meaningfully in such a way that it can be

monitored by the learnar. The dialogu.‘]ournul 1a pasaed back and forth between

the t - participants, providing a cumulative record which can be reviewed over
and ovar by the writars. The child and the teacher can check what was said

yeaterday, last week or last s;nth. Thia self-monitoring capacity ia not

common in educational practice.

4. The task muat happen meaningfully, be self-monitored and provide
comparstive/contraative learning. Since the teecher writes back to the atudent,

a model for comperigon of writing is built in tor the atudents *o uae. Students,

therefore, have a touchstone for improvement and a model for future development.

Thia aeta the framework for the best sort of learning: self-correction.
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The vievs expressec inm this report do not necessarily reflect the position,

Topics. What Do They Write About?

Our purpose in thisg paper is to draw together a varlety of data bearing
on the nature of the topics s?udents write about in their dialogue journals.
As an {ntroduction to the nature of dialogue journal writing, we have sought
to provide some basic descriptions uf what the students actually write ablout,
how topic~domains change during the course of the year, and the process
and meaning by which students move from less personal to more personal
self-generated topics. 1y addition, we will point out the value of the dialogue
g 'irnals as a method of feedbeck to the teacher about her teaching.

Topic Classification

“ne diversity of individual topics every day in the Journals 1s ditfficult
to capture, except by a visual presentation. In order to present this
individual variation best, we have taken the ome-week fall and spring samples
from all students and counted and classified each topic discussed by each
student for five days in October and five days in March.

Method for Classifying Topics

We classified student topicsg according to their referent in _the world,

instead of according to the students' attitudes toward the referent For
example, if a student wrote: “I hate math. I don't care {f I flunk all of the
tests,” even though the student is saying something important about himselt
we decided that t,e topic wu.. math, the real world referent, yhile the
comment was the student's attitude toward math. The topic of math is what

is noted on the chart. If, on the other hand, the student says, "I'm not
doing very well, am 17" he is tatking about himself as referent, and om

X is placed under "Self-reflection " Sometimes classification was difficult,

When a student writes, "Tai and Joan were fighting during math," ¢ was hard

31
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to decide whether the toyic yas “Math,"” or "Tail znd Joaw.." tn this case, we
decided that the topic was "Tai and joan fighting,"” so an % was placed under
"Peers" {in the “Interpersonal” section. "ln math” in this case is the location
for the topic--the fight. A similar difficuley occurred in classifying reading
topics. Reading ia the classroom occurred daily in sustained silent reading
reriod. Students in their Journal writing discuss with the teacher a great many
specific books they are -eading during this period. Because the books they discuss
represent individual interests and may be read at home, we placed their comments
about reading in the individual-personal expressfon domain.!

Our approach to classification algo rests to a large degree on the ways
8tudents lexicalize or "name" the events in their world. Certain individual
academic subjects are often named as the focus of discussion--math, geography--
because these are overtly identified or marked by transitions in the classroom
context. Other academic subjects, especially the language arts of writing and
reading, are uot identified by the teacher or gtudents as discrete, bounded
events In the daily flow of classroom activities. For example, students take
notes, yrite research reports and creative gtories continuously as a part of
their sociul studies lessons. Because writing 1s an integrated activity, part of
many other classroom subjects and flows naturally, it 1 seldom focused on as a
'toplc' by the students and therefore 1s not listed as a subject.

To help the reader understand the connection between the classification of
daily toplcs generated by the students' wrlting and the events of the classroom,
we have Included here the dally schedule that Mrs. R. presented to parents during
the fall open house, October 2, 1980.

¢ oral comments to parents dre given

In quotations.

by the lnterests of a simple presentation, we did not adopt a multiple classi-
fication approach, in which an utterance could be assigned more than one category.
Such an aporoach could be adopted if the purpose were an exhaustive analysis of
topic-ness, which this pPaper does not have.

Q 2
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Daily Schedule, Room 1]
1980-81 School Year

9:00 - 11.30 Social Studies ("anthropoiogy and history ot gur country,
exploration and expansion”) "Sucial studres 1s the basis
for reading, writing, and research skills. It 1nvolves
sclence as wel)."

(Recess:

10.00 - 10-20)
"My goal 1s to move children from simple to more complex
levels of thinking."
"We do committee work in Broups, with cross-peer tutoring”

11.30 - 12.00 Silent Reading Time. "The goal 1s to get them to comprehend

what they reud and to read ror pleasure!

12 55 - 1:15  Literature (oral reading by teacher to class)
1:15 - 2.00  Math

2.00 - 2:4o0 Spelling and Language

2:40 . 5.00 Physical Education

Explanation of Topic Cnaits (Figure 1)

Each topic chart represents one day and shows, with an X, each topic
that the gtudents wrote about on that day . For example, on Monday, October 8,
Willie urote about Geography, Math, and Lunch. When a studenl was absent or
did not turn in the Journal for that day, "absent" or "no J;ﬁrnal" is written
on that student's line. There is one chart for each day of one week in October
(October 8-12) and one for each day of the week of March 10-1k. Totals are
given for each topic each day, and, after the ten charts, & summary sheet
gives totals for each week. For example, on Monday , Uctober 8, Geography was
mentioned by 12 strdents, and during the whole October week, Geography was
mentioned 33 times, in the March week , Geography was mentioned a total of

14 times.
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Totels and Frequency of Topics by Domain

It has been observed several times througt vont this report, and we find again
here, that the average number of topics discussed in 8 week is greater in the
tall than in the spring, [n the fall week, the 26 students wrote about a
totat ot ho2 topics and in the spring week they wrote about 305 topics,1
We hdve also noced elsewhere (Kreeft, Tubic Cuntinuation. Staton, Elaboration)
and note aguin here that the Students tend to write more sbout Academic topics
("Academt ¢ Subjects and Classwork” on the chart) in the full than in the spring,
gutng 11om 94 to 1Tt, while 1n the spriug the percentage of topics that focus
on relationships with peers and teachers ("Interpersonal"™) increases slightly,
trom 1{ percent to 19 percent, those that focus on 1ndividual concerns
("Fe sonai-Indtvidual Expression”) increase even more, going trom 18 percent to

<% percent. Table | shows thig shitt.

Table | Totat Topics and Topics by Dorain - All Ltudeuts

Fall Spring
Acadamie subjecty and
clasuwork 293 = 645% 171 = $6%
interper sonal 9 = 1(% 59 = 19%
fndividual 30 = 8% s = 25%
Total Topios hye m‘)l

Fhe total pumber of toprcs an thly one-week shrsng sample 14 smaller than the
tatals el 1o the athey analyseas Tn the sprang werk thele were more abysences

dage to 1l e, vy Vacattons, and other 1easons in order to tdenti1ty which stadents
Wiod oo what abont the events of emh day, ve could not draw on a second week sample,

Lhus o theor vimply were tewer cutries to classily an SPring a5 4 conseguenece
ol holding the werk conutant In dotng other analyse using the fall and Spring
week amphe , {tor vrampie, ol topue ctaboration ol questions aml answers), it
Bl ot matter 1t Che ame gt days were u.ed tor all stadents, theretore,

We o replaeed mra g entypes, untrd we had entiies for 9 days .,

ERIC
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One result ol the developing rearationship vetween the tencher and <tugents

fostered by the Journal 1s that Students begin the year wilting about context-

bound topiles, i1n this case the classroom, and move out of the tmmedlate school |
context to topics that they and the teacher do not yet share

tounts of average words per entry and average topies per ent1y show that
while generally the student. wiote ullgntl; more 1n the spring, they wrote
about fewer topics (62 percent decreased 1 average topics per entry from falt
to spring). However, when we luook at individual students, it hecomes mere
difficult to find a dominent relationship hetween topte ¢ mains, time of yesar ,
and number and iengih of topics discussed. For exumple, Willte shows a big
increase in words per entry, trom bS to 129, and dec reases 1 toples per entry
from 4 O'Lu 21 Gordon also shows an 1nd rease .n words per entry, from 18 to '
103, but also shows an tnerecase in toplcs, from ¢ h to 6.4 (per week). fai
decreases in both words and tuptes.  So, we have three ditfeent patterns
a4s represented 1o Fignre 2 ho ne decremses in words per entry while Inereasing

in topies per entry from tall to spring,

Student-Initiated Topics

In general, the students inttiate Journal toples, and thelp engapement 1n
& Ltople 1s esseatial for 1t Lo be elaborated o1 continued across Larng We
examined fo: these fall and Spring weeks the namber of topics which mre student-
inttiated Table 2 shows that almost sl toples 1n the fall are student -

Inttrated

Table o Student and Teacher- mtiated Topics 2 m Fercent of AllL Tepics

beall U NEIT
Student s, 842
Toudhen 1%
lagidy]
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tontrasts in Pafterns of ‘Tontes and Words
tor Three Students,

In the spring, the increase in shared understanding allows the teacher to
initiate more topics during the week, by drawing on previously discussed
themes (recycling). We see in this decrease of student topic initiation,
not a shift toward teacher dominance, but the emergence of a common framework
in which she can more freely introduce topics of interest to the students.

The Topic Domains

Academic Topics

This category includes al; classwork-related activities. The sutjects
students jdentified are Geography, latin, Spelling, Math, Sclence, Art, knglish
and Literature (this inciudes the books that the teacher read aloud during

class reading time--The Great Brain 1n the rall and A Stranger at Green Knowe

in the spring}, Physical Education and Special (lass. For Special (lass,
atudents are divided into different groups, and many of the groups go to
other classrooms. -

“Classwork anc class activities” refers to all of the other c¢lasswork that
did not fit under a specific school subject--TV ghows that the rlas, watched
(e.g., "Wordsmith" and “Thinkabout"), "Newstime" (& current cvents n: razine)
class elections, committees, trips (in the fall the class visited the Botannical
Gardens), Presentations to other classey (in the spring students from this
class visited other lasses to talk about pollution), visitors te the class,
heanework bapers, and a special project that the teacher initiﬂted~—wri(ing to
pe: pals in Modesto, California.

"ichool activities” fncludes anything that fuvolved the wihool goen
activities, thet occurred ontside of the classroom--e.¢., once 8 ponth a
performing arts group came to gilve g scﬂonl assembly , in the fall there was an

all-schuol Hal loween partty, the "loot."
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“Classwork and class activities” i8, of course, mentioned more frequently
than the other topics in the Academic category, pecause {t necessarily covers
such a vide range of activities. When students are fnvolved in a special

“activity, Iike the day they wrote to pen pals (Wednesdiy, March 12}, almost
all of the students wrote about this new event.

Other Academic topics are mentioned often on a day when that topic receives
special attention in class. For example, on Wednesday and Thursday, October
10 and 11, the class started dofng sand pafnting fn Art, and most of the students

2
vrcte about it {18 on Hédnesday and 14 on Thursday). on Thuredays students
prepare for the spelling test on Friday, so they write about that. On Monday,
October 8, the class began a new Geography project, sc a lot of students ¢
mentioned their work on the new project (12 gtudents).

The one Academic toplc which receives a consistently high degree of
attention, toth in the fall and spring, is "Math." In the fall, on Monday,
October 8, the students found out what Muth)group they vere in and on Tuesday ,
they attended their first math class. This new event explains the many mentfons
of math on those tw. .all days (12 on Monday, 22 on Tuesday!). However, after
the newness vears off, math is stil a major Academic topic. This is paitly
because math is the one class that fnvolves daily movement to another class.
Mnst'or the sLud;nts in Mrs. Reed's class 80 to another teacher for their math
clasg, 8o they always have new information to give her about what they are
doing in their class The fact that math s e non-sharad event ifs not the
only rerson, though, as their Gpecial Class also involver, moving to other
clnsses, and yet Ig geldom mentioned. Math is also a stratified activity.

fitudents kncw 17 they are {n the "top,” the "second,” etc. math group, and

they move up or down, an they take perfodi~ proficlency tests. "Moving to a

Lo

Q
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new math group” s a popular topic. Where special class only occurs on certain
days, math is every day, so the students are also consistentily exposed to different
teachers. This seems to make an impact on them, as they often discuas thefr

math teacher in the Journa).

Interpersoral Topics

"Interpersonal” topice fnvolve telationships with other peuple--classmates,

friends, and teachers (when the teacher mentioned is Mrs. Reed, an X* appears on
the chart). Since the Journal writing involves 8 relation:hip with Mrg. Reed,
any comments about the vriting or the journals are included fn this classi-
fication. Comments about recess and the games played during physical educat fon
almost always refer to peer r._fatfonships durfng those games, so gre algo

placed in the Interpersonal category. As noted above, mentjo, ¢f Interpersona'

topics remains quite steady throughout the year, increasing slightly in the

spring. One reason for thig lack of change may be that we included ‘school
activities' in the Academic domain, even though many of the students' gchool
activities may be marked by them because nf fnterpersonai experiences fnvolved.
If ve vished to analyse fnterpersonal relationships we wnuld to develop
8 much more refined classificatinn system, wvhich would fpelnde Lopics with

pote tially multiple focuses.

Personal-Individual Expression

In this domain we {ncluded a varfety of topica which gre marked by their
individual nature. included under personal-individunl expresaion are books ror
personal reading (lnvludlng the Individunl books studentg chone for Sflent
Reading Time), weekend and home activities, lunch, evaluations of the dany, and
self-reflective atatements.

Very often the students write about books they nre reading on their

ovn ("Hooks and Personal Reading"). A reading apecialint comts 1o their

61




classroom periodically with new books to ghow them, and they vajue her advice,
often reddlng several books by one authar that she has introduced to the class.
Mrs. PPeed also reads books aloud tc the class and students often ask for other
books by the same author and discuss their reading in the journal. The fact that
diocussion of personal reading increases from the fall to the spring demonstrates
the guccess of the reading program in this classroom. Many of the boys have
extended "conversations” in the Journal about their books.

Discussion of "Weekend and Home Activities," which includes topics such
as French lessons, going to private school, getting new clothes, doubleg from
the fall to the apring. We have ghown elgewhere in this repori that when the
students discover tnat thefr teacher is actually interested in them and what
they do at home and during non-school time, they begin to write more about it,
even asking her about her 1ife outside &f the school.

"Lunch” is placed in the "Indiviiual® category because students write
about vhat they personally did or ate at iunrh, or what happened to them there.
Few students mention lunch, but when they do it s almost always to iel' about
the contents of the dafly lunch or about something perconal that hafpened derfng
lunrh

“Evaluat fon of the day” is the category for personal opinions about how the
day went. In :he fall students make guch evaluations more than 1n the spring
{21 time« in the fatl, 1h i{n the sprlng). They make comments ke, "Today I had

"

rood day "I had a fun day." "Today waa a very interesting day," framing

for themselves the nay s a unjt.
"Self-reflect {on” refers to the gtudents® feelings about thetr hehavior,

nd their place iy the classroom, and often fnvojves dtascussion of pergonal

rob lema .
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The Emergence of Individual Variation

Even by the fourth week of school, atudents gre highly
varied in the speciric topics they decide to comment on fn thelr Journals
Chart 1 shows, quantitatively, individual variation in topics by demain

Chart 1. !ndlvldualw\lprlatl_ol‘l in Topics by Domain (in percents)

_Fall

Student -

George 29 ko 29 33 0 66
Joan 8 16 i 58 2T 15
Carlyle 72 13 15 5h 18 28
Tai ST 25 18 6
Willte 93 { -8 0
Samantha L7 21 32

Deenie 67 8

Annette [14]

Emily 65 18

John 0

Gordon 58 0

Lennox 82 1k

Jay DX} . 5

Lem.ox, for example, retains a heavy focus on aeademic topics (82 perrent 'y
both fall apd spting), while Jay shifta from a focus on academic topies in the
fall (43 percent) to personal, individual, toples §n the spring (98 percent)

ontrary to what one might believe, this individual topir variation st vwig
from the very fiist da§ of school. (n the firet day of Journai vitting, Septemher
Hl, 1979, the teacher put & qample entry on the hoard for students, to ropy
{nto their Journals §r they couldn't think of anyYthing elae vt yilte

First day of school In koom 1

'm in Sth/6th grade and my tenchwr e Mre N
It wns a hot and hamid day

Anterpe-sonal  fersonal
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This fulfi'ls the 3-sentence requirement for journal writing. However, only
two students out ot 2h chuse to write only this 'formula" (and these two
received exactly three gentences back from the teacher) as the firsgt example
from Htanley's Journal shows:

First day of school in Room .1.

I'm in 6th grade and my teacl 'r is Mrs. R.

[t was a hot and humid day .

(Mrs. R )

I'm glad you are in Room 11. We have

two buys named Staniey. Hoth of you are

1 the 6th grade. Do you like having boxes?
The rest of the students wrote either variations on all or parts of the sample
entry and then added their own paragraph , or 1gnored the sample entirely and
wrote their own entry, usually of ovne o1 two paragraphs. Of all 26 students,
2l wiote mote than three Sentences,

Topic content on the first day inclu. i accounts of the day ('"We wrote
a bibliography"), evaluations ("The room is nice," "The day was boring"),
concerns ("1 hope | get good grades," "It's stra,  to be_in the 6th grade"),
or references Lo the students ' alieady existing relationship with Mrs. R
("' glud 1 have you because I had you for math™)

What we tound, in short, was Lhet even on the first day of class, students
had many and var1ed things to write about. The teacher responded to each as
an 1ndividual, butlding on whet toe student had wiitten. The tirst day's
entries in Gordon's journal show her 1mmediat e forusing and elaboratinn,

(l.ulsl()n)

Firat day of qixth grade, My teacher 15 Mrs. R It was n very
hot day At tirst I thought that because | had you and my

best triends were not in my clasn. But now that I know ynu and
i petting to know everyone 1 think ['m going to have a fun year,
(M, )

A e attatule ! You'll mu e bome new  ypends and then you'l)

be very happy  bedsose you'tl have loty of friend,.
Vi delaphted to hnve you tn Room {1

b4

You're a fine young man

.»

Q
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From here, Mrs. R. and Gordon were on their way to buitding a yeuar~long

personal relationship

Variations in Length and Amount of Writing

As an indication of the physical nature of the dralogue Journal writing,

the Journals of the 11 students in our initial sample were analysed 1n terms of

the amount of writing they contained, the number ot daily interactions, and
the occurrence of shortest and longest entries. (7Table 3)

For this sample, we can see a great range of variation in the umount of
writing, both in total output and 1n length of individual "longest entry."
[t 1s 1mportant to note that for seven of these 11 students, tWeir tungest
entry occurs early in the year, in October or November. ‘Thus, we do not
find for these students a major change jn ability to write 4 great Jeal more,
although such an effect might be found for younger wrjters or fur students
learning to write in a second language.

Table 3. Quantitative Variation in Dialogne Journal Wrrting

Student/Teacher

Student Pages of Writing Interactions Shortest Entry lLongest kEntry
Willie 227 15% 3 sentences 4 sentences
George 18> I 3 sentence:, J6 Lentences
Joan 188 154 ¢ sentences 69 sentences
Samantha 2hg 151 2 sentences J[ sentences
Kitty 2h3 129 3 sentences ho sentences
Jay 112 102 1 sentence 16 sentences
John 86 (I3 1 sentence 1t sentences
Gordon o 198 1ho I sentence 30 sentences
Michnel 16 berf I sentence 15 sentendes
Allee 164 1hy I Lentence b sentences
Tai (A 1h3 I sent e 1{ sentencey,
Average, 1{5.% 134 CH osentences

H6- 0k 3 1022155 11-59 sentencesy

Range I

;’, 65
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Feedback to te Teacher

Up to this point, we have gtressed the diversity of student topics as
an indication ot the individual variation 1n personal expression which the
Journals aljow. Now let us consider the data from another perspective: that
of fntorm. on feicuack to the teacher. If each columa in the charts of dally
topiey disonuiosed is taken as an area in which the teacher can receive potential
teedback from one or more students, then our analysis shows & matrix of

€0 x 26 or 90 information 'bits' each day. From the teacher's perspective,

bo'n resp ,.e and ton-response to these events of the day can be bkighly informative.

As an egample of the contrast in jndividual student feedback, we have
stlected two students' entries (Gordon and Alice} from the charts, and pre-
gented their two wee's  of comments i1n the 20 topic-categories in Figure 3
For these two students, the amount of overlap is ounly 20 percent, which couird
be typlia) for comparing any two students in terms of what they write about.

‘tne de iyr.n to represent the topics quantitativel; because of the sheer
am.unt of date  of conrse eliminateg significant information in each individual
comment . Althe ah 12 students on Monday bring up the geography lesson as a
topls | there s no collective "group mind" evident in their comm;nts. Jill
says "I have an Tondian necklace I can biing 1t." 'Tal makes a complex, logical
tnference, "Phe Indians think the way they lived was easy. and we think it was
hatd and in the future they'l: think it is hard the way we lives but its kind

b easy 0t youwr stidy g child."  Gordon gives his opin' | "Puat war Lhe funest

2o tabhy ever In summarizing all the topics .. the w.ek, we have not

Tetatned the e individual differences. Puch ditferen es which even' one-sentence
statement s eandtly Cohvey ate, ol course, cru i1al to cJhe teacher in providing
Centaal intommation about the event and how each student personally experienced

it Appendi s A to tha puper contatns weck-lonyg spring samples of the writing

of tive sludents, 50 that the teader an enconntor the actual wiiting.
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If we try to summarize the data given by the journs? tre domain,
rather than individual student, level, we continue to ¢ the preat personal

variation in topic focus which the Journals capt Chart 1 (above) iNustrated

this {ndividual variation in tople domains ftor fail and spring for a sample
of students.

Mrs. R. iu her interviews with us has continually stressed her rellance
on the journals to individualize instruction «id to assess the impact of her
lessons and aclivities:

T think another thing avout the Journals which teachers
might not realize is the degree to which it allows you to
individualize their work. 1 t.ink now I find that Jjournal
writing 1s sort of the keinel of my teaching. And when 1
sit down to do Journals, T am doing a kind of icoume of my
dav, and of eech child. as I'm writing each chiil I'm
mentally thinking about that chile I conjure up 10 my mind
that (hild that day - maybe where he was sitting or what he
was doing or sometning in particular, the kind of work that
1 recall he was doing that day or the times, if ever, that 1
saw him actually being puzzled or concernel. So that, then
as 1'm reading his journal 1'm seeing if y.at I sensed as

4 teacher came through to &Lim as a student. And often it
comes through ‘hen ‘n my lesson plans..ok, this did not go
over wvell....1 1 need to get this from a different point of
view. S0 it be omes a planning, a core, from which I'm
pPlanning not only tomorrow's work Lut frequently next week's werhk,
because very often my work is in chunks; it takes place over
two or three days. For me, It makes my whole school year
fiow, because 1 not only have mny pre and posc¢ plans set up
for me, but I have a counstant fin-er on the pulse of the
children. I know quite accurately what every child is doing
and not doing. (eacher Interview, Fall 1980)

In terms of Information cuntent, the journals gre a rich
source of information to the teache. about evely aspect of the class day. de
have come to think of the fournals trom the teacher's perspective us a ‘map, '
in which on each day as she reads through the students' entries, she 1s
mentally filling in a ¢ognitive map, noting which students liked
the Latin games, which ones had dlfficnlty‘vith math and need help, how her

efforts to develop thei~ sense of democracy and falrness in recess ganes are
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going. Our rather rough and problematical charting of the topics in the journals

is a very poor representation of the complex patterns of Information which
the teucher can carry in her head - ~ {nformation tinked to ti.e prior day's
iulormation and projected toward tome,row 43 she responds with questions,
explanations and suggestions, constructing a framework for the next day.
Although the teacher we are studying is clearly remarkable, she is so
fu great part because for 1{ years she hus found a way to collect the kind
of personal | 3tudent-generated information that gets recorded each
day 1n the dialogue Journals. Rather than Juct good intuitions about her
students' need and attitudes, ghe is continuously collecting good data on
which to buse iuformed Judgements. Rather than Informal guesses or paper and
pencil tests of the effectiveness of each day's gix or se = separate lesson
activities, she uses the Journals as direct feedback on which t~ pase her
educational program. Her interactions with the information presented ir the
Journals and the resulting changes in her concepts and practice are as worthy

of study as are her students' {nteractions and changes,

ERI

Aruitoxt provided by Eic:

=%

Gordon

1 will try to 8et a lot of sponsers. Both of my brothers had their
birthday one 1g 17 and one g 16

1 really don't care if I don't make hot dog griddies or what _ver you
call them. and also I don't think ¢hat you were fair when Dino hit me.
You didn't even 8ay anything to him. He 8ot of rcally easy and it Just
fen't fair.

Whats wrong with getting cuts. Its Just that my friends Bive me
cuts, But 1 really don' care,

I have to get a 1gs of aponsers for superwalk "1980". Bur | already
have one. 1t will be a lot of fun walking with frlends._Thia 1s my first
year being in the superwalk, So 1 am really going to try hard. I can
walk pretty far so 1 am pretly gure that 1 an make a 32 kilometers,

I only got 3 wrong on the homework, It wasn't that hard. But {t
wasn't really easy though I guess 1 just thought that it was (oo
easy. But I shouldn't do ¢hat at all.

Metrics is dumb very dumb,

1 d1d not see Dino hit you , ! saw you hit Dino. pig you have
to hit him? Was there no other pogsible way of handling that problem?
You tell me, yhat {g vrong with taking or giving "cuts" iy
Iine? 1t sure makeg you happy when 4 or § people in front of you gilve
Cuts to their friends doean't ie?
You feel! metrics are dumb becauge you were not In the mood to work.

1 did not have to hit him. But 1 felt the need too. Yes there were
other ways of handling that problem. But I fust didn't think of chem
at that t{ime.

Well one thing wrong is people don't Hke it.

All of thia children's rights stuff 1g really tough. And now we have
to do it for homework, oh boy.

I am so happy that we 8ot one hundred percent., )¢ took a 1ot of
effort to do {t. gut we did it. Boy we were al] pretty scared, especially
at the thout of juap being wrong. But ghe was right luckily,

I feel good when I do the read-a-thon or the superwalk. I feel
good abou¢ helping other people especially gick people. and 1 an glad that
T am helping others get well.

Math was pretty good today. 1 trieq harder also and I also like
wmetrics a whole lot more now.

I hate spelling test. I r ally do hate them. 1| never yant to have
another one again!i!fy1y) 1 SRR R RN RN TY] They really stink )ike
I don't now what PEELEY e gyp271y

Doing observationg In spelling seems so-o e€asy. As you found ont
it only )ooks rasy. You did no' do that bad on your test!
Unders(andlng metric measure is the key to itsg being fun! S,
glad you geem to be understanding it.
Rights for Children or Adults or Countifes g hard! Just thinking
ahout them §s ap oppostunity for learning. We all yant our righty - -
but forget gbout the rights of others.
lelping anyone uho needs our help s what makes the differences
in people! I'y slad yuu are the kind who doues want to help othergt
I belleve in that, tou. / :7
“rs Collender makes me gick. Today wasn't one of my best days.
1t was my very worst. ) canp't belleve this. From now on I am staying in




Gordon Mar. 18 - 25

8t recess and at lunch. Because I cannot really have a good day when
1 80 o ¢ there. So I have finally made up my mind.

I am 30 harpy that we get to 8ot to the park. I juat can't wait.

The Green Know book {s really suspensfull. It's really good.

Math waa pretty good for me today. I liked the Confucious Say
puzzle. But both of them yere fun.l like it when we do puzzlea like
that in math class. [ts working but having fun at the same time.

I am glad chat I waa kinda good {n math today. It really makes me
happy.

This week is really rough. All of this indian gtuff is kind of
hard. But our group is really tryfng. All we need is the dirt and the
cloth. S0 we ghould be finishing soon. I wish that I could g0 see

Annfe. But maybe I yill 80 and see it on Wednesday. I sure do hope that
I am because I really do want to see {t.

Such a lot of good thinking! It i{s your choice to stay in, snd vou
know {t is okay with me. Using your time to the best advantage for you
is pretty smarr

Govs! ruzzles are fun. You were the first one done today. I yasn't
sure {f it was because you vere interested or because you were just
trying very hard. We do need to practice in math and using puzzles
helps.

P Gordon, we (you & others and 1) have a problem. Miss Collender
will be with us the res. ~f che year. She wants to be a ceally good
*eacher. I want to help per, How can I do it? What things can she
do? You have gome nect ideas usually. Would you think about it and let me
know, please?

For one thing Mra Collender could make the work more interesting.
But she just makes it all seem so dull. And makes {t just ao plain.

The read-a-thon ts kinda getting me down. I am about to give up.
Sc far I've only read two booka. It's kind of hard because I've Just
really began to read this year.

I can't help it {f I have to use the bathroom a lot. I don't now
whats wrong with me today, Sheeesh,

I don’t miod if you come and pick us up at lunch time. 1 really
do think that it's better that way.

I think that when we go to the park we should play football.

You gave us a lot ¢ homework today {n math. The most that you've
given us all year.

Therewere a lot of problems, hut they are easy. It shouldn't take
you more than ahout 20 minuteg,
I do hope you aren't sick. You should not need to g0 tn the bathroom

at 11:45 and then agatn at 1:10. You have an hour at noon - - and surely you
think ahead and go to the bathroom then wheth r you need to nr not.
bDon't get dtacouraged! If you can finish 3 books - ~ that is geod.

Do what you can.

So far in the rzad-a-thon I have read four books. I am readfng more
and more each day

The band t .y was very good. They must have practiced a whole lot.
I kind of uish that I yas that gnod.

One of my 'unches today. Delictnus. But Burrito is still my
1 Q lte lugytzz. I especially like ft with corn and hot sauce.
ERIC
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Gordon Mar. 18 ~ 25

1 can't wait till we gtart carving our soap. It is really gotn

(cont) to be fun. I don't now what I am going to carv. But I'11 think of

something fun to make.

I am not very goud at essays. But I uill do my very best to do very
good. I hope I will do good.

Math was very good today.

Essays aren't that hard to wrjte. When you compare two things you peed
to plan to talk about one the things, describe it in a parsgraph. In
your second paragraph talk about the other thing you are comparing and
describe it. Then fn \he third paragraph tell how the 2 things are different
or al{ike.

Your last paragraph gives your opinfon and some short review of
the two things being compared.

Good! I hope divisfon isg getting to be e. fer!
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Samenthe - March 10

Samantha -~ March 10

109

109 1°11 bring the gese tomorrow. Will you help me tesch the gone vhen we pley fc. S-113
1's o0 gled I got 1o on ®y opelling test!l [ hevn't !ott.n 1002 in o
long timel
We (Abby, Willfe, Kell., n11].. Bliz. ond me) eov ore "Eggelot” f1lm. It wes
80od but blury end e Lfctle to fest ot times.
1 will heve snother story for you econ. [ get them from ENX redo 10.70 AV ot
8:10 for the redio thester ond 9:05 for the Myetery thester. Sosmetimes ite not
on. [te on simost slweye on on Sundey end wesk deys. Sut when there fe o bell
gowe fe on ingtesd.
Ahs! MNov I know uhere the stories come from. Do you enjoy reeding mysteries or
heering thea.
I, too, wee gled to ges the 100X on spelling. You've been eo busy eome srsse
have slipped. S0 when they sre brought up to whet you should be doing we both feel
betterl
T-113

no

2

I heven't uritten the dets in wy journel sntrey in e long time.
I really didn’t cere for the book “White Boote.” It wes too goodis goodie.
Every thing went g order, nothing geemed to be out of order.
I don’t uselly weite gbout books but I will eeere.
ft sounded 11ke Susen had o groet trip!
I didn’t get to heer the Systery thester leet night end the redio thester
vesn't oan.
1've been puttiog off telling you but | reslly hate studding Indfs.
sorry but I cen’t help fe.

Teo
Sema .

-]

You reelly eren’e interssted 1n eny cleee work right now,
concerned for sometime. Severel peges 4go (not just eure vhers)
too much to do becsuss your work (epecificelly your spelling book) had been
incomplete. Your monscon peper did not cose fn. Todey you hed trouble gven
eterting your resesrch. Feeling that you eren’t dofng well would ceues you to
“hate studying Indle.” You heve high srenderds end lntc!rlty. Tou knov you gren't
doing your best so you may be ellowing yourself to "bete“rather then doing e job
vhether you 1tke 1t or not. Do we need @ confersnce? Would ft help? [ om sveileble.

It hes hed me deeply
1 seked 1f you hed

'm 80rry you don't think I doing, enjoying or understanding.
I know I'm not Joln. ®y beet but that e becsusg | don’t enjoy studing Indie end
I enjoy of1 other studies.

Tou cen't poseibly 1fke end enjoy every subject you
upset me. It fs the genersl or oversll work output thet hes me concerned. |
had & feeling you, tuo, were ewere of fe. [t plessss me to gas you teke some gctiont
Thet 1e en tmportent step snd ehowe your msturing eense of deciding which thinge ere
worthwhije.

sver heve--thet doeen't

On Hondey I'm going to stert new.
credit. I reslly went to heve good

Peying ettention doing my work end even doing extre
gredes! I'm going to try extre herd!
I loved the weth 1essont I oleo liked the eicence lesson yesterdeyi!
Plesss remind me 1f I grare to get behind!!
Aleo you told me to remind you to bring a plent henger for my plent.
grest veekend!!
The veekend went so feet | forgot vhet dey ft wee!!

Hove o

So gled you are determined to do your bestd I love you so much 1 juet wvent the

best for you. If thet means | must be crose, 1’1} do te! [ won'e l1ike fe! but
! will do re.
Q
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Thenk you for reminding ae sbour the plent henger! 1've made a note to bring f{t on
Monday. If I don't, you get cruse vith me!

1 love you too!

E'® a0 heppy sbout W !

Cetrions got in too end we're both
Hy mowe old friend’s Doctfe,

deughter who wes nemed after =e, Edin fe els0 going
to W 0 te’re going to get squented this summer. I ew g1s0 teking gummer
school st & ' I cen't wett to 80 there!i! [ just wigh you could tesch
there but 1f you teught thers gll the lucky kide who wil} 8et you next yeesr wi])
nies youl!

b just love Theodors Teylor! Teetoncey end Beu O Netl wade we crylt It 1g 9o
touching end you precticly 1ive with the cherictore!! fe's very wvell vwritten pool!
There fe @ third book to the two othere celled "The Oddesy ot Ben 0'Netl"

I's judging the bellence beem for rm 23 todey.

Kelleen's pley vee oo good!! Catrions wes grest end Kelleen wee super!!
Ceorpe ves better them | thoughet he would be'

Kent (the King) ves super poo! I Suess {t runs in the femilyl

going.

Thanke for telling we e¢bout the pley.
Antonfo mede 1t out of the queetiog,

I'm 90 gled you enjoy Theodore Teylor, too.
becoms ¢o reel you do feel e reel emotion

I's oo happy for you. Going to W
opportunity. It fe @ lucky schnol to
for susmer echoul fg grest, too!

I vented to gee fe--bue being in Sen

He does write well.
for sech one.
will be greet fun end o merveloue
$et such o fine etudent. TYour plen to go
Such # golden opportunity to reslly get sterted wvell.

Cherectere
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Alice arch 17 - 24

Today we wrote a letter to some congresmen asbut the childrens
bilt of wrights.

At 11:00 we whent to the auditorum. This lady talked to ug about the
Read-a-thon. Then she showed us a film about ft. When the film gtarted
some people in the auditorym were yell & geream. Everybody was noisey.

Yes, it was rude of people to be so nofsey. The read-a-thon 1g fun.
Are you going to do {t? How many books can you read? (S-117: 1 am
going tc do the read-a~thon.)

At 9:00 we whent to the auditorum to see a8 agemily on the Super walk.

At 2:00 Mrs. lall came to are class. She brought two painting. One
panter was named Maurfce W1illo the outher was named Marc Chagtall.

It ratned a lfttle bit today. But, we got a chance tv go outside for
vesses and lunch.

Yes! More rain.
tven mosed on.

O1c assembly on the March of Dimes made walking 30 X{lometers
sound like fun. Are you going to do {t? (S-118: No)

Which painter did you like best Utrillo who did "Street" or Chagal
who painted, "My Village"?

Did you cut out the parts to your solar cooker, yet? (S-118: ' .)

This was a good rain, it waterel everything well and

Today we studied about Inla. This time we got {nto group. _u each group
people had to find a village, tempel, palice and make a 3 demential butlding
out of cardbord.
Spelling was a distaster! Everbody was getting very confused.
You dfdn't do bad bad {n spellingl
1 was pleased with your spelling.
Our India projects should be great fun.
to do them well.

You are a worrier, arun’t you!

It takes a lot of research
Are you enjoyfng your project? (S-119: Yes 1 am)

We had a discution ctrcle. We talked about are groups.
we got fnto are groups and tryed to finish are project.

We got are splling tests back. You were right I got minus 3.
fs'nt bad.

After that

Witch

Getting 97X is very, very good! Which score woyld you ltke to get
97% or 79%7 (Silly quest fon fsn't {t?) (S-120: 97% of corsge)

Our «lass will get to have an afternoon at the park--do you have
any fdeas of games we shauld play?

bid our discussion cfrcle help your group to work 1n a more democratic way?

(€-120: No)

We took the
1 made two,

in the morning we did mobiles to hang in the stair way.
tev of a cotfie (an and drew or palated some kind of a flower.
One was a bunch of dastes the outher was o tulup.

Your «lowers look territic! They will Lelp to naie our mobile vety
dttractive!l § like both of them go very muh. Re- ycling the plastic lids
makes a good project.

Q N
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Willie Ma.. 17 - 25

I finished my letter and bill of rights today. It was completely
correct when she cheked {t. 1 hope the Senators pay attentfon to it.

Please Don't forget to bring a book to school on drawing different
letters. It will be easier to do the sssinement Miss Callender gave
me.

Thanks for reminding me! 1 had forgotten the book. Having an elegant
copy of our Bill of Rights for Children will make 2 nice addition to our
room.

Are you going to be in the Read-a-thon?

We finaly did it. We finished our film. Every last bit of it 1s f{ilmed
and in the right spot. We are still walting to get the credits develope
but they are not part of the story of the film. The Last stage fs the
sound tomarro we plan to rehearse our voices and put it on cassete.

Are you gure you can't find .Joay's ticketa. Joaun sald she did
and {f they are not foun cur class is completely out of the drawing and
that’s not falr to the rest of us.

Such a great feeling to have your film 80 near completion.

It is possible that I missed checking off Joan's tickets - - but the
P.T.A. checks too, and they have no vecord efther. 1 will talk to them agalin
and try to explain. You've really oeen terrific to rally support, .

In the group 1 was in we decided to do the Taj Mahal as cur palace.
Everything was going fine unil Joan and Kelleen vanted to make it into a
doll house. They wanted it to open up in the back s0 you could look {n and
see furniture and people {nside. Mc being voted a leader thought we should
do it the falr way and vote so we did 2 wanted to and the rest (4) disagreed.
And even when you said not to make the furniture they atfll did. 1 got the 4
other members together to start something, the other 2 kept making furniture.,
I tcied to tell them to come over and join but they didn't.

I hope our class wins it. We have a 33 1/3 X (3 classes) chance of
going to the park. 1'm so excited. | know everyone in our class wanted thst
trip because we worked very hard.

In math we had 8 test. It was pretty easy except 1 didn't understand
about 3 problems but I hope | get them right.

The spelling test you gave us was very unfair Ouce you safd Miss and
then Ms. of the same sentence. In other words first you said say Miss
Davis and then Ms. Davis. It also wasan't fair when you safd morning and
meant for us to put A.M. If vou say | woke up at 7 A.M. (example) 1'd write
A.M. But as morning I'd write morning. Who's going to kncw you have to
think and change morning to A.M. 1 also think you had to many Mr., Mrs.,
etc. in one sentence. And they were to long to understand in the conufusion
of everything else and I'm sure no more than 2 people got 100% and 1 doubt
that.

Today Joan cailed me Nancy hreath and tried to trip me but | didn't
touch her or call her a name.

Hey! That's what 1 call real control. When Joan or anyone starts that
it is go natural to want to "get even". Everytime you can ignore or resist
that urge to "get even' the stromger you become.

I agree! The spelling test was hard! Tt seemed that no one was in the
moud to have a spelling test! You sctually did welll If | remember the part
you missed wss the Latin for Morning,Afterncon aind and so forth.

G.i %,
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Willte

8-116

Al expladnet | accepted a.m. or morning. se""lI.PCDPle used o.m. {cont)

becanse | fiad nald to use sbbrevistions.

Committee work ls slso work fn democracy. You were being democratic,
a1 will tiy to work with your group so the othera underatand the vot Ing
and the need for the work to be by m:lority sgreement. You might be thinking
of the vatlons jobs that need to be done 80 everyone can pick a job.

Hra R it's just not fatrt Every time 1'm close to her 1 don't say
anything to het and she keeps saying Willle‘ will you 80 awsy from me and
when | don't say anything to her she keeps saying uhst » peat I am. And you
keep saying you don’t know who's tight and something else I can't temember. She
kept saying to me something aboyt hitting per at basket ball when I haven't
even playd 1t the tast ) times we had because I was st Chorus or at
sockbail. She won't even lesv me alone before school when ghe kept talking and
wouldn't feave me slone but I st111 don’t bother her and fta not falr snd
you keep helelving her fies. | slao went to wash my hands and she ggtd
why don't you jet Nancy do #t and now I'm sick of her gotng out of her way
tn bother me and you not doing snything.

Hhen | told my mom ahout and she said {f It keepa up she will want to.

Also at tunch | eald from now on to atop the ba?’ <om bouncing ovesr the
feme by catchlug 1t or blocking while i1t's out. 1t will stil} be vut

hut that‘s just to keep It from going over the fence. While | astd all

of that ghe tuld me to ghut up sbout 7 times and called me a fucken bitch.

I stitl fgnared her. 1've peen fgnoring her all day and 1t's not falr.

Mis beany  wase't here todsy after lunch o 1 told the whole story to

Hrs. lee slnce nhe asked gnd now ®y som's going to call Mra. Penny tomorro
ta try to solve al} this. Joan didn't bother me though but 1t was cruel not
to do any wark yhen we needed It.

T-116

anger! | certatnly und=ratand how you feel.
She didn't Like the way
but just jtke anyone

You have every right to feel

She wes having a good time making fun of me today, too.
my halr vas done - - ghe has a right not to tike ft - -
else ahe ahould be conrtecus.

b bad a chalce of waye 1o hsndle ft (1) | could gend he out of the room

Cie'd wins our discussion on democracy) (2) 1 could stop our discusston circle
and take the classes’ time to scoid her - - then ahe'd hav: every one's
attentfon - - which wouldn't help her or (3) 1 . yly fgnore her (it wasn't
ensyl) Why do you think 1 chose to ignore her?

Your anger 16 justified! | gure agree with you, If My« ) talks

te her t really dovht that 1t it help - - do you? if yout Hother calls
and Mis. ey ment lons it to Joan what ¢o you think Joan yili 4ol
Knowing ohe 1s wrong and that she will probably keep on unt il she finds out
you slmply witt not let her make you 8ngry no matter what , 1s the first
step do handbog people tije doan  who really hcven't lesrned respect for
othe o,

! have tatked tn her many times - - ghe doesn‘'t gay things like that near me -
but | know and yoo kaow what she s dolng. Does It make you feel any
better to kuow that you are lesrnlng to cope with thig type of pecson?
You wil) 1 can be falrly sure - - find ot her people In your life who will
call you names (of course ft to wrongl) snd get away with ft.

[P

In F1lm maklug we didn't do mach cansldering we flulshed our fiim
althongh we had to (1im ghe credits silnce ve somehow can't fiod Lhem.
It geema 10 will never end. Tut refusen (o have me alone Mrs.
told Ler to leave me alone ad she told me th-t Tai would try to

78

Willle Har. 17 - 25

svold me but she hasn't. While | wag eating In the cafe ghe kept calling Wi |te
and then turned sway. She thought ghe could foo]l me becsuse her and some of her
friends kept calling another boy who €veryone csils him Withyr ller other !
friends kept cslling Wilbur byt she kept csiling @y name and the one time | (
turned around to see who It was she quickly turned around with a big grin

on her face. She slsc came Up to me in the hall end told wme that
Hrs. Peony  wouldn't do you any good and waisted your timé. Now that ts

s direct quotell Deep down 1 didn't think the talk with Mrs 'enny  elther.
Today st recees some of the kids wanted to plck teams amd 1 <aid 1t someone
tella me we will get In trouble (the class) she sald Willte,
alusys tell you old tett]e tell and may | gdd the whole day I did not say
one word to her or speak to her or touch her. Do you have some advise
becsuse done everything.

Willte I know how very aggravsting 7Tal csn be. Ignoring ler fan‘t
€asy nor fun. The more you do it, the stronger you become. She will get tired
of 1t and find someone who will yell back gpd glve her some reason for
complaining, remafn fn the room (others choose to stay {n)
or perhsps { can locate an slternate sctivity for you at noon (working with a
snall group of children on the Playground or resding to a group in the
Iibrery.

It doesn't seem falr, but choosing another activity or Igaoring
her seem |jike the 2 pest solutions What do you think?
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Sue Mar. B - 14 Mar. B - 14

Bue
85-120 | read when I get mad. - What's that book about.
1
; T::: :GZ:TIT:EA:;::::er‘ y::r:r:):tl: :2::1;::‘,28' 5-121 I like the graduate pauntyhose man. Who made it.
’ . {cont )
acedu?z ’?:tlsze Z::yIEO“::E“tuPld tolhﬂvft“r::;:; day T-121 No, on ruainy days the students are not in the rooms - -
wh when
—_— th d th I 11s.
l went to Ojai. There were a lot of motorcycle gangs. ey ?r:u::e:: thz g:z:ingza:?: é:n;::a:ylaatutally
Nhat':BVzu:u2a:Z::tgozfngnozanZ:c::Z;EN§:::;1;E bikes? different from the historic event I referred to.
i y o 4"y . 8 Sorry! Our math class has sever I who don't work
G?:z :euae::;bizs url:T::rzut S0 I can make it a unless I keep calling cn -hem so0 I ust call on them more.
- 1 know you are paying attention and working.
::3|:|::::e:e:n:1:1722::§l make it easy - hard like B4 Are you referring to the stocking figure with the long
legs? Tal made that ore.
. Mdr:; I the firat one done on the bad part of tge paper Who was the speaker in special class?
hand IT::: shade in homeworks are fun but they make your S-192 Norman conquest was on T.V.
: Bryan K'g Mother came she's a prosicuter
ﬁ;:ztrz:1ng:meBe:rﬁNZ:;;:gczﬁtzzasnuh::f; ood Everyoody one the other team today sald we cheated but
'L f{ndll 7:1 in i ql g : we didn't played fair and square. -- 'Wow Gorilla Adventure
" y wr ng here agaln. 1s incredibly interesting. I hope to get the rest of his
Y . for my birthday. ‘iso I've waited a hundred years to
T-120 "Matt Gargan's Kid" 1s about a b hose father is bouks
a big Ti;Eu;—SgiT_;t;?T A girl :rles 2:[“;2[ hI: team read my own great brain books, which I also like.
and like most boys he doesn't want her on the team 80 - 0 - ol bhoot.lurs.NMMsorleft while 1 was putting on my ,
8, VB is a refreshing drink. I sometimes heat it paperclips. She just took ft. oops 1 didn't loose 1t
ik thin soup. on dummy me.
E [
reces:t+ ;;—E;;e:h:zrigzoiznzzlny day since they don't have o122 Of course you aren't a dummy! Everyone looses things - -
i less they do nothing!
I didn't s D1 ' un
there l:lunlonkn:\:m:he:i ‘;:rzugzng ::ag::: la::vfn_toteen Mrs.Windsor will be back. She is extremely Interested
sed to be 8 ' P P in our reading habits. Did you see the blurb onm the door
‘ Yes ; few years ago I had hip surgery and when I was about an author who writes much like Fitzgerald? (Author
L]
recovering | used an exercycle. It really helped me to of Great Braln books.)
g:t 2: F:s:ngt?gtgsréelslz::?tu walk, fast and in cool alr. 65-123 Yes, I saw Soup and Me on TV once It was kind of
y Nu? What 1s Yummersg dumb but the book 1a probly better
Okay. One hundred three million, two hundred twenty- I have a lot of wax in my ear. c K
two thousand, one hu'.dred one and 132 thousandths. ¢ When a;e ve golng to have art? Can we make suggestions
N st or an art lesson
the lngn t know who finish 1 in math. Do you like Oh no I already tave a penpal I hate writing letters.
¢ pN :Shaven't seen "Norman ( nquest”. It was an It will be wierd on the first day of school. the only
. L}
exciting period 1n history - - 1s thit the same conquest? people that will come tu.flnd OPI what room they're
going to are Jill, Joha, Hick and Stauley.
Hi-01 .
?":l:: :{5;27;1::d7 ifzht? ;::e“:: vhen 1t rains? T-123 Who knows you may have a pen pal who will be lots of
Ho not really I'm not good at sports but I'm not bad funl T hope so. £ >
ot boimeball. ] Yes, the 5 of you will return to Room 11 - - what
Yummers i» this book about this pig and she is walking 1t you are in Room Il another year!
for «cercise and eat« everything she sees. Did you like our science lesson this morning?
10 . 2 .
3,222,101, 13 s that right G-12h It was 0.K. I wasn t that sure of what to write.

Puzzles are fun!

I don't know why it's called Norman Conquest It's
about this guy named Norman.

You didn't call on me once ia Math. My hand was up a
Iat too.

You gave us a bill of rights for kids when we came
back from the zco

I read in a magazine the rights of pets this 1s a
waste of time what else are we going to do rights for
rocks The magazine I read it in was "Kind".

Q
EMC ‘E)‘U Oh I haven't written hardly at all 81
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Mar. 8 - 14

T-124 1'd like tc see the article in "Kind".

have 1{t.

The foreword was written by the P.T.A.
think it was a waste of time, too?

It might be fun to write o
what Jo you think?

How did you like geometcy?

I loved your design!

Do you

Bill of Rights for parents - -

O

ERIC
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Functional Anelysts

Functional Language Competence

Functlonn} language competence can be defined ag che underlying knowledge that
people have that allows them to use their langunge to make atterancea in order to
accomplish goals and to understand the ytterancea of others in terwa of thefr goals.
It includes a knowledge of what kinds 01 gouis langusge can accomplish (the fonctions
of language) and of what are permfesible utterances .o accomplieh each function
(language atrategies).

Functional language Competence also accounta for kuowing what atterances csnnot
do. 1In Engliah, uttering the e*atement “You are a frog” does not usually turn cne
listener into a frog. 1In the ; S. at least, the wo:ds "I divorce you” do not
conntltq}é the complettion of div-rcs proceedings but "I christen you John" does work
to chr(é;en @ child. Likewise {f a teacher tells - atudent, "You have one minute
to get over here," the utterance can act as an oruer but {f the student says the
aame thing to the ceacher such a meinfng is, at best, far-fetched. Functional
language competence ghows that a speiker’s underlying knowledge must be extens{ve
and complex. In the lfterature of linguistics, aocfo-linguistics and philosophy,
at least three other terms are also used to refer to the general areas of functional

language competence: communicative competence, pragmacics of natural language and

Speech act competence.

One model which attempts to set language functions in pecspective i as follows:

(spoken or written utterance)

language
function

nderlying fdea or thought

Aruitoxt provided by Eic:

That is, an underlying fdea or thought ts realized first as a language function, guch
as complaining, thanking, evaluating, reporting facts, questfoning or giving a
directive, then the langusge function is realized through an actual utterance, cpoken
or written, )
In the field of writing research and teachfng, ft {s common to focus attention

at the utterance level since chis appears to be the actual writing. A functional

snalyais, on the other hand, gozs & step deeper and examines the language functions

which the writer uses rather than limiting fteelf to the senterce level utterances.

It {s a different way of studying wricing from~1he usual gurface level form focus

of mu..h current practice. There fs no focue on apelling, grammar, «+ punctuation.
There s even no analysis of cohesion or sequencing. The following student entry X

will {1lustrate:

George 5-24 Function .

' 1. I'l1 let them give me s bad time. 1. Predicting
2. I don't care. 2.  Reportfing personal fact.
3.  Who does? 3. Aaking opinfon question.
4. 1 hesrd someone in Mr. M's ruler 4. Reporcing general facc.

was swiped.
5. Sowmeone in Mra. R's class accidently 5 Reporting general fact
took it after specfal class.
6. This peraon cried once giving it back | 6. Reporting personal fact
then failed and was scoled through

going through the learning lab.

7. And left it on the desk. 7. Reporting personal fact.

8. Then mysteriously was gone., 8. Reporting general fact,

9. 1 wonder who did such an outrageous 9. Asking information question
thing.

10.  He gonna be MAD, o 10.  Predicting

86




In this single entry, five different langusge functions sre used by George,
The procedures used fn this snalysis meke use of the writer’s efforts st written
lengusge convent fons, such ss aentence diviafon, as units of anslyste. Such e
Procedure is somewhat aubjective but 1t offers conaistency. lIn the long ren, however,
moet problems whic™ such & unit of snalysia might offer gre removed by the fact that
sny given unit of messurement (punctuation unft) ®ay contein more than one function.
For exsmple, note the following entries:
George - S-101 Fuactfons
I felt terrible gbout giving speeches Responding to s questfon plus
reporting & personal fect,

to other clesses especially Mra. X'

sbout tk: applause.

ntha - 5-32

1 heve not come very far on sy Indfen Reforting & personsl fact plus
Report but 1 em stiil working on ft end reasponding to s question plus
I hope to epeed up on 1t end 1 hope to predicting,
8et & lot of data on the Indisn Tribe

Shoghoni .

lice - § :__!‘__
After math we had o spelling review test
1 thought that you sead the apelling words

to fast.

In functional analy. I, then, the tirst tesk 18 to identify the language functions

ng used (o @ gliven uait of snslysis. (It {a nignificant thet more than one function

orcut almiltanconaly t(n o given ualt of snalyain.
L J

FRIC 87
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Reportang genersl fact plus complatning.

Language Functions In the Semple

In order (. uetermine which language functfons occur fq the vritten dinlogue
Joutnals of this sample a simple p1 -edure was followed. A atudent-teacher dialogue
Journsl vas gelected and marked, on the text frsell, each time a functfon vas used.
As noted earlier, a unit of snalysis vas first determined 80 that such markings
would be made. with consistency. Al frrarily, the vriter's own punctuated or other-
vise marked written scateace unit was used for such a messurement. First each untt
vas n.mbered, as {llustrated below:

Alice §-1

1 2
Right now we are doing English. | am rerighting my Engliah over.

) &

Now some people are passing cut papers. What we are dofng fa we are

filing our pepers.

In the sbove example, 1t turns out that eact fdentifiable written sentence forms regular
unite for function marking. Occesionally, however, these are run-on Aentences, an
below, which vere treated separately (as separste units of meaaure) :

Josn 8-107

5 6
Tei wec ldelng my sister did not Jump on nher.
Hichael $-19
11 12
1 got a red star what does that mean?

The reverse of this procedure is also true, hovever. When » atudeat umes
sentence punctustion for clause punctuantion, the units are treated ns neparate, junt as
though they vere separate written nentences. The following {ilustraten:

Tei 8-20

s 6

I'm going to flad n very intereat hook that I enjoy. Aart was sery
7
fun today even though ft didn’t turn out very nfce.  hut I tried...
The teacher's writing wes very consistent with regard to sentknce punctuntion with

one exception. In her personal writing atyle she uses s great many danhes which

actually separate sentence unlte, as tlluntrated:

+ i & Eg ég




Teacher to Tai T-9
1

1. formulaic openings and closings such as "Have 8 nice vacition", "See
Even {f you didn'c
?

ltke the new plans, the majority of your committee sppeared
2

you Monday." Since these were all hesvily affective, they were marked

to like the plan -

80 you need to work with the vote of che majoricy.

88 opiniona and treated as though they were preceded by "I hope...."

A’ter the units were numbered, they were analyzed for language functions.

2. Threatenlnx. For example: )

Joan §-30
7
» the recurring functiona were tabulated and noted for the

Bach function was coded on the text.

After two-week aamplés of ten Journals were

snalyzed fn this manner

If chat kid in wath class call and hangs up I sm going to get him.
frequency of occurrence.

It became clear at this point chat there were fifceen

Since this was the only fnstance of a threat in the sample, 1t was decided
funccions which recur with eufficient frequency to be considered repreaentative of

to mark it as a prediction. Indeed, even {f threatening werr used 8s a

almoat g1l of the functions uaed in chis genre of writing.

Thia l1st of fifteen

category of functions, 1t would be neceasary to mark it simult.neously as a

functions is as follows:

prediction of future eventa.
1. Reporting opinions

3.  Denying. For example:

2. Reporting peracasl facta :

Josn §-26
6

3. Reporting general facta

And I waa not bad.

I

4. Reaponding to questions

Joan 5-28

5. Predicting future events

1 didn’t do a ching.
6. Complaining

Both of thece dentals were marked as reporting personal facts which, indeed,

7.  Giving directives

they are. Sirce denying occurred so infrequently in this sample, it was

8.  Apologizing

decided to not tabulate 1t further than as reporting personal fscts.
9. Thenking

4. Congratulating. For example:
Teacher to Willie T-28
3

10. Evalusting

11. Offering

Congratulacions on betng elected to the gtudent council.
12. Promisiug

There was very lictle congratulating in this corpus and thus it wss merked as
13.  Asking information questiona

reporting permonal facts.
4.  Asking procedure questions

5. Accuaing. For example, in the text of George cited esrlfer:
15.  Asking opinion questions

George S5-24
Certain other infrequently used language functions occurred but with such low frequency 5

Someone in Mrs. R's claas sccidently took {t sfter special claes.
that they were not separstely tabulated. Such include: ‘

. Thia eentence could be interpreted ss an accusation by the cont-xt surrounding

Eg‘) it. Since it was not epecific about who was being sccused, such marking might
L -
Q - . 5 »
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be dubious anyway. But since it %Ss also the reporting of a personal face,

that marking was used to fnclude the poasible accusation. A elightly different

picture is given in George’s preceding entry:

Ceorge $-23
1

Well, we 81l know who gtole my notebook with my paper pencils and
2

my maps. Her name is Mrs. R.

Here the accusing is clear. Since there are 8o few instances of the furction
of accusing fn this sample, however, tt gid not seem profitable to tabulate
them.

6. Admitting. The teacher’s response to George’s accusation above ta the only

instance of admitting ip the sample and, for that ceagon, this function

fa not represented in the tabulations, Her admitting 18 as follows:

Teacher to George T-23
lYes, T picked up your notebook and i. . contents. ?

k]
How can you prevent that from happening again?

Can you imagine
why?
The fine distinction between admitting the action and admitcing the misguided
accusation makes even this lcne instance somewhat dubfous ag an example of
Both the accusation and the

admiccing as a legitimate languu function.

admission were analyzed here as reporting personal facta.

Sample

Although f. would have been advantaqeoua Lo carry out a functional language
on the entire corpus of dialogue writing available to us, {t was simply pot
economical within the constraints of t;me ané support available. It was determined,
instead, to sample the writing at two period; of the year. Two weeks of writing
in the fall and'two weeks in the spring were selected for thie study. Ten journals
{of the total 26) were gelected for atudy, The ten children were determined on the
basfa of thefir potentfal for representing the range of dialogue Journal writlng snd
dq i€, '

EMC - gt ! _ 3

4

'

Definitions of the Language Sunctions Analyzed

No matter how broadly or narrowly language functions are fdentified an« defined,

certain problems occur. It would have been possible, for example, to lump the three

categories of reporting together and fo simply classify them as reporting. It was

suggested, however, that a r{chnes~

of fnterpretacion might be Jost wich such lumping

As ic turns out, this csuspicio.n was justified. Reporting an oplnfon or a personal

fact is evidence of mutuality which is not necessarfly true of reporting a general
fact.

“pintons and personal facts are personal. Ceneral facts are (or can be)

{mpersonal.’

Well into the study i¢ became clear, in additton, that opinions also “should

have been noted as positive or negative. The data were then reexamined

as later
analysis wil' demonstrate. The same reanalysis was carried out on the function of
evaluating with simflar productive results.

In general, the fifteen language functions were fdentified fn the following
manner.

1.  Reporting opinfons. Ap opinfon is an expression of feeling, preference or

evaluntion which is a0t judged (or Judgeable) against an external standard or norm,
As such, 1t does not imply positive knowledge. Reporting an opinfon d'ffers from
evalputing fn that the lacter implies an external standard or norm and {8 governed
by prenumed positive knowledge Examples of reporting opinfons in this corpus abound
and are tllustrated by the following:

giphazl s-19

I enjoyed it o ing fc.

it was esy to do '
Jay 5-9
2
1 was interested in Alfce': inden gtuf.
Carlyle
8 . ° I3
I 1ike youf fndian headresses.




2. Reporting personal facts. This type of reporting concerns eventa related teacher’s entry. When this happened, these responses were marked, numbered and

specifically and personslly to the writer. It can be an event that happened to the treated as part of the student'a following entry. An example of this fs as followsy

vriter or to those fmmediate to and in some way connected to the writer. wmples Teacher to Joan T-20
4
1
include the following: Did you like seeing all of your work? NO.
Carlyle S-80

We had a big soccer party and gave out gome trophies. We went to Regular

John's Pizza in Brentwood. SNow my big thiug is little leage. 61 am

on a good team and I like ft. /1 plsy 2nd base and shortstop.

Joan 5--21
3
1 liked reading. we take chalk and salt....

An example of a reasponse to a question which occurs within the entry ia as follows:

3. Reporting general facta. What ia reported differs from personal facts or Joan §-26
k)
opinions in that it is not specific to the writer directly or indirectly. Ceneral Do you read what I right?...

facts are shared and, (in many cases) objective' facts or generalizations. Examples Teacher to Joan T-27
1
1
include the foliowing: 1 resd every word you write!

Alicels—l . Predicting

Right now we are doing English. The function of predicting includes all entries in which the writer expresses
4

What we are doing is we are filing our papers ' an {ndication that he or she will do something in the future such as:

Willie S-21 Michael S§-24
8 1
\He did base 5. I won'c miss the buc tomorrow Because I might miss the trip.

Jay §-15 Michkael 5-90
1
We had a earth quake. I'm going to bring some other stuff to go with my hot dog.

Reaponding to Questions Somewhat arbitrarily it was also decided to fnclude with predicting the writer's

When the eutry of efther atudent or teacher 18 clearly indicated as a response indications of hopes or intentions along with clearer statements of future action.
to a queation which was agked by the other writer in an immediately preceding entry, The following are examples:
it was marked as a response to a queation, Such reaponses were usually also reports Carlyle S-4

f opinfons, personal facts or general facts. Thus they were warked as the I hope I can move up & group

imultaneous functions of responding to questions and one or the other of Yese reporting Carlxle S-5
7

unctiona. It should also be poted that gome students responded to aome of the t hope ¥ get 100 on spelling....
9

eacher's questions by writing their answers in the margine or in the text of the It will be from...

ERI
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» Complaining
Statementa of complaint are deslt with in detail in e separate gectfon of this

eport. Complaining fa a very fmportant uspect of dialogue journal writing in that
he abflity to carry out this language function indicates the writer's ability to atate
he supposed prejudice and succesafully determine whether or not the complaint
vent is new informstion to the reader. These structural criteris for complaining
re easential for a felicitous complafnt. In marking the functfon complaining,

note here only the statement of presumed prejudice, whether fmplied or clearly
tated, and not the indicatfons that it 1s new informatfon to the reader or the
ncuing account of the prejudicial event. In the section of the report on complaining,
he entire conditiona for felfcity will be treated in detatl. Examples of complaint
rking in this sample fnclude the following"

Alfice S-24
3

-+« thought that you read the spelling words to fast.

George S-.3
6

1 cannot read your writing

George $-25
4
The field trip was awfully boring.

f. Giving directives

Although a great deal of reaearch on directives has been carrfed out by linguists

kGreen 1973, Ervin-Tripp 1975, 1977, Fraser 1974, Bates 1976, Garvey 1975, Shatz 1974,

ftchell-Kernan and Kernan 1977, etc.), most of this work is too highly differentfated to

useful for the gort of brosd-grained 8.alysis needed here By "giving directives"

re we mean that the writer fndicste-, directly or indirectly, his or her destre for

he reader to hring about the state of affairs expressed by the proposition. Because the

ct of giving directives depends heavily on th. atatus, age, etc., of the writer, this

unction 18 carried out in our sample primarily by the teacher. Studenta do give

frectives accaatonally, however, as the following indicates:

Q i 95 4 n
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Jay S-18
3
You should watch them.

willte 5-112
4

Please don't forget to bring a book to school on drawing different

letters.

The teacher offers many directives, as the following fllustrate:

Teacher to Willie T-28
5

Be sure to have a friend ££1! you in on anything you miss whiie you

are out.

Teacher to Gordon T-20
2

Listening f{s something you need to work on'

Teacher to GCordon T-21
6

«+. efther be fair with others, or you force me to be mean to you.
8. Apologizing
As with giving directives, the function of spologizing depends heavily
on the atatus and age of the writer. In this case, apologizing {5 done more by
students than by the teacher although the tescher does use this funct fon occasionally,
A true apology ia an expression of regret for having injured, insulted or wronged
another person, specifically the person apologized to. Examples are as follows:

I'm sorry you don't think 1'm doing, enjoying or understanding.

Carlyle §-7
10

Sorry 1 got a lfttle ansy this after noon.
Although apologizing on behalf of gomeone else may not be strictly considered an
apology, the broad-grained analysis used here fncludes such events as the following:
Samantha $-108

1
I'm sorry that we disturbed the class and you!




ft 18 more difficult to dectide what to do with pscudo apologies

Teacher to Michael 5-28
4

Sorry your work was tossed out!

Teacher to Tai T-105
&

Sorry todsy was terrible! (for you)

Teacher to George 7-27

I am sorry about your problem with Victor.

such as the following

fn each of these events, the tescher is not “xpressing regret for having injured,

nsulted or wronged the student.

She 1a, rather, tsking the student's perspective

or & supposed or resl injury, fnsult Or wrong done to him or her and expressing

T regret that it happened.

Although pseudo-apologies are technically separable from

enuine apologiea, the broad-gratned analysis here lumps them together.

. Thaoking

Expresstions of gratitude or appreciation and acknowledging favora, service or

Ourtesy occurs in thia sample much as it night be expected to oceur in

raation. Examples are as follows:

Carlyle S-7 (March)

11
Thanks for helping me with my math!!!!!?

Joan S-106

6

Thank you for your address so I can wright you.

P.  Svalusting

fe expt2eaions of feeltng,

sinst standards or norms.

As noted earlfer, evaluating differs from reporting sn opianion in that

oral con-

opinions

preference 3t evaluation which are not based on or Judged

Evaluating here tacludes both aelf evalus*ion and

mlustion of external persons, things or events. Examples fnclude the following:

Jay §-11
i
today was hetter.

97
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Jay S-12

3The_grat brane was very good to day.
Hillie 5-20

6They did a good job.

Htllfe 5-21
7
The first day of math for me was pretty good.
Statements favolving “'like" as the verb yere categorically constdered raporting
opinfons but statements fnvolving “love" or "hate"'were tabulated ss evaluctions.
Assessmcnt of the day su.h as "Today was OK" or “Today was terrible” were considered
eveluatfons whereas “math was fun" or "geometry was hard" were marked aas opinfons.

Self evaluations such as "I had a good day today” were treated as evaluations whereas

statements such as "I liked art" were tabulated as opinions.

11. Offering
To display a willingneas to perform s service or give gomething iz a language

function which, fn this sample, fs used only by the teacher. In the corpus as a whole .

there are inatances ¢f gtudeat offers, however, such as the following:
John 3~ 56

For the party can 1 zet my grandma to bake a cake. She is

a very good coob.

In this sample, only the teacher expresses offers, as the following example illustrate:

Teacher ‘o Willie T-116
7
or perhaps 1 can locate an slternative activity for you st noon

(working with a small group of children on the playground or reading

in the library).

Teacher to Ssmanths 7-26

but 1f sand when you need help, feel free to let me help you.

Teacher to Samanths 1-110

"I am svailab?e. " E)&g




12. Promising

The language function of promising is a apecial kind of offer which contains a

plrdge for apecific actions or things., It ia a truism that a promise, in order to
be felicitous, muat pledge something of vaiue to the person being promised. Li
giving directives, apologizing and offering, the language functior. of promising
dependa on the social statua and/or age of the writer. 1In thia sample, the function
of promising is the exclusive territory of the students, ysually after they have
violated aome norm of behavior. Examples include the following:

Samantha 5-108

6Iut it won't happen again.
Sometimea the promise can be indirertly inferred from the context, as the following
illuatrates:

Samantha $-112

I'm going to try extra hard!
On the surface, this statement might look like predicting a future event but when we

read the teacher's preceeding entry, it is clear that it is more a pledge than 4

predict}on:
Teacher to Samantha T-111
k)
It ie the general or overall work output that has me concerned.
5

It pleasea me to aee you take some action!
That is an important step and shous your maturing aense of dgciding
which thinga are uorthuhiie.
Queation Asking
Question asking forms an {mportant role in the.dlalogue journala. As in
auccessful converastion, it ie necessary to request clarification or/to ask for in-
formation or help to d¢ ~rmine the other persons opinion and, in general, to

learn more in order to respond more effectively. After a preliminary analysis

of thia sample, it was determined that three types of questions predominate:

E’:’ 15

requests for information, requests gbout procedures and requeacs for opiniona.

13. Requests for information

Requests for information may take the clear form of a question, whether or not
it is appropriastely punctuated, as followa:
Joan $-30
9
But what is a whole pumber.

Joan 5-110
5

Are we going to meet pen pala in person?
Michael S-19

11 : 12

I got a red star what does that mean?

ﬂichael_szgi .
9Hhen dv we get to take our rock scolpshares home with ys.
the other hand, functional language analysis also recognizes the fact that some
statements which have the form of a report of a perasonsl fact actuslly function as a
question, as the following example illustrates:
Hicha;l 8-24

I would like to now why I moved down a grade.

The teacher also urites many requests for information, like the following:

Teacher to Jay T-12
3Are you really trying?
Teacher to Jay T-71
go you play any musical fnatrument now?

14. Requests for procedure.

George 5-20
15

when are we goirg to play aoftba'l?
16

And when are we going to gO to Sacnramento?

k)

What would we do in case of fire and fire was in the hall.

\ A v ton providod by esic | 3l Llil I




Michael S$-22
9Can we do the gods eyea on Mon.
Michael $-90
Are we going to make marresh mallows tuesday?
appear to be a directive and a prediction of future

The following examples

eventa, respectively. The contexts in which they occur, however, incaicate that they
actually function as queations despite their decontextualized form,
- Joan $-106
2 I3
you have to talk to Tai, Liz.
Michael §-23
4
So I would take it sometime tomorrow.

15. Requests for opiniona

Although the teacher makes many mote requests for opinifona than do the students,

some atudent requests for opinions #ppear in thia gcmple. For example:

George 5-107 o
5 . K
What do you think of coach Brown and hia UCLA Bruins?

Samantha $-108

13
Would you 1ike to do that?

Joan §-23
1
Do you like .y joran cover? T

The teacher's requeats for opinion are generallv ysed ‘to get the student engaged 'n
meaningful communication with her. Examplea are as follows:
Teacher to Alice T-1 " .

2were you surprised at how much work we've done? ) ’ _

Teacher to Alice T-2

Did that bothur you?

Teacher to Aljce T-4
4

you really enjoy doing art, don't you?

El{llClUl ”

Exchange of the Student-Teacher Language Functions

One questjon of fnterest i{n student-teacher writing exchanges concerns parity
in their writing. Do they write about the same amount of functions to each other?
The total counts of language functions used by each student in this sample are given
in Figure 1 and the total counts of language functions used by the teacher in writing
to each gtudent are shown in Flﬁure 2. Figures J and 4 display the perc atage of
total language functions used by studenta and teacher respectively. The average

percent of language functicns used by all students and the teacher is shown on

Figure 5.




STUDENT TOTALS - 4 WECKS

Reporting Predict-~ Ouastions
ing

Respond- Future Question Pro-
Opinion Personal General ing to Q Events Complain Directive Apologize Thank Evaluate Offer Promise] Totals cedure Opinion

Gordon 67 68 29 19 31 ()

Samanths 32 62 18 S 4 (7)

George 21 60 . 17 13 14

Joan 26 26’ 18 15 38

Jay 14 38 11 3 5

Willie 32 69 6 12

Carlyie 43 66 22 11

Tat 18 55 26

Michael 31 54

Alice )2 11

FIGURE 1
Total Counts Students in Sample
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TEACHER TO S"UDENT TOTALS - 4 WEEKS

Reporting

Predict-

1ng Questions

. T Respond- Futyre ’ uest fon Pro-

Opinion Personal General ing to Q Events Complain Directive Thank Evaluate Offer Promise Totals Info cedure Opinfon Totals
Gordon 19 44 21 0 16 1 22 0 2 24 0 0 (15) 7 3 5 164
Samantha 15 35 28 | 2 ] 1 10 0 5 20 2 0 (1; 7 7\*« :‘- -;,,2
George 15 30 22 5 10 1 7 1 1 14 0 0 m 9—‘-—7 ) 13 140
Joan 1 n 39 15 3 5 L 22 5 4 18 0 0 as _:m —ﬁrﬁ 136
Jay 6 3 28 1 11 0 23 0 1 22 1 n 26, 0 11 #ZT
Willle 22 62 37 1 9 8 10 ' 0 2 20 —_; o | @) 6 ) 9‘ 193
Carlyle 9 27 ~3 2 18 0 5 ) 2 11 0 D 24y o 4 A 4« |121
Tai L 8 3 10 1 21 1 4 31 1 0 as) 8 6 4 147
Michael 9 19 19 2 4 0 14 1 0 19 0 0 (16) mwi‘ 6 98
Alice | 19 4 22 2 5 ] 3 0 3 1y 0 0 ] (29) 5 6 B 18 104

FIGURE 2
Total Counts Teachers in Sample
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Reporting Predict- Questions
ing
A Respond- Futyre Question Pro-
Opinfon Personal General ing to Q Events Complain Directive Apologize Thank Evaluate Offer Promise | Totals Info cedure OpinionTotals
Gord . . . 4 .8 0 12.9 0 .8 1.6 .8 .8 "0 14.8
ordon 23..9 28.4 5.8 8 12.1 7.9 ~ NS

Samanthal 14.8 36.4°  14.) 1.7 10.5 2.9 .5 3.5 .5 2.9 0 3.5 141 3.5 (] .5 10.5
George ’1.8 34.0 18.5° 2.8 9.5 7.3 0 1.1 0 1.8 0 .5 6.7 2.2 2.8 1.7 11.0
Joan 16.2 16.2 13.7 1.2 i1.2 9.4 .6 (] .6 23.7 (] .6 6.2 3.7 1.8 -6 9.9
Jay _;_LL‘ 40.0 12.6 4.2 11.6 3.1 1.0 3.1 0 5.3 0 0 3.1 2.1 1.0 0 5.9
Willle | 173 37.3 18.3 1.6 3.2 11.9 .5 .5 0 6.5 0 ¢ 27 1.0 1.0 .5 11.4
Carlyle | 200 2046~ 16.7 4.2 10.2 1.4 0 .9 .5 5.1 0 o l4s 37 s .5 13.3
Tai 11.8 36.1 9.8 1.9 12.5 5.3 0 ) .6 17.1 0 5.3 3.3 1.9 0 9.4
Michael 1 22.9  40.0 8.9 46 6.7 0 0 0 7 1.4 0 o |89 5.2 3.7 0 8.3
AMlce 10.1 9.3 65.1 7.6 0 1.4 0 0 0 8 0 o | 2.5 8 .8 .8 7.3

18.3 31.4 17.3 2.8 9.2 5.7 3 1.6 8 9.5 0 6 4.5 2.6 1.4 5

FIGURE 3

Percent ot Functions, Students in Sample
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TEACHER TO STUDENTS

ERIC

Aruitoxt provided by Eic:

Reporting Predict- Questions
ing
Respond- Future Nuest ion Pro- -
Opinion Personal General | ing to @ Events  Complain Directive Apologize Thank dluate Offer Promise| Totals Info cedure Opinion|Totals
Gordon 11.5 26.8 12.8 0 9.7 6 13.4 0 1.2 14.6 0 0 9.1 4.2 1.8 3.0 |11.7
Samanth 10.5 24.6 19.7 1.4 3.5 7 7.0 0 3.5 14.0 1.4 0 13.3 4.9 4.9 3.5 ) 1G.1
Ceorge 10.7 21.4 15.7 3.5 7.1 1 5 1 1 10.0 (1] 0 21.4 6.4 5:7 9.2 ]10.0
Ju.an 8.0 28.6 11.0 2.2 3.6 .7 16.1 3.6 2.9 13.2 (1] 0 10.3 1.4 ;8 2.9 9.7
Jay 4.7 20.8 18.8 .7 1.4 0 15.4 0 .1 . 14,7 .7 o 16.1 8.7 ” 0 7.4 110.6
Wiliie 11.3 32.1 19.2 .5 4.6 4.1 5.1 0 1.0 10.3 1.0 o 10.3 2.5 3.1 :.6 13.8
Carlyle 1.4 22.3 19.0 1.6 14.8 0 4.1 0 1.6 9.0 0 0 19.8 13.2 3.3 3.3 8.6
Tai 2.7 29.9 - 541 2.0 6.8 .6 14.2 .6 2.7 21.0 .6 0 12.2 5.4 4.0 &£.7 ]10.5
Michae} 9.1 19.3 19.3 2.0 4.0 0 14.3 1.0 0 10.. 0 0 20.4 10.2 4.0 6.1 7.0
Alice 18.2 3.8 21.1 1.9 14.!; 0 2:8 0 2.8 16.3 0 0 27.8 4.8 5.7 17.3 7.5
8.6 24.0 15.9 1.5 6.6 9 9.8 5 1.7 13.4 4 0 15.2 5.8 i
FIGURE 4
Percent of Functions, Teacher {in ample
109 N 2 1i0
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FIGURE 5

Average Percent of Language Functions Used

By All Ten Students And the Teacher
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From Table 5 it is clear that thas teacher and the students wrote a roughly
ual number of language functiona to each other in this aample of dislogue journal
iting. The atudents used a total of 1,627 functions and the teacher 1,395. Students
ported more opinions, complained more and Eeported wore peraonsl facts. The teacher
ve more directives, evaluated more and asked xore queations.
From teacher-student comparisona, it is clear ;hlt six atudents wrote more functiona
the teacher wrote to them. In one case, the teacher wrote more than the student.
ree casea were roughly even. Figure 6 displays these comparisons Lv student-

acher exchange.

ERIC . 2
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eacher predominant:

Teacher

Jay

Ronghly Even:

Teacher

Willie

Teacher

Tai

Teacher

Alice

]
Student predominant:

Teacher

Gordon

Teacher

Samantha

Teacher
George
Teacher

Joan

Teacher

Carlyle

Teacher

Michael

Actual Number of Punctions

Figure 6
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Lenguage Functiona in the Students' Writing

3.  Reporting General Facts

Ranking by Raw Data Ranking by Percent

The frequency

student.

of the uae of the 15 different language functions varies by

In order to make clear the dsta presented in Figures 1,2,3, and 4,

individual ranking of the ten stydents will demonstrate the usea of the fifteen /

language functions by the atudents.

1.

Reporting Opinfons

Ranking of Raw Data

Ranking by Percent

Gordon 67 Gordon 28.82
Sawantha 32 Michael 22.9
Willie 32 Carlyle 20.0
Michael 31 Samanths 18.8
Carlyle 30 Willfe 17.3
Joan 26 Joan 16.2
George 21 \ Jay 14.7
Tai 18 George 11.8
Jay 14 Tal 11.8
Alice 12 Alfce 10.1
296

Since the average per atudent waa 18.3%

» the major anomalies are Gordon's

high percentage of 28.0% and the lower percenrtages of Ceorge, Tai énd Alfice.l

2.

Since the average per

requenciea of Joan and Alice.

Reporting Personal Pacta

Ranking of Raw Data

Ranking by Percent

Willie 69 Michael 40.0%
Gordon 68 Jay 40 0
Carlyle 66 Willie 37.3
Samantha 62 Samantha 36.4
George 60 Tai 36.1
Tai 55 George 34.0
Michael 54 Carlyle 30.6
Jay 38 Gordon 28.4
Joan 26 Joan 16.2
Alice 1 Alice 9.3
509

riting, not to the atudenta themselves

Py 'anomoly’,

.ve

| occurrenze of that particular feature.

ERICT 14

26

atudent was 31.4% the major anomaliea are the low

The 'anomoly' refera to the feature in th-t student's

I mean the discrepant cases or outliers which vary most from the group's

Alice 78 Alice 65.1%
Carlyle 36 George 18.5 . .
Willie 34 Willie 18.3
George 33 Carlyle 16.7
Samantha 24 Samantha 14.1
Joan 22 Joan 13.7
Tai 15 Jay 12.6
Gordon 14 Tai 9.8
Michael 12 Michael 8.9
Jay 12 Gordon 5.8
. 280

Since the aversge per student was 17.3%, the raicr anomalies are the extremely

high frequency of Alice and the low frequencies of Tai, Michael and Gordon.

4.  Reaponding to Queéstions

Runking by Raw Data

Ranking by Percent

Carlyle 9 Alice 7.62
Alice 9 Michael 4.4
Michael 6 Carlyle 4,2
George 5 Jay 4.2
Jay 4 George 2.8
Willie 3 Tai 1.9
Tai k Samantha 1.7
Sanantha k Willie 1.6
Gordon 2 Joan 1.2
Joan 2 Gordon .8
46

Since the average per student waa 3.8%, the anomalies are the high frequency

of Alice and the low frequency of Cordon.
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5. Predicting future events

Ranking by Raw Data Ranking by Percent
Gordon 29 Tai 12.5%
Carlyle 22 Gordon 12.1
Tai 19 Jay 11.6
Samantha 18 Joan 11.2
Joan 18 Samantha 10.5
George 17 Carlyle 10.2
Jay 11 George 9.5
Michael 9 Michael 6.7
Willie 6 . Willie 3.2
Alice 0 Alice 0
149

’

Since the avecage per student was 9.2% the major anomalies are the iow

frequenciea of Willie and Alice.

6. Complaining

Ranking by Raw Data Ranking by Percent
Willie 22 Willie 11.9
Gorxrdon 19 Joan 9.5
Joan 15 Gordon 7.9
George 13 George 7.3
Tai 8 Tal 5.3
Sanantha 5 Alice 3.4
Alice 4 Jay 3.1
Jay k} Samantha 2.9
Carlyle k] , Carlyle 1.4
Michael 0 Michael (1}
92

Since the average per gtudent was 5.7%, the anomaliea are the high frequencies

of Wiltie and Joan and the low frequencies of Carlyle and Michael.

o 116
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7.  Giving Directives

Ranking by Raw Data Ranking by Percent

Gordon 1 Jay 1.0%
Samantha 1 Joan .6
Joan 1 Willie .5
Jay 1 Samantha .5
Willie 1 Gordon .4
George 0 George 0
Carlyle (1} Carlyle 0
Tai 0 Tai 0
Michael 0 Michael 0
Alice 0 Alice 0

5

Since thia language function was used so infrequencly by the students, it ia

not subject to useful interpretation.

3.  Apologizing

Ranking by Raw Data Ranking by Percent

Samantha 6 Samantha 3.5%
Jay 3 Jay 3.1
Gordon 2 George 1.1
George 2 Carlyle .9
Carlyle 2 Gordon .8
Tai 1 Tai . .6
Willie 1 Willie .5
Joan 0 Joan 0
Michael (1} Michael 0
Alice ' Alice 0

17

Since the aversge per atudent was 1.0%, the anomalies are the high frequenciea .
of Samantha and Jay and the low frequencies of Joan, Michael and Alice.

9.  Thanking

Ranking by Raw Data lanking by Percent .
Samantha 1 Michael .7
Joan 1 Joan .6
Carlyle 1 Tai .6
Tai 1 Samantha .5
Michael 1 Carlyle .5
Gordon (1} Gordon 0
George 0 George 0
Jay 0 Jay 0
Willie 0 Willie 0
Alice ('] Alice 0
5

Since thia language function was used go infrequently by the students, it is not

- 117

subject to useful 1nt%rpretation.




10. Evaluating

Ranking by Raw Data Ranking by Percent
Joan 38 Joan 23.7X
Gordon k) | Tal 17.1
Carlyle ° 26 . . Gordon 12.9
Tai 26 George 7.8
George 14 Michael 7.4
Willie 12 Willie 6.5
Michael 10 Jay 5.3
Samantha 5 Carlyle 5.1
Jay 5 Samantha 2.9 ¢
Alic- 1 Alice .8

’ 153 .

Since the average per atudent was 9.5%, the major anomal.es are the high

frequencies of Joan and Tal and the low frequencies of Samantha

11. offering

+  The students in the sample did not use the language function of offering.

12. Prowmising

and Alice.

Ranking by Raw Data Ranking by Percent
Samantha 6 Samanths 3.5%
Gordon 2 Gordon .8
George 1 Joan .6
Joan 1 . George ]
Jay 0 Jay 0
Willie 0 Willie 0
Carlyle 0 Carlyle 0
Tai 0 Tal 0
Michael 0 Michael 0
Alice 0 Alice 0
10

Since the average per student was .6%, the only anomaly

frequency.
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1s Samantha'a high

13. Askiog Information Queationa

Ranking by Raw Data Ranking by Percent
Carlyle 8 Michael 5.2%
Michael 7 Carlyle 3.7
Samantha 6 Joan 3.7
Joan 6 Samantha 3.5
Tal 5 Tal 3.3
George 4 George 2.2
Gordon 2 Jay 2.1
Jay 2 Willie 1.0
Willie 2 Gordon .8
Alice 1 Alice .8
33

Since the average ﬁer student is 2.6%, the anomalies are the high frequency of

Michsel and the low frequency of Gordon and Alice.

14. Asking Procedural Questions .

Ranking by Raw Data Ranking by Percent
Michael 5 Michael 3.7%

! George S George 2.8
Tal 3 Tal ‘1.9
Joan 3 Jaan 1.8
Gordon 2 Willie 1.0
willie 2 Jay 1.0
Jay 1 rdon .8
Carlyle 1 ﬁ;lce .8
Alice 1 C2rlyle .5
Samentha 0 Sfmantha .0

FX]

Since the average per atudent is 1.4X, the anomalies are the high frequencies

!

of Michael and George and the low frequencies of Carlyle And Samantha

i
i
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15.

Since the average per atudent was .5%, the wnomaly here ia the high frequency

of George.

ERIC
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Aski
Rank’

George
Samantha
Joan
Willie
Carlyle
Alice
Gordon
Jay

Tai
Michael

124

inion Queations

: by Raw Data

Qlccoch"“"""—‘&d

)

Ranking by Percent

George 1.7
Alice .8
Joan 6
Samantha .5
Willie .5
Carlyle .5
Gordon 0
Jay 0
Ta! 0
Michael 0

Language Functions in the Teacher's Writing

Just as the frequency of use of different la.gusge functions variea by

in-

dividual students, so the teacher's frequency of use of language functions varies

in her writing to different atudents.

tf vse of lanyuage functions demonstrates this variability.

1.  Reporiing opinions

Ranking by Raw Data

To: Willie 22
Gordon 19
Alice 19
Samantha 15
George 15
Joan 1
Carlyle 9
' Michael 9
Jay 7
Tai _h
130

Qunking by Fercent

Alice
Gordon
Willie
George
Samantha
Michael
Joan
Carlyle
Jay

Tai

18.
11.
11.
10.
10.

N &0
.

P
NNPOmUMNWWNN

e

Individual ranking of the teacher's frequency

Since the teacher's average to students was 8.6%, the anomalies are her high

frequency to Alice and her low frequency to Jay and Taf.

2,  Reporting Personal Pac*s

Ranking by Raw Data -

To? Willie 62-°
Gordon | &4
Tai 44
Joan 39
Samantha 35
Jay k)|
George 30
Carlyle 27
Michael 19
Alic _4

335

Ranking by Percent

Willie
Tai
Joan
Gordon
Samantha
Carlyle
George
Jay
Hichael
Alice

32,
29.
28.
26.
24,
22.
21.
20.
19.

3.

DWW WA RND =

»

Since the teacher’s average to studentswas 24.0%, the major anomaly is her low

121

frequency to Alice.




3. Reporting General Pacts

. 5. Predicting Future Events
Ranking by Raw Data Ranking by Percent

Ranking by Raw Data Ranking by Percent
To: Willie 37 Alice 21.12

Jay 28 Samantha 19.7 To: Carlyle 18 Tai 12.52
Samantha 28 Michael 19.3 §°'d°" 16 Cordon 12.1
Carlyle 23 . Willle 19.2 ay 11 Jay 11.6
Alice 23 Carlyle 19.0 George 10 Joan 11.2
George 22 Jay 18.8 Tai 10 Samantha  10.5
Gordon 21 George 15.7 willie 9 Carlyle 10.2
Michael 19 Gordon 12.8 Alice 5 George 9.5
Joan 15 Joan 11.0 Joan 5 Michael 6.7
Tai 8 Tal 5.4 Samantha 5 Alice 5.3

223 Michael & Wll4e 1.2

9

1 the teacher's average to student 15.9%, th or anomaly 1s h
§ince the teac averas students was %, the major an Y 26 her Since the teacher's average to atudents was 7.9, the anomalica are aer high

low frequency to Tai. frequencies to Tai and Cordon.

4. Responding to Queations

6. Complainin
Ranking by Raw Data Ranking by Percent
n R by 8 oy Ranking by Raw Data Ranking by Percent
To: George 5 George i.52 '

Ta 3 Jo.ms 2.2 Tos villfe 8 Willie 4.1%
Joan 3 Tai 2.0 Gordon 1 Samantha .7
Samantha 2 Michael 2.0 Samantha 1 Chris .7
Carlyle 2 Alice 1.9 George 1 Gordon .6
Michael 2 Carlyle 1.6 J°;“ i Tai .6
Alice 2 Samantha 1.4 Ta George .1
Jay 1 Jay .7 Jay 0 Jay 0
Willte 1 Wille .5 g-r;yl: o Carlyle 0

ichae (1] Michael 0

Gord 0
Goxdon f(l—)— réen Alice 0 Alice 0
13

Since the teacher'a average to atudents was 1.5%, the anomalies .re her high

frequency to George and her low frequency to Gordon. Since the teachers average to students 1a .9%, the anomaly here is her high

frequency to Alfred.
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1. Giving Directives

; - <. 9. 'l'hlnkln'
Ranking by Raw Dats » . Ranking by Percent Ranking by Raw Data Ranking by Percent
To: Jay 23 Josn 16.1% To: Samantha ] Samantha  3.5%
Joan 22 Jay 15.4 - Joan 4 Joan 2.9
Gordon 22 Michael 14.3 Tai 4 Alice 2.8
Tai 21 Tal 14.2 Alice k] Tal 2.7
Michael 14 Gordon 13.4 Gordon 2 Carlyle 1.6
Willie 10 Samantha 7.0 Willie 2 CGordon 1.2
Samantha 10 Willie 5.1 Carlyle 2 willie 1.0
George . 7 Carlyle 4.1 George 1 Jay 7
farlyle 5 Alice 2.8 Jay 1 Ceorge :l
Alice 3 George 5 Michael 0 Michael 0
137 %

Since the teacher's average to students 1s 9.8%, the anomalies here are her Since the tezcher's average per student s 1.7X, the anomalies are her bigh

high frequencies to Joan, Jay, Michael, Tail and Gordon and her low frequencies frequencies to Samantha, Joan, Alice and Taf.

to Alice and George. ,
10. Evalusting

8.  Apoloplztn . lunun_g by Raw Data Ranking by Percent
Tus Tal Tai 21.0%
Rankir.g by Raw Data Ranking by Percent c:rdon ;: A;lce 16.3
Jay 22 Jay 14.7
Tos ;l;o-n : Joan 3.6% Samantha 20 Gordon 14.6
Te:rge : Hichael 1.0 Willie " 20 Samantha 14.0
": heel N H Tai ? Joan 18 Joan 13.2
cocd e : George A Alice 17 Willie 10.3
s r o:h 0 Gordon 0 George 14 Michael 10.2
J:;an a : .S';-nntha g Csrlyle 11 George 10.0
ay Carlyl 9.0
willte 0 willte 0 Hichael T e
Carlyle 0 Carlyle 0
Alice 0 Alice 0
8

Since the teacher's average per student is 13.4%, the anomalies here are her

v
Since the teacher's average to students ia -5%, the anomaly here 1s her high high frequency to Tai and her low frequency to Carlyle.

frequency to Joaa.
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1l. Offerin 14. Asking Procedural Questions

Ranking by Raw Dats Ranking by Percent Ranking by Raw Dats Ranking by Percent
Tos Samenthas 2 Semanths  1.4% To: Jcem’le : Joan 5.82
Willie 2 Willie 1.0 osn George 5.7
Jay i Jay 7 Ssmantha 7 Alice 5.7
Tad 1 Tai ~.6 Willie 6 Samantha 4.9
Gordon 0 Gordon 0 Tei . 6 Tal 4.0
George 0 George 9 Alice 6 Michael 4.0
Josn 0 Joan 0 Carlyle ) Carlyle 3.3
Carlyle 0 Carlyle 0 Michael 4 Willie 3.1
Michael 0 Michael 0 Gordon 3 Gordon l.g
Alice 0 Alice 0 Jey 0 Jay
6 52
Since the teacher's sversge per scudent is .4%, the snomaly her: fa her high S$nce the teacher's average per student was 3.7%, the anomalies here are her
frequency to Samanths. low frequencies to Gordon and Jay.
12. Promiaing ) 15. Asking Opinion Questions
The teacher in this vample did not use the language function of promising. Rankings by Raw Data Ranking by Percent
13. Asking Informaticn Questions Tot Alice 18 Alice 17.3%
George 13 George 9.2
k Jay 1 Jay 1.4
Ranking by Raw Dats Ranking by Perceut Willte 91 i ohael 61
Carlyl 6 . Michsel 6 Willie 4.6
! J:; 7 :3 ::z:z:: ig :1 Gordon ., 3 Samantha 3.5
Michsel 10 Jay 3:7 Samenths 5 Carlyle 3.3
George 9 George 6.4 Joan 4 Gordon - 3.0
Tel 8 Tel S.4 Carlyle 4 Joan 2.9
Semanths 7 Semanthe  §.9 Tai 7_:_ Tai 2.7
CGordon 7 Alice 4.0
Willie 5 Gordon 4.2
Wil . .
3:1;:? ; Jz:n ¢ :2 Since the tescher's sverage per student was 5.7%, the anomaliea here are her

high frequency to Alice and her low frequencies to Gordon, Joan and Tai.
Since the teacher's sversge per student vac 5.8, the snomalies here gre her

high frequency t¢ Carlyle and her low frequency to Josn.
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Reporting general facts

Comparison of Teacher and Student Writing By Function

In this function the teacher-student compariaon has more parity.

t W 5
Another vay to compare teacher and atudent writing in thia aample ia to The teacher Feports more general facts to i1lte, samantha, Jay,

contrast the uae by both wrirers of specific language functions. Gorden, ard Michael than they use to her. In contrast, Alice,

1
1. Reporting 0 infona (raw data) Carlyle, GeoFga. Joan, and Tai report more general facts to

. 1
Gordon 67 Teacher the teacher than she does to them. Alice 18 by far the champion general

Samantha 12 Teacher fact reporter, with 78.

Willie 32 Teacher Alice 78 - Teacher

Michael k)| Teacher Cary 36 Teacher

Carlyle 30 Teacher Will{ie 34 Teacher

Joan 26 Teacher George 33 Teacher

George 21 Teacher Samanths 24 Teacher

Tai Teacher 4 Joan 22 Teacher

Jay Teacher 7 Tai 15 Teacher
Alice Teacher 19

_I-:W Gordon Teacher

Teacher
In all but one exchange, the students report opiniona to the teacher Jay enc

1 Teacher
more than ahe does to them. Alice 1s the lone exception. In most Hichae

casea, the atudents report 2 to 3 times more opiniona than the

Responding to questions

teacher doea. Beaides Alice, the only studenta for whom the Students reapond to over twice as many questiona @s thé teacher doea,

ratio 1a less than 2 to 1 are Willie and George. 46 to 21, largely because she aaks them many more questions than they

Reporting personal facta

ask her. Since this function i treated in another section of this

Again, the atudenta predominate in this function, 509 to 335, with report, no further comment will be made here. (See Questions paper.)

the exception of the teacher’s high frequency to Joan, 39 to 26. Predicting future events

In all other exchangea, the atudents Prevail. Beaidea Joan, the Again, the students use of this larguage function exceeda that of

only atuienta for whom the teacher's ratio is less than 2 to 1 the teacher, 149 to 93. Largely this is because of the problenms

are Willie, Tai and Gordon. they have and their efforta to do something about them. It is

intereating to note, however, that the teacher's use of this function

128 12y
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. 1s highest with the wmale students, especially with Carlyle, Gordon,

Joy, George end Willie.
6. Compleining

This function is by fer dominsted by the students, 92 to 13, especially
Willie, Gordon, Josn and George. Michael 1e the only gtudent who
does not register & compleint in this ssmple. The tescher's use
of compleining is focussed in her writing to Willie (8 of her 13
compleints), e fect which 1s difficult to understend.

7. Giving dicectives

This function is the specia) domain of the tescher 1in that the one
who ia entitled to give directives is governed by stetus snd age.
Five students offered directives to the teacher, ususlly with
great indirection and caution. Of interest here 1s the fect that
the teacher gives the most directives to Jay, Gordon, Joan and Tai,
stydents who appear to be having the most trouble interpersonally.
8. Evaluating
Again the teacher predominstes 1n this lenguage function. (187 to 153) Students
vho evaluate more than the teacher does ¢o them sre Carlyle, ann
ond Gordon. The number of evalustions of George and Michael match the
tescher's exactly. The otiier five students have fewer avaluations than

the teacher.

9. Asking information questions
The teacher predominates in this language function to all students
(82 to 43) except Joan (6 to 2). The tescher gsks the most in-
formation questions to Caryle, Jay snd Michael. The students who

=

sak the least information questions are Gordon, Jay, Willie and

150
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10.

11.

Asking Opinion ggestions

It is by far more common for th; teacher to ask the students’ opinions

than for them to ask her for her opinion, 79 to 8. George asks three
-h questions and Samantha, Joan, Willje, Carl-le and Alice ask ope
each. Of more interest here is the teacher's use of tﬂis function,

as follows:

Teacher to Alice 18
Teacher to George 13
Tescher to Jay 11
Teacher to willie 9
T;achet to Michael ‘ 6
Teacher to Gordon 5
Teacher to Evie 5
Tescher to Joan ' 4
Teacher to Carlyle 4
Tescher to Tai 4
79

Other functions

Apologizing, Thanking, Offering, Promising and asking procedural
questions had auch IJL frequencies of occurrence that they are not
very useful as teacher-student contraats. The teacher predominates
in offering 6 to 0, aand in asking procedural questions 52 to 23,
ond in thacking, 24 to 5. The students predominate in apologizing,

17 to 8 end in prowmiaing, 10 to 0.
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Clustering Analysis of Language Functions

By noting the snomalies in the frequenciea of the students' use of functions

to thé teacher and the teacher's use of functiona to the students, it is posaible

$0 ask queations about the popsible clustering of the use of language functions.

Pive questions can be agked.

1.

Q

ERIC
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Do studenta who use a high frequency of more personal language functions
(report ing opinions, reporting personal facts, predicting, complaining,
giving directives, apologizing, thanking, self evaluating, offering,
promising, and asking opin}on questions) display a different profile
than those with low frequencies in the use of theae functions?

Do those atudents who use a high frequency of more impersonsl language
functions (reporting general facts, evaluating othera or other things,
asking information questions and asking procedural queations) display

8 different profile than those with low frequencies in this area?

Do studenta with a high frequency of negative loading of language
functions (reporting negative opinions, complaining and negative

evaluat iona) display a different profile from those with a low grequency

of auch functions?

Do atudents with a high frequency of positive loading of language functions

(reporting positive opinions, predicting, apnlogizing, chanking, evaluating

poaitiveiy and promising) diaplay a different profile from those with

low frequenciea in this area?

by

3. What can we learn from the tescher's high frequency use of "urging"
functions (predicting, complaining, giving directivea and evsluating)
to atudents as opposed to low frequency of these functions to other
students?

In order to addreas these questions, it wae necessary to determine what
clustering of language functions beat representa the distinctive features of the
meaning of each cluster. In order to do this, it was firet necesegry to go back
to the functions of reporting opinions and evaluating and to break out positive
va. negative opiniona and positive va. negative evaluations. For thé function
of evaluating, it was aleo necessary to bresk out evaluating self from evaluating
Oother persons or things.

A feature snalysis of the ifteen language functions 1s as follows.

Personal Engagement

+ reporting opinions

+ reporting personal facts
+ responding to questions
+ predicting future events
+ complaining

+ giving directives

+ apologizing

+ thanking

+ self evalusting

+ offering

+ promising

+ aaking opinion queatfbns
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impersounal engr . °nt
+ repoiting ger ral fac »
+ evaluating ot rle o¢ things (not self)

+ asking ;rocedur  questions

negative loading

+ . reporting negative opinions
+ complaining
+ negative evaluating

Rositive londlnl

+ reporting poaitive opinions
+ predicting (poaitive)

+ apologizing

+ thanking

+ positive evaluating

‘ + prowising

teacher “urging"

+ predict. .g
+ complaining
+ giving directives

+ evaluating

134
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Pergsonal Engegement

One of the goals of dialogue journal writing, according to the teacher, is to
ggt the studente personally engaged. Elsewhere in this report, the concept of
"mutuality” is discussed Jn more detail. (See Kreeft, Mutual Conversations.) One
plece of evidence for such mutuality might be defined by the way writers make use of
'anguage functions which are personal in nature. By clustering the func’ jns of

personal engagement, we have the profile given in Figure 7.




Figure 7

Clustering of Functions for Personal Engagement

L J
Renorténn Responding Predicting
Reporcing Personal to Future Complain~  Giviug Thauk-  Self- Offer- Promis- Asking
Opinions Facta Questions  Events ing Directives ing Evaluating 1ing ing Questions Total

Gordon 67 68 2 29 19 1 0 17 0 2 0 207
Samantha 32 62 3 18 5 1 1 4 0 6 1 19
George 21 60 5 17 13 0 0 10 0 1 YT
loan 26 26 2 18 15 1 1 10 0 1 1 108
lay 14 38 4 11 3 1 0 2 0 0 o (1] 6
Willle kY 69 3 6 22 1 [} 11 0 0 1 T4
(arlyle 3 66 9 22 3 0 1 11 0 n 1 158
1al 18 57 2 19 8 0 1 26 0 0 0 133
Hrl_('!me‘l i 31 54 6 9 0 0 1 10 0 0 0 111
Allce_ . 12 11 9 0 4 ’ 0 0 1 0. 0 0 8

Ranking 2 Ranking % 1240

Gordon 207 16.7 Hichael 111 9.0

Carlyle 158 12.7 Joan 108 8.7

Willie 146 11.8 Jay 76 6.1

Samantha 139 11.2 ' Alice 38 3.1

Tail 133 10.7 Average 1240

Ceorge 124 10.0

3 < L6
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From Figure 7 {t sppears hqt Gordon, Carlyle, Willie, Samantha and Tei are more
personally engeged in their writing than are George, Michsel, Joan, Jay and Alice.
2.  lmparsonal Engaganent
If {impersonal engegement {s the opposite of personal engagement, we
hould see & reverse of Figure 7 {n the use of language functions which appear to

imperacnsl. Figure 8 displays these data.

Imperaonal Engagement

Report general Other Aak Info. Aak Proced.
facts Evaluat fon Questfon  Question Totals
14 14 2 2 32
24 0 6 (1] e
13 4 4 5 4¢€
22 28 6 sl 59
12 k] 2 1 18
34 1 2 2 39
36 0 8 1 45
15 0 5 3 23
12 0 7 5 24
78 [i] 1 1 _8o
Total 396
Average 139 6
RANKING
Raw Data Percent
80 20.2
59 164.9
46 11.6
45 11.4
39 9.8
32 el
30 1.6
24 6.1
23 5.8
18 4.5

i

Average "39.6

Figure 8

© 133

Clus: ring of Functions for
Imperaonal Engngement
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From Figure 8 1. appears that Alice, Joan, George, Carlyle and Willie are more
impersonally engaged tn their writing than are Gordon, Samanth: , Michael, Tai and
Jay.

In comparing the students who were high in personal engagement with those who
were low {n impersonsl engagement, we find six students who gre consistent yith

the notion that thetir clusterings .re opposites:

Personal Engagement Impersonal Engagement

Gordon + -~
Samantha + -
Tail + -
George - +
Joan - . +
Allch - +

Four students are anomalies:

Personal Engagewent . Imperaonal Engagement
9.!1’18 + N +
Willte + +
Jay - -
Michael - =

One possible explanation for these anomalies 1s that the data are not adequately
large enough to display the general features of personal or impersonal engagement..
posaible explanation is that personal and imperaonal engagement are not adequately
represented by the functions used to define these clusterings A more likely ex-
planation, however, comes from an examination of the overall writing of all four

students. Carlyle and Willfe are among the moct prolific writers fn the clans.

139
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Jay and Michael ars near the bottom of writing productivity. ®It 1s conceivesble

that those who write a grest deal tend to provide more evidence for both kinds of
engagement while thou.who write 1ittle provide inadequate evidence for efther
kind. Perhaps if the writing samples were of exac:ly the same quantities, these
anomalies would be reduced. But such measurement would violete the nature of
.‘llf-genctlted writing and mske mesningless the most important units of analyais
selected here.
3.  Negative Loading
Negative loading simply refers to the negative statements ot speech

acts used by the students. Figure 9 displays these data:

14
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Regative Loading - Totals (4 weeks)

Clustering of Functions for Negative Loading

52

Report

Negat {ve

Opinion Complaining Totals
Cordon 16 19 15 0
Samantha 1 5 0 6
George 8 13 5 26
Joan 1 15 5 21
Jay 3 3 1 7

Villie 2 22 3 27
Tarlyle 3 3 1 7
Tai 4 8 3 15
Michael 0 0 ] 0
Alice 4 4 0 8
) 177 - Total
17.7~ Average
RANKING
, Raw Data Percent
Gordon 50 30.0
Willie 27 16.2
George 26 15.6
Joan 21 12.6
Tal 15 9.0
Alice 8 4.8
Jay 7 4.2
Carlyie 7 4.2
Samant ha 6 3.6
Michael 0 0
17.7 Average
Figure 9
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As ll;;ne 9 pointa out, Gordon hss by far the most negstive losding wicth Willte,

Ceorge and Joan slaso sbove aversge. Tei ia right gt the wmedion point while Alfce,

Jay, Corlyle, Samentha and Michael have relstively low negstive losding.

4. Positive Losding
By positive losding, we refer to the use of those

atatments or gpeech

scte vhich indicate positive sspects. These are displayed by function in

rigure 10:

142
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Positive Loading - Totals (4 weekn)

Report Yre- Pos.

Pos. Opin. dict Apol  Thank  Evel. o0ffer tomising  Totsle
Gordon 51 29 2 0 16 0 2 100
Sermanths i 18 6 1 ) 0 6 66
George 13 17 2 0 9 0 ! §2
Josn 25 18 0 1 N 0 1 78
Joy 11 11 O | 0 & 0 0 29
Willie 30 6 1 0 9 (13 0 46
Carlyle 40 22 2 1 10 0 0 75
Tal 14 19 1 1 2) 1] 0 58
Michael i 9 0 1 10 0 0 51
Alice 8 0 [ 0 1 0 0 9

554 Tot.
. 5.4 Ave.
RANKING

Rav Data Percent
Gordon 100 18.1
Josn 78 14.1
Carlyle 75 13.5
Samanths 66 11.9
Tet 58 10.5

55.4 Average
Micheel 51
Willle &6
George 42
Jay 29
Alice 9
Figure 10

Clusterin~ of Functions for
Positive Loading




It f1a clear from Figura 10 thet Gordon, Josn, Cerlyle, Semanths end Tal sre gbove
’ -e‘llno; p?nltlve loading whils Michsel, Willfe, George, Jay snd Alice gre below
average. ' '
If positive losding s the opposite of negetive loading. ve should gee o rfeverge
of Figure 9 in Figure 10 in the vee of lenguage functione which gppesr to define
thene gress. In comparing the students who vere high in negetive losding with those

vho were low in positive losding, we find geven students uho sre consfstent with

the notlon that the clusterings sre opposites:

Negative Loading

Willfe + -

Positive Loading

George +
Tel

Alice

Jay

Carlyle

Samanthe

Three students are snomglies;

Gordon

Joan

Hichael

Again ft s ponnible that these snowslies sre crested by sn insdequste dots base or
by an fmproper clustering of functions. From on examinat fon of the oversll vwriting

of these atudents, however, s better explanstion is demgnded. Cbrdon and Joan's

Joan'a waver of change come and go n Iarper chunks (entry to entry) than Gordon's

55
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entries over the year gre errstic fn artitude and Inconaistent in juxtsposition of fdeas.

who s often lncunslatent‘(flon mentence to sentence), Neverthelesa,
they shere the same "upn and downs" pattern. It fs not surprising, then, that
their scores on negative losding and positive loading would both be high. Hichael,
on the other hand, writes less than sversge in this sample and, aa was ghown earlfer,
hed a low frequency of personslly and impersonally engaged writing, making it Jegs 1tkely
thet he would evidence efther positive or negstive loading.
5. Tescher "urging"

One of the common roles of teaching is to develop students through
encoursgement or urging. The lang. functions most relevant to this clustering
sre the teszher's predicting, complairing, glving of directives and evaluating.

Figure 11 dieplays this clustering of the tescher’s functions:




Teacher's Cluatering of Punctiona - Raw Data "Urging"
' 1t 1e clear from Figure 11 that the teacher urges Sordon, Tai and Jay con-

siatently more than the others and she urges Michael and Alice :onsiderably less
Predicting Complaining Directivea Evaluating Totals

than average. The other five atudents gre urged at a frequency which ie close to

To:
- average:
Cordon ' 16 1 22 24 63
Samantha .3 1 10 20 36 Gordon +
rge 10 1 7 14 32 .
Joan 5 1 22 18 46 . Tal +
Jay 11 0 23 22 56 ‘ -
1llie 9 8 10 20 47 Jay +
Carlyle 18 0 5 11 kT . . .
Tai 10 1 21 3t 63 Willie r~
chael 4 0 14 10 28
1ice 5 0 3 17 25 Joan ~
430 - -
43 average Samantha a4
Carlyle ~
RANKING
George ~
Ravw Data - Percent
Michael -
rdon 63 14.7 )
ai 63 14.7 Alice -
ay 56 13.0
illie 47 10.9
n 46 10.7 . ?
smantha 36 a,g Again one poasibility for the teacher's varfation in using urging functions to the
rlyle 34 7.
rge 32 7.4 three students above the average and to the two below the average is that our data
i¢chael 28 6.5
lice 25 5.8 are inadequate ot that our clustering is inappropriate. A more likely explanation,
43.0 Average however, is that Gordon, Tai and Jay, in the teacher's mind at least, require more
Figure 11 urging. From the ten atudenta' use of both personal engagement. and positive !
Clustering of Punctions for loading we aee the following pattemc.
Teacher "Urging"
146 147
Q
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prdon

ntha

rlyle

1ite

ice

chael

data above breakdown into three distinet patterns:

1. High personal engagement, high prsitive loading, plus high or average urgins.

rdon

ntha

tlyle

11te

Q
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Personal Engagement Positive Loading

+

+

Peraona! Engagement Positive Loading
+ +
+ +
+ +
+ +
+ +

+

+

Urging

e

!

Urging
4 +

+

2. Itigh on efther peraonal engigement or positive loading plua average urging.

Pergonal Fngagement Positive Loading Urging
¢ - ~/
- + —~

59

3. Low personsal engagement, low or high positive ioading, plus average
or low urging.
Personal Engagement Positive Loading Urging
George - -
Alice - + -

Michael - - -

These patterns require explanations for the differentiation.

In pattern No. 1. Samantha and Carlyle might be expected to recefve high frequencies '

of urging but, from an examinat fon of their overall writing it i{s clear that these ;
students have far fewer {ndividusl, interpersona! or academic problems than do Gordon,

Tai or Jay. Since {t {is apparently clear to the teacher that all students need
some urging, these students with fewer problems ge. only an average amount while
those with more problems receive higher urging frequencies.

In patter.s No. 2, two quite different students, Willie and Jjoan, receive average

urging for . ¢ ently quite different reasons. Witlie, 11ke Samantha and Carlyle

is & good student who, in the weeks selected fn this sample, is 1nvolved in a get
of { terpersonal proolema which may account for his low score on the positive
load n secale. Joan, on the other h 1d, has many peraonsl, {nterpersbnal and
ace’ : ¢ problems. Her positive loading comes about largely from her admitted

1
effoit ro "get by" by cffering positive opiniona and evaluations {n order to fool the

teacher. The teacher’s aversge freque.cy of ;rging functions may well be her effort

to get Joan personally engaged.

+n Category No. 3, George is the major ar~maly. An examination of his overall
writing shows that he is a student who s often not happy, possibly accounting for !

hia low frequency of posi‘ive loading. t- 1low frequency of personal engagement

comee about largely because he 18 deeply involved with sports and much of his

lPersonal interviewa wi*h Joan and the reacher provided a convergcnt verification

Of her i{ntentinns and the teacher's responses to {t.

fn 1 4 E’




.

writing givea sccounta of gamea. The teacéer spparently recognizea this {n her
! .ifott to get him more individually engaged through an average freque o
,functdons.

Although Alice diaplays s high frequency of poasitive loading, an examination
of her overall writing ahows this’to be quite bland. She says everything is nice
in & manner which, though positive, is almost devoid of peraonst engagement,

She never predicta and has unusually low frequencies of reporting opinions and
p!;lonll facts, complaining, evaluating and asking queations. The temcher's
spparent atrategy with both Alice and Michael is to ask questions and to report
facta and opinions rather than to,g;;a directives and ev-lu-tg. The strategy is
much 1ike that of a conversation between two people who do not know each other

well. One of them has to try to get the converastion going in order to eatablish

aome common ground.

O
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ncy of urging

Changes in the U'se of Langusge Functiona

+ The measurement of change over time is not & simple task. Traditionally
regesrchers have examined the more surface forms of language such as punctuation,
apelling or usage. Other constructs, such as the T-unit} have been uaed in che
effort to show incresse of syntactic complexity. It has never been very clear
exactly why syntactic complexity is a good thing or why T-units are a uaeful
measure of {t, If our theory of change in writing ability builds on the notion
that writers should expand their sability to use language to get thinga done, an
exa:inltion of their changing use of language functions should be inatructive.
Two thinge are important to noce at the outset, however. One {8 that change
is not neceasarily interpretable ga improvement. 1t may be that in order to
learn something, we muat first pass through stages which may, on the aurface,
;ppenr to be regressicns. This appears to be true of most language learning in
fact, both in native language and mecond language. Figure 12 diaplaya the fall-

sprini contrasts in the use of the fifteen language functions atudied here.

Figure 13 dieplsys the percentages per student of each of theae functions.

iThe T-unit, or minimum terminable uait, identifies independent clausea in writing.

:
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tha chnnuel (* for gatn gyer 201 ond

the seven mont relevent tunctfona from the fell to espring samples:

Figure 14: Student Changes

Reporting
Reporting personsl

Student Opinfons  Facte
Al lce - +
Michasl - +
Tet - +
Carlyle +
Willie - +
Jay +
n -
)
feorge - _
Bamanths -
lordon + +

.
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Reporting
genersl
facts

+

+

+

esch student showa the following geins or losmes

7

~ for lose over 20Y) for esch atudent for

uaing e distinctive festure spproach to snslysin, the following chart displays

Asking
Predice- cComplein-  Eveluse- quest fons
ing ing ing (a1l 3 type-)
+ + -
+ -
+ - -
+ - -
+ - -
- - + -
+ - - -
- + +
+ +

from fell

‘o spring:

For those same geven functions or clusters of functfons, the tescher’s wifting

correspondents’

Figure 15:

Teacher Changes

)
Asking

Repore- Report ing Reporting

ing Personsl General Pre- Giving Evaluat- Questions
Student : Opinions  Fects Facts . icting . directives ing --. {all 3 types)
Alfce + ]
Michsel + - 4 - 4

+ - - + +
Carlyle + + + - -
”

Wilife - + - - +
Joy + +
Joan + - n
George - + - + 4
Samant ha + + - + - L
Gordon - + + - - +

o

By juxteposing the {ncresses ond decresse of the use dof language funct{ons by
student-~tescher pafrs, {¢ lu posnible to gee mote clearly the relat fonships of the
chenging use of these functions. |t should be noted that gince
there vag #o low o frequency of complaining by the teacher and so low a frequency
of giving directives by students, these functlons are not useful tndicators for
contrest here. For this reszon, ve will drop them both for these compar isons

lesving only aix cetegorien of shared functfonal fnterchange.




Figura 16: Comparison of Student and Tescher Changes

Report ing Reporting Reporting Asking
Opinions Personal - Genersl Predict- Evaluat- Questions up of only one type of function, such as reporting personal facts. Such a
Facts Tacts ing ing (s11 3 types)
conversstion would be no conversation at all; 1t would be merely two aimultsneous
Alice - + + R + -
Teacher + . + monologues. It would be equally ludicrous to conceive of a conversation made up
Micheel - + - + - of one partner only asking questions and the other partner only answering. This
Teacher + - + - + .
would be an interview, not a conversat ion.
Tal - + - + - -
Teacher + . - + + It would be very likely, then, that the most effective dialogue journal
rlyle + - + - + writing, insofsr as it 1s very like oral conversation, would contzfn, even in a
eacher + + + X - -
®#2cro picture such aa this snslysis offers, a high degree of complementarity. If
Willie - + - + .
'eacher - + - + this is true, the most effective dialogue journals ere those with the most aress
ay + - - of complementsrity, The teacher's own ssgessment of the effectiveness of dialogue
ascher + +
Journal writing roughly parallelled this chart of complementarity. Tai, Carlyle,
oan - - + -
esacher + + Samanths, George and Gordon rank considerably higher than Michael, Alice and Jay in
.}sg - - + + - - 'the teacher's view. Joan ranked high on only one of the teacher's dimensions for
eacher - + + + :
judging journsl effectiveness: "expressiveness or openness” but not on the others.
Samantha - + - . +
eacher + + - + + The symmetry of change {s more difficult to account for since it ig possible
ordon + + + + + that the teacher may have been adjusting to the student or the student iuy have
eacher - + + - 4 +
been sffacted by the teacher's wodeling. Symmetry implies the effoit of one
) N '
By comparing the change patterns from the fall to spring ssmples we can note party to match the other and each student-teacher pairing 1s the product of its
.
two dif ferent patterns: conplementarity of change and symmetry of change. By individual history.
complementsrity we mean functions in which there is opposition in the use cf -he Of the six functions or clusters of functions examined here, we find the
function. One of the writers decreases frequency while the other increases frequency following pairings within these two patterns, The numbers in the following columns
and vice-versa. The wovement of orsl conversstion can be compared to s dance in represent the totals out of six categories in which efither complementarity or
which one partner's moves require a countermove by Lhe other partner, providing a symmetry occur.

synchrony of unified movement; thus, s complementarity. It 1s s kind of unity

through diversity. It would be ludicrous to think of a conversation as being made

159
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Complementarity of change: teacher-student comparison

a Percent
Tal 4 672
Carlyle 3 50%
Samantha 3 502
George 2 332
Gordon 2 332
Joan 1 172
Michael 1 172
Alice 0 oz
Willie 0 (174
Jay 0 124

Symsetry of charge: teacher-atudent comparison

a Percent
Willte . 4 672
Michael 3 50%
George 2 332
Gordon 2 Kk} 4
Alice 2 332
Carlyle 1 17X
Jay 1 172
Joan 4 172
Samantha 0 (174
Tai [ (174

69

Willie, an excellent student with late-occurring interpersonal problems,

1s & prolific writer. As he increases his reporting of personal facts and question
asking, “he teacher decreases her evaluations and also increases her reporting of
personal facts and queation-asking. Her strategy for him, sa a student who reasons
well, seems to be one a. mutuality. The same may be true also for George and Gordon.
Michael is & considerably less able student and writer (but is considered to have
high potential for acad-mic achievement). As he increases hia reporting of personal
facts and predicting, the teacher may be reinforcing and supporting him by following
a eimllar pattern. For Carlyle and Samantha, students with very few problema of any

type, there is very little symmetry. Here . - conversational dance is in full swing.

Mutuality reigns. Tai has a great many problems with other students and teachers,
but has established a keen mutuality with the teacher although much of their writing
is about specific conflicte and problems; symmetry of function is low for much the
same reason that it is }or Semeztha and Carlyle.
Joan 1s 4 specisl casc. The teacher's role with Joan is to help her to

control her own destiny. The strategy she seems to select is asimilar to the one ghe
uses €or Alice, Jay‘and Tai: that of more direct evaluating than she offera to
most other studentr.

Since Joan 1a moving from opinion giving toward norm-based

evaluating, both teacher and Joan increase their evaluating from fall to spring.

Group Change

In comparing the changes in the frequeneies of language functions used from

the full saasple to the spring sample, eight of the original fifteen function

16
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cotegories diaplayed enough dete to be ugeful.

The 10 Studenta to the Tescher:

Reparting
~Opinfons
resne -6
tewde t]
" ~3

A8 8 gt up, then

The Teacher to Students:

Reporting
Opinfona
ane 2
'nee 4
-~ b

J

They ore s follows:

Asking
Reporttng  Reporting Asking Proced-  Asking
Personel Genere} Predict- Evaliat- {nfo uraf Opinion
racte  Fecte  ieg  fng —Question Question Question
-2 -4 -2 -6 -6 -2 -1
[} + +5 +2 42 Ih) +1
~q ~2 ~3 ~5 ~2 ~8 ~8
+ the students fn this sample tended to:
decrease giving opinfons )
incresse reporting personal facts
{ncreese predicting
decrense evelue. ing
decresse gaking informetion questions
N .
decrease ashing procedurei questions
Reporting Reporting
Fermonal Genera} Predict - Evatuat- Asking hsking Asking
Factg Factna ing ing info Proced- Opinion
el ~Questfon ural ques. Question
-1 -2 -3 -1 -2 -3 -2
46 11 +2 43 +4 +3 +4
~ ~4 5 ~4 ~4 ~ 4 ~4

i

T writers®

To e!l ten students, then, the teacher f.. “.g sample tended to-

fncresse reporting o ons

tacrease reporting personal facta
increene feporting general facta
increase evalust {ng
fnciease aoking {nforma* fon quesc fons
fncrease assking opinfon queations

These increases ang decreases can be displayed as follows:

Flgure 17:  Swwmary of Student and Teacher Changes

Report- Re ort-

ing ing Pre- Evaluat- Agking Asking Asking
Repor.ing  Pers. general dicr-  ng Info  Proced.:il Opinfon
Opinlons  fecte _ fects  fng ——Quests.Quests.  _Queats,
10 Students
3 8 Group + ~ L s el _’\:_-_._
Teacher to
10 Stedents + * ~ * ¢ i +

Individukl Chenge

In tetms of the ten tndividual students' crnange in the use of language functiona

from the *all and spring ssmples, rfgure 18 attempts to place each atwdent on a
hypothet fcal continuum of language functions. o
In this figu.e.three of the functions remain futact: reporting opinfons,

eveluating and reporting personsl facts. The funct.ons of predicting anda/or
complaining are mermed n this contfnuum, largely becauae they both demonatrate the

sbility tc take personsl {acta or opinfons and carry them to a further

stste. Our previous language function category nf reporting general facts fa he.e

differentfated futo reporting impersons! facts and teporting or discover ing/applytng
gencral principies. iIn the paper on Topic Elmborstion, Staton descrihes how

Our purpose hers 18 not to analyze this function

163

general principles are arrived at.
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but, rather, only to show its directionality. Suffice it to ssy here that what

differentistes the funccions of reportirg genersl facts {s that most of these sre

1ittle more than identifyiny or reporting group sctivity, such sa "we 'did a

in the Use of Language Functions

Direction of Change

Fall to Spring

science experiment todsy" while the richer reporting of genersl principles involves 5’ °
~ ~
ot ]
8pplying s principle lesrned in one sres to s different activity or ares. 14 E H .
a8
Of the language functions used by the writers in thie study, six functions ,g,gg T —~
or clusters of functions were selected to display the major changes in wri.ing in - i
]
the fall and spring samples: reporting opinions, evaluating, reporting impersonal a’ o
facts, reporting personsl facts, predicting/complaining snd reporting general g __g; i g T
principles. Figure 18 displays these changea. The boxed sres describes the pazt £8§. ~
of the continuum which characterizes each stulent's dislogue journal writing T ~
in the fall. The arrows extending from these boxes {ndicste the directional change ga o l
8. i
of each student's writing by the time of the spring writing sanpie. E.ng g (
' -4 & fxy I ¢
Fy
EE i
Efa || 8
”n
e
I RE
o H
o
q
g g
g \[ o ~ g
o v
: IE R
41l v L | —
e © x g) 8
) 8
55 g
g4 2
_m&

Figure 18:
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Figure 18 displays how the richneas of variebility of lenguage function
usa operates over time for each student. [t {g grounded in Vygotsky's {dea of
the zone of proximal development. That 1a, each student haa a somevhat different
baginning point in the learning continuum, described by the high frequencies of
the vae of language functions ia the fall sample. Samantha has the wideat range
of lsanguage functions in the fall and, therefore, has the lesst opportunity for
change. 1In the Spring, she movea toward and into the most sophisticated stage
of the continuum, reporting general principlea. George and Gordon diaplay the
next highest frequency of language function categorfes in the fall, but George
extends slightly father than Gordon in the Spring. Carlyle, Willie ard Jay form
@ third group, with carlyle extending the fartheat in the Spring. Jay ia an
unuaual case, in that he ahowa 1ittle of what appears to be the more basic or
sarlier functiors of reporting opinions and evalvating. It 1s as though he
"pluga 10" at the reporting impersonal facts and peroon:l facts ares and moves
only alightly into a better representation of personal fact reporting. Tai's
®uvement from Fall to Spring 1s also in reporting personal facts end predicting/
complaining. Michael's Fall strength 1a in reporting personal facts but his
movement in Spring is also only slight, into predicting/complaining. Joan and Alice
ara the most unusual atudengs in thia sample. Alice 1s cautious beyond belief,
producing primarily fmpersonal facta in the Fall but extending slightly in the
Spring, toward hothevaluating and reporting personal facts.

Meation shouid also be made about the continuum iteelf. It hse been con-
atructed from severa) kinds of intormation. For one thing, with the except ion
of Alice, whose cautfon haa alrcady been described, all of the movement from Fall
to Spring 1s unidirectional from the left efde of the cont!nuum to the right. This

auggeats, but does not prescribe, the arrangement of the six points as they arn
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given in Figure }18. In addition, we als» have evidence of the structure of thie
continuum from the teacher's responses to each gtudent. If the studcnt gives an
opinion, she frequently challenges him or her to give evidence for that opinton.
Such evidence can betto fround the opinion against a recognized norm, thus
creating an evaluation, or to give an account of that opinion through the details
of personal or general involvement (reporting impersonal or personal facts). If
facts are reported by the student, the teacher often encourages Him or her to
extend the facts further {nto a felicitous complaint or prediction of future
eventa and, 1f poasible, to o gene 1 principle which transfers what 1a learned
about & specific event to more generalizable contexts. It would be premai sre

at this point to claim that the continuum repreaented by Figure 18 1s implicationally
ordered, aspecially since both Alice and Jay give no evidence of this notion.

It 18 also premature to conclude that all students move consistently from one

stape of the continuum to the other, since the sample gtudied here is that of only

ten students. But the tendency is very interesting and bears further research.

Conclusion

This analysis of the language functiona used by the teacher and ten students
over two iwo-week periods of time in the Fall and Spring of the same school year
1s based on the strong belief that language functions are a more effective
measure of writir: abjlities than any exiating measure of language forms. It
examinea lanyuage use in a quite different way from the usual research or clsss~

room techniques. It 1s our belfef that the architectural principle, "Form

follows function” 18 as relevant to language, written or oral, as ft is to art.
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Why Ask?: The Functiom of Questions in Dialogue Writing
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Why Ask?: The Function of Questions ,n Dialogue Writing

Sometimus, when I hardly yrite anything, like 1f
I forget to write something, she'll ask me questions
89 I'll have something to write about.
Dialogue Journal Student, 1980

Sometimes, 1f I'm not acting good, she'll ask me
questions, like, what do you want to do with your
11fe or something like that. 1 think it's a little
trick of hers, trying to get me to change...It's been
working,

Dialogue Journal Student, 1980

Sometimes she brings up things that I didn't want to
mention. I didn't want to remind her. She just asks
questions, like, "Do you think what you did waa right
today?" And I said, "Well, it wasn't my faulr.”

Dialogue Journal Student, 1980

I alwavs try to ask questions -- bacically I guess I
want t.em (the students) to write but also I want
to learn about them, and I want thes to know, hey, I
really dc think you'ré inreresting.
Dialogue Journal Teacher, 1981
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This paper examines the use of questions {n dialogue journals, Shuy's
paper on language Functions, also in this report, discusses questions as
part of the larger framework ¢f language funct{ions and shows that the asking
of Guestions demonstrates a more personal involvement in the dfalogue writing.
By count ing frequency of questions per student, he {g able to show which
students rank more highly for personal lnv;lvement in their dialogue writing.

This paper uses as a data base the same two-week fall and spring samplesg
that Shuy used for his analysis of language functions, but focuses on quest {ons
alone. First, 1t will define what is pmeant by a question and clarify that
an utterance {8 classified as a question on the basis of {ts function, not
{ts form. A "question” can appear in declarative, interrogative, o: imperative
form. -

Second, frequeucles of student and teacher questions snd responses are

discussed,
Third, student questions are «lassified {ato types, and an explanat‘on
is offered for the occurrence and frequency of these types. v
The fourth part, the discussion of teacher questions, 18 the focal point
of the paper. The teacher in our study asks a lot of quesglons and Increases
both the number and intensity of her questions as the year progresses. For

her, questions serve a vital purpose In dialogue writing, and in the conclusion

to this paper the underlying basis for her use of questions is discussed.

What 1s meant by "questfon"’
By "question'" I mean a request for a verbal reply.l 4 question can be
N
a request for information, opinion, approval, clarification and perission, or

a request for action {f it {s made {n interrogative form, e.g. "Can you bring

your report on Nond.ny'"2 Requests for action that, by appearing in imperat{ive

172




form ("Bring your report on Monday."”) or in declarative form ("I would 1ike In this section, we are Interested in quantity. How many questions are

you to bring your report on Monday."), and do not elicit a verbal reply as asked and unswered by the teucher and students? | will first give w. overview of
well (by adding, for e.g., "Tell me 1f you're bringlng your report on Monday,") question und response patterns from the larger corpus of 26 students, for 2 weeks
are not counted as questions, In the fall and two weehks in the spring, and then examine the question/response
Since requeats for a verbal reply can appear {n interrogative, declarative patterns more closely for a smaller corpus of 10 students.
or imperative form, the possible forms for questions in the journals are: lotal questions asked
interrogative - In the two-week time period in the fall, the 26 students asked a total
wh- Where are we going tomorrow? of 136 questions; this is an average of about 5 questions per student {n ten
yes/no~  Are we goling to the park tomorrow? days; or an average of one question every two days. In the spring, the 26
tag- We're going to the park tomorrow, aren't we?” atudents asked 109 questions, or about 4§ questions per student in ten days;
imper tive less thin one question every two days. Thus, from fall to spring, the number
plus "okay"- Let's go tu Lhe park tomorrow, okay? of student questions decreased.

declarative - At the same time, teacher questions increased. In the fall, the teacher

I'd 1ike you to tell me it we're going to the park tomorrow. asked 217 questions, or an average of about B questions per st 'at in ten
I wonder if we're going to the park tomorrow, days; a little les ' than 1 question per day. In the spring, the teacher asked
imperative -~ 331 questions, or an average of almost 13 pe-r student, more than one quest fon
Tell me 1f we're going to the park tomorrcw. per day.
But not *i.c's go to the park tomorrow. The teacher asked almost twice as many questions as the students in the
118 discussion of forms gerves simply to explain which utteiances | fall, acd three times as many questicns in the spring as Figure 1 shows.
chose to analyze as questions. Since the focus of our study of the journals e e T e b
N = 26 students Fall {10 days) Spring (10 days)
and the focus of this section 1s on the functions of language, I did no e TTUTOTT T oo e e oL
Student 136 = 5.27 av. 109 = 4.19 av.
further analysis of question forms - such as, frequency of occurrence of
Teacher 217 = 8.34 av. 131 =12.7) av.
particular forms, comparison between teacher and student use of particular forms, e R o
change o use f foms over time or between toplcs.  jhese issues way be worth Figure 11 Number of Studec and Teacher Questions

ursuing, however,
P ' As will be shown later, quest fons are a very important communicative

trate r ‘he 2 re important as the students begin to
i fuestion and Response Patterns 8 gy for the teacher, and hecome mo pe 8 |3

A For a1l students write about toplcs of personal faterest The teacher uses questicns to
. or bl s g

170 ’ ; 174
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Figure 2: Indtvidual Srudent Quest lons
(Students are arranged from most to fewest questions asked fn

" " v
draw out" the stulents, to get them writing, and to i ush them to think the fall.)

further abou ioplcs they have Inftiated and begun to write about.

Fall Spring
The students use questlons, at the beginning of the year, to orient Student (10 days) . ]gmw (10 Aays) leacher Response
Kel leen 18 (11) 7 (6)
themselves. (uestioning in school s part of finding one's way around and
Lizzie 16 (8) = 0 -)
knowing what 1s being done and what is expected. As time passes, and as "~L
Deenie 14 (9) 7 (6)
atudents have adjusted, student questions generally decrease. There are gome
’ Stacy 13 (5) 14 (5)
exceptions, however. Three of the 26 students asked mors than 10 queszions in
Elfzabeth Aun 8 (8) 8 (8)
10 days. What is particularly interesting i1s that the kiuds of questions
Michael 7 (5) 3 (2)
they ask are the kind that the teacher usually agks to promote "convergation"
George 7 (5) 2 €2)
in the journal. These three ctudents seem to have incorporated the teacher
Lor{ 7 (&) 1 (1)
role oi maintalning the conversation.
Sue 6 (€)) 20 - (14)
Figures 2 and 3 show the breakdown of student and teacher questions, for
Kitey 6 (4) 1 (i)
fndividaal students. ‘the number of reponses to the questions is in parentheses.
Stanley 5 (2) 12 (7)

(See pages 5 and 6.)
5 . Joan 4 (2) 4 3)

1ntal Responses to Ouesitons

] Jennifer 3 (3) 8 (6)
Nelther teacher nor stwdents reach a point vhere they auswer all questions.
Carlyle 3 (1) 5 (4)
In the fall, the teacher arswered .67 of all gtudent questions and fn the
Gordon 3 (2) 1 (1)
spring, .76. The students answered 143 quest “Hns In the fall, .53 {n the
Sam 3 (1) 1 (1)
apring. Buth teacher and students show about a 10 fPercent in.rease in response
' - : N Tai 3 (1) 0 (-)
~ate in the springs Flgure 4 below shows the response rates.
PR ot Annette 2 (2) 4 3)
N <'2b students Fall (10 days) spring (10 days) josh 2 (2) 3 3)
Student .43 .57 Samantia ? 2) 2 (2)
1eacher .67 .76 Alice 2 2) ) 0 *-) .
~ ’ oo o o Tt T Ralph 2 (2) 0 (-)
Fipare 4 Percent of Responses to Ouestions
~ Willle 0 -) 2 (2)
Jay 0 (-) 2 (1)
John 0 () 2 2)
ay
1 {5 Jill 0 ) _0 )
N 136 10
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Figure 3:

Teache. Questions to Individual Studeunts

the spring.)

Student Fall
Sue 12
Jennifer 7
George 7
Sam 4
Kitty 18
Alice i4
Ji1 14
Elizabeth Ann 12
. losh 13
Stacy 4
Lizzfie 6
Michael 4
Annette 3
Gordon 1
Jay 12
Tai 9
Willie 8
Samantha 10
Kelleen 5
Carlyle I@\
Stanley 8
Deenie 8
Lord ]
' Ralph [
ilunn 6
John' 1 s 9
- TC 217

(Students are arranged from most to fewest

Student Response
(8)
)
)
(2)
(5)
(6)
(12)
(6)
(5)
€))
(&)
3
()
(0)
(2)
(4)
(4)
(6)
(2)
(10)
M
()
e}

)

)

6

questions asked in

Spring
27
25
23
19
17
18
15
15
14

13

Student Response
(20)
(18)
13)
(15)
(11)
0
(8)
(5)
an

(2)
(3)
(S}
(1)

The following thiee-turn exchange between Carlyle and the teacler demopn-
strates how the questlon-responsé pattern tends to work (---- separates
days; questlons are ¢ [rcled; responses are anderlined) and helps to

explain why ull questions do not receilve answers.

S S o
We got a lot of info in Eskimcs. Good! our soccer team
its fun. 1 had a ok. weekand(was play? )

yours good?) 1 got a lolipop at Math CAre th you
we have easy homework. We are doing (sEuay ng any one group, or all of
em¥

spelling. (Did I get all of my work emy”

ZﬁZ) I 1ike the sandpaintings you Yes, thank you, my veekend was
hung.ggggen can we take home the rock very pleasant. E?a;#Ttx?ﬁ§=§§§?“3?_§?zgzj)
scuIEturesi 1 won my soccer game! I love the blue sky and thunder-head

I glad we are golng to have latin. clouds building up over the mountaipr .

No I play at rancho park. ['m

studying all of th... T llke special I

class it's fun. We are going to make
a ftlm. 1 am going to make Rocky 17
the story conti-ges...

(Carlyle -days o, 7)

In Cariyle's first turn, he asks the teacher three questions, and she
answers one. She, In turn, asks him five questions; he answers three. One
of the respinses ("I play at rancho park”) is a response to the topic of sqoccer,
not reatly to her specific question about the game. This type of response
13 always counted as a response. Carlyle does not answer the teacher's questions

about the Eskimos being nomads and abo the weather. It is difficult to know

what question “No" is answering--he may be answering, "Was it a ¢lose game?,"
Lecause he goes on to talk about play:ng at rancho park.

The point is that there 1s apparently po need on the part of the
teacher or the studer to answer all question., e . though both feel that N

responding to questions and comments is a signal that what they write is being

~ -
read. For example, the teacher asks one student: o ’ *
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You still aren't answeriag my quest lons’
Do you read what [ write!

Yes | read what you write.
(3111, days 24, 25)

Another student accuses the teacher of igroring what she writes and the

teacher resp nds that she at least answers all of her questions.

Do you read what 1 right? 1|
sald 1 liked the earthquake and you
did not right anythink I that to
me. When I worte you about con-
serving you worte I was bad. And
I wac not bLad.

I read every word sou write!
I don't make a ~>mment on everything,
but T answer .ny question ou may ask.

As we have seen, it s not actually true that she answers all questions, but
the intent to read and respond to everything seems to be there.

When studying continued toplcs (cf, Kreeft, Paper on Topic Continuation), |
found that each partfcipant in the fournai r .nversation chooses which of
several topics introduced to pick up on and continue, {f any. The same process
of selection applies to questions.

Sacks, Schegtoff and Jefferson (1974) have fsolated a type of utterance
sequence they call the "adjacency pair" - two utterances, spoken by two
different people, one foltowing directly on the other. A basic ruie of
adjacency palring is that when a first member of a palr is spoken the second
member must follow.

Quest lon- response exchanges, like greeting or leave

taking exchanges, have this quality. thus, Fsther Coody (1978) states,

o 174 .
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The most general thing we can say about a question fs that
ft compels, requires, may even demand, a response. Iy is
this fact wvhich leads to questions often carrying a strong
commsnd message. The effect of adjacency pairing is to
exclude any othev contribut fons to the conversation until
the q: 2stion has been answered. (p- 23)

However, in the journals many questions go unanswered, and participants
rarely make special note of this. 1Lerac
that jcurndals be written in each day, but because of time between writings
and physical distance of participants at the time or writing, there is more
freedom as to the nature of each participant’s contribution than there Is in
oral finteraction.

In this way, the journals more closely resemble letter writing than
oral conversation. In letter writing, wiiter A may ask several questfons, some
or all of which writer B may choovse to ignore--because they are no longer
relevant, becausc s/he simply decides not to answer, or because by the time
s/he writes back the question {s forgotten, This freedom 1n responding
obtains in the journals as well,

B. Qggstlon/respongs;Pattefﬂg»jngthe smaller corpus of 10 students

<

In the smaller cnrpus of 10 students3, for two weeks fn the fall and
two weeks Iin the spring, the students also ask fewer questions than the
teacher, and the students ask fewer questfons In the spring than they do
in the fall, while the teacher asks more cduestions In the spring than she
does 1n the fall. Trhis 1s shown below, in Figuce 5. (See page 10.)

The gap between the total number of student and teacher questions {s
much greater for these 10 students than for all 26. In the fall, the teacher

asks more than twice as many quest fons as the students, and in the spring,

she asks sgix tlmes as many.
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Quest {ons

—————— RS T T T T T e e e N

N = 10 students Fall (10 days) Spring (10 days)

Studeit 31 = 3.1 av. 21 = 2.1 av.
Teacher 85 = 8.5 av. 122 =12.2 av.
Responzes
N = 10 students Fall Spring
Student 38/85 = 452 657,22 = 53%
Teacher 20/31 = 652 17721 = g1

Flgure 5: Yuest fon/response Patterns for 10-Student Corpus

in this section, we have seen that the teacher consistently asks more
questfons than the students In the journal writing. This 1s consistent
with tn-class Interaction, In which teachers direct the course of learning
by means of questions.

The students ask more questions In the fall than they do i{n the spring.
For them, fall 1s an orientation time in -/hich questfons of “orientation®
are asked - - e.g., pro-edure questions such as, "When ig p e.?," permission
quest fons such as, “Can we do art tomorrow?” In the .pring, after gtudents
have settled fnto the routine, they sk fewer quest fons .

the teacher zsks more questions fn the spri. 2z than she docs In the fall.
As she yets to know the students and tihelr fnterests, and as they begin to
write more, her guestions serve to expand thelr thinking about tapics they
have futroduced, and to afd them In elaborating those toplcs. >

In the pext scection, these points will becoms clear as we look closely

.

at the kinds of quest fons that the student s and teacher ask.
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IIl. Kinds of Student Questions

This, the qualitative analysis ot question types, is based on two fwo-
week periods of writing for ten students--tuo weeks (10 days) in Uctober
and two weeks in March. The ten students in this sample are those used by
Shuy in his analysis of Language Functions gnd by me in my discussion of Topic
Continustion, in this report.

This section discusses the kinds of questions that students ayk the teacher
in the journals and the function of thése questions. Previous studies of
question-asking by students have resulted from classroom observations, and have
focused on three types of questions: procedure, information, and opinfon.
(Shuy, 19814, 1981b; Mchan, 1979). Besides these three types, I have included
another type, which 1 had difficulty placing in one of the three categories.

The difficulty lay in the fact that the immediate purpose of the question, to
obtain information or an opinion, is not nearly as important as the higher

purpose for which the question is asked. When Joan says, for example, "Tell

me what I did while you were out of the room" it is obvious that she is pot
seeking jnformution about what she was doing; she knows what she was doing.

The purpose of her question is to challenge something the teacher has said

to her. This higher purpose hecomes even clearer if we ontrast it to the same
request, but fn interrogative form: e.g., question - "What did I do...7"; reply -
"You did X " Joan is clearly not seeking this kind of answer.

Labov, 19{2, says,j".. 8 guestion may be seen as a request for :nformation,
which 1s in tain interpreted as a request for action, which may appear on a
higher level a. o chullenge.” Joan's question seems Lo be such a "challenge"--
8 complaint about o ¢ tuatfon In which some fujustice has been done or something

that needs to be done has been negled ted {the world ig efther wrong or imperfect).
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It is a particular kind of complaint that points a finger at the gccused deer
of the injustice; because they are in interrogative form, these chal lenges
demand an answer. The challenge in the above example intends to say, "I
didn’t do anything while you were out of the room, even though you are
treating me as if 1 did. Now what do you have to say about that?"

Linguistic philosophers (Austin, 1962, Searle, 1969, .975) have shown that
communication encompasses poth referential and performative functions. Any
given question, besides having a referential function, may also have a performative
function. "Lid you do your math?" may have the referential function of establishing
vhether or not the hearer did actually do his/her math, but also the performative
function ot a request that the math be done. Since only context can teil us
vhat the performative function of a question is, I have only separated questions
into the very clearly functional category of “challenges" when the situation
and/or hearer reply nade it quite clear that the student has made a complaint
that points a finger at the teacher, in interrogative form Student questiong

are therefore classified, for these data, according to four types.

1. procedure questions
2. information questions
3. opinion juestions

k. chullenges“

1 will now discuss each type.
1. Procedure questions
In a procedure question the student tequests information about whether
an activity has occurred or will occur. One kind of procedure question does
not have any other purpose then to obtain the requested information. Following

are cxamplesn from Michaef's Journal.
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- D1d we 4o muth when I was at special classv

- When do we get our math papers back?

- are we gol1ng Lo muke marsh mallows on tusday?

Another kind seeks to 1nfluence the procedures of the classroom. ‘This
juestion refers to a future activity, and it is difficult to distinguish 1t
from a question that simply seeks to know what will happen. wWhen M:chael
3ays, above, "are we going to make marsh mallows on tusday?" he coujd very
well be asking a simple prucedural question. However, it looks a bit like a

requcst for action, and the teacher in this case interprets it as such, by

granting permission. “Someone suggested toasting marshmellows on our solar
cookers  If you want o bring a few marshmaliows you may try it." In other

cases students ask their questions using "Can we..." or "fould we..." 1nstead
of "Are ve going to..." and it is clear that a request for action is intended.
For example, Tai writes about the solar cookers:

Could we have cookies or punch uitnxlt?

And Michael asks about an art project:

] T

‘an we do the gods eys on Mon.
(Michael, 22)

We won't be doing art for a while!
We took 2 days this week which -
is too much time.

Ihe response to the question about the god's eyes treats the question as a
requrst for action and the teacher Postpones fulfillment of the request yith
1 Justification for the postponement .

The general incidence of procedure questions is low. Even though the
totais show that one-third of all questions in the fall are procedure questions,
ind one-fourth 1n the spring, one ¢tudent, Michael, asked h of the { procedural

juestions n the fall, and 4 of the 5 in the spring.
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I got & red star. what does that mean? (Michael, 19)
Procedural Questions Others Total
— What do you mean ebout using a whistle on the wind machine?
o4 51 (Joan, 30)

16 21 Iu the following exchange, u problem 1s introduced by the teacher, then clarified

and resolved.

2. Information questions - T ——

tenet '
[n an information question the student requests information from the Do hope you try our "' control plan'

teacher about. the student’s own perform uce in class; about facts {(usually
oot ¢ P ? 283 abou What is a "I plan? I don't That was a little hard to understand!

Wit )
school related); clarification of some question or misunderstanding; things know. By "T" I meant temper!

the teacher is doing. 1n the 10-student sample, all students' information I don't think the "I plan is

necessary. I know I blow my top
sometimes but I don't have to gc
walking to cool off.

- (George, 10,21)

Questions related to classwork and school performance.

a. performance in class

‘The student requests feedback about whether or not an assignment

was turned In, or about some work or behavior that is required for the future A teacher does not have time in a school day to clerify all of the

Did T get all my work in? (Cary, 25) a:#5tions students may have about lessons or about things she has sald to

tould you tell me what we had to do. I think I may have missed them. A slow student could require almost full time attention, simply with
8 lot. Cer 12

¢ (Cery, 125) Questions of clarification. The journal provides students a private place in
{ do sgree that I did lose my temper and I do need help How

long do T have to stay in. (Tal, 19) which to ask their clarification questions, and gives the teacher time to

These kinds of questions are part of any dally school routine. Students answer them.

are usuelly tree to request information about their academic progress, even scts

dwing class, because their success in school depends 5n their keeping up fhe student simply wants to know something. ‘These questions are

and demonstrating the appropriate hehaviors. But asking 1s otten limited by usually school-related.
What would we do in case of fire and fire was In the hall. (George, 2T,
George and the veacher have been writing about earthquakes because

they had one that week.)

time and the public nature of the classioom environment. In the Journal

students cu' ask about thelr performance as often as necessary, and in private.

I have been reading many good books by Alfred Slote. Does he have

b, clarification ,
e e have any more books out. I have three. (Car)yle, 122)

With these questions, the student seeks to larit omething the ' T
e A e, the ‘ R yos & I have always wanted Lo know how to spell noone or if it's one

tencher has wmid o1 done. word o1 two? (Samuntha, 31)
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Again, the Journals give the studeuts the opportunity to find out the "

things they wani to know, in an acceptable context fu which the person with the
information has the time to answer.

d. the teacher's activities

Here, the student asks about things that the teacher is doing or
experiencing. We will see this kind of question again later, in the section
on opinion questions. ‘This kind of question is probably unique to the Journals,
because the usual student-teacher relatiouship in the classroom provides
opportunity for the teacher to monitor student activity, but not for the student
to monitor that of the teacher. The first two examples below look almost
like chailenges. We !0 no. .ave contextual or paralinguistic cues that aliow
us to know if they are challenges or not, but the teacher supplies the requested

information as if they were simple information questicns.

S T

Did you give some people some gum? Me? I thoroughly dislike gum and would
{(Samantha, 1gh) never give it nor chew it.

4] T

Are you sure you can't {ind Joan's

It is possible that | missed checking
tickets? (willie, 113)

off .Joan's tickets--but the P.T -,
checked too, and they have no record
either. T will talk to them again
and try to explain. You've really
been terrific to rally support.

e e

Iutor.mtion guestions, the focus of this section, account for a large
nunber of the total student questions, but decrease i1n the spring. In the
fall 12 of the 31 questions are tnformat 1on questions, asked by [ students.

Only 5 futoimation questions are asked in the spring.
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Information Questicons Others Tota}

Fall 19

Spring 16

opinion guestions

Student opinfon questions in the Journals fall into two types.
a. The student seeks to knuw the teacher's attitude or feelings
or response to a given event or topic.

Yhis morning some men were putting grass on the dirt. 1
think it will look nicer than dirt don't you. (Alice, 23)

What do you think of Coach Brown and his UCLA Bruius? They
are just fabulous in post season play. 'rhey have beat 0ld
Dominion. (George, 107)

I had a o.k. weekend. Was yours good? (carlyle, 25)

Don't you think the weather is nice and the cafe (cafeterna).
I think that is a pretty color. (Tai, 17)

These vpinion questions serve the higher purpose of creating mutuality
between teacher and student. When we Yook at teacher questions, we wil! gee
that opinion guestions are an important way for her to estabiish this mutuality
by engaging the students in conversation about topics they have written about.

b. The se.ond type of student opinion question, I believe is unique
to the journals. Here, the student actually seeks teacher feedback as to jow
s/he 1s doing, bersonally. This 1s a question that would probably not be asked
within the constraints of public discourse in the classroom. It alsu gives
the teacher the opportunity to help work toward the solution to a student
problem, relieving an adversary refationship that could develop when communication
about a problem does not occur.

HSome examples of these questions are:
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S

T

1 don't 1listen very good do 1,
(Gorden, 20)

You are so smart! Listening is
something you need to work on!
I hope you really try hard!

S

T

I'm being terrible, aren't I. I
guess [ lied to you when I said that
T would be good. 1'11 still try
though. (Gordon, 26)

Hey! That takes lots of courage. , .
We'll just keep working on it,

S

T

I am really triing to improve in
all of my subjects. Have I im-
proved any in my social life. I
am really triing extra hard.
(Carlyle, 122)

Your social behavior hasg improved,
It is great to have students who
listen and then really try!

Only four of the ten students asked this kind (b) of teacher opinion, and

three of them were boys.

'The total number of opinion questions asked by students increases from

fall to gring, probably a sign of a growing sense of mutuality.

Opinion Questions Others Total
Fatl 6 25 3]
Spring, ¢ 12 21
h Challenges
“Challenpes" here refers to finper-po. ving compliaints in the form
of un information question. [t {s clear that the informaticon requested in this

18

type of question may be one purpose for the question, but not the primary one.

The purpose is to protest an injustice, and make it clear that the teacher
shoitld take responsibility for the injustice and offer an explanation. For
example:
- Well, we all know who stole my notebook. With my paper, pencils
and my maps. Her name is Mrs. R. Now, why can't 1 have my notebook

back. T cant and refuse to do any work withont it. {George, 23)
iunderlining mine)

- Do you read what T write?
(Joan, 26)

I said...and you did not write anything.,..

- Tell me whut I did wher ycu were out of the room? [ didn't do

anythins,. (Joan, 27)

- Okay, but [ told you I like her..Is that why you moved me from her?
(Jay, 75)

- I would like Lo know why I moved down a grade. (Michael, 2h)
In this sample, the occurrence of challenges in the form of a question
was low. 1In the fall, three students made a challenge with a question and in

the spring, two students. The totals are,

Challenges Others Tota?l
Fall 6 25 31
Sprang 2 19 2)

Summary of Student Questions

Figure 6, below, summarizes the types of questions asked by the students.

Information 12 39% Opinion 9 h3g

Procedure I 23% Information S 2hg

Opinion 6 19% Procedure 5 2hg

(hal lenges 6 194 Challenges 2 9%
31 1

Figure 6. Queation Types in Student Writing.
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With procedure questions students galn information about school and class~
room activities, put are also able to influence the course of those activities.

Infermation questjons give gtudents free reign not only to inquire further
about lessons, bouks, etc., but to clarify problems or misunderstandings and
even gain some equal footing with the teacher by asking her about her actions.

Opinion questions promote and build a shared framework between the students
and teacher. By geeking teacher feedback regurding her feel1ngs about them
and about topics of mutual jpterest the teacher-student gap narrows. These
questions are really the backbone of the Journal‘uriting.

éhallenges provide an opportunity for appropriate airing of anger and
bevilderment .

It 1s puzzling that even though it is perfectly acceptabie to ask questions
in the Journal, student questions decrease as time goes on. This is probably
because questions, for these students, are mainly an aid to the settling in
Process, and are no longer necessary after routines have been established.

In the next section, we will gee that teacher questions which bave as
their main purpuse tbe promotion of mutuality and of reflective thinking,

increase over time.

IV. Teacher Yuestions

Student question asking is intrinsic to the learnln§ process, at least
in the United States (Goody, 1978). Mehan observed that, "Interaction is not
inftiated exclusively by the teacher. $tudents as well as teachers elicit
information, give directives, and brovide untormation during lessons." (p  80)
lowever, teachers do this more than students do. Shuy (1981a) speculates
about the reason for this discrepancy, stating, "Perhaps the major distinction

betwe n clavsroom talk and other daily discourse Is that the latter is most

+
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often one to une and the former 15 most often thirty or more to une.” (p. 21)

in a8 classroom lesson the teacher usuaslly futroduces the topic tor discussion,

provides intormation for the students, then elicits Information from them,

and eval'ates .heir replies. The manner in which replies are accomplished is

deterrined by the teacher {students cn occasion may reply directly, and on others

need to receive permission to reply). The acceptability of a reply depends on

how well it has fulfilled the teacher's expectations fur a rep'y to her elici-

tation. Mehan swmmarizes this procedure, "I have described classroom lessons

as composed of a series of initiation-reply-evaluation sequences between teachers

and students. Most of these sequences are initisted by the teacher." (p. 13h)

Shuy's (1981a) study of gix language arts lessons confirms this observation.

In a sample of one third of the thirty-six lessons he ohsuvrved, only 3 percent

of the exchanges were student initiated, 97 percent were initiated by the teacher.
In the journals, the teacher asks the most questions-- typical student-

teacher behavior. MlNowever, there is a major way in which teacher questions

An the journal differ from those expected in a classroom lesson In the Journal,

the majority of the teacher’s questions are about topics that the students

have already introduced, and this tendency becomes more pronounced in the spring,

when the students begin {ntroducing more personal topics. An example from

Willie's Journal illustrates a common patiern -- the student initiates a topic

and the teacher asks questions about it.

T »

I noticed that you had two new of my We can thank Mrs. Windsor for
favorite books. ™Hang Tough, Paunl Retting in the new bhooks. They
Meather (Altred Slote) and "Soup do look great! Do you think Judy
and Me.” (Willje, 106) ) Blume or Altred Slote is the class's
(underifning mine) - favorite author? Would you like

to do a survey?




In the fall sample of 10 Journals, of a tota] of 85 teacher questions,
49 (58%} arose es a response to a studeni-initiated topic, )ike the example
above. Thirty-aix (b2%) represented the teacher's initiating a new topic;

for example.

S T

(willie, 29) What did you think of the ff{}im?
(to Willje, 29)

In the spring, of 122 teacher questions, 85 (70%) arose as a response
to a student-initiated topic and 37 (30%) represen‘ed the teacher's initiation

of a topic. Figure 7 fllustrates.

r'all Spring
Total teacher questions 85 122
Topic 1nitiated by.
Teacher 36 (heX) 37 {(30%)
Student b9 (58%) 85 (ro%)

Figure {. Teacber Questions and Topic Initiation

‘The students are teking over the role of topic inmitiators, so teacher
qQuestions can be used to ghow interest, but not to initiate.
Esther Goody (1978) has guggested that:

...Lhe use of questions in the teaching situation is

structured by the fact that the teacher-pupil relationship

always tends to be defined in terms of status inequality,

vith superiority stressed as 1ntrinsic to the teacher's

role  (p. hi)

Ghe says that while students may and do ask 1nformation questions, a certain

degree of deference fo required, so as nol to create the impression that the
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student is demanding a reply or putting the teacher on the spot The content
of such questions often pertains to teacher-chosen topics. At the same time,
the teacher 1s free to "test" students with questions, and has the power to
evaluate the reply.

1 ha e observed that teacher questicns in the dialogue Journals, 1nstead
of reflecting status 1nequality, are designed to equalijze somewhat the status
asymmetry that normally exists in any classroom (and in this veacher's c¢lassroom
as well). The simple fact that the tcacher allows students to irnftiate their
own topics for discussion and attempts to continue these topics by means of
her questions demonstrates that ghe has relinquished some of the superiority
that is normally associated with her role. We saw in the section an stude't
questions that students are alsc allowed a certain degree of freedom in their
questions, and some of them teel qulte free to challenge her on certain points.
Instead of punishment or silence, they receive an 1nformative reply.

We will now look at: the kinds of questions uasked by the teacher and their
function, ways in which teacher questions differ from student gquestions;
communicative functions that the questions serve.

What kinds of gquestions does the teacher ask?

Initially, teacher questions can be Jivided inty two tyPes: 1nformation
and opinion questions (she does not ask procediire q estions)  irom there,
I have found 1t helpful to establish several sub-categories. For both infor-
mat ion and opinion questions there are those that have to 4, with classwork
or lessons (here called Academic) and those Lhat have to do with the siudents
themselves and thelr activities apait from structured class legsons (called
Personal ). T also separated gquestions that the teacher asked that initiated

4 new topic fiom those thuat asked a question about a topic a studen® had
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already initiated. I also found two kinds of questions which 1 chose to
8Separate from these types. These are "requests for clarification” and
"directives." These I will discuss first, because, as is clear from their
label, their major function .s not referential, but performative.

For each gquestion type I will tell what its characteristics are, give
some examples of questions that fit this type, and discvss its function. A
chart at the end of the discussion shows occurrences of each guestion type.

1. Requests for clarification

This type of question must be included in the discussion because it
does occur in the Journals. However, in the 10-student sample, jt only

occnrs twize with one student in the fall, and never in the spring. For

this reason I have separated it from the others.

Clarification Questions Uther. Total
Fail 2 83 85
Spring '] 122 122

The asking of the question performs the function of seesking clarification.

For example.

S T

I look torward to the soap sculp- Yes, Lhe soap sculpuures snould

tures and the Boutique. be tun. I don't know what you are
referring to when you talk about
boutique. lNelp!

Well | aa Batik. | thoupght
that wau whint Hnrlph seid I hope
b oean do the latdk soon.

(Wilise, 1.00,)09)

Conder Linge mine)

ERIC

Aruitoxt provided by Eic:
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Although requests for clarn!icatlun>d0 not play a significant role in this
data base, T suspect that in classroom conversation they are much more fre-
quent -~ a student doesp't speak loudly or clearly enough or other c¢lassroom
nolses drown him out, or the teacher is giving only partiel attention. fThe

»
structured nature of the classroom interaction often demands that clarification
be obtained before the 1nteraction can continue. Thus, clarification is
probably more pressing in the classroom than in other interactive sjtuations
In the journals, the immediacy of oral classroom intaraction is not present,
and cla:ification questions are )ess necessary.

2. Directive-type questions

Directives are considered "questions" when a verbal reply is part or
the requested response. Because it is not interrogative form that determines
what will be called a question, but whether or not the utterance is 8 request
for a verbal reply, all requests for action that have interrogative form are

therefore counted as questions, as well as some that have non-interrogative

forms.

Directive-type questions call for an action or a change in behavio:.

For example.

1 - Joan you need to know that when 1 call on you, and you get
angry and cross your arms over your chest, pull your fact
into a knou with your lips all tight, it causes people to
laugh. When that happens you get rude, loud and yell which
makes them laugh more. (an you stop acting like that so I
can call on you?

(teacher to Joen, 22) (underlining mine)

2 How did you do in math? Are you really trying? It 1s up to
you. {teacher to Jay, 17)

3 - It you goot up again it will be 2 weeks of eating your lunch
in the i1oom. Okay? (teacher to Gordon, 91)

You were late again, What happens every Monday? You are

ttther absent or late almost every Monday. (teacher to Michael, 83)
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5 - Okay--all of last wvek's work is in, now keep up this week,
okay? (teacher to Jay, 16)

The question form of these reqhests really softens their blow. Consider possible
imperative forms (which rarely occur in this teacher's writing):
1 - Stop acting like that so I can call on you.

2 - Really try in math.

3 - Pon't goof up again or you'll have to eat in the room.
b - bon't be latc again on Mondays.
5 - Now keep up this week's work.

This type of question has a very low occurrence--8 in the fall (10%)

and 9 in the spring (8%).

Directive OQuestions Others Tote}
Fall 8 4] 85
Spring 9 113 122

3. Information questions

I have divided these into questions about acacemic and personal topics.
a. Questions about academic topics
With these questions the teacher often geeks information about
a student's activities or progress with classwork and school activities.
Especially when she requests information about student progiess as a way
fof initiating u topic, her questions seem to be "monitoring" students, and
“in certain circumstances they could have a directive quality
- Are you keeping up in Latin? (Willie, 22)
- Did you do your homework about the fieldtrip? ('rar, 23)

- Did you bring back the form so you can talk to Jana? (Tai, 26)

- How far have you come on yout India report? (Sumantha, 31)

o 7
e 19

Aruitoxt provided by Eic:

If the student was not doing what was required in any of these situations, and

knew it, this could ve considered a directive. It ig impossible, without

knowing the context, to know if they ate directives or not. Iike directive

questions, it is this ambiguity that takes the sting out of the question. "The

student is rree to treat it as a mere information question, instesd of a directive.
Some of the information questions have a "Lesting" quality. labov and

Fanschel (1977) cell these "display" questions--a request for the addressee

to displey his ability to provide the informaticn recuested. (p. 3h6)

A student suggests a topic and the teacher asks a question about 1t that she

probably knows the answer to. For example:

S T

We (Gordon and I) have about a page Do they (the Nootka's) have totem
of notes on our tribe (Nootkus). poles?
(willie, 23,2h)

5] T

We are doing indian report. 1t {g Are the Eskimos nomads? Are you
quite fun. 1 am doing the Eskimo. studying any one group, or all of
We got a lot of info on Eskimos. them?

(Carlyle, 23,2h)

One time the teacher attempted to get feedback on a science lesson
that was taught that day Yy asking three (of the ten) students a "display"

guestion.

5 T

Mrs. Adams helped us to see what
the three forms of matter are. (an
You remember all three forms?

The forms are gas, liquid, and
solid. (Carlyle, 3°)




S T

Can you recall what the three forms
of matter are?

[ ] (Samantha, 32

Of the three students asked, only one answered; and yith the minimal response
sbove. While test-type questions are certainly a part of this teacher's

cluessroom teaching style (as seen in videotapes of her lessons), they are

rarely used in the journals and vhen they are, they do not generate conversation.

Information questions about academic topics occur more frequently when
the student initiates the topic and the teacher as«s a question about it, in

vhich she seeks resi information. For example:

S T
-
Today 'e planted flowers for the West- I didn’t get to see the films--
wood hoot. Then a lady came in with wvhat were they about?
filns, 1 thought there wher pretty
guod. (Alice, 28)

b. Questions about personal topics

Here the student mentions what s/heQQJ doing outside of school

and the teacher asks questions about it.

S y T

I won my soccér game!

Good! Who’d your soccer team play?
(Cariyle, 26)

Was {t a close game?

~

Or the teacher initiates the topic by asking the student an information

question about him/herself.
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5

(b=orge, 10k) How many sponsors do you have for
the Walkathon? will you walk the
full 30 kilometers? {You do a lut

of acout hiking, don't you?)
oo (to George, 20M)

As Figure 8 illustrates, more information questions are gbout student -
initiated than teacher-iritiated topics. Academic topics have a murh higner
incidence in the fall than in the spring. In the spring, information questions

shift to personal tcpics.

Information Questions - Teacher Initiated Topics

Academic . Persons];_‘*
~ Fall 9 . i
Spring i 13

information Questions - Student Initiated Topics

Academic o Personal
Fall 1Y L
Spring 8 24

bigure 8. Information Questions

L. Opinion questiouns

Opinion questions have also Leen divided into acudemic and personal
topics.
a. Questions about academic topics
Sometimes when the teacher initiates a topic with an opinion
question about an academic topic, it is to "survey the class" for reactions

to lessons or school activities. After up activity that is particularly

Suyl)
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important to her, she asks several or all studer" -~ nt their opinion. For
example, in the spring the students get pen pals and .he asked the majority

of them about it.

- Are you happy about having a pen pali Is it a boy or a girl?
Were you surprised? (teacher to Wiliie, 109)

- Were you happy with my surprise? (ren pals writing to you!)
(teacher to Joan, 109)

- Are you happy about your pen pal? (teacher to Tai, 103)
She also asks opinion questions about topics of concern to particular

students.

-~ How did you feel about giving your speech in other classrooms?
{teacher to George, 100)

- How was math? (teacher to Michael, 21)
Such questions have the added function of apening a conversation. The topic
chosen is one that is pertinent at the moment, and the student may have an
interest in pursuing it.

When the teacher asks an opinion question about a topic that the student
initiated, the question serves geversl functions. Usually it serves to "advance"
the topic--to contimie the discussion. Student interest in the topic, demon-
8trated Ly the fact that he chose to write about it in the Journal, provides
the opportunity for the teacher to help the student to develop the topic,

or even to reflect on a larger concept related to that topic. For example:

S T

In math ve d1d base 5 no one new how o glad my math students were able
to do it eviept Susan, Awy, Greg, to help the sub out! You learn
Bruce ami mwe! Even the substitute 83 you teach otiers too, don't
teacher d1dn't know how! (I helped you?

her too) {inmantha, 28)

(undertining mne)

Q

| 24 »
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Using a student entry as a Jumping off point for further retjection at
a higher leve. becomes a \ery pronounced tescher practice in the spring,
with opinion questions about personal topics.
' Questions about personal topics
This teacher very rarely initiates a personal topic by asking
an vpinion question. 3he doesn't do it at all in the fal: and only twice

in the spring. (Her spring questicus are shown hLere.)

)

S T

(Tai, 100) Miss Pendleton was so happy Lo
see you! She thought you }ooked
s0 happy and seemed to be growing
up 20 much! I was proud to hear
thkat. Are you?

(to Tai, 100)

(George, 99) How about UCLA'sS team?

(to George, 99)

In both cases the opinion question is about a topic that the teacher and
student have discussed at length before, and they already have a common
frameweork for the question. Tai has been concerned all year about "growing
up," and George's journal is full of giscussions of basketball games.

But opinion qu “ions about student initisic topics abound and, as is

the case with iniormation questions, they can se. tn alvance the topic.

Sometimes opinion and information questions occur toget’ r.

S T

The Dodgers had an off day.
(George, 108)

How do you think the hodgers felt
losing that game after the final
out? That was a most unusual

event. Has it ever happened before?
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Questions as Conversation Openers and Conversation Coutinuers

Asking opinion questions or information questions can always serve as
& vay of initiating a conversation. Usually, yhen a question functions as
& conversation opener, peither the opinion gought nor the topic itself is
a8 jmportant as the opening of an interchange. So the opener at the office on
Monday morning, "Well, what about that game?" is mole of a way of "getting
going again" than anything else. As I have tried to show, many of the teacher
opinion and information questions are of this type.

There are times, however, yhen her question has a more focused intent.
She asks u question in order to get a problem that needs to be discussed on
the floor for discussion. For example, at one point she agks Jay a simple
information question, "Wh.at happened in math.” In her next entry we find that

the intent of this question was to open up discussion of a problem he had

had in math.
S T
What happened in math?
[ T hope you'll decide to get back

into Mr. McCarthy's class. You were
really learning.

(Jay, 717,18)

Since no discussion follows the first question, she closes with a personal
oPinion and leaves the topic.
In an exchange with Gamantha, the teacher responds to a rushed entry

in which Samantha writes, "['1] te]) you the answers tu your questions tomorrow

right now the ball just rang,” with an attempt to initiate discussion of the

real problem!

1 203
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- You really are short of time. Think we need to cut down
on som: activities or could there be a better use of time?
(teacher to Sa  .tha, ;06)
The question 1. not answered, snd the following week she recycles it
in a different form.
- Several pages ago (I'm not sure where) T asked if you had too much
to do because your work had been incomplete, . .Do we need a con-
ference? Would it help? I am available. (teacher to Sumantha, 110)
At other times, a student might me.ution a tépic, but fail to mention the

aspect of it that has salience for the teacher. So she uges a question to

change the focus of the topic.

S T

Recess was hot and rough. Lunch
wasn't su good today. But the

What heppened during lunch? You
won't be eating in the cafeteria

lunch was good and tasty. It gave all wveek. I am sorry to heer your
me plenty of energy better classroom behavior got lost
X at lunch time.

I am sorry too. But as soon as I
get out of the class room it won't
happen again. I hope that It
won't. (Gordon, 87,88)

Shift from Academic to Personal Topics

The fact that the Journal writing become - less acadenically oriented and
more personal over the year has been shown already vith information questions,
and here we gee again that while in the fall almrst al) opinion questions
are about academic topics, in the spring the occurrence of personal topics

is almost double that of academic cnes.

Opinion Questions

Academic Personal
Fall 25 3
Spring 17 30
V. o |
Ui
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The major reason for this shift in teacher-queations is not a teacher but
a student-initiated shift. The teacher writes about what the students write
gbout, and the students move from a concentration on academic topics in the

fall to personal topics in the spring.

Summury of Teacher Questions

The following charts summarize the observations made about teacher questions
in this section. Figure 9 shows the frequency of the two types of questions
I have isolated because of low frequency (clarification questions) and
because their functional nature is more important than their referentisl nature

(directive questions)

Clussification Directive Others
Fall 2 8 15
Spring '] 9 113

The rest of the teac! 'r questions were divided into information and
opinion questions, and each of these was then divided into academic and personal
topics, initiated by the teacher or the students.

Figure )0 shows the frequency of each of these qu-stion types in the

fall, and Figure 11 shows frequencies in the spring

INFORMAT ION OPEINION
Academic Personal Acadenic Personal
Teacher Toplc 9 1 =10 17 ¢ =17
Student Topic 15 L =19 25 3 =28

Figure 10. Iaformation and Opinion Questions - Fall

1

20‘ 3h

Q

INFORMAY TON OPINION
Academic Personal Academic Pers il
Teacher Topic b 13 =117 15 2 =iy
Student Topic 8 2y =32 17 30 =hy

Figure 11. Information and Opinion Questio.as - Spriug

From Figures 10 and 11 we cuan see that in the fall and spring, opinion
quertions occur more often than information questions. It wmay be that the
classroom is the place to elicit and give informatinn, but the primury tunction
of the journals seems to be phatic--to maintain the relationship between speakers
rather than exchange information. The fact that the phatic nature of the journa
is important to the teacher is very marked in Alice's Journal, for exumple.
Alice is the class chronicler, the fasithful recorder of "what we did today."

The teacher, in response, wants to know how she felt about what she did,

Two exchanges in Alice's journal jllustrate:

S T

Mrs. Yates came to are class She
brought two painting. O.e painter
was named Maurice Utillo the
outher was named Marc Chagtall.
(Alice, 117)

Which painter did you iike best
Utrillo who did "Street" or Chugall
vho painted "My Village?”

Today we di1d a revew of diffrert
parts of a flowcer. ‘Then each table
8ot 6 different parts of different
trees. (Alice, 11k)

Did you like studying the spring
growth?

The teacher more often asks quéstions about topics the students have

initiated than she initistes a topic witii a question. The number of questions
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about student topics increases in the spring.

In the fall, more information and opinion questions are about academic
topics, and in the spring more are about personal topics. Since the students
vrite mostly about academic topics in the fall, and the teacher is mostly
interested in-opinions, the result is that opinion questions about academic
topics nccur with the most frequency in the fall, with opi..ion gquestions about
personal topics having an extremely low frequency of occurrence. This teacher

clearly gears her questions to the students' writing.

Fall Questions

Academic Opinion ﬁ?
Academic Information 2L
Personal Information 5
Personal Opinion 3

Reflective Questions

There is one kind of question that should have been considered geparately,
but tiroughout the study I H}ulcouuted it with the general class of opinion
questions, until I found that it really stood on its own--this ig what I will
call a "reflective" question--one designed to push the student's thinking from
the specific gituation to a more general concept. For example, in the fall,
Carlyle writes about the class's trip to the Botannical Gardens in Los Ang...s,
which originally was a large canyon, now filled with garbage and made into a

garden.

S T

I 1cally lihe Lhe trip. | teurned
a lot. {(Cariyle)

Do you think tre land [il} is a
good use of land? Whit will we do
when all the holes and canyons are full?

Y
ERIC *

Aruitoxt provided by Eic:

The teacher first responds to the specific topic, a land fill that they

actually visited, then abstiacts to the general concept that this situavion

exemplifies.

In the spring, reflective questions often arise as a .,esponse to student

problems, as these two examples from Gordon’s Journal ghow:

S

T

I really don't care if I don’t pake
hot dog griddles or whatever you call
them. and also I don't think that
you were fair when Dino hit me.

You didn't even say anything to him.
He got of reully easy and it just
isn't fair

I did not see Dinu hit you. I

saw you hit Dino. Did you have

to hit nim? Was there no other
possible vay of handling that problem?

T did not have to hit him. But

I felt the need too. Yes there
were other ways of handling that
problern.. But I just didn't think
of them at that time. Whats wrong
with getting cuts. Its just that
my friends give me cuts. But 1
really don't care.

You tell me, what is wrong with
taking or givinr “cuts” in 1ine?
It sure makes you happy when L or
5 people 1o iront of you give cuts
to their friends doe...’t {t?

Well one thing wrong is people
don't like it.

(Gordon, 9k4-96)

(underlining mine)

In euch case, the teacher responds to ihe imrediate situation with a call for

refiection on a larger picture (other possible ways of haundling the problen;

the general problem of giving cuts).

In an interview with Jana Staton, Gordon suggests that this questioning

haz Lelped bl Lo change his venavios .

Staton:
hetlpful?

Can you think of any way that she wrote back to you that was
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Gordon: --.she'll ask me questions, like, what do you wvant to do
) wicth your life, you going to throw it away, it's 0.K. Like
what do you want to do with your life...

Stuton:  Why do you think that's helpful to you?

Gordon: I think it's a little trick of hers, trying to get me to
change...(Softly} 1It's been working.

The teacher also uses this type of question to respond to complaints.
Instead of discounting the grievance or arguing against {t, she restates the
situation as she sees it and as she sees the student stating it and asks the

student to reflect on options. For example:

s . T T

Todny wos 50 tun beside Willy but I How clearly you've let me know why
didn't let that spoil my day. Willie you yere angry with Willie. That
pustied me 1nto Michael and said "Why is not fun and would make you feel
are you trying to kiss Michael." angry. So angry you would want to
When were in math I told A that I call him names. Because you know
didn't like him. Now hers: are calling someone pames doesn't help--
three reasons why 1 am mai at how can you get your anger out?
willie. 1. Me denied he called

‘me george breath. 2. What ne did

to me and Michael. 3. e keeps

on bothering me. (Tai, 102)

(underlining mine)

The reflective question s a very important teacher strategy and probably
central to the success of the Journals and the total c}assroom situation.
Here, protlems that would be impossible to decal with :n the course of a
achool day get rajsed, worked through and solved. Staton in the paper about
Gordon and his struggle to understand math discusses the use of questions and
other strategies to develop a mutual framework that facilitates mutual
problem solving.

1t should be noted that the teacher pever initiates a topic with a

reflective question, but always asks them in response to a student topic,

) ;3 () :) 38

ERIC

Aruitoxt provided by Eic:

Second, no reflective opinion questions occur jn the fall (except the one
example give. previously from Carlyle's Journal). They arise in the spring,
after abouv six months of writing in the Journals. Chart b, of all information
and opinion questions asked of each student in the spring demonstrates the
concentration of "reflective” questions--on personal topics, that the

student has initiated.

This strategy of only asking reflective questions after a certain amount
of mutuality has been established fits our intuitions about when reflective
questions can be asked in the course of an interaction. A friend of mine
told me once that he didn’t understand a mutual female acqualntsnce--she was
“weird," and he couldn't talk to her. When I asked him why, h= expiained that
once at a conference he was sitting alone eating, when she sat down across
from him and said, "Is there something about me that bothers you?" e simply
did not knaw what to say to a question like that, "out of the blue." We have
all laughed at the old counseling standby, "And how do you feel about that?"
Asked at the wrong time, when a proper framework and relationship has not
been established, the question ig absurd. Asked in the Journais tefore
students trust the teacher and their relationship with her, and before they
have decided that a problem is important and safe enough to mention, this kind
of question would be intrusive. 4ut when asked at the right time, it provides

a way of mutually seeking r w ways of thinking.

V. Conciusion. ‘Teacher Questions Keflect Her Rules of Politeness

In this section I will further explore some of the observations I heve
only touched on throughout the analysis of teacher questions. A definite
patter:: can be found in the manner of her questions, which makes it quite clear

that she operates acrording to n set of principles for communication in the

il
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that he is interested in the topic, because, once he gets going and starts

S T

ansvering her questions, he not only answers the question itself, but adds 1
The first day of math for me was - Basusﬁar* great fun! It sure mukes
one comment each time that contains some volunteered new information. For pretty good. We did base 5. you use your mind, doesn't i1t? Mr,

Nickelson if a super teacher.
example:

teacher - How many books are you gcing to try to read for the read-a-thon?t . By the way in my math c¢lass I got

the highest score in the class (106%)
student - I'm go to try to do all of them - reply {Willie, 21,22)

I have two don. - volunteered information

With his responding comment, he seems to be saying, "I did use my mind." .
S i

Sometimes questions are simply part of a lively and ongoing conversation
I'm going to inter the read othon Good! In reading for the read-a-
thon you will be having a good time! : that s already operating c . its own Steam, and both students and.ieacher ask them.
What book are you reading now?

For example, George and the teacher carry on a year-long convergation about

I am not going to do the walk but Good! How many books are you going sports. In ¢ne 10-day period in the spring, she asks him 13 questions about the
I'm going to do the read a thon. tc try to read for the read-a-thon. ‘

Dodgers and UCiA's husketball team. Even though he does not always feel compelled

I'm go to tiy to do all of them. What book are you reading now? You to answer her questions, they both continue the conversation. For examle:
.I have two don. can hardly put it down.

S T

I'm reading Domonic. I'm merely Do you remember when I read Dominic
finished o the class? Did you like it then? The score of today's baseball game Have the Dodgers traded Sutton yet?
%Ebee you forgot--1 read it earlier was fain Delay 2 hours, Basebail 0. How do you feel abcut that?
this year.) As | gaid the game was rained out.

I did forget you read it. But I

enjoyed it again. Today the Dodgers won L-2. They
(Michael, 85-89) beat the rangers. They are mow
1-0. (George, 101,102)

But we wonder if the conversation would continue if pot for her questigns.

This example resembles a phenomenon ‘Tannen (1981) describes in her discussion
Even it the exact question asked is prot answered, the asking of it

uf the machine-gun question. She states that when both partners in a conver-
serves to keep the topic in play. For example, 1n their discussion of math,

sation reach a conversatiuvnal synchrony in which they feel comfortable with
Willie doesn't answer the teacher's guestion, but his next entry makes indirect ’

the fact that the main purpose of either's questions is to keep the conver-
reference to her comment about math.

sation going, bLoth are free to "toss questions out” ag exuber wtly as they

like, not expecting an answer to evely guestion. The measage conveyed by

A
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.these questions is, "I'm just keeping the conversation going here. If you
‘don't féel like answering this question, never mind. Say whatever you want."”
T suspect :;at because of lengt of time that passes ﬂetween asking of
& tqe..tion and receiving of a reply, status and age differences, and probably
other factors, this }evel of communication in the journals is very rare.

But it does appear that the teacher and George reached it.

Don't Impose

The fact that students only answer 43 percent of the teacher questions in
the fall and 57 percent in the spring demonstrates that they feel a great
deal of freedom with questions in the journals. This freedom does not exist
in ti.e classroom, or in any oral interaction where a question is a summons
and demands a reply. (In his discussion of a summons, Schegloff (1968) says
that the only acceptable reason for a hearer's not responding to a summons
is if s/he did not hear, is asleep, unconscious, or dead.)

The only time the teacher stales a request for 1nformaEion in imperative

form, wvhich makes the requirement for a reply a bit stronger 1is when the topic
has previously been established as bcing of mutual interest toﬂstudent and
teacter. When she says to Samantha, "Do tell me about your drama class. It
-ounds terrific.” or "Do let me know about your tutoring.", ,not only the use

of "do" to jintroduce the request but the fact that both people are aware of thei(
mutual interest in the topics take the command force out of the requgsts.

Even utterances that have directiv@ force allow f(eedom when.stated in
1nterrnuutive‘furm. When the ! racher says to Joan, "Can yoJ stop acting like
that so T can call on you?" she has left Joan the option of ignoring the question,
or sayius, "No, I can't do that." (at least noi yet) We know Lh;t refusal
18 an option, because Tui takes it, in the folloving exchange:
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S 5 T

Perhaps y>u and Joan and I should
sit down and talk. There may be a
misunderstanding. Each of you has
righes and sometimes we feel others
are not letting us have our rights.
Should we try that?

No I dont think I would like to sit
down and talk cause I really gont talk with Joan. You don't have to
like Joan at the momeat. like anyone, but you don't want hate
(Tai) to keep working on you, ejther.

When you are feeling better let's

Of course, as we see here, the next move after a refusal may be to recycle
.
the request, this time in the farm of an imperative. ‘lhe question ellowed

the student to defer the request, at least.

Give Opticrea

Reflective questions in response to student topics address a particular
situetion and open up the focus to siggest new options for similar situations
in the future. A few examples of such teacher responses make this point

clear:

- I saw you hit Dino...was there no other possible way of handling I
that problem? (teacher to Gordon, 9%)

- Recause you know calling someone names doesn‘t help--how car_you
get your anger out? {teacher to Tai)

- I have talked to her many times--she doesn't say things like that
near me -~but T know and you know what she is doing. Dpoes it make
You feel any better to know that you are learning to cope with
this type of person? (teacher to Willie, 115)

- Glad you got your money back. Do you think it is wise to have
anything more to do with that young man? (teacher to Jay, 75)

(underlining mine)
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‘The relationship between students and t-eir teacher is alvays, and
maybe necessarily 80, an asymmetrical one. Notice even in these data that
the students {gsue "challenges" and the teacher gives "directives." gtudent
directives rarely occurred and would probably be negatively sanctioned ag
totally out of place if used often. A teacher who complains and accuses is
a pain in the neck and little deserving or regpect. But the relationship of
inequality is somewhat equalized in the journals. Although this teacher may
not have set out to fulfill Lakoff's Rules of Politeness, ghe appears to have
established very gimilar rules for herself in her Journal writing--rules that
allow students to come out from under an umbrella of control and begin to

relate with an adult as independently thinking and acting individuals.
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Notes

1 What 1 call & "question" is equivalent to what Sinclair and Coulthard (1975)
call an "elicitation” - a request for a linguistic response. The approach

is slightly different from what Shuy means by “questior'in his analysis of
language functions, because he does not count requests for action as questions.
Thus, while I classified "Can you bring your report on Monday?" as a question,
Shuy classified it as a directive. As a result, my counts of questions in

the journals will atffer somewhat from Shuy's.

2 Speech act theoreticians (Searle, 1975; Gordon and Lakoff, 1971) have
discussed this kind of question as an indirect speech act--an utterance in
which one kind of speech act, usually a statement or a question, is used to
convey another. For example, "Can you pass the salt?" 1s a direct question,
but an indirect request.

3 This is the same corpus that serves as a basis for Shuy's analysis of
Language Functions in this report.

Another type does occur, however -- "offers" and "permission seeking." A
yes/no question for information can haye the function of offering a service
and/or seeking permission to perform some action. "May I piease help you
pot tomcrrow?” (Lorie 5-27), and "Can we nake suggestions for the art lesson?"
(Sue S-123) are two such examples. I will not treat offers here for two
reasons. First, while the teacher made geveral offers to help, 1 included
them in the general category of opinion questions, so I don't want to break
them out into a separate category for the students; second, although student
offers do occur in the Journals, none occur in the 10-student sample .
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The Function of Complaining :

. Roger W, Shuy

4

From the macro perspective of the dialogue journal writers' use of language
functions, we now turn tc a micro analysis of one of these functions, complaining.

Although complaining is not one of the highest frequency functions found in thia

The Functi f 1r ‘ni
& Ffunc®ion of Comple‘ning atucy, it is considered one of the more important ones by the teacher and the

atudents. In an interview conducted with the teacher at the conclusion of the
data gathering, sh~ indicated:

Once the class begina to get a sense of community, I begin to get more
of their true feelings. They complain. Some even tell me that they
Roger W. Shuy hate me. This enables me to know what their problems are go that I

can direct my teaching to these problems.
Center for Applied Linguistics Likewsise several of the students interviewed at the end of the school year observed

that 25 of 26 chose one of the best things about dialogue'journal writing is that

it gave them the opportunity to complain:

Deenle; Like I get mad at her (the teacher), and I tell her in my

Reaearch Paper for the
Dialogue Journal Project
Center for Applied Linguistica

journal instead of telling her in peraon, cause we're not. ..

And T can do it nicer in the journal..,
January 1982
Deenie: I can tell her something and get ft rff my back without carrying

This research paper is part of the final report, Analysia of Dialogue Journal
Writing as a Communicative Event, done at the Center for fpplied Linguistics,
under Grant No. 80-0122 from the National lnatitute of Education. school work done, and 1'd have a bad report card!

a grudge. Cause if I was carrying a arudge, I couldn't pet my

Project Duration: July 1, 1980 - January 31, 1982 .
The views expreaaed fn this report do not necessarily reflect the position, Lori:

. 1 think that one of the main uses (of the journal) {s so that
policy, or endorsement of the funding agency.

someone can say what they feel. One time I thought she was,

we had some people walking around in room- and they came into
our room. And I thought she was teaching us like a babv, and

I didn't...T couldn't tell her that in her face...s0 I told

221 her in the journal.
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George: She (the teacher) can make complaints about you. Like

she once told me....

Intsrviever: (Couldn't ghe Juat say that out loud?
George: Well...she doesn't do that kind of thing. Most teachera do,

but ghe doe;n't.

Why {s Complafning Important? .

Why is the opportunity to complain conaidered so important in dialogue
Journal writing? For one thing, ft gives the gtudenta o voice. Once complaining
becomes legitimized aa an approved thing to do, atudenta tend to feel enfranchized.

" They are allowed to have a say in things, even to the extent of disagreement with
the teacher. To gome educators, such activity would aseem disorderly ot counter-
Productive. To the teachcr in this study, however, it was just the opposite. In

her view, complaining, te fnstructive. It tells her important

informatfon about how her atudents percefve vhat {¢ going on. Thl: information,

in turn, enables her to decide vhat to reinforce, repeat, atop, £|;|‘)luent or avoid.
Without auch fnformatfon, her teaching would be decontextualized and geared, fike too
much sducation, to a general, unknown norm. More important, however, the teacher
views complaining aa the procesa of thinking. \\ E:},
responsea to atudent complainta make this very clear. She ignores moat tnfelicitous
or fnsffective complaints. Occasfonally ghe scaffolda the fnéffective complainte

by asking for details or reasons. In general, her procedure {a very much like

teaching the atudents to think clearly, to give Jetatla and to be relcvant,

What are Complainta?

According to.Selrle (1969), complatnca are fepresentative apeech scta (1ike
assertiona and descriptions). Like asaert fona, they can be true or false but to be a

felfcitoua act, complaints must be uttered sfncerely. That is, the speaker must

H.)*
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belteve that the complaint fa true. (This, of course, does not mean that the
proposition ttself is or ts not true). One tmportant condition of a complaint
is that the speaker has reason to believe that the prrson or thing complafned
about fa prejudicial to the speaker. Another conditfon fe that the speaker hae
evidence for the truth of the person or thing complatned about.‘ He/she also
believes this evidence . It fs not obvicus to the speaker that the listener
knowa about the compleint event.

The perlocutionary effect of complaints {8 to cause, tn the liatener, behavior

that will improve, gbolish or diminish the prejudicial aspect of the event.

Although there 18 no research on the acquisition of complatning by infants -

and amall chlldren, it would seem logical that complaining {s human kind's very
first function, manifested by crying at birth. It is clear, despite the absence

of research evidence, that children have acquired thia function, partially or

’ co-pletcly, long before school-age, at least in the casual register of speech.

They learn to differentiate complaints to peers from complaints to adults. They
learn that adults do not 1ike to hear complainte at all, in fact, and will
freqdently tell them, "atop compleining."” A child might wonder {f ft could
poasibly be true that, in the adult world, no complaining takes place.

Once children start achool, then, they need to learn new atrategiea for
complaining. 0ddly enough, they are often precluded from trying out new atrategies
in contexts where no complaining s the rule. Thua children are left with the
paradox of needing to practi-e new strategies deewmed appropriate to that context
but, at the same time, they are prohibited or severely limited in their opportunit ia
to produce such strategiea.

This condition, in fact, representa the plight of children fn school. For
many people, complaining, interrupting, denying and other 1a guage functions

are to be abolished altogether from speech and writing. Yet every sensitive
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person knows that converasation not only containa, but requires effective inter-

ruption. By the same token, it ia unrealistic to believe that life will treat
“ua in & non-prejudicial way to the extent that no ;o-pllining will be necesaary.
A child who needs to learn more adult, more appropriate strategies for revealing
such language functions aa complaining is thus handicapped in two ways:
1. The predisposition of adulta {including teachers) to restrict
the existence of the function.

2. The lack of opportunity provided by the school to try out
new atracegies (i.e., the lack of oral 1angusge exchange in
clacsrooms and the focus of writing on conventionsal diacourse typea
such as deacription, narration and exposition).

The function of complaining, then, is a prime candidate for instruction
and practice because {t s a neceeaary 1ife function and it is nrt currently
given much opportunity to develop. It is out of such realizations as thia thaa
genuine needs assessmenta ghould develop.

As noted earlier, our teacher's aixth grade atudents are giver the
opportunity to complain in their dialogue Journala. She has instructed them that
they can write anything they want to. She specifically auggeata complaining sa s
useful thing to do aince it ia through their complainta that she can di7cover what
their problems are and then try to do something about them.

And complain they do! A brief scanning of an; of the 24 year-long daily
Jlalogues between the teacher and any given atudent will reveal many complaints.

Tha following are only 1lluatrative:

Feb. 29 1 hope we don't keep studying about Indis to the end of

the semester becauase truthfully I'm getting tired of studying

ERIC
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Gordon (Continued):
about India every morning. 1 tike atudying about it and all but
I think we are spending too much time on India and it's getting
kind of boring.

Willie:
Apr. 23 Mrs. R., I don't mean.to inault you but I know I can speak for a

800d percentage of the clasa when I say ve are a little tired of
India now. We study India about every day school. It doea have
ite interesting parts but up to a point. We have been doing India
for about a month and personally I hate it now. It waa fine for

8 while but now its pathetic.

Apr. 28  The spelling teat you gave us wa;’ve;y unfair. "Once you said Misa
and then Ma. of the same sentence. It also waan't fair when you
aaid morning and meant for us to say .A.M. i alao think you had
too many Mr., Mrs., etc. in one sentence. And they were too long
to underatand in the confusion of everything else. And I'm sure

no more than two people got 100X and 1 doubt that.

One advantage of complaining, as evidenced from these ex;mplea, is that the
students get the opportunity to practice an Important language function which
would otherwise be unavailable to them. Not only do they get to pracéica it,
however, they actuslly get to write it. But there is also a deeper significance
to the teacher's practice of per-itting’éomplaints. For tbia. wve need to go back,
briefly, to Searle’s (1969) description of representative speech acta auch as

complaining. From this we can conclude that felicitous complaints muat:

-
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1. be aincers (speaker/writer muat believe them true);

2.  grow out of & belief that the thing or person complained about is
prejud-cisl to the spesker/writer; .

3.  ahow evidence that the complaint event complained about 1g true;

4.  assume that 1t is not obvicua to the hearer/reader that he/she

. knows about the complaint event. (be informative)

.

8ince the perlocutionary effect of complaining is to i-prove‘the plight of the
complainer by causing the listener/reader to remove or diminish the prejydlclnl
Sapact of the event, the complaint also servea, simultaneously as a function of
convincing.

In order to tr; to understand how children learn to complain effectively
during s year of having the opportunity to write their complainta to the teacher ‘
through their dialogue journala, 1 examined aix atudent:o jJournals for all
atudeut-teacher exchanges from September to Msy. There were 365 atudent complainta
during this period. These complsinta, 1ike most of the writing in the journala,
covered three basic aresa: gcademic concerns, interpersonal relationahipa (with
students and teachers) and personsl matters. 134 of their complaints concetnef
scademic matters. They made 198 complaints about interperaonal relationships ;nd
33 complainta sbout personsl matters.

Tranalated into measursble units for analyais, Searle's firat condition
(eincerity) ig difficult, 1f not impossible to demonstrate. But his other three
conditions are more easily observed. The belief that the complaint event !a pre-

Judicial to the writer ia observable from the vay conflict is demonstrated. For

example in interaction 87, Annette notes:

Annette:

87-s 1 don't 1ike my box where it is. For one thing,
Gordon's box ia sbove mine now and he totally bugs
me and alao my box is st the bottom and I hate that.
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In this complaint, the conflict is clearly expressed and the Presumed yrejudice
to the writer {a immediately apparent. This stated conflict contrasts sharply

vith complainta such as the following: Cy

Annette:
8-s 1 didn't 1ike the geography we did today it was boring.
94-$ Learning about India looked 1ike it was going to be

boring today it was still boring but not all that much.

In these complaints ;t 1s difficult to determine exactly what the prejudice against
the writer was. The reader can only infer s conflict of some sort. This distinctiol
betveen stated and inferred conflict proved to be a useful way to-account for
Searle's assertion that a felicitous complaint grows out of a belief that the thing
or person complained sbout is prejudicial to the writer.

Searle's third condition for g felicitous complaint is that it show evidence
that the complaint event is true. This condition translates into giving an account,
Thia writer shows evidence that her complsint event ia true by giving accounts such

aa the following:

Annette:
117-8 I am sick of every time I 80 to get the ball it ie
thrown this way and that then it takes me five minutes
to get the bzll. 1 am sick of that. I mean I 1ike
being ball monitor but without sc much trouble getting
the ball.
124-8 Todsy at foursquare aver time someone would get out people

would take on 1t especially Elirzabeth Ann and Deenie. You
wmight not believe this but Deehie and Elizabeth Ann were
cheating. Then when all there friends got in they play
friendahips end then they would get other people out.

When Lizzie got out and they took on it, she said she
wasn't out!!!! 1 mad mad mad!!!!
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Tiia giving an account fa critical for suc.eaeful complaints. Without an account,

the complaint juat afts the.s. Seldom, fn fact, doea the teacher evar ‘eoﬁond
to it axcapt to ask why clasa waa boring or why the writer didn't ° ke the concert.
By aaking such queatfont, fn fact, the teacher was actually tryl.g - . the
atudant to complete the conditior for a rel zitous complaint by gi. _ .ur account.
Sesrle'a laat condition for a felicitoua complaint ia that it asawsea that
the complaint event ia not obvi;uo to the re der. In other words, it wou'd be
infalicitoua to complain about aomething that i{s already well known to the reader.
Tha result would be gomewhat 1ike recyrling the asme topic over and over in a
converaa