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ABSTRACT 

English is the only compulsory foreign language taught in the public education system 

in Taiwan. In 2001, the Ministry of Education (MOE) of the Taiwan government put the 

Grade 1-9 Curriculum in place. This curriculum stipulated that English be implemented in 

Grades 5-6 and that students in elementary school Grade 3 commenced learning English at 

the beginning of the 2005 academic year. Based on the general guidelines of the Language 

Arts within the Grade 1-9 Curriculum, schools and teachers were permitted to select their 

own textbooks from a select censored collection. This collection included a variety of 

children’s literature. Since then, the implementation of children’s literature within the regular 

Language Arts curriculum has grown. In particular, children’s picturebooks have been 

increasingly acknowledged and implemented in primary language teaching classrooms. This 

research study is centrally concerned with the way in which the language used in a Western 

children’s picturebook operates in an EFL classroom in order to achieve particular goal, be it 

pedagogical, social and/or cultural.  

 

Drawing on Systemic Functional Linguistics and Ethnomethodology, this research study 

employs the analytic methods derived from these two methodological perspectives to 

investigate the nature of teaching practice in an EFL classroom context. One intermediate 

class of Grand Future Private English School located in Tainan City, Taiwan was selected as 

the research setting. The participants included the ten primary school students in the 

nominated class and their two English-teaching teachers, one Chinese English-teaching 

teacher and one Foreign English-teaching teacher. Yasmin’s Ducks, written in English, was the 

text taught in the research setting (McGraw-Hill, 2005). 

 

The study centers on two main interests – ‘what texts are’ and ‘what texts may afford’. 

‘What texts are’ is concerned with the actual linguistic realization of what is said/written (and 
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what is not said/written) in the text whereas ‘what texts may afford’ is concerned with the 

descriptive apparatus that makes it possible to say/write whatever is said/written in the text. 

Systemic Functional Linguistics, with its focus on how language is structured for use, was 

adopted to examine the question of ‘what texts are’. Extra-linguistic, grammatical and visual 

aspects of the text of Yasmin’s Ducks are examined in Chapter 4. Ethnomethodology, with its 

central concern on the constitutive nature of action through language and interaction, was 

employed to explore the question of ‘what texts may afford’ as part of the social practices of 

the classroom setting. A close examination of the classroom talk-in-interaction during the 

teaching of the text of Yasmin’s Ducks is elaborated in Chapter 5.  

 

Underpinned by the Ethnomethodological method, this study gathered data in the form 

of classroom talk recordings from these two English-teaching teachers. The lesson transcripts 

were analyzed with the application of Membership Categorization Analysis. The analyses of 

classroom talk revealed significant insights for the teachers’ teaching approaches to, and/or 

constructions of the text of Yasmin’s Ducks in the classroom interaction with their students. 

 

The systemic-functional analyses revealed that the language in Yasmin’s Ducks is 

organized and structured as a specific literary writing form – a story recount in that different 

text types with recognizable generic characteristics are closely associated with the 

construction of factual knowledge and/or scientific meanings. In a word, Yasmin’s Ducks is 

very much ‘pedagogical’ and ‘informative’. The analyses of the classroom talk revealed 

significant insights into classroom teaching of Yasmin’s Ducks in different ways: underpinning 

teaching approaches, teaching practices in EFL contexts and the accomplishment of particular 

version of Category Reader of the Text. The analyses showed the English-teaching teachers’ 

approaches to the text of Yasmin’s Ducks were different.  
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The Chinese English-teaching teacher’s pedagogical goal was particularly concerned 

with the language literacy and she predominantly employed the grammar-based method to 

approach the text of Yasmin’s Ducks. Her lessons were recognizably organized as 

teacher-centered learning wherein students were represented as the recipients of knowledge. 

Of particular significance, her teaching approach to teaching elements of genre in the written 

texts of Yasmin’s Ducks was consistent with and relevant to the nature of the language used in 

the construction of factual knowledge.  

 

On the other hand, the analyses of classroom talk showed remarkable insights into the 

Foreign English-teaching teacher’s student-centered lessons in that she approached the text of 

Yasmin’s Ducks by negotiating meanings with the students. The analyses explicitly indicated 

her instructional goal focused on the students’ communicative competence and linguistic 

development as well as their constructions of knowledge by gaining perspectives through 

literary experience of Yasmin’s Ducks. In addition, this study rendered a specific version of 

Category Reader of the Text in that the students demonstrated attributes closely associated 

with their approaches to different literary features in Yasmin’s Ducks.  

 

This study contributes to our understanding of the nature of teaching practice in EFL 

contexts in the primary educational system in particular. It reveals significant insights into 

English language curriculum design as well as policy preparation for future EFL education. 

As EFL education has extended to younger children in the educational system across Taiwan, 

the focus on the implementation of children’s literature within the regular language 

curriculum becomes critical and relevant. In addition, the detailed and in-depth analyses 

afforded by SFL and EM provided significant data for future studies in the same area. 
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CHAPTER ONE 

THE RESEARCH DEFINED 

‘No great discovery was ever made without a bold guess’ 

Isaac Newton, 1676 

 

1.1. Introduction 

Contemporary educational practice is saturated with texts as resources for both 

educators and learners. Practitioners utilise various kinds of textual materials to fulfill specific 

pedagogical purposes in educational settings, that is, to facilitate teaching and learning. Of 

particular importance, the learners’ actual achievements of knowledge are gauged centrally 

and increasingly through exposing themselves to various kinds of texts. As Olson (1977) 

claimed, “schooling is a matter of mediating the relationship between children and the printed 

text” (p. 66). In other words, the production and exchange of the knowledge derived from the 

text, be it written, verbal, visual or electronic, are the business of education. Olson’s comment 

is a strong argument for why educators should be particularly concerned with the way in 

which texts operate in contemporary educational practices – that is, the way they are 

presented as “undistorted, factual and usable-for-all-purposes” (Freebody, 2003, p. 180); how 

they function with specific educational goals, and/or how they can be presented as 

“comprehensive and in complete good faith in their coverage of the reality at hand” (Freebody, 

2003, p. 180). Considering the governing role played by textual materials in contemporary 

educational practice, this research study is especially concerned with the way in which a text 

in children’s literature is implemented in the classroom context. There has been research 

interest in educational activities in Foreign Language (henceforth FL) classrooms where 

teachers were using children’s literature as the core of content of their teaching materials 

(Bandermann, 1997; Belsky, 2006; Garcia, 2007; Malloy, 1998; O’Sullivan & Rösler, 2002; 

Williams, 1998; Yau, 2000). This study extends this interest to focus on classroom teaching of 
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the text in children’s literature in and through talk-in-interaction in English Foreign Language 

(EFL) contexts.  

Gil (2002) proposed two modes of FL classroom discourse: the pedagogic mode in 

which classroom talk is conducted for achieving a pedagogic goal and the natural mode in 

which classroom talk focuses on the construction of meaning. This study takes up these two 

concerns to explore the language teaching of a Western children’s picturebook in an EFL 

classroom. The study examines both the text itself and the teachers’ talk-in-interaction with 

their students.  

 

1.2. Background of the Study 

English language education is taken very seriously in Taiwan. Most parents view 

mastering English as a prerequisite of their offspring’s national competitiveness 1

Acknowledging the continued strength of English on the world scene

 (i.e., 

business success, academic achievement, employment prospects). Further, English Language 

proficiency is a symbol of social status (Feng, 1994; Ho, 1987; Oladejo, 2005; Peng, 1993; 

Smith, 1981). So although English is a foreign language in Taiwan, it enjoys a unique status 

and prestige over other languages. It is the preferred foreign language of international 

communication, trade and diplomacy. More significantly, English is the only compulsory 

foreign language and one of the two compulsory languages in public schools, the other being 

the national and official language, Mandarin Chinese.  

2

                                                 
1 For example, competence in English is a prerequisite for promotion in government services (Gov’t 
Employees, 2004) 

, the government 

of Taiwan gave English this official status in 2001 and there have been further calls to 

strengthen the position of English on the educational and sociopolitical agenda (Oladejo, 

2006). To further promote the learning and use of English, the government of Taiwan has 

2 Crystal (2003) “about a quarter of the world’s population is already fluent or competent in English 
and this figure is steadily growing – in the early 2000s that means around 1.5 billions people” (p. 6). 
“[English] has penetrated deeply into the international domains of political life, business, safety, 
communication, entertainment, the media and education” (p. 29).  
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embarked upon a number of major policy changes, an example of which was to launch a 

five-year program on second foreign language education in senior high schools (July 

1999-December 2004). This initiative focused on English as its target though other language 

such as Japanese, French, German and Spanish are not excluded. Within Taiwan’s multi-track 

admission policy, students attending these language classes have an advantage in gaining 

admission to universities. On the larger scale, the government of Taiwan undertook a major 

effort in 2002 to create an English-friendly3 environment in public institutions and the 

community at large. Another change aimed at enhancing the nationwide interest in English 

was the introduction of the General English Proficiency Test4

                                                 
3 That is the bilingual (Chinese-English) environment. The major features of such an environment 
include the mandatory translation of direction and road signs to English across major cities and towns 
as well as bilingual production of public signs and other directions in public buildings. Some 
documents and forms, such as those for embarkation and disembarkation, visa, tax and the driving test 
are also available in both Chinese and English (MOE, 2001).  

 (henceforth GEPT) which 

commenced in 2000. The objective was to improve and standardize the English performance 

of the citizens across different levels of learning. Although it is a voluntary test, in fact, the 

GEPT has become an informal part of the curriculum at many places of learning. One 

significant change within this test system is the lowering of the commencement age for 

formal exposure to English. Previously, students started learning English officially in the first 

year of junior high school. However, in 2001, Ministry of Education (MOE) put the Grade 

1-9 Curriculum in place that stipulated that English was implemented as part of the 

compulsory curriculum in Grade 5-6 and at the beginning of the 2005 academic year children 

in elementary school Grade 3 commenced learning English. In fact, different schools across 

Taiwan offer English lessons to children at different grades, depending on whether such 

schools are in the major cities or in remote locations. Almost all public schools in cities offer 

English classes to first graders (Oladejo, 2006). By doing so, not only are students able to 

4 Implemented in 1991, GEPT is administered by the Language Training and Testing Center (LTTC) 
which was contracted by the government to design the examination. The GEPT consists of five levels. 
The elementary, intermediate and high-intermediate tests are given twice a year, while the advanced 
test is given once a year. A test for superior level is held upon request. Each level of the test determines 
competency in listening, writing, reading and speaking (LTTC, 2000).  
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formally access the language but also have they a longer period in which to learn the language. 

In addition, as there was a shortage of communicatively proficient local English-language 

teachers, in 2003 the government of Taiwan launched a program of mass recruitment of native 

speakers to teach in elementary and junior high schools nationwide. It is not surprising in this 

context that more and more Taiwanese parents want to introduce their children to formal 

English language learning even before the official commencement age. 

Given the growing awareness of the important role that English plays in present 

language education in Taiwan, I was led to wonder what kinds of textbooks are used in 

English classrooms in Taiwan. Pertinent to this question is the fact that in 1994 the MOE 

launched a comprehensive Educational Reform which included two kernel issues: the 

liberalization of education and the diversification of education. Liberalization refers to the 

form of education and diversification refers to the content (Tu, 2007). The reforms brought 

about by the liberalization of education extended freedom to private presses to compile and 

publish textbooks with the approval of scholarly reviews whereas the reforms concerning 

diversification of education opened up multiple channels for admitting middle and high 

school students to higher levels of schools; this is called the Multi-channel School Admissions 

System. On the large scale, the core of this Educational Reform rests on the development and 

implementation of the Grade 1-9 Curriculum which was published in September 1998 to be 

implemented from Grade 1 from the beginning of the 2001 school year. The Grade 1-9 

Curriculum comprises seven major domains of learning: Language Arts, Health and Physical 

Education, Social Studies, Arts and Humanities, Mathematics, Science and Technology, and 

Integrative Activities. The Language Arts 5

                                                 
5 Language Arts focus on listening, speaking, reading and writing of language, developing basic 
communicating competences, understanding of cultural and social customs (MOE, 2001).  

 includes two official languages in Taiwan; 

Mandarin and English. Of particular importance, based on the general guidelines of language 

arts within the Grade 1-9 Curriculum, schools are empowered to select their own textbooks 
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from all of the versions approved by the MOE and teachers are encouraged to employ a 

variety of children’s literature6

Given the diverse nature of the teaching materials employed in Language Arts 

classrooms, the English educators in present times in Taiwan can select textbooks from a 

variety of children’s literature that they recognize to appropriately fit into their academic and 

pedagogical agenda. As a category of children’s literature, children’s picturebooks are 

available for use. In recent years a growing body of studies has focused on the 

implementation of Western picturebooks in foreign language classrooms in Taiwan, 

addressing the teaching potential that these picturebooks contain (Chang, 2005, Ho, 2003; 

Hsu, 2005; Huang, 2005; Liu, 2005; Liu, 2005, 2006; Tang, 2003; Tsai, 1999; Tsou, 2003; 

Wang, 2005; Wu, 2005). These studies focusing on the use of the picturebooks have addressed 

their artistic appeal (Hsu, 2004; Yang, 2005); the pedagogical effects on facilitating reading 

strategies (Chen, 2005; Huang, 2005; Wang, 2005); mathematics learning (Lin, 2006; Wang, 

2006); language development (Hsu, 2005; Tsai, 2004; Tsou, 2003; Wu, 2005); word 

recognition (Liu, 2005); vocabulary learning (Liu, 2005; Tang, 2003) and remedial teaching 

of low-performing students (Wu, 2005). However, only a few of these studies have explored 

aspects of social and/or cultural experiences and/or knowledge embedded in the text in 

picturebooks (Lee, 2004

 as teaching materials in language classrooms. 

7; Liu, 20058; Ho, 2003;9; Tsai, 199910

                                                 
6 Children’s literature here is a broad definition that includes all books and book-based media that are 
read to and by children (Temple, Martinez, Yokota and Naylor, 1998).  

). With regard to the social and 

cultural contexts of texts, Freebody (2003) has argued that “texts need to look from 

somewhere (visually, conceptually, motivationally, ideologically)” as they “shape experienced 

reality into the form that makes it usable for some activity – that is, texts both arise from and 

7 Lee (2004) explored how grade one elementary school children’s cultural awareness emerged in the 
course of interpreting the themes of friendship in Taiwanese and Western picturebooks.  
8 Wang (2005) examined how the kindergarten children comprehended the concepts of morality 
through reading the classical fairy tales.  
9 Ho (2003) investigated how nine upper grade students interpreted and made sense of literature 
elements such as plot, theme, character and illustration in picturebooks.  
10 Tsai (1999) explored the ways picturebooks are used to facilitate preschoolers’ moral reasoning of 
sharing in the course of classroom interaction.  
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afford certain practices” (p. 177). This study locates itself within Freebody’s concept of texts 

as its interest is with the way in which texts in children’s picturebooks operate in educational 

practices, both arising from and affording certain practices. 

 

1.3. The Research Questions 

Text is the core of this research study. This written discourse is what Baker and 

Freebody (1989) called a crafted artefact, an object capable of being redrafted, reflected upon 

and subsequently altered (p.17). In this study, the text in question is Yasmin’s Ducks. It is 

published for use in schools in the U.S.A. and is available in bookstores nationwide. It is a 

written-for-purpose text for reading and learning to read. However it was not written for the 

purpose of English as a foreign language teaching/learning. This text was chosen by the 

teachers as part of their routine teaching work in the research site, an EFL classroom. The 

principal of the target school under study noted that two schools in Taiwan use this text for 

English language teaching. These two schools have exclusive rights to this text for English 

language teaching by contracted agreement with the publisher. Simply put, this text was 

written for use in schools but later selected as pedagogical text in the EFL classroom under 

study. This point reflects my concerns: what is taught in school is constructed through forms 

of preferred discourse that are themselves inscribed in certain institutional and everyday 

practices (Whitty, 1985, p. 37). That is, the teachers’ take up of the text may or may not 

consider the cultural construction of the text and the learning around that text. For example, 

schools generally treat textbooks as repertoires of knowledge, facts and information rather 

than cultural products (Luke, de Castell & Luke, 1983). This interest is reflected in this 

study’s concern for a consideration of the cultural, social, linguistic and pedagogical content 

of the text. This study is interested in what aspects of social experience and knowledge are 

explicitly and/or implicitly shown to be written down and in turn taught in class. So how the 

text itself is presented by its crafter through written language (i.e., native English) and how 
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the same text is represented by the teachers and students in spoken language (i.e., English as 

foreign language) in the classroom are the core interests of this study. 

Thus, the research questions of this study lie in the distinction between ‘What texts are’ 

and ‘What texts may afford’ The notions of ‘what texts are’ and ‘what texts may afford’ are 

adopted from Freebody (2003). 'What texts are’ is concerned with the actual linguistic 

realization of what is said/written (and what is not said/written) in the text whereas ‘what texts 

may afford’ in a sense is concerned with the response to text, how texts “become part of 

everyday educational practices, and what they afford, though cultural and linguistic 

information, dispositions and ideologies, when they are taken up, adapted, reflected in 

educational practices” (Freebody 2003, p. 196). This study does not aim to explore the 

teacher’s skills or conceptual framework but rather to explore the distinctive way the text in 

children’s literature is constructed in an EFL classroom. Thus, the guiding questions include a 

consideration of: 

- How the language in the text is constructed and how it conveys particular 

representations of social reality; 

- How the teacher/s and students construct meaning from the text in and through 

classroom interaction, and, 

- In what way the classroom talk reflects or responds to the text itself as constructed 

by its crafter. 

 

To explore these questions, this study will: 

1. examine different aspects of the text in the chosen children’s picturebook, and, 

2. explore the classroom interaction as evidence of the teachers’ approach to the text in 

the chosen children’s picturebook and as a demonstration of the teachers’ and 

students’ meaning making through talk in the classroom. 
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1.4. Significance of this Study 

The educational activities (i.e., text, language teaching & learning) analyzed and 

described in this thesis provide significant insights for: the implementation and evaluation of 

children’s literature in the classroom; the combination of multi analysis methods; the use of 

picturebook texts in the EFL classroom context, and, EFL education policy. Accordingly, this 

present study claims significance in four main areas: theory, methodology, practice and policy 

as outlined in the following discussion.  

 

• Significance for Theory 

There is a body of recent research studies in the area of children’s literature interested in 

its pedagogical possibilities in teaching and learning, especially in the realm of Language Arts 

(e.g., Croker, 2002; Enciso, Katz, Kiefer, Price-Dennis & Wilson, 2007; Ewing, 2006; 

Kara-Soteriou, 2008; Kasten, Kristo & McClure, 2005; Kersten, Apol & Pataray-Ching, 2007; 

Unsworth, Thomas, Simpson & Ahsa, 2005). However, the literature focusing on examining 

how the language in children’s literature is constructed, linguistically, socially and culturally 

to convey meanings in EFL contexts remains barren. Current theory does not suggest any 

specific approach for teaching the language of children’s literature as a meaning-making 

resource in the context of EFL classroom settings.  

Classroom talk-in-interaction around the text in a children’s picturebook is a research 

focus of this study. The educational activity reported in this thesis provides empirical data 

about the way that a text in a picturebook is constructed in an EFL teaching/learning 

classroom. These data could be used in further research about the role of children’s literature 

in EFL education. That is, through examining the classroom talk-in-interaction, this study will 

contribute to theories about the nature and purpose of children’s literature in EFL education in 

the specific context of primary school settings.  

This study will also make a contribution to theories regarding the relationship between 
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teaching practice and classroom interaction (Austin, Dwyer & Freebody, 2003; Edwards & 

Westgate, 1994; Mehan, 1985). That is, through close examination of classroom interaction, 

the distinctive way in which the Chinese English-teaching teacher and the Foreign 

English-teaching teacher approach the texts in children’s literature has become explicit.  

 

• Significance for Methodology 

As noted in section 1.5, this study adopts two methodological perspectives – Systemic 

Functional Linguistics (described in section 2.4 and section 3.3.2) in conjunction with 

Ethnomethodology (elaborated in section 2.5 and section 3.3.1). The interpretive and analytic 

frameworks derived from these two methodologies – Systemic Functional Grammar 

(elucidated in section 3.5.2) together with Visual Grammar (described in section 3.5.3) and 

Membership Categorization Analysis (explained in section 3.5.1) are applied to facilitate 

in-depth analysis in order to gain significant insights for the nature of FL classroom discourse 

in the EFL context. Although these methodologies have different theoretical foundations, SFL 

and EM have been acknowledged as complementary to each other in scholarly research 

(Freebody, 2003; Freebody, Ludwig & Gunn, 1995; Grajczonek, 2006). The application of 

these two methodological perspectives provides new understanding of how the text in a 

children’s picturebook is constructed as layers of meaning-making resources. Further these 

methodological perspectives are here embedded in the context of a picturebook as a language 

textbook in an EFL classroom. This in turn affords implications for future application of these 

methodologies in educational studies in similar settings.  

 

• Significance for Practice 

This research takes place in an educational environment wherein teachers and students 

construct knowledge of the children’s picturebook text Yasmin’s Ducks. Yasmin’s Ducks is a 

children’s realistic fiction picturebook. Realistic fiction is a text type that includes fictional 
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stories about events commonsensically occurring in our natural, physical, everyday world. A 

picturebook “is text, illustrations, total design; an item of manufacture and a commercial 

product; a social, cultural, historical document; and, foremost, an experience for a child” 

(Bader 1976, p. 1). Through the close analysis of the teachers’ interaction with their students, 

different aspects of the language (e.g., linguistic, social, cultural) in this picturebook are 

available. In the research site Yasmin’s Ducks not only functions to teach English language but 

also serves as a vehicle to teach different social-cultural elements embedded in the text. Thus, 

the findings extend existing research regarding using children’s literature for language 

teaching and provide further understanding of how social meanings and knowledge are 

negotiated and constructed in and through classroom talk-in-interaction. From such 

investigation, this study will provide significant insights for EFL education in primary school 

settings in particular and inform teachers about different perspectives when considering 

language in children’s literature (i.e., both the linguistic and extra-linguistic aspects of 

language-in-use).  

 

• Significance for Policy 

Having described the diverse nature of teaching materials used in English language 

classrooms in Taiwan (explained in section 1.2), the findings of this study provides 

significance and implication for EFL education policy. That is, through extensive textual 

analyses and qualitative measures, this research provides empirical evidence about the value 

of children’s picturebooks in language instruction in general and in EFL education in 

particular. With children’s literature being a model of embodying a specific culture, 

conveying social reality, presenting linguistic benefits for language learners and affording 

collaborative construction of knowledge in a specific context of language classroom, this 

study provides insight into the inclusion of children’s picturebooks in EFL contexts and hence 

will make a contribution to future EFL education policy preparation and curriculum design.  
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1.5. Preview of this Study 

This chapter describes the research focus of this study, that is, texts in children’s 

literature. Then, the background of the study together with the statement of research questions 

is provided. It also presents the educational significance of this study in terms of theory, 

methodology, practice and policy. 

Chapter Two is a literature review of the various perspectives that underpin this study. It 

includes a review of the implementation of children’s picturebooks in EFL contexts together 

with discussion of how texts in children’s picturebooks construct social reality. As the 

examination of the text in a children’s picturebook is crucial to this study, Chapter Two 

provides a review of how the systemic-functional approach and Ethnomethodological 

approach within the interpretative framework of Discourse Analysis (henceforth DA) offer 

theoretical perspectives underpinning this study. Another key focus of this study, classroom 

interaction, is also reviewed.  

Chapter Three elaborates the research design of this study describing the research setting, 

participants involved and methodology utilised. The analytic techniques derived from two 

methodological perspectives, Systemic Functional Linguistics (henceforth SFL) and 

Ethnomethodology (henceforth EM) are explicated. This chapter also provides a justification 

of methodology by discussing the credibility of this study in terms of its sampling strategy, 

the application of triangulation as well as the compatibility of the two methodological 

perspectives SFL and EM. The data collection techniques and ethical considerations are also 

described.  

Chapter Four and Chapter Five present the analyses of the corpus of data of this study – 

the text of the children’s picturebook Yasmin’s Ducks and the classroom talk. Chapter Four 

presents the systemic-functional analyses of both the written texts and the visual texts in the 

picturebook. Chapter Five focuses on the analysis of the classroom talk regarding Yasmin’s 

Ducks. The analysis uses segments extracted from the lesson transcripts (Atkinson & Heritage, 
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1984, p. ix-xvi).  

Chapter Six discusses the findings of Chapter Four and Chapter Five and relates the 

findings to this study’s research question – the distinction between ‘what texts are’ and ‘what 

texts may afford’. Chapter Seven presents a summary of key findings from the analyses of the 

text of Yasmin’s Ducks and classroom interactions and further considers the strengths and 

limitations of this study. It also elaborates suggestions for future research.  
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CHAPTER TWO 

LITERATURE REVIEW 

[…] the child's contact with the real world is strengthened by his periodic 

excursions into fantasy.  

Selma Fraiberg (1959, p. 23) 

 

Recalling Chapter One, Section 1.3, this research study aims to explore the distinction 

between ‘what texts are’ and ‘what texts may afford’ The central focus of this study lies in the 

text (including the images) of children’s literature. This research study examines both the text 

and the classroom talk surrounding that text. Therefore, to establish the foundation of this 

study, this literature review covers several topics. Section 2.1 elaborates how children’s 

picturebooks are implemented in EFL classrooms and how the text in children’s picturebooks 

helps realize and construct the social world in which the readers exist is explored in section 

2.2. As this is a social science research based on the analysis of text and talk, the literature of 

discourse analysis is reviewed in section 2.3. The two methodological perspectives employed 

in this study, Ethnomethodology and Systemic Functional Linguistics are outlined in sections, 

2.4 and 2.5, respectively together with the applications of SFG and Membership 

Categorization Analysis (MCA) as approaches to discourse analysis as elucidated in section 

2.4.2 and section 2.5.3. The last section, 2.6, explicates the final focus of this study – 

classroom interaction.  

 

2.1  How are the children’s picturebooks implemented in EFL classrooms 

• What is a picturebook? 

Picture books have a long history. Kiefer (1989) argued that picturebooks may have 

originated with the ancient Paleolithic cave paintings, a primitive form of communication 

using figurative and non-figurative signs and symbols. The first picturebook in the form we 

now know is generally considered to be Orbis Sensualium Pictus (The Visible Word in 
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Pictures) published in 1658 or 1659 by John Amos Comenius (1592-1670). Orbis Sensualium 

Pictus was a reference book for children about children’s subjects, in English. Comenius, thus, 

is often considered the earliest author of children’s literature. It is widely acknowledged that 

the field of publishing books for children began with John Newbery (Locke, 1971). 

Newberry’s The Bible and Sun in St Paul’s churchyard opened in 1744 was considered as the 

first major press and bookstore specifically for children’s books. He published and produced a 

series of books expressly for children. His A Little Pretty Pocket Book (1774) and Little 

Goody Two Shoes (1765) in the 18th century were regarded as the first novels written for 

children. Since then, the publication of children’s literature has prevailed throughout the 

publishing world. The first modern book in the picture book format picturebook was Beatrix 

Potter’s The Tale of Peter Rabbit, published in 1902 (Kiefer, 1995).  

As the century progressed, with a growing number of high quality picture books 

available, scholars began to explore the diverse potentials contained within these materials. 

As long ago as 1933, Freeman and Freeman recognized the important role that picturebooks 

play in children’s education, noting that the “universal appeal of pictures makes them an 

excellent educational device” (p. 10) and suggested the picturebook as “an integral part of the 

school situation” (p. 84). The picturebook, “a unique visual and literary art form” 

(Wolfenbarger & Sipe, 2007, p. 273), is increasingly utilised in many curriculum areas due to 

its underlying educational potential, its artistic appeal and entertaining characteristics.  

Technically, a picturebook in the purest sense refers to a book that solely relies on 

illustration to convey its message, but a broader and more commonly understood definition 

includes books in which the illustrations combine with text to create a message. This study 

recognizes the compound word ‘picturebook’ (Lewis, 2001; Marantz, 1977) as it pertains to 

the complementary union of texts and visuals that result in a meaningful whole. As 

Wolfenbarger and Sipe (2007) put it, “‘Picturebook’ emphasize[s] the inextricable connection 

of words and pictures and the unique qualities of the form: a picturebook is not simply a book 
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that happens to have pictures” (p. 273). Further, as Arizpe and Styles (2003) stressed, a 

picturebook is a “book in which the story depends on the interaction between written texts 

and images and where both have been created with a conscious aesthetic intention” (p. 22).  

In recent years, the scholarly interest in children’s interaction with picturebooks has 

been extended to young L211 learners in terms of their language development (Bellon & 

Ogletree, 2000; Campbell, 2001; Hickman et al., 2004; Tsou, 2003). Since 1980s, researchers 

(Allen, 1986; Hickman, 1983; Thompson, 1991) have documented characteristic ways young 

English speakers construct meaning in their interaction with picturebooks. Allen (1986) 

suggested that the use of picturebooks can create opportunities for L2 learners to practise 

language in purposeful ways, supported by the story’s predictable and repetitive language and 

the presence of illustrations to help in constructing meaning. Picturebooks also provide young 

L2 learners with a view of the social world. As this study is located in the EFL12

 

 context, the 

following discussion reviews the literature on how meanings are made in interaction between 

the text in children’s picturebook and the reader and/or students. It is worth noting here that 

this study uses this term EFL as, in this context, English is often learnt not as a second but a 

third or fourth language; however, ESL studies are often referenced as the findings are 

relevant to the EFL context. There have been a number of relevant studies undertaken in a 

variety of ESL/EFL settings such as kindergartens, secondary schools, elementary schools and 

adult ESL classrooms which are documented below. 

• The implementation of picturebooks in EFL settings 

Several studies have concluded that picturebooks hold exceptional appeal for supporting 

students with diverse language proficiencies and reading levels and for assisting them to 

actively participate in reading and learning (Coonrod & Hughes, 1994; Roser, Hoffman & 

                                                 
11 L2 refers to Second Language.  
12 EFL refers to English as a Foreign Language compared to ESL – English as a second language.  
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Farest, 1990). Fassler (1998) drew on her own research in an ESL kindergarten to illustrate 

how the use of picturebooks can support the language development of ESL learners. She 

reported that children tell stories from the pictures in their own words and this helps them to 

develop better communication skills. The positive effects of structured or semi-structured 

picturebook reading activities employed in ESL settings are also found in the work of 

Ferguson and Young (1996). The researchers described a teacher’s use of picturebook text to 

initiate dialogue improvisations and patterned conversations with ESL learners in 

kindergarten, thus providing them with meaningful, low-risk opportunities to use and learn 

English.  

Hadaway and Mundy (1999) reported the introduction of children’s informational 

picturebooks to a secondary ESL classroom. They believed that the short length and visual 

nature of the picturebooks help ESL learners comprehend the concepts presented and expand 

these learners’ vocabularies as the added visual context supports the comprehension of print. 

This viewpoint is also reinforced by Allen (1994) who argued that ESL learners must master 

concepts of the context and gain an awareness of the language skill to both acquire English 

and acquire strategies to become independent learners.  

In more recent studies, Liu (2006) explored the influence of Western picturebooks on 

Chinese elementary students’ vocabulary development, story-telling abilities and attitudes 

toward English learning in the EFL context. Liu incorporated Western picturebooks into the 

English curriculum for a 13-week period of teaching in one class. Together with one contrast 

class, there were 73 third grade students participants in this study. Quantitative data included 

pre- and post-attitude surveys and qualitative data were collected from vocabulary tests, 

journal writing entries, classroom observation and a group interview of the treatment class. 

Liu’s study showed the positive effect that Western picturebooks had on students’ vocabulary 

building, storytelling ability and attitude toward L2 learning. Furthermore, the incorporation 

of Western picturebooks into the regular English-teaching classroom helps create an English 
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learning-friendly environment.  

Picturebooks are implemented in L2 settings in a number of ways. The following 

explores the use of reading, storytelling and interaction with wordless picturebooks. Reading 

literature contributes significantly to learning a new language because it increases exposure to 

the language while providing an example in a relevant context. Phillips (1992) argued that 

children’s literature can provide an effective context for the language learning activities of 

adult ESL students through simplicity of language and beauty of style, combined with 

interesting and varied content. She believed that the straightforward development of ideas, 

plots with few digressions, the realistic portrayal of characters and uncomplicated vocabulary 

are some features of children’s literature which make it appropriate for ESL students.  

In recent studies, Henry and Simpson (2001) noted that the visual-verbal connection of 

picturebooks is of particular value to ESL students. They believed that just as young children 

are introduced to reading by associating pictures with the printed words, ESL learners can use 

picturebooks for skill, vocabulary enrichment and confidence building. Chae’s (2004) study 

examined bilingual children’s reading and math comprehension of math storybooks by using 

a 2 x 3 x (2) mixed-model design in terms of two between-subject variables (i.e., ethnicity and 

age) and the within-subject variable (i.e., area of comprehension). He randomly selected 63 

Hispanic American and 43 Korean American children aged from five to seven from two 

Korean and two public elementary schools in America. Chae (2004) concluded that the 

integration of a math storybook in lessons served as a useful means for children to expand 

their skills in the language arts area and that it helps young bilingual children move to higher 

levels of abstraction of concepts.  

Storytelling has a place in many language classrooms. Battle (1995) suggested the lure 

of literature – its narratives, its sounds and its images – engages second language learners as it 

does native English speakers and becomes a pathway to acquiring a new language. A body of 

research reported substantial benefits of frequent exposure to children’s literature, including 
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improved scores on sections of standardized tests for second language learners (Feitelson, 

Goldstein, Iraqi & Share, 1993; Roser, Hoffman & Farest, 1990), successful early forays into 

reading and writing (Farest, 1991) and demonstrations of language growth through, for 

example, literacy events such as dramatized story retellings (Seawell, 1985). Further, 

Colon-Vila (1997) indicated that storytelling in a multi-age ESL classroom helps bridge 

language barriers and make learning fun. Further, storytelling develops imagination and 

communication skills and deepens students’ understanding of others.  

Salminen (1998) suggested that wordless picturebooks free the ESL student to draw 

from personal experience and to present the story at his/her own ability and vocabulary level 

and background experience. This may be through a number of forms such as oral expression, 

writing activities and discussion with peers. He believed that the reader is given the 

opportunity to participate in creating meaning in collaboration with the author, and thus, 

self-expression and creative thinking are encouraged. Wordless books provide a rich source of 

material for student-centered, authentic language development activities which are satisfying, 

enjoyable and successful for ESL students.  

In recent studies, Canizares (2001) indicated wordless books are a large part of the 

foundation of book experiences that children need and crave because illustration helps 

children gain a sense of what a story is and discover how books work – for example that 

reading is from front to back and that each page gives more information. A wordless 

picturebook also allows children to gain an understanding of narrative structure, characters 

and setting. And thus, children scrutinize the progression of events shown in each picture and 

develop important ideas about sequence. All of these things contribute greatly to future 

reading skills such as understanding the main idea and making predictions.  

Picturebooks have been demonstrated to be beneficial to language learners providing 

ESL/EFL learners an enjoyable source of exposure to varying degrees of language 

proficiencies in English-learning classrooms. Furthermore, the context of picturebooks, the 
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repetitive language and the presence of illustration help in constructing meaning. Further to 

picturebooks providing a context of language learning, they construct a social world. Section 

2.2 below examines this in the context of classroom learning.  

 

2.2 How does the text in children’s picturebooks help realize and construct the 

social world  

• Children’s literature constructs the social world  

Stories and pictures in picturebooks tell of a particular social world and as such have been 

called upon as a resource in overt teaching of the social world. Manifold (2000) argued that 

picturebooks are useful tools for teaching many abstract and complex concepts of social 

issues at the elementary level. The subtle interaction between image and text of a picturebook 

is a context for discussion of its narrative content (e.g., language), underlying meanings, 

quality of line, value, colour and the artist’s style of characterization that convey messages to 

guide young readers to gain empathic understanding of contemporary social issues, 

multicultural concepts and global experiences. Manifold suggested that both the literal 

narratives and the visual texts of a picturebook may be critically read and contemplated for 

greater understanding of the topics they present. In doing so, young students may come to 

appreciate similarities and differences among people of many cultures, recognizing that basic 

human problems are globally shared by diverse cultures, and come to empathize with the 

universality of the human condition in an environment of tolerance and acceptance.  

Children’s literature is often used as a vehicle for teaching values such as honesty, respect, 

responsibility, compassion, self-discipline, perseverance and giving (Ramp & Ramp, 1995). 

Further to how it is used, however, the stories and illustrations in picturebooks themselves 

provide young readers with a definition of what the characters’ identities, interests, attitudes 

and experiences are conventionally deemed to be (Baker & Freebody, 1989). Children’s 

books appear to depict an everyday world, and as such through a number of interactions with 
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picturebooks (e.g. reading, retelling, peer collaboration and so on), children are exposed to 

particular representations of the social world. Baker and Freebody (1989), for example, 

demonstrated how particular generation relations and gender relations are constructed through 

textual representation in children’s books. 

 

• Language as a resource for making meaning 

Language at once reflects and constructs social reality (Eggins & Slade, 1997). Linguists 

argue that language has an experiential function. That is, it encodes our experience of the 

social world. The words and structures we choose to make meaning are motivated by the 

context in which we are using language. What motivates and shapes our language use is the 

social context, that is, the experience of human beings, the relationships between human 

beings, and the role given to language by human beings. Simply put, using a language is 

about making meaning in social contexts (Butt, Fahey, Feez, Spinks & Yallop, 2000).  

Firth (1957) asserted language is only meaningful in its context of situation. Slade (1986) 

explained that the close relationship between the context of situation and language enables 

people to communicate successfully because people can predict what is likely to be said in 

familiar contexts. Knowing a language, beyond knowing the grammar and the words, 

involves knowing how to use the language discourse system (e.g., prosody, cohesion, 

contextualization signals, thematics and so forth) to take various perspectives and to generate 

the sense of the text, and knowing how to manipulate the sociolinguistic variables in the 

language to display various identities. Thus, to understand sense making in language, it is 

necessary to understand the ways in which language is embedded in the larger framework of 

social relationships and social situations because, as Gee (1990) noted, the structure of society 

simultaneously shapes and is shaped by language. 

Brown and Yule (1983) described the interactional function of language as that involved 

in expressing social relations and personal attitudes. A great deal of everyday human 
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interaction is characterized by interpersonal use of language in order to establish and maintain 

social relationships. Eggins (2000) noted that everyday talking is a semantic activity, a 

process of making meanings. While involved in any interaction, people negotiate meanings 

about what they think is going on in the world (i.e., ideational meaning), how they feel about 

it and how they feel about the people they interact with (i.e., interpersonal meaning). She 

examined the realizational relationship between context and language by means of functional 

linguistics to analyze ordinary and spontaneous interactions (i.e., everyday talk). Her work 

demonstrated that language is a resource for doing social life, that is, a resource to construct 

and maintain the social identities and interpersonal relations that define our social lives.  

Recall that texts in children’s literature and the classroom talk around the text form the 

nucleus of this research study. As Silverman (2006) pointed out, “Discourse analysis (DA) 

describes a heterogeneous range of social science research based on the analysis of interviews 

and texts as well as recorded talk” (p. 223). This review thus now turns from the context of 

the project (children’s picturebook) to consider perspectives on discourse together with 

approaches which contribute to the examination of discourse.  

 

2.3  Discourse Analysis  

Discourses are constituted in history and society. There are many perspectives on 

discourse. I review some of these below and position this study within the definitions and 

debates.  

Talbot (1998) defined discourses as constituted bodies of knowledge and practices that 

shape people, giving positions of power to particular social groups. Fairclough (1992) defined 

discourse as “a mode of action, one form in which people may act upon the world and 

especially upon each other, as well as a mode of representation” (p. 63). Kress (1985) defined 

discourses as systematically-organized sets of statements about a given area, topic, object and 

process which give expression to the meaning and values of an institution. Discourse provides 



 22 

description, rules, permissions and prohibitions of social and individual actions. Simply put, a 

discourse is any stretch of language (spoken, written or signed) which ‘hangs together’ to 

make sense to some community of people who use that language (Gee, 1990, 1999). Such 

notions of ‘discourse’ develop from its relation with language, defining discourse as any form 

of language above the sentence level (Stubbs, 1983, p. 1); any form of oral language (Alcaraz 

& Martinez, 1997, p. 185); any form of language (Brown and Yule, 1983, p. 1) or understood 

as forms of social practice of linguistic nature (Candlin, 1997, p. ix). Some theorists 

(Fairclough, 1989; Jaworski & Coupland, 1999) acknowledged language reaches out further 

than language itself. They have considered discourse in terms of the wider context of 

communication. Fairclough (1989) approached discourse in the form of autonomous 

non-verbal communication:  

It would be quite artificial to conceive of discourse in exclusively verbal form. Even 

when texts are essentially verbal (…) talk is interwoven with gesture, facial expression, 

movement, posture to such an extent that it cannot be properly understood without 

reference to these ‘extras’. Let’s call them collectively visuals, on the grounds that they 

are also visually perceived by interpreters. Visuals can be an accompaniment to talk 

which helps determine its meaning (…) Or visual can substitute for talk as a perfectly 

acceptable alternative (p. 27).  

 

From Fairclough’s perspectives, the notion of discourse is employed to refer to linguistic 

use, any type of nonverbal communication and even to any form of semiotic activity 

(Chouliaraki & Fairclough, 1999). Discourse therefore includes language (written and spoken 

and in combination with other semiotics, for example, with music in singing), nonverbal 

communication (e.g., facial expressions, body movements, gestures, etc.) and visual images 

(for instance, photographs, film) (Chouliaraki & Fairclough, 1999).  

In light of the diverse perspectives of discourse discussed above, we can think of 
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discourse analysis as promoting a view that language use is not only reflective of other 

aspects of our lives but is also constitutive of them (Christie, 2002; Garfinkel & Sacks, 1970; 

Psathas, 1979). Discourse analysis focuses on language as not merely systems of acoustic and 

orthographic symbols and rules for sequencing words or inferring meaning, but rather, on 

language use as motivated by real communicative needs and language as a means through 

which we accomplish various actions and interactions to specific audiences, for specific 

purposes in specific settings (Peräkylä, 2005). In van Dijk’s (1985, 1997) view, the analysis of 

text and discourse is inseparable from the social and cultural fabric of social and cultural 

contexts, language users and their communicational intentions and beliefs. Cook (1989) 

argued that discourse analysis is the examination of how stretches of language, considered in 

their full textual, social, and psychological context, become meaningful and unified for their 

users. In this respect, discourse is “language in use, for communication” and its analysis is 

“the search for what gives discourse coherence” (Cook, 1989, p. 6). McCarthy (1991) 

explained discourse analysis is “a wide-ranging and heterogeneous discipline which finds its 

unity in the description of language above the sentences and an interest in the contexts and 

cultural influences which affect language in use” (p. 5). Hatch (1992) summarised discourse 

analysis as the “study of the language of communication – spoken or written”, where 

communication is “an interlocking social, cognitive and linguistic enterprise” (p. 1). 

Discourse analysis seeks to reveal systems or structures in the way we use language for 

communication in social context.  

A final consideration in determining what discourse and discourse analysis mean for 

this study is the work of Gee (1999, p. 6-7) who has made a distinction between discourse 

with a small ‘d’ and a big ‘D’, as explained in Christie (2002):  

A discourse with a ‘little “d”’ refers to the various stretches of language that constitute 

much of the give and take of daily life: these are those activities of language in use 

which interest the applied linguist, concerned to explore the ‘on site’ activities and 
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enactments of identity in which language is significantly involved. The notion of a 

‘Discourse with a big “D”’, by contrast, refers to the larger, pervasive and often invisible 

sets of values, beliefs and ideas with which we are positioned in various social settings’. 

(p. 8) 

 

Simply put, big D is concerned with general ways of viewing the world and general 

ways of behaving (including speaking) whereas small d is concerned with actual, specific 

language use. Both small d and big D is interested in the ways which an individual uses 

language to interact, negotiate and jointly construct understandings of social practices with 

one another. In line with Silverman’s (2006) concept of discourse analysis, this study is 

concerned with discourse as situated language use (i.e., text in children’s literature) as well as 

talk-in-interaction (i.e., classroom talk).  

In considering the importance of social-cultural context where the discourse is exercised, 

the subsequent discussion first introduces the theoretical understanding of the different 

approaches to discourse analysis with a particular focus on the theoretical and methodological 

bases of this project, that is, the systemic-functional and Ethnomethodological approaches 

employed in this study. As this study utilises visual analysis, SFL-based approaches to visual 

DA will also be considered.  

 

2.3.1 Approaches to Discourse Analysis  

Discourse analysis is a multidisciplinary field, drawing upon linguistics, anthropology, 

sociology, psychology, semiotics, computer science and other disciplines in the humanities 

and social sciences concerned with human communication. As such, there are differing views 

of its subject matter, its goals and methods of data collection and analysis. The 

multidisciplinary status of discourse analysis is witness to the many areas of human life in 

which language plays a vital part. As Fairclough and Wodak (1997) argued, discourse analysis 
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specializes in revealing the interrelation among language, ideology and power in society. In 

other words, the many different approaches to discourse analysis reflect its complexity and 

importance and provide complementary insights into language. Riggenbach (1999) suggested 

that these various perspectives are united by the concept of context.  

From functional linguistic perspectives, discourse analysis takes grammar and lexis as 

resources for the creation of meaning in context. In this respect, discourse analysis integrates 

the traditional, more atomistic areas of language study into a holistic view which 

acknowledges texts as units formed through the interaction of sociocultural, situational, 

cognitive, and purely linguistic factors (Milne, 2000). A functional linguistic approach to 

discourse analysis seeks to describe and explain linguistic phenomena in terms of the 

affective, cognitive, situational and cultural contexts of their use and to identify linguistic 

resources through which we (re)construct our lives (our identity, role, activity, community, 

emotion, stance, knowledge, belief, ideology and so forth) (He, 2001).  

As noted in the previous section, visual text is also considered as a form of discourse. 

Social semiotics, with its contribution to discourse analysis, is acknowledged as one useful 

approach for the analysis of visuals. Studies by a body of researchers, including Kress and 

Hodge (1979, 1988); Kress and van Leeuwen (1990, 1996); O’Toole (1994, 1995); Thibault 

(1991) and van Leeuwen (1987), or recent studies by Catalano (2005) or Alshwaikh (2007, 

2008), have been influential in applying social semiotics to visual analysis in terms of 

functional and linguistic-driven perspectives. In Kress and Hodge’s first publication, 

Language as Ideology (1979), language is described as a tool for communication as well as a 

means of political control. Their work treats verbal language as a social phenomenon wherein 

specific social and political processes are put into practice in and through discourse. In the 

late eighties, Kress and Hodge (1988) applied their ideas of a social semiotic to visual 

communications. They argued that discourse “is a site where meaning plays between 

participants in a semiotic exchange, where this is speech or dialogue, comic or film, ritual or 
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game” (Kress & Hodge, 1988, p. 182). In their second set of work Social Semiotics, they 

recognized communication intrinsically as a process not restricted to the linguistic codes but 

“resides so strongly and pervasively in other systems of meanings, in a multiplicity of visual, 

aural, behavioural and other codes, that a concentration on words alone is not enough” (Kress 

& Hodge, 1988, p. vii). As far as they are concerned, “texts and contexts, agents and objects 

of meaning, social structures and forces and their complex interrelationships together 

constitute the minimal and irreducible object of semiotic analysis” (Kress & Hodge, 1988, p. 

viii). Drawing on the perspectives of Social Semiotics, Kress teamed up with van Leeuwen to 

explore their interest in the visual mode through an analysis and discussion of images in 

children’s educational literature (Reading Images, 1990) and further extended the exploration 

to the generalized images drawn from public media sources (Reading Images: The Grammar 

of Visual Design, 1996). Both works in a sense can be read as a “fledgling movement” of 

“social semiotic theory of representations” (Kress & van Leeuwen, 1996, p. 5).  

Based on semiotic principles (i.e., how meaning is made and realized), Kress and van 

Leeuwen’s method of reading visual text has been widely used by academics and practitioners 

in the areas of functional linguistics and visual discourse analysis (e.g., Callow, 1999, Jewitt 

& Oyama, 2001; Roberts & Philip, 2006). In more recent studies of multimodal discourse, 

Alshwaikh (2007, 2008) drew on Halliday’s (1985) systemic functional grammar, Morgan’s 

(1996) linguistic approach and multimodality approach to investigate the role of mathematical 

visual representations in the construction of mathematical meaning. Alshwaikh recognized 

mathematics as a multimodal and/or multi-semiotic discourse wherein mathematical text use 

is realized in three different semiotic systems: verbal language, algebraic notations and visual 

forms and gestures. As Fairclough and Wodak (1997) put it, “social semiotics draws attention 

to the multi-semiotic character of most texts in contemporary society, and explores ways of 

analyzing visual images (…) and the relationship between language and visual images” (p. 

164). As this study utilises visual analysis, the theoretical framework of social semiotics for 
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visual representations will be outlined in section 3.3.3 and its analytical techniques for visual 

analysis will be elaborated in section 3.5.3.  

This study acknowledges SFL can be used as a social-semiotic approach to discourse 

analysis. In the following, section 2.4.1 explores the use of SFL as an analytic and section 

2.4.2 reviews a body of empirical studies using SFL as an approach to discourse analysis in 

different disciplines. Note that with its interests in language-in-use and interactions (i.e., 

naturally-occurring events) this study considers EM as a complementary analytic to discourse 

analysis. As Potter (2004) put it, “DA has an analytic commitment to studying discourse as 

texts and talk in social practices…language as…the medium for interaction; analysis of 

discourse becomes, then, analysis of what people do” (p. 203). The theoretical aspects of EM 

will be introduced in section 2.5.1 together with the description of one of its sub-analytic 

strands, MCA, in section 2.5.2. Section 2.5.3 elaborates the examples of applying EM/MCA 

to discourse analysis in various fields.  

 

2.4 Systematic Functional Linguistics 

2.4.1 Theoretical tenets of Systemic Functional Linguistics 

Systemic Functional Linguistics or Systemic Linguistics (‘Functional’ is sometimes 

omitted) was developed by the social semiotic linguist Michael Halliday. His interest was in 

how people use language to make meanings with each other as they carry out the activities of 

their social lives (Halliday, 1978). This interest leads to four main theoretical claims about 

language: 

1. language use is functional 

2. its function is to make meanings 

3. these meanings are influenced by the social and cultural context in which they are 

exchanged 

4. the process of using language is a semiotic process, a process of making meanings by 
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choosing. (Eggins, 1994, p. 2; 2004, p. 3) 

 

In short, Systemic Functional Linguistics approaches language as functional, semantic, 

contextual and semiotic, and hence is referred to as a functional-semantic approach to 

language. This approach is concerned with how people use language and how language is 

structured for use. The first concern leads systemic linguists to take a functional view of 

language – what makes one piece of language different from another? They suggest people 

negotiate texts13

1. How many different sorts of meaning do we make with language? 

 in order to make meanings with each other. Systemic linguists ask: 

2. How is language organized to make meanings? 

 

To answer these questions, I shall begin with the exploration of language as a semiotic 

system.  

 

• Language as semiotic systems 

A semiotic system can be defined as a finite collection of discrete signs (Eggins, 1994, p. 

14). There are two important components of semiotic systems: content (i.e., meanings) and 

realization (i.e., expression). That is, a sign is realized when its content (meaning) is encoded 

through expression (realization). For example, the meaning of ‘a parking lot’ (content) is 

encoded through the expression of a sign  (realization). Diagrammatically, Figure 2-1 

illustrates how traffic lights function within a semiotic system. The downwards pointing 

arrows indicate the relationship between the content and expression through realization.  

 

 

                                                 
13 A text is a piece of language in use; that is, ‘language that is functional’ (Halliday and Hasan, 
1985). 
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Figure 2-1 Semiotic system of traffic lights 

 

 

 

 

 

Source: Eggins (2004, p. 14) 

Considering the example of the traffic light system helps recognize language as a 

semiotic system because language involves sets of choices to make meta-meanings possible 

simultaneously: ideational/experiential, interpersonal and textual meanings (Halliday, 1985a, 

1985b, 1994). In a word, language involves sets of choices (both lexical and grammatical) to 

make meanings. However, systemic linguists approach language as another kind of semiotic 

system: a semiotic system with more than two levels of meanings (i.e., ‘content’ and 

‘realization’). The following Figure 2-2 is a diagrammatic representation of the way the 

meanings of language are realized between levels (adopted from Butt et al., 2000. p. 7).  

Figure 2-2 Levels of language: Extra-linguistic and Linguistic Levels 
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Systemic Functional Linguistics recognizes language is realized both at an 

extra-linguistic level and a linguistic level. At the extra-linguistic level, language negotiates 

and constructs the relationships, purposes and meanings within the social context involving 

the context of culture and context of situation14. At the linguistic level, language operates both 

at the content level and expression level. The content level includes Semantics15

In short, systemic linguists are concerned with how language is used to make meanings. 

This study pays particular attention to how the extra-linguistic levels “get into

 (i.e., system 

of meanings) and Lexicogrammar (i.e., system of wordings/signing). At the level of 

expression, people make choices from systems of sounds (i.e., Phonology), systems of gesture 

(the phonology of signed languages) and systems of writing (i.e., Graphology).  

16

 

” (Eggins, 

2004, p. 87) the language use in the text as this study recognizes “the meaning of any single 

word is to a very high degree dependent on its context” (Malinowski, 1946, p. 307). The 

particular context of this study is classroom teaching in EFL. Thus, this study must be carried 

out in conjunction with the study of the context (e.g., culture and environment) in which the 

writers/speakers live. I shall proceed to the exploration of two dimensions of contextual 

information in text – genre and register.  

• Extra-linguistic contexts 

In the extra-linguistic context, we use language to achieve a set of social purposes. 

Different social purposes will produce texts with distinctive structural elements. When texts 

share the same general purpose in a culture, they often share the same obligatory and optional 

structural elements and thus they belong to the same the same text type (Butt et al., 2000). In 

Systemic Functional Linguistics, genre (generic identity) is used to describe the text type. 

                                                 
14 Historically, the distinction between ‘context of situation’ and ‘context of culture’ was made by 
Malinowski (1923, 1935) and was in turn developed by Firth (1957).  
15 Semantics is also called discourse-semantics for some systemicists (Eggins, 1994) or Pragmatics 
(Butt et al., 2000).  
16 Eggins (2004, p. 87) uses the term ‘gets into’ to describe the way context impacts on a text. 
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Bakhtin (1994) has pointed out that genre recognizes that people develop recurrent ways of 

using language relatively consistently with the occurrence and/or recurrence of a particular 

situation and/or context. Then, in turn, we might wonder how exactly the context “gets into” 

the ways of using language? To answer this question, the point to note is the texture as the 

defining characteristic of text17

Texture refers to a text’s internal cohesion (i.e., the lexical elements within a text are 

unified as a whole) and coherence (i.e., a text’s relationship with its extra-textual contexts). 

The combination of these two components results in a meaningful way in which a piece of 

language is used within its context. As Halliday and Hasan (1976) put it: 

 (Halliday & Hasan, 1976, p. 2; Hasan, 1985b). 

Cohesion occurs where the INTERPRETATION of some element in the discourse is 

dependent on that of another. The one PRESUPPOSES the other, in the sense that it 

cannot be effectively decoded except by recourse to it. When this happens, a relation of 

cohesion is set up, and the two elements, the presupposing and the presupposed, are 

thereby at least potentially integrated into a text. (p. 4) 

 

Cohesion adds texture to a text through reference 18 , conjunction 19  and lexical 20

                                                 
17 Halliday and Hasan refer to both spoken and written language as texts. Some linguistic approaches 
differentiate between ‘text’ as written language and ‘discourse’ as spoken language but in SFL text is a 
technical term for any unified piece of language that has the properties of texture.  

 

cohesion by binding chunks of language into a relatively coherent unit as a whole. It is crucial 

18 Reference refers to the way the writer/speaker signals the participants in a text. The participants in a 
text can be either explicitly presented or implicitly presumed to the readers/listeners. The identity of the 
presuming participant (a referent item) can be retrieved within a text by means of 1) anaphoric 
reference; 2) cataphoric reference; 3) esphoric reference; 4) whole text reference; 5) bridging reference; 
6) possessive reference and 7) locational reference (Eggins, 2004, p. 33-37).  
19 Conjunctive cohesion refers to the logical relationships between bits of a text. Three types are 
identified as elaboration (i.e., a relationship of restatement or clarification); extension (i.e., a 
relationship of either addition or variation) and enhancement (i.e., one sentence can develops on the 
meanings of another) (Eggins, 2004, p. 47-49). 
20 Lexical cohesion refers to the way the writer/speaker uses lexical items (e.g., nouns, verbs, 
adjectives and adverbs) and event sequences (chains of clauses and sentences) to relate a text 
consistently to its field (i.e., the matter of subject or topic). Lexical cohesion recognizes the certain 
expectancy relations between lexical items which mean a lexical item that occurs sequentially in a text 
can be related to another (prior) word either taxonomically or through an expectancy relation (Eggins, 
2004, p. 42-44).  
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to successful communication. As Halliday and Hasan (1976) put it, “there has to be cohesion 

if meanings are to be exchanged at all” (p. 300). As with internal cohesion, text also displays 

its external coherence with the extra-textual environments, that is, text is coherent with 

respect to its cultural context and situational context. The concept of genre then describes how 

a text operates relatively coherently to its cultural context. A text also operates relatively 

coherently to its situational context by identifying the Register which refers to the context of 

situation in which the texts share meta-meanings in common. Linguist J. R. Firth (1935/57, p. 

28) specified the notion of context of situation as well as ‘linguistic predictability’: 

[…] learning to say what the other fellow expects us to say under the given 

circumstances… once someone speaks to you, you are in a relatively determined context 

and you are not free just to say what you please. (in Eggins, 2004, p. 89) 

 

Influenced by Firth’s works, Halliday (1978, 1985b) considered what aspects of the 

context of situation make one language (in use) different from another. He suggested field, 

tenor and mode as each of them has linguistic consequences to its context in order to realize 

the ideational meanings (including experiential and logical meanings), interpersonal meanings 

and textual meanings respectively. These three aspects are called the register variables. In 

very general terms, they are defined as: 

- Field: what the language is being talked or written about 

- Tenor21

- Mode

: the relationships between the writers/readers and speakers/listeners 

22

 

: the kind of language is being made, e.g., written or spoken 

When texts belong to the same register, they also share patterns of Lexicogrammar, the 

                                                 
21  Poynton (1985) divides tenor into three different continua: 1) equal/unequal power, 2) 
frequent/infrequent contact and 3) high/low affective involvement (in Eggins, 2004, p. 100).  
22 Firth (1984) further extended the notion of mode as the two kinds of distance relation between 
language and situation: 1) spatial/interpersonal distance and 2) experiential distance (p. 26-27).  
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core of the linguistic system. As Eggins (2004) pointed out, “the lexico-grammar level was 

described simply as an intermediate level of linguistic coding” (p. 113). Figure 2-3 

demonstrates the relationships among context, semantics and Lexicogrammar.  

Figure 2-3 Context, semantics and lexico-grammar 

Source: Eggins (2004, p. 112) 

Field of a text realizes ideational (either experiential or logical) meanings through the 

Transitivity, and Clause Complex patterns within Lexicogrammar; Tenor realizes 

interpersonal meanings through the Mood patterns within Lexicogrammar and Mode realizes 

textual meanings through Theme patterns within Lexicogrammar. Systemic Functional 

Linguistics, thus, pursues the functional approach to language-in-use in relation to both its 

contexts and linguistic system (i.e., Lexicogrammar).  

To undertake a functional analysis of a text, we need to be able to analyze and describe 

the choices, patterns and functions of language at different levels. Hence we now turn to these 

elements of choice: first, the fundamental principles of Lexicogrammar: Rank Scale and 

Constituency. 

 

• Lexicogrammar  

Rank scale identifies the different levels of language. Diagrammatically: 
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Figure 2-4 Rank Scale 

 Units of lexico-grammar  

Highest rank (largest unit) clause complex 
clause(s) 
group (or phrase) 
word 

Lowest rank (smallest unit) Morpheme 

SOURCE: Adapted from Droga & Humphrey (2002, p. 10). 

 

The lowest rank in this grammatical hierarchy is the morpheme and the highest rank is 

Clause Complex which is made up of one or more clauses. Two and more Clause Complexes 

join together to make paragraphs and then paragraphs make up texts23. Between the highest 

rank and morpheme, we have clause, group and word. Word can be just single morpheme 

word (e.g., we, you, mother or child) and also can be analyzed into two or more morphemes. 

For example, ‘unhappy’ is made up of the grammatical morpheme un- 24

Halliday (1994, p. 216) suggested that if we wish our grammatical description to deal 

equally well with spoken and written language, we need a unit that is neutral for mode. Hence, 

 and content 

morpheme happy. ‘Clothes’ is made up of the grammatical morpheme cloth and plural 

morpheme -es. In traditional grammar, words are identified in terms of descriptors, nouns, 

verbs, adjectives and adverbs. Systemic Functional Grammar recognizes five major groups, 

nominal group, verbial group, adverbial group, conjunction group and preposition group. 

Preposition group can also be called prepositional phrases while combing with nominal 

groups. A group can accommodate only one or more words (e.g., ‘read’ and ‘am reading’ both 

are verbial group). In Functional Grammar, clause is the basic unit of meaning. One or more 

groups cluster together to form different types of clauses and in turn make different kinds of 

meanings (Butt et al., 2000; Droga & Humphrey, 2002; Eggins, 1994, 2004).  

                                                 
23 In this respect, Clause Complex, paragraph and text are rhetorical and/or semantic units rather than 
grammatical and/or syntactic units within Systemic Linguistics.  
24 The hyphen mark (-) before or after a morpheme means the morpheme is a BOUND morpheme and 
it cannot function by itself. Rather, it is attached to a root word (a FREE morpheme) to alter its status 
(Butt et al., 2000, p. 32; Eggins, 2004, p. 127).  
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the use of the term clause complex, which refers to the association of clauses in sequence, in 

either written texts (in which case clause complex boundaries are indicated by full stops), or 

in spoken text (in which case clause complex boundaries are indicated by a combination of 

rhythm, intonation and pauses). Halliday and Matthiessen (2004) referred to the ‘logical 

structure’ which is the relationship of (inter)dependency between two clauses in a clause 

complex. In this respect, Eggins (1994, 2004) proposed a modified Rank Scale to define the 

units of linguistic analysis: 

Figure 2-5 Rank scale at the grammatical stratum 

clause – clause complex 
group/phrase 
word 
morpheme 

SOURCE: Eggins (1994, p. 129; 2004, p. 126) 

 

Eggins (1994, 2004) emphasised that these units can be organized in different linguistic 

patterns which refer to different structural organizations or configurations. Systemic 

Functional Linguistics recognizes language is structured for use, thus, examining the structure 

of the clauses enables a functional analysis of a text. In other words, a functional analysis 

examines how the Transitivity, Mood and Theme structures allow the clauses to realize 

ideational, interpersonal and textual meanings in a text. A detailed exploration of language 

function analysis within the Lexicogrammar system is explicated in section 3.5.2. 

Having outlined the theoretical perspectives of Systemic Functional Linguistics, this 

review now turns to exemplify the empirical studies with the application of SFL to discourse 

analysis.  

 

2.4.2 Applying SFL to Discourse Analysis 

As elaborated in the previous section, 2.4.1, SFL presents a substantial account of its 
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theoretical concepts such as context of culture, context of situation, lexicogrammar, 

metafunction, genre,register, cohesion, coherenceand so forth. In the more specialized 

systemic works (e.g., Eggins, 2004; Halliday & Hasan, 1976; Halliday & Matthiessen, 1999, 

2004; Martin, 1992a; Martian et al., 1997; Martin & Rose, 2003; Mattiessen, 1995), there is a 

wide range of descriptive and analytical techniques for explicating each stratum such as 

cohesion analysis (e.g., ellipsis and substitution; conjunctive relations; lexical cohesion, etc.); 

genre analysis (e.g., field, tenor and mode; schematic structure, etc.), lexicogrammatical 

analysis (e.g., mood; transitivity; thematic progress; logico-semantic relations at Rank Scale, 

etc.) and Appraisal analysis (e.g., Attitude, Graduation & Engagement). For reasons of space, 

SFL’s theoretical concepts have not been elaborated in depth here and, further, only major 

analytical techniques relevant to this study have been covered (see section 3.5.2). The 

following discussion presents a body of scholarly studies which demonstrate a variety of 

possible applications of systemic linguistics in text analysis.  

In SFL, the context of situation refers to the immediate context in which the language is 

used. Three main features of the context of situation are identified as field (subject matter of 

the discourse), tenor (participants in the discourse) and mode (medium of the discourse). In 

light of this perspective, Geslin (1996) argued that SFL can be a powerful tool in stylistic 

analysis. She presented a study using the framework of Systemic Functional Grammar to 

conduct the stylistic investigation of extracts from two texts of literary criticism written by F. 

R. Leavis and Paul de Man. The analysis considered the three main features of the context of 

situation. Her study was designed to identify the characteristic features of two specific 

registers of literary criticism, that is, liberal humanist criticism and deconstruction, and further 

interpret the relationship between linguistic and ideological variation and power.  

Within SFL, the Transitivity System is used to realize the meaning of language as 

representing social reality by grammaticalising the participants and processes involved in 

phenomena or experiences. In order to examine the relationship between ‘context of situation’ 
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and the ‘metaphorically construed’ reality within the transitivity paradigm, Iwamoto (1996) 

presented a study employing a transitivity analysis to investigate grammatical metaphor in the 

discourse of Japanese wartime (World War II) reports in English-language newspapers in 

Japan. Her findings concluded that the metaphorisation of processes increase when the 

necessity for propagandistic discourse is greater.  

In recent times, a number of scholars have conducted discourse analysis by utilizing SFL 

to examine how meaning and ideology have been constructed in textbooks (Goddard, 2002; 

Hazelrigg, 2004; Oteiza-Silva, 2003) and to examine the construction of gender (Talbot, 1993; 

Williams, 2001). In particular, some studies have utilised SFL’s genre theory to fruitful ends 

in writing classrooms (Nunan, 1994; Scheleppegrell, 2004).  

Goddard (2002) explored talk in an undergraduate seminar context. Systemic discourse 

analysis approaches were used to identify structural and linguistic elements of seminar talk 

and the links between language, identity, power and status were explored through an analysis 

of the discursive processes at work in the seminar events. Her findings showed that student 

participants tended to use the seminar to achieve social effects such as identifying and 

maintaining interpersonal relationships. Goddard (2002) found that the discursive practices of 

seminar events foregrounded tensions between socially situated identities.  

Hazelrigg (2004) discussed the findings from a four-month ethnographic investigation 

of the learning processes of four practising middle school teachers. The teachers were 

participating in a Study Group designed to teach a new approach to second language reading 

pedagogy based on aspects of systemic functional linguistic text analysis. This study was 

concerned with how the teachers constructed their understandings of discourse-based text 

analysis and applied them to middle school second language reading instruction. This study 

concluded that teacher education in second language reading pedagogy would benefit from 

emphasis on the students’ need for continuing language development at the level of 

lexicogrammar.  
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Oteiza-Silva (2003) examined how contemporary history from 1970 on, specifically the 

conflictive events in Chilean history, is ideologically constructed in primary and secondary 

history textbooks. She asserted that SFL is a socio-semiotic approach to language and thus it 

is a useful and coherent methodological tool for Critical Discourse Analysis (CDA). SFL 

offers a rigorous methodology to analyze texts, based on a lexicogrammatical and discursive 

semantic approach. Her study explored how the pedagogical discourse of history is 

linguistically codified within the texts. She examined the linguistic resources, at the 

lexicogrammatical, discursive-semantic, register, and genre levels through which the 

pedagogical discourse of history is displayed in textbooks.  

In acknowledging that all language is ideologically based, the SFL approach provides 

specific attention to the construction of ideology in discourse. That is, SFL recognizes the 

worldview of the speaker or writer is ‘written into’ the text as the grammatical and lexical 

choices that the speaker or writer makes are dependent on the context. In light of this, a 

number of studies have utilised SFL to focus on how language establishes sex differentiation. 

Talbot’s (1993) study employed an anti-humanist ‘dialogic’ perspective to the linguistic 

analysis of coherence to examine how discourse in magazines shapes women as feminine 

social subjects. Talbot proposed the concept of ‘intertextual coherence’ according to which a 

reader’s identity is build up from contact with a multiplicity of ‘voices’. In a recent study, 

Williams (2001) reported the findings from a unit of work that was designed for a Year 9 

English class. The unit of work used a combination of critical literacy and functional grammar 

approaches to examine how females have been constructed in pop songs since 1950. She 

concluded that functional grammar and critical literacy provided students with a sophisticated 

analytical framework for deconstructing texts to understand how meaning is being made in 

the world in which they inhabit. Her findings demonstrated that Year 9 students are capable of 

sophisticated text analysis. She believed that critical literacy and functional grammar 

furnished students with the skills to recognize the ideologies inherent within texts and thereby 
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critique them.  

In general, the term ‘genre’ is used to refer to diverse styles of literary discourse. 

Different types of discourses can be identified by their overall ‘shape’ or ‘schematic structure’. 

In SFL, the term ‘genre’ has been adapted to refer to different types of communicative events. 

Nunan (1994) argued that functional grammar approach can provide language teachers with 

criteria for evaluating a variety of communication genres valued within academic writing. He 

presented a case for the use of a functional approach to the analysis and assessment of written 

language in schools. He asserted that assessment of student writing can be enhanced by the 

adoption of a functional linguistic approach to genre analysis. Further, in recent times, 

Schleppegrell (2004) demonstrated that different grammatical choices realize different kinds 

of meaning in different school genres and subjects. Schleppegrell implemented a functional 

analysis of the language used in school textbooks and in students’ expository writing. She 

asserted that academic language is distinct from the social language that students use in 

everyday informal spoken interaction and that this difference is a major source of difficulty in 

achieving academic success.  

Having reviewed some examples of discourse analysis utilizing SFL, the following 

discussion now turns to SFL analysis as relevant to this project. Hence, it will present a 

theoretical review of the different traditions of genre theory underpinning this study. In 

particular, the review focuses on genre theory from the perspective of Systemic Functional 

Linguistics as this establishes an analytical framework for the textual analysis.  

 

2.4.3 SFL Analysis in this project 

Genre theory has been defined in various ways in the field of applied linguistics (Hyon, 

1996). It has been critically influenced by genre studies in three traditions of genre studies - in 

the areas of the Systemic Functional Linguistics (e.g., Martin 1987, 1992), English for 

Specific Purpose (ESP) (Swales, 1981, 1990) and the North American New Rhetoric (e.g., A. 
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Freedman & Medway, 1994; Miller, 1984, 1994). 

Genre studies in the New Rhetoric places more emphases on relations between text and 

context rather than on the textual features themselves. It often employs ethnographic 

research25

Genre theory from an ESP perspective defines genre as “a class of communicative 

events, the members of which share some set of communicative purpose” (Swales, 1990, p. 

58). Swales (1990) added “these purposes are recognised by the expert members of the parent 

discourse community, and therefore constitute the rationale for the genre” (p. 58). The third 

tradition of genre theory, systemic functional genre studies, is often known as ‘the Sydney 

School’ of genre studies (Hyon, 1996) and draws heavily on Halliday’s Systemic Functional 

Linguistics (1978, 1994).  

 or Case Study methods. New Rhetoric genre theorists view genre as a recurrent 

pattern of language use emerging from repeated social action in recurring situations 

(Bazerman, 1988, 1997; Devitt, 2004; Miller, 1984, 1994). In this respect, genre is regarded 

as a form of social action by the social actors who aim to fulfill specific rhetorical purposes. 

Simply put, genre theory from the New Rhetoric perspective identifies distinguishable textual 

regularities that help shape the culture.  

Martin (1984, 1985) provided two definitions of genre as follows: 

1. A genre is a staged, goal-oriented, purposeful activity in which speakers engage as 

members of our culture (Martin, 1984, p. 25);  

2. Genres are how things get done when language is used to accomplish them (Martin, 

1985b, p. 248).  

 

Defining genre as “configurations of meaning”, Martin’s (2002) genre theory is 
                                                 
25 These studies include Myers’ (1985, 1990) study of the writing of professional biologists; Devitt’s 
(1991) study of documents produced by tax accountants; Bazerman’s (1988) study of the production of 
experimental articles; Smart’s (1992, 1993) study of the text produced at a central Canadian bank; 
Yates’ (1989) and Yates and Orlikowski’s (1992) studies of the evolution of the memo and business 
report; Freedman’s (1988) study of writing for the university disciplines and Dias et al.’s (1999) 
multi-site comparative study of writing in different university courses and matched workplaces.  



 41 

concerned with how specific social/cultural context maps ideational, interpersonal and textual 

meaning onto one another in phases as a text unfolds (p. 269). Given the consideration of the 

relationship between context and genre in a mode of oral communication, Bakhtin’s (1994) 

speech genre theory is concerned with the way that language is habitually used to achieve 

communicative purpose. This is, Bakhtin (1994) suggested people jointly develop speech 

genres through habitualizing certain utterance patterns when predicable and stable contexts 

and/or situations occur or recur. He argued 

We learn to cast our speech in generic forms and, when hearing others’ speech, we guess 

its genre from the very first words; we predict a certain length (that is, the approximate 

length of the speech whole) and a certain compositional structure; we foresee the end; 

that is, from the very beginning we have a sense of the speech whole, which is only later 

differentiated during the speech process. (ibid, p. 83) 

 

As far as Eggins (2004) was concerned, genres are “recognizable social activity types in 

our society” (p. 56). She identified different genres that people come cross in many 

disciplines: 

- literary genres: short stories, autobiographies, ballads, sonnets, fables, tragedies 

- popular fiction genres: romantic novels, whodunits, sitcoms 

- popular non-fiction genres: instructional manuals, news stories, profiles, reviews, 

recipes, how-to features 

- educational genres: lectures, tutorials, report/essay writing, leading seminars, 

examinations, text-book writing and  

- an extensive range of everyday genres: e.g., buying and selling things, seeking and 

supplying information; telling stories; gossiping; making appointments; exchanging 

opinions; going to interviews and chatting with friends (Eggins, 2004). 
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In terms of analytical applications, in a specifically systemic functional way, genre 

theory is either concerned with textual analysis or social and contextual analyses (Flowerdew, 

2002). These two analytic orientations may be considered as complementary to each other 

rather than separate from each other. In this respect, genre is employed as a descriptive and 

analytic approach. Genre-based analysis includes not only descriptions of the textual 

characteristics and organizational structures but also embraces contextualized perspectives in 

that consideration is given to how the text was produced by its crafter in the social world that 

s/he inhabits (Devitt, 2004; Kress & Threadgold, 1998; Threadgold, 1988, 1989, 1994). As 

Devitt (2004) succinctly put, genre is regarded as “rhetorical and dynamic, integrating form 

and content, product and process, individual and society” (p. 6).  

With regard to genre studies, the major contribution of systemic functional genre theory 

is its application of ‘micro-genres theory’ to make systematic descriptions of schematic 

structures of a range of pedagogical genres used in literacy instruction in primary and 

secondary schools. These include recounts, report, explanations, expositions, descriptions, 

procedures and narratives (Derewianka, 1990; Gerot & Wignell, 1994; Hammond, Burns, 

Joyce, Brosnan & Gerot, 1992; Knapp & Watkins, 2005). Other categorizations of genres 

which make up more complex texts such as news stories, research reports and classroom 

genres provide a finer distinction of genres (Christie, 2002 & Martin, 1997). The systemic 

functional genre analysis of these elemental genres examines the choices available to the 

language users to achieve particular social purposes. 

Drawing on the various aspects of genre theory26

                                                 
26 These include register genre theory (Ghadessy, 1993, 1995; Martin, 1992; Martin & Rose, 2005); 
genre-based literacy pedagogy and curriculum (Christie, 1992; Martin, 1993a) and qualitative studies 
such as research projects involving the secondary school genres of history (Coffin, 1997; Martin 1997, 
2002). 

 explored in the Systemic Functional 

Linguistics tradition, the genre analyses of texts found in the realm of pedagogy revealed a 

number of genres as resource that readers/students call upon in order to achieve specific 



 43 

social purposes. These resources include: the communicative purpose or social function of the 

genre (e.g., to inform, to entertain); the rhetorical function or dominant text structure (e.g., 

narration, description, explanation or argumentation); the fiction/non-fiction dichotomy (e.g., 

story recount/factual information report) and an identifying genre evoked in the text (e.g., 

typical linguistic marker of the genre or macro-genre) (Butt et al., 2000; Martin, 1997, 2002).  

Based on the understanding of these three schools of genre theory (SFL, ESP and New 

Rhetoric), Bhatia (2004) gave a comprehensive definition of genre: 

Genre essentially refers to language use in a conventionalized communicative 

setting in order to give expression to a specific set of communicative goals of a 

disciplinary or social institution, which give rise to stable structural forms by 

imposing constraints on the use of lexcio-grammatical as well as discoursal 

resources. (p. 23) 

 

Of particular significance, Bhatia’s definition is relevant to the present cross-cultural, 

cross-language study which aims to explore the distinctive way that the discursive, textual 

and structural features of English in children’s literature is interpreted in two specific EFL 

settings – that is, the same class with two different teachers. An explanation of SFL’s analytic 

techniques which facilitate the genre analysis is outlined in section 3.5.2.  

Having provided a theoretical review of genre theory which underpins the application of 

SFL to discourse analysis in this study, the following discussion considers another 

methodological perspective employed in this study, Ethnomethodology (EM), in terms of its 

key theoretical tenet described in section 2.5.1 together with one of its prime analytical tools, 

Membership Categorization Analysi, in section 2.5.2. It is worth briefly pausing here to note 

that in a sense there are four text analyses in this project – written texts analyzed using SFL, 

written/visual text along with interactive text analyzed using MCA and visual text analyzed 

using Kress and van Leeuwen’s (1996) functional visual grammar. The visual grammar is 
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strongly derived from Halliday’s SFL (1985). The methodological aspects of visual grammar 

are explained in section 3.3.3 and its analytical techniques are elaborated in section 3.5.3. 

Now, we shall proceed to the theoretical review of Ethnomethodology.  

 

2.5 Ethnomethodology 

2.5.1 Theoretical tenets of Ethnomethodology 

Ethnomethodology is a distinctive perspective within sociology. It was founded by the 

American sociologist Harold Garfinkel in the early 1960s (Garfinkel, 1967). Garfinkel 

initially centered on the pursuit of a single question – how do actors make sense of what they 

are doing in the society in which they live and learn to behave commonsensically (Heritage, 

1984). Simply put, EM can be described as the empirical study of methods that members of a 

culture use to make sense of the social world in which they live (Silverman, 2001).  

With its origins in Sociology (Cuff, Sharrock & Francis, 1990), EM differs from the 

sociological perspectives in one very distinctive respect – EM holds that social reality is 

potentially chaotic whilst a body of other sociological studies27

Sociological theories declare that social activities during the course of everyday life are 

taken for granted as members perceive those everyday courses of action as a familiar sense of 

commonplace, known in common with others (McGarty, 1999). Garfinkel (1972) takes this 

locally-produced and locally-maintained structure of everyday activities as being 

taken-for-granted but argues sociologists commonly overlook the “seen but unnoticed” 

 all assume that commonsense 

beliefs and patterns of behaviour are orderly (Popenoe, 1980). Instead of making the 

assumption that the social actors follow rules as they accomplish daily practices, EM makes 

the claim that social reality is accomplished (or mutually constructed) by its members through 

their accountable interpretations (Schegloff, 1995). In Garfinkel’s (1972) words, “social 

reality is an intersubjective accomplishment” (p. 309).  

                                                 
27 such as Functionalism, Marxism and Symbolic Interactionism and etc.  



 45 

expected background features of everyday life (p. 36). He held that members of a society use 

background expectancies as a scheme of accounts (interpretation, explanation and warrants). 

In this respect, EM notes that members’ everyday dealings with one another involves both 

‘social’ and ‘sociological’ work: ‘social’ being the daily practices that are accomplished by 

multiple parties in a collaborative way; and ‘sociological’, being the accounts of joint actions 

that members provide one another that are sensible, rational and identifiable within locally 

accepted norms (Austin et al., 2003).  

The work of Ethnomethodologists forms a foundation for understanding how members 

of culture build up a ‘reasonable’ world to live in, in a collaborative manner, through the 

social processes of interpretations and accounts in everyday courses of activities. In a nutshell, 

EM’s aims are: 

• to investigate how social activities are accomplished by members of a culture 

(Baker, 1997);  

• “to document the details of daily social life as mutually constructed cultural 

events” (Freebody, 2003, p. 64);  

• to explicate the scheme of accounts members use to establish and maintain the 

appearance of moral order (Baker & Keogh, 1997; Jayyusi, 1984); 

• to show how the orderliness of any socially-organized conduct is jointly produced 

by members in terms of institutional or cultural expectations (Heritage, 2004), and, 

• to understand how categories are created and applied through the mastery of the 

natural language in the social institutions of daily life (Psathas, 1979). 

 

An important understanding in EM is the documentary method. This provides insight 

into Garfinkel’s understandings of how people make sense. Important aspects of the 

documentary method are: indexicality, reflexivity and accountability. These draw EM’s 

attention to the structure of everyday accounts.  
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• The documentary method 

Garfinkel (1967) pointed out: 

[EM studies’] central recommendation is that the activities whereby members produce 

and manage settings of organized everyday affairs are identical with members’ 

procedures for making those settings ‘account-able’. The ‘reflexive’ or ‘incarnate’ 

character of accounting practices and accounts make up the crux of that 

recommendation. (p. 1) 

 

“The documentary method of interpretation”, first called so by Mannheim, is an 

approach to making sense of how people make sense in everyday courses of interaction and 

practices (Mannheim 1952 in Garfinkel 1967). The documentary method has developed a 

core proposition: what members of a culture do, share, rely upon and agree to, is the method 

for making sense. That is, people build up and conform to a pattern to make sense of certain 

facts or deal with problems or troubles arising in the variety of social situations. Once the 

pattern has been established, the documentary method provides a framework to help interpret 

new facts which arise within the situation. In this respect, Garfinkel (1972) argued ‘the 

documentary method’ is applied to our daily life to create a ‘taken-for-granted’ world which 

we all comfortably inhabit as we have familiarity with the fixed patterns of a particular 

situation. By using the documentary method, members are capable of making sense of 

interaction and understanding its orderliness. In a sense, members take it that interactions, 

utterances, text and so on, provide a ‘documentary’ of meaning, in the sense of an 

‘explanation’ of meaning. Three key tenets of EM’s documentary method are indexicality, 

reflexivity and accountability.  

 

• Indexicality 

Within the Ethnomethodological perspective, the significance and the sense of everyday 
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language, in any symbolic form, depends on the context in which the language appears 

(Benson & Hughes, 1983). As Coulon (1995) noted, “Idexicality is all the contextual 

determinations that are implicitly attached to a word” (p. 17). Indexicality centers on the 

belief that people make sense of the social world (including a sign, a remark or particular 

activity) by reference to the context in which it occurs. That is, people require ‘indicative 

characteristics’ in order to comprehend (a word, sign, remarks, activity, etc.) (Bar-Hillel, 

1954).  

EM borrowed the technical term, Indexicality, from linguistics. An indexical expression 

is a linguistic expression that accounts for its sense and meaning dependent upon different 

occasions in which it is used (Benson & Hughes, 1983; Handel, 1982). EM claims indexical 

expressions are often clear and adequate in their meaning because supplementary information 

is generally transmitted when they are used. That is, the crucial feature of indexicality is the 

natural incompleteness of words and hence its complete sense is made on the context in which 

it is uttered. The famous example of particular expression from common language is ‘et 

cetera’ which has been minutely analyzed by several Ethnomethodologists (Bittner, 1963; 

Cicourel, 1970; Sacks, 1963). It is generally acknowledged ‘et cetera’ is used as a 

demonstrative expression, meaning ‘you know [what I mean]’. The rule of ‘et cetera’ implies 

that “a common socially distributed knowledge exists” (Coulon, 1995, p. 19). This is what 

Cicourel (1972) called “the retrospective-prospective character of events”: 

Vague or ambiguous or truncated expressions are located by members, given meaning 

contextually and across contexts, by their retrospective-prospective sense of occurrence. 

Present utterances or descriptive accounts that contain ambiguous or promissory 

overtones can be examined prospectively by the speaker-hearer for their possible 

meaning in some future sense under the assumption of filling in meanings now and 

imagining the kinds of intentions that can be expected later. Alternatively, past remarks 

can now be seen as clarifying present utterances. The filling in and connecting principles 
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enable the actor to maintain a sense of social structure over clock and experienced time 

despite deliberate or presumed vagueness and minimal information conveyed by 

participants during exchanges. (p. 87) 

 

Within the Ethnomethodological perspective, Garfinkel (1972) claimed that the meaning 

in members’ everyday talk is dependent on the context in which the talk occurs. He proposed 

that the study of language use is to seek to know how members use ordinary language by 

using indexical expression along with contextual information to clearly communicate to one 

another and to achieve reasoning for their purpose. 

 

• Reflexivity 

EM draws attention to another property of social experience, reflexivity. This concept 

was taken from phenomenology. Reflexivity refers to the relationship between describing and 

producing an action; between its comprehension and the expression of this comprehension 

(Coulon, 1995). Through accomplishing future action or events occurring in the same or 

similar situations, people make sense of what has happened previously because the 

knowledge of normal social structures informs any current situation. Action, then, both draws 

on our understanding of the social order to make sense, and constructs understanding of the 

social order. In this respect, orderliness is not guaranteed. That is, members maintain no 

awareness of the reflexive character of their action. As Garfinkel (1967) has emphasised: 

Not only do members take that reflexivity for granted, but they recognize, demonstrate, 

and make observable for each other the rational character of their actual, and that means 

their occasional, practices while respecting that reflexivity as an unalterable and 

unavoidable condition of their inquiries. (p. 8) 

 

To further elaborate the concept of reflexivity, as Garfinkel and Sacks (1970) argued, the 
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indexicality of expression and action are ways in which members encounter the reflexivity of 

accounts (Benson & Hughes, 1983). Through the reflexive processes of the documentary 

method of interpretation, accounts accomplish what is accountable in settings. Hence, 

member’s have accountability (Atkinson, 1997), that is, they are held to account for their 

actions and utterances. The “essential reflexivity of accounts” (Garfinkel 1967, p. 7) is used 

by members to create a sense of orderliness for their action as well as constitute the social 

setting from which they emerge. 

Coulon (1995) has noted that, “Reflexivity must not be mistaken with reflection” (p. 22). 

Reflexive practice does not simply mean people think about what they are doing. Rather, 

Ethnomethodologists argue that all accounts have a reflexive relationship with themselves 

(Hendel, 1982). As Pfohl (1994) emphasised: 

reflexivity express the ethnomethodologist’s understanding of the ongoing 

(re)construction of meaning and the sense of continuity we maintain in our interpretive 

work. Once defined, a situation or person “becomes” in our understanding the “type” we 

have constructed. The “objective reality” of this “type” thus created is paradoxically 

understood as a product of the features of the situation rather than our interpretive 

process. (p. 357) 

 

• Accountability 

EM holds that the social world is constituted in our practical accomplishments in a 

describable, intelligible, reportable, analyzable or, in short, accountable way (Coulon, 1995; 

Garfinkel, 1967, 1984; Heritage, 1984). 

As Zimmerman (1976) put it,  

[Ethnomethodologists] treat members’ accounts of the social world as situated 

accomplishments not as informants’ inside view of what is “really happening”. 

Ethnomethodology’s concern, in general, is the elucidation of how accounts or 
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descriptions of an event, a relationship, or a thing are produced in interaction in such a 

way that they achieve some situated methodological status, e.g., as factual or fanciful, or 

objective or subjective, etc. (p. 10) 

 

That is, EM seeks to define and theorize accountability, to tell in what way the accounts 

are ‘informing’ or ‘structuring’ of the situation of utterance (Zimmerman & Pollner, 1970). 

Quété (1984) emphasised two important characteristics of accountability: “it is reflexive and 

it is rational” (p. 104). To say that it is reflexive is to emphasise the accountability of an 

activity lies on the fact that its circumstance is a constitutive of the activity. To say that it is 

rational is to emphasis that activities are “methodically produced in situation” and that the 

activities are intelligible, that they can be described and evaluated under the aspect of their 

rationality (Quété, 1984, p. 105, in Coulon, 1995). However, it does not mean EM treats 

members’ accounts as descriptions of social reality. Rather, members’ accounts reveal the 

constitution of the social reality in which members are able to understand each other and 

communicate. Coulon (1995) has put it: 

If I describe a scene of my daily life, it is not because it describes the world that an 

ethnomethodologist can be interested in but because this description, by accomplishing 

itself, “makes up” the world or builds it up. Making the world visible is making my 

action comprehensible in doing it, because I reveal its significance through the 

exposition of the methods by which I make an account of it. (p. 26) 

 

EM, itself, is not a method. However, to understand humans’ routine activities, EM must 

make use of methods that “preserve the details of local order production over its course for 

the analyst” (Rawls, 2002, p. 6). EM has two main analytic strands, Conversation Analysis 

(henceforth CA) and Membership Categorization Analysis (henceforth MCA). Both CA and 

MCA are flexible analytics as they seek to explicate the moral order on any scene (Sacks, 
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1974, 1984b, 1992). The basic objective of CA is to “describe and explicate the competences 

which ordinary speakers use and rely on when they engage in intelligible, conversational 

interaction” (Heritage, 1984, p. 241). Simply put, CA is an analytic tool that locates its 

meaning in talk-in-interaction. Although CA also provides means for understanding category 

work, this study focuses primarily on MCA. The theoretical understanding of MCA is 

explained in the following section 2.5.2 and its analytic apparatus is explicated in section 

3.5.1. 

  

2.5.2 Introducing MCA 

The functions and universality of categorisation and classification systems have been 

documented as part of the anthropological and sociological canons (Durkheim 1971; 

Durkheim & Mauss, 1963). In anthropological and sociological perspectives, the processes of 

categorisation and classification of people and events are woven into the fabric of everyday 

social practices (Bowker & Star, 1999).  

Category systems are routinised features or locally negotiated actions which are 

ubiquitously elaborated in our mundane life (Rose 1942). Membership categories28

                                                 
28 This thesis will adopt the convention used in Austin et al., (2003), whereby category names are 
written with a capital, for instance, Child, Student, Teacher. Membership Categorisation Device (MCD) 
names are shown in single quotation marks, for example, ‘family’ or ‘occupation’.  

 are 

descriptions and identifications of people or, say, collections of people (e.g., Teacher, Parent, 

Sister or Baby) which are ascribed to members on a routine basis in an attempt to organize the 

social world. The use of membership categories, therefore, is culturally methodic – that is, 

membership categories are accountable and shared within a culture. In this respect, 

Ethnomethodologists place fundamental interest in what a member of a group, a social scene 

or a culture comes to know to achieve the recognized identity (Gruyter, 1991) or 

“membership of some feature-rich category” (Antaki & Widdicombe 1998, p. 2). As an 

analytic, MCA is a means to explicate this aspect of people’s cultural logic. 
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• The nature and prospect of MCA 

EM holds that people know how to act in orderly and social accountable ways. One of 

its analytic tools, MCA, is utilised to document and explicate the categories, classifications or 

identifications that the members use in order to produce sensible accounts in their everyday 

interaction (Freebody, 2003). Further, MCA elaborates how memberships are attributed 

through everyday practices and accounts accomplished by the participants, in both talk and 

text. To carry out any interaction (which includes textual interactions), people must orient 

themselves by showing their relevant identities, classifications, social types or membership 

categories (Hilbert 1992; Sacks 1972; Wilson 1991).  

MCA begins with the proposition that members possess common-sense knowledge of 

formal social structures and this knowledge is a fundamental sense-making and interactional 

resource for social conduct on any given occasion. As Baker (1997, 2000) pointed out, MCA 

treats talk-in-interaction as a social practice in which participants draw on shared cultural 

knowledge to generate categories of people or things. That is, MCA is a way of elaborating 

one of the ways members follow and reconstruct the common cultural conventions. Simply 

put, MCA offers a method to document the details of interaction events by engaging the 

following questions (Baker, 1997; Freebody, 2003; Silverman, 2006).  

• What is going on? 

• How did you make sense of what is going on? 

• Who are engaged in what is going on? 

• How is the natural language used and mastered by the participants? 

• How is the social knowledge invoked and used on the occasion? 

 

2.5.3 Applying MCA to Discourse Analysis 

MCA has been fruitfully applied to many social contexts, demonstrating the situated 

achievement of social categories. To demonstrate MCA as a discourse analytic, this section 
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considers how MCA is used to examine the construction of social identity through 

talk-in-interaction and in public discourse and how MCA is used to examine the construction 

of a gendered world. Here I present a number of empirical studies focused on examining how 

members make sense of their social identities and social practices in and through everyday 

talk in the workplace (Faux, 2004), in cyberspace (Holmes, 2005) and educational settings 

(Evaldsson, 2005) together with a recent MCA work on public discourse (Leudar, Marsland & 

Nekvapil, 2004) and MCA research on gender issues (Land & Kitzinger, 2005; Stokoe, 2004). 

Faux (2004) documented the categorial system through which coal miners from the 

anthracite coal region of Pennsylvania constructed their miner identity in and through 

interview responses and a small group interaction. Faux found that membership was 

accomplished through accounts of their own experiences of being a miner by mastering the 

code of miner talk along with the descriptions of other miners’ behaviours. Also, inference 

rich categories emerged during the miners’ accounts of their work and experience and thereby 

category-bound activities enable the miners to treat themselves as miners and also 

acknowledge each of the other miners as a miner. Faux found that membership analysis 

enabled an understanding of the contextual influences on the cultural identities of these coal 

miners.  

Holmes (2005) investigated the on-line narrative identities of nineteen people with 

arthritis. They were people with arthritis were interviewed about the way they tell their own 

story over the internet. Holmes found a number of different versions of the world in which the 

interviewees’ lives were created through the displays of varied types of arthritis and their 

severity. Evaldsson (2005) documented how the categorizations of pre-adolescent boys of 

immigrant and working-class backgrounds were accomplished in and through managing 

insult talk within peer interaction in an elementary school in Sweden. Evaldsson found that a 

variety of negative category attributes were oriented to and named within 

insult-talk-in-interaction.  
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Eglin and Hester (2003) argued that methodical and categorial resources are central to 

human interaction. Through the examination of the public discourse around the murder of 14 

women by a lone gunman at the L’école Polytechnique in Montreal in 1989, they explicate 

how the public make sense of the gunman as Murderer, relying upon the categorial 

descriptions and commentaries made by the media. They used MCA to show how the gunman 

was identified as a ‘member’ of particular ‘categories’ (e.g., criminal, deviant, perpetrator, 

violence, murderer, killer and so forth). They also explicated the killer’s own category work 

in indexing his victims as ‘feminists’. 

Recent MCA work undertaken by Leudar et al., (2004) exemplified how the categories 

‘us’ and ‘them’ are constructed in the political discourse subsequent to the attacks on New 

York and Washington in September in 2001. They examined speeches by US President 

George W. Bush, the British Prime Minister Tony Blair and Osama bin Laden of Al Qaeda. 

Both Bush and Blair distinguished ‘us’ from ‘them’ in political and moral terms (treating such 

attacks as violent actions) whereas bin Laden did so in religious terms (treating such attacks 

as acceptable action in the future).  

In recent years, a body of scholars has employed MCA to examine gender and related 

issues (Baker, 2000; Eglin, 2002; Nilan, 1994, 1995; Paoletti, 2002). Several researchers have 

combined sequential conversation analysis drawing on Schegloff’s analytic framework 

together with MCA (Speer, 2002; Stokoe, 1998, 2003; West & Zimmerman, 2002). Their 

questions lie on how the gendered world is constructed drawing on the locally- and 

commonsensically-accomplished knowledge.  

Stokoe (2004) argued ‘doing’ of gender takes place in and through situated and 

reflexively-organized practices by means of explicitly-articulated accounts of gender order in 

our everyday society. Stokoe (2000) documented Wowk’s (1984) classic analysis of a murder 

confession. In examining the murder suspect’s accounts of the victim Wowk explored how the 

normative acknowledgment of gender-appropriate activities was used to construct the 
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taken-for-granted realities about how ‘moral types of women’ should behave. Stokoe’s (2003) 

also examined televised talk between disputing neighbours and explicated the links between 

neighbour relationships, gender and morality. She documented the emergence of cultural and 

moral knowledge about gender relevance as warrantable sources of complaints and defences.  

Land and Kitzinger (2005) casted their attention to another strand of gender issues – 

construction of homosexuality identity through MCA work. They tape-recorded 150 

telephones calls from 5 lesbian households in England. Their findings showed that the 

participants index their lesbianism in the same way as heterosexuals index their 

heterosexuality in the calls made to their family and friends. However, in institutional calls in 

which people make assumptions that they are heterosexual the participants engaged in a 

number of activities such as passing (remaining closeted), repairing (coming out in an implicit 

manner) and explicitly coming out. 

Crucially important to this study, MCA has been demonstrated to provide insight into 

the examination of interaction in educational contexts. Its analytic techniques which facilitate 

the examination of classroom talk are explained in section 3.5.1. As this study focuses on 

analysis of the text as well as the classroom talk, the section that follows reviews literature on 

research into classroom interaction. 

 

2.6 Classroom Interaction  

The classroom is a social space in which teachers work to gain understanding of students’ 

perspectives and subjective experiences and thereby respond to their educational, social, 

affective and physical needs (Dewey, 1904; Erickson & Shultz, 1992; Oldfather, 1991; 

Weinstein, 1989). Like many other social situations, a classroom involves gathering people 

together for a specific purpose: in this case, the purpose of teaching and learning. In any 

social situation, people draw on a variety of resources (both on language and on non-verbal 

resources) to achieve a particular purpose. In the realm of classroom interaction, then, the 
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primary question is: what makes the interaction in classroom settings different from the way 

people behave in any other interactional social situations (Austin et al., 2001; Cazden, 1988; 

Edwards & Westgate, 1987; McHoul, 1978). This review examines the ways scholars have 

addressed this question.  

Early studies focusing on the significance of everyday educational interaction were 

reported by Amidon and Hunter (1967) and Barnes, Britton and Rosen (1969). Sinclair and 

Coulthard (1975, p. 15) suggested scholar’s interest in classroom language studies can be 

traced back to the 1940s. It is generally acknowledged that a great many studies focusing on 

social interaction in the classroom context began in the 1950s and 60s (Bales, 1950; Bellack, 

Kliebard, Hyman & Smith, 1966; Flanders, 1970; Freebody, 2003). The work of Flanders 

(1970) and that of Bellack (Bellack et al., 1966) centered on the nature of classroom activity, 

their goal being to improve classroom work. Barnes (Barnes & Todd, 1977) shared the same 

interest with Bellack. Mehan (1979) deliberately focused on how classroom teaching and 

learning were structured. Since the 1970s29

                                                 
29 “Since the 1970s, many other studies, linguistic, applied linguistic, ethnographic, 
ethnomethodological … have proliferated” (Christie, 2002, p. 2). 

 classroom interaction has been a prominent topic 

of research in many different disciplines (e.g., Cazden, 1988; Edwards & Westgate, 1987, 

1994; Hicks 1995; Lemke, 1998). Sociocultural perspectives emphasise the situatedness of 

thinking and speaking in the context of activity (Wertsch, del Rio & Alvarez, 1995) whereas 

anthropological studies focus on the relationship between learning and culture (e.g., Spindler, 

1955). The cognitive perspective centers on the individual’s mental processes in the 

construction of knowledge (von Glasersfeld, 1989) and socio-cognitive or socio-constructivist 

perspectives look at individual’s participation structure to emphasise the social context in 

which the knowledge is constructed. These earlier studies focus on whole-class 

teacher-student interactions. Among these studies and drawing on an ethnographic perspective, 

Mehan (1979) characterized a typical classroom interactive pattern, 
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Initiation-Response-Feedback/Evaluation (IRF/E) sequence in which teachers initiated 

discussion and evaluated students’ answers. This sequence in classroom settings reveals the 

interactional exchanges between the teacher and students and the unequal communicative 

rights in the course of classroom interaction. Especially, the IRF exchange has prominence in 

foreign language classrooms (McTear, 1975; cited in Ellis, 1994, p. 575) where the learners 

almost exclusively rely upon routinised exchanges to interact with their teacher or other 

learners (Fukai, 2000).  

IRE/F is generally acknowledged as the traditional pattern of teacher-student interaction 

in classrooms (Alton-Lee, Nuthall & Patrick, 1993; Bellack et al., 1966; Heap, 1982, 1985; 

Mehan, 1979). The identification of the IRF/E pattern provides insight into the exchange 

structure between the teacher and students and how this works in the accomplishment of 

pedagogic goals. Only a little attention has been paid to the communicative outcome of this 

interactive pattern in the classroom however (Orsolini & Pontecorvo, 1992). For example, 

Austin, Dwyer and Freebody (2003) considered the consequences of the heavy constraints on 

the student’s opportunities to speak. Wells (1993) argued such communicative functions are 

specific to a collective meaning-making process and knowledge construction. In taking up 

this concern, research studies of classroom interaction have shifted their focus from the 

theoretical understanding of structured discourse patterns to examination of the dynamic 

nature teaching and learning (Kumpulainen & Wray, 2001; Orsolini & Pontecorvo, 1992), for 

example interrogating the role of the teacher as a facilitative participant (or say, a 

‘communicator’) in educational practices with the student acting as an active participant (or 

say, ‘learner’) such that social learning is emphasised.  

The communicative roles of the teacher and student in classroom interaction can vary 

and these variations have been described in several ways; teaching and learning as assisted 

performance (Tharp & Gallimore, 1988); the process of guided participation (Rogoff, 1990); 

the display of communicative strategies (Orsolini & Pontecorvo, 1992) and collective 
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argumentation (Brown & Renshaw, 2000). Pylvänäinen, Vasama and Kumpulainen (2006) 

have identified four modes of teacher participation: evocative; collective; appreciative, and, 

facilitative. The teacher’s evocative mode of participation was found to encourage questions, 

free expression and negotiation of opinions from the students. The teacher’s collective mode 

of participation was found to ensure the students’ equal participation in classroom interaction 

as well as their perception of themselves as legitimate members of the learning community. 

The teacher’s appreciative mode of participation was found to value students’ role as 

legitimate members of the learning community. The teacher’s facilitative mode of 

participation was found when teachers were facilitating the classroom interaction via 

“re-voicing questions and interpretations, drawing together perspectives and initiations, 

modeling and monitoring reasoning processes and passing on culturally established 

knowledge and practices” (Kumpulaiene & Wray, 2001, p. 12).  

The pedagogic characteristics of the teacher’s participation in the classroom are 

exemplified in the research studies reviewed above: What role, then, do the students play in 

participation in the social context of classroom interaction? A body of research studies 

documented several aspects of students’ participation, including: 

• Students enact the role of ‘content-knowledge-receiver’ in the traditional form of 

teaching (Edwards & Westgate, 1997; Heap, 1985; Sfard, 1998; Wells, 1985);  

• Students demonstrate their role of ‘answerer’ in classroom communication (Baker 

1991, 1992; Bellack et al., 1966; Delamont 1976; Flanders, 1970);  

• Students use their personal experience and social competence as tools to construct 

school knowledge (Belbas, 2005; Freebody, 2003) and account for normative 

knowledge (Vasilopoulou, 2005);  

• Students learn how to act in ways that are specific to the classroom environment 

(Liebscher & Dailey-O’Cain, 2003; Mehan, 1979a, 1985; McHoul, 1978; Payne, 

1976); 
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• Students position themselves as language learners through displays of their 

differing language proficiency in the ESL classroom context (Miller, 2006) or 

language users in the EFL classroom context (Luk & Lin, 2007); 

• Students are gendered in and through classroom interaction (Duffy, Warren & 

Walsh, 2002; Fassinger, 1995; Jones & Wheatley, 1990; Miller, 2006; Smith, 1992; 

Yepez, 1994); 

• Students are categorized as particular racial or ethnic groups (Epstein, 1993; 

Freiberg & Freebody, 1995), and, 

• Students learn how to become students (Austin et al., 2003; Austin & Freebody, 

2001; Freiberg & Freebody, 1995; Willes, 1983). 

 

Educational practices are fundamentally social and cultural (Freebody, 2003). Rex, 

Steadman and Geraciano (2005) acknowledged the classroom setting as embedded in the 

culture-laden contexts in which commonplace reality and communicative events take place. 

Simply put, the social context of classroom settings is a coherent and complete world with its 

own complex interactive rules and information and problem solving. In taking up Heap’s 

(1985a) idea, Freebody (2003, p. 91) proposed:  

[…] three domains of educational activities as propositional (the contents of the 

knowledge), procedural (the ways of dealing with, talking about, re-presenting these 

propositions), and cultural (the ways in which these propositions and procedures form 

part of broader cultural norms, arrangements and dispositions). Novices are acculturated 

into these domains through talk and through other symbolic artifacts. As well, novices 

navigate their way and use these artefacts on the basis of their encounters with the 

‘expert navigators’, in and out of classroom. All of these domains of learning are 

embedded in interaction, moment to moment, in educational events. 
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Therefore, this study recognizes the need to understand how the classroom interaction 

and discursive events are mutually and culturally accomplished through the educational 

practices undertaken by the teacher and students. In particular, this project takes the stance 

that educational practices in classroom contexts are built on shared knowledge that must be 

constructed through joint activity and discourse. This is especially pertinent in the language 

teaching and learning classroom setting in which the teacher knows the language but the 

students do not. As Rivers (1987) pointed out, interaction is the key facility in the language 

classroom as it is used on conveying and receiving authentic messages, for both the teacher 

and students. Classroom interaction is particular important to this study’s research focus (i.e., 

the nature of classroom teaching of a children’s picturebook in the EFL context). Classroom 

interaction is crucial to the learning process and the examination of it affords significant 

insights into how the teachers approach and construct language teaching. This study 

recognizes teaching English as a foreign language is a social science insofar it has a set of 

underlying principles upon which it is based. That is, EFL teaching recognizably relies on 

particular teaching methods to formulate its principles. These principles, in turn, define the 

relationships that exist between the teacher and the students in classrooms.  

Richards and Rodgers (1986) identified a variety of language teaching methods in terms 

of approach, design and procedure. An approach is concerned with theories of the nature of 

language and language learning whereas design is concerned with the objectives, the selection 

and organisation of language content, activities and tasks, and the roles of teachers, learners 

and materials. Finally, procedures focus on the way a method handles the presentation, 

practice and feedback phases of teaching (p. 28-29). The most commonly identified language 

teaching methods in practice nowadays are the Grammar-Translation Method (e.g., Brown, 

2001; Prator & Celce-Murcia, 1979); the Direct Method (e.g., Brown, 1994); the 

Audio-Lingual Method (e.g., Brown, 1994); the Total Physical Response Method (e.g., Asher, 

1982); the Communicative Language Teaching Approach (e.g., Canale, 1983; Hymes, 1971, 
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1972; Littlewood, 1981; Nunan, 1989); the Silent Way (e.g., Gattegno, 1972); the Community 

Language Learning Method (e.g., Curran, 1976); the Natural Approach and the Suggestopedia 

(e.g., Lozanov, 1978). The majority of these are described and discussed in detail in 

Larsen-Freeman (1986). Of particular significance, this study identifies the distinctive ways 

that specific teaching methods are manifest in the teachers’ lessons. Individual teacher 

demonstrates principles/method relevant to the Grammar-Translation Method, Direct Method, 

Total Physical Reponses and the Communicative Language Teaching Approach from the 

above-noted language teaching approaches. Table 2-1 summarises the relationship between 

these four language teaching methods and the key principles identified at the levels of 

approaches, design and procedures (see Appendix A).  

This chapter has established the theoretical backdrop to this study including children’s 

literature in the EFL context; text and talk analysis theory and methodology and classroom 

interaction. The following, Chapter Three, outlines the research design of this study and the 

methodological perspectives that underpin this study.  
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CHAPTER THREE 

RESEARCH DESIGN AND METHODOLOGY 

“The seed of the productivity of a research programme or project in education lies 

in the nature of its publicly knowable and inspectable procedures. It is in the 

nature of the researcher’s choices of procedures that the potential for the work to 

inform and influence theory, method, practice and policy is sown”  

Freebody, 2003, p. 68. 

 

This research study is situated in the context of EFL teaching in a classroom setting. The 

research questions of this study lie in the distinctions between ‘what texts are’ and ‘what texts 

may afford’ (explained in section 1.3). Its aim is to investigate how teachers approach and 

construct a text in and through classroom interaction with students and to illuminate the 

relation between the classroom talk and the text itself. This study is not interested in the 

teacher’s teaching technique (in a sense of effectiveness), conceptual framework or the way 

the teacher organizes the teaching. Rather, this study is concerned with the way the text is 

organized, recognized, constructed and communicated by cultural members in an educational 

setting. 

This chapter outlines this study’s research design. The Research Setting is outlined in 

section 3.1 and Participants explained in section 3.2. Methodology is elucidated in section 3.3 

along with the description of the two major methodological perspectives in sections, 3.3.1 and 

3.3.2. In considering the visual text in the children’s picturebook as a complementary 

component to the written texts, section 3.3.3 outlines a methodological framework of visual 

semiotics from a Hallidayan perspective. Section 3.4 gives a justification of the methodology 

in terms of the credibility of this research study (section 3.4.1); sampling strategy (section 

3.4.2); triangulation (section 3.4.3) and the compatibility of SFL and EM (section 3.4.4). 

Section 3.5 explicates the Analytic Techniques applied in this study: MCA (section 3.5.1); 

SFL (section 3.5.2) and functional grammar of visuals (section 3.5.3). Data Collection is 
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explained in section 3.6 with the descriptions of two sources of data - Audio 

recordings/transcripts of classroom interaction (section 3.6.1) and Text in children’s literature 

(section 3.6.2). Section 3.7 elaborates the Ethical Considerations of this study and the last 

section 3.8 summarises this chapter.  

 

3.1  Research Setting 

This research study takes place at Grand Future Private English School30

 

 in Tainan City 

in Taiwan. Grand Future Private English School is a well-established school with a stable 

staff. It has been running for twenty years in Tainan City and there are twelve Chinese 

English-teaching teachers, one full-time Foreign English-teaching teacher and approximately 

two hundred and thirty students at the time the data was gathered for this study. The clientele 

is primarily upper middle-class and the parent group is engaged in government, business and 

professional occupations. There are twenty classes classified into different levels (i.e., 

elementary, intermediate, advanced and vocational). One intermediate class of the English 

classes was selected as the research setting. The chosen class is held twice a week on every 

Tuesday and Friday. Each lesson takes up two hours with a ten-minute break. The textbook 

used in the class at the time of the research was the McGraw-Hill Reading Volume 4. The 

class had two English-teaching teachers, a Chinese-speaking teacher (Chinese Teacher - 

henceforth CT) and an English-speaking western teacher (Foreign Teacher – henceforth FT). 

In this class the Chinese teacher teaches mostly in English and occasionally in Mandarin. The 

Foreign teacher teaches in English. All the students have Mandarin and/or Taiwanese as their 

first language. This study observed and recorded twelve lessons wherein the Chinese 

English-teaching teacher conducted nine lessons and the Foreign English-teaching teacher 

taught three lessons.  

                                                 
30 This is a pseudonym that captures something of the spirit of the school’s name in Mandarin.  



 64 

3.2  Participants 

In this study, the central concern is to investigate how the teachers approach the text and 

communicate a sense of meaning to the students in and through classroom talk around the text. 

Hence, the target participant groups in this study include 1) students who learned English as a 

foreign language at Grand Future Private English School in Taiwan and 2) the teachers of the 

English program. Based on the purposive sampling technique (as explicated in section 3.4.2), 

the teacher with the identified characteristic was selected under certain considerations: 

1. The teacher has utmost familiarity with the teaching material used in class along 

with extensive teaching experience (i.e., more than 3-5 years in Grand Future 

Private English School); 

2. the teacher is in charge of planning the in-class activities, worksheets and lessons 

used in all English courses in Grand Future Private English School, and;  

3. the teacher is willing to participate in this study after being approached and 

consulted for voluntary participation by the Principal of the school.  

 

The Chinese Teacher, Vivian (pseudonym), is an enthusiastic and experienced teacher. 

The Foreign Teacher, Abby, is from Ireland. She is the full-time English-teaching teacher at 

the school. The Foreign Teacher only deals with one hour of teaching a week. At the time the 

data were collected, both had been teachers of the nominated class for three years. When 

Abby teaches, Vivian observes the class and renders assistance when it is necessary (e.g., 

translation aids to ease the language barrier). The initial request to Vivian and Abby was for 

permission to tape record their ‘routine’ teaching of one complete literature unit and gather a 

photocopy of the teaching plan and the handouts used in the class. Both teachers were keen to 

supply whatever data were considered essential to this study.  

The 10 students of the class under study were all 10 or 11 years old at the time of the 

data gathering and there were 3 female and 7 male students. Note that one member of the 
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class, Peggy (11-year-old female), joined the class during the period of the study in this 

classroom. She joined the class for the last four classes of the unit of teaching. Most students 

had been at this school since school entry and had been classmates during the preceding 3 

years of schooling. The students were seated in rows of desks, two students at each 

two-person desk. At times the desks were arranged to be a U-shaped for group activities (e.g., 

game). The teacher’s desk was at the right upper front of the room facing the students.  

Before agreeing to participate in this study, the informed consent procedure was 

followed. Each participant involved in this study was provided the information sheet which 

included a full disclosure of all information relating to this research study. Fulfilments of the 

basic elements of informed consent were individually addressed in the information sheet (e.g., 

information of the principal investigator and research team, explanation of the purpose of the 

research, terms of participation, expected duration, a description of the procedures to be 

followed, description of any foreseeable risks and discomforts, alternative procedures, 

confidentiality, compensations, data maintenance, contact person, statement of voluntary 

participation and so forth.). The consent documents (including information sheet and consent 

form, see Appendix J) were made available both in English and in Mandarin. Also, due to the 

students’ age and level of understanding, informed consent was sought from the students 

orally. Upon agreeing to participate, the participants signed the written consent forms. Each 

signed consent form is maintained by the researcher and a copy was provided to the 

participants. All the students and the teachers, both the Chinese and Foreign teachers, 

involved in this research study agreed to participate.  

 

3.3  Methodology 

The central concern of this study is how texts construct the social reality. The term, text, 

has become “multimodal” to incorporate visual, electronic and printed representations of 

language (Unsworth, 2001, p. 9). Others have defined text as; crafted communications 
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(Freebody, 2003); a piece of language in use (Halliday & Hasan, 1985); representations of 

languages and objects (Silverman, 1997, 2001, 2006); interaction and social action (Francis & 

Hester, 2004); active social phenomena (Watson, 1997) and representations of reality and 

cultural experience (Austin et al., 2001; Silverman, 1997, 2001, 2006). Freebody (2003) noted 

that there are two broad approaches to the analysis of text: “those deriving from linguistics 

and those from sociology” (p. 180). Text as understood from both sociological and linguistic 

perspectives is fundamental to this study.  

Successful textual study must be founded in clearly-defined approaches. Silverman 

(2006) proposes three important facets to textual analysis: 1) a clear analytic approach; 2) 

relevance of the theory to the textual analysis and 3) detailed data analysis (p. 194). This 

research study takes up Silverman’s proposal and hence the following will explicate the two 

theoretical and analytic foci. Considering both linguistic and sociological approaches within 

qualitative research, this study employed Systemic Functional Linguistics (SFL), with its 

emphasis on how language functions in text (Freebody, 2003) and Ethnomethodology (EM) 

which centers on how language is used to accomplish social practices (Francis & Hester, 2004; 

Heritage, 1984).  

The following sections investigate EM and SFL as enabling informative modes of 

discourse analysis. 

 

3.3.1 Ethnomethodological Perspectives 

With its origin in sociology, EM, itself, is not a method. Sociology focuses on social 

facts whereas EM, as a subfield of sociology, centers on the actual accomplishment of those 

social facts. As Garfinkel (1967/1984) put it: 

[Ethnomethodological studies] seek to treat practical activities, practical circumstances 

and practical sociological reasoning as topics of empirical study, and by paying to the 

most commonplace activities of daily life the attention usually accorded extraordinary 
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events, seek to learn about them as phenomena in their right. (p. 1) 

 

EM is the branch of ethnography which studies “folk’ (ethno) methods (methodology) 

for organizing the world” (Silverman, 2006, p. 158). That is, EM focuses on the skills (or 

methods) people use in producing and understanding the social world in which they live. In 

this study, I treat EM as a ‘toolkit’, providing a set of interpretative concepts, a ‘state of mind’ 

and the analytic approach to illuminate the value of discourse analysis.  

Recall that the central research question of this study is to investigate how a text in 

children’s literature is constructed in and through classroom interaction in the EFL context 

(i.e., what texts may afford) and how classroom talk relates to the text itself (i.e., what texts 

are). EM takes it that social practices are accomplished through the talk (and text) of 

members (Cuff & Payne, 1984; Francis & Hester, 2004; Freebody, 2003). Hence, by focusing 

on the talk (and text), EM provides a way to focus on the actual what and how of the social 

practices that construct text in children’s literature in educational settings. As Heap (1985) 

argued, participants in whole-class interaction “speak to get things done” (p. 249). The focus 

on what ‘gets done’ in the course of classroom talk reveals EM’s concern with classroom talk 

as a “practical activity” and a “local accomplishment” (Austin et al., 2001, p. 26). Freebody 

(2003) argued that “analysis of texts as they are used in educational settings needs to begin 

with an understanding of education as cultural practice” (p. 185) and thus this study is 

situated in the context of Cultural Science studies. As a widely used form of Cultural Science 

in educational studies (Freebody, 2003), Ethnomethodology provides “both theoretical and 

analytic procedures for reconsidering the relationship between social structure and everyday 

social practices” (Austin et al., 2001, p. 9).  

A further consideration of employing EM in this study lies in another of EM’s precepts: 

“unique adequacy”. As Garfinkel (1967) pointed out: 

[for the analyst or investigator] to recognize, or identify, or follow the development of, 
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or describe the phenomena of order in local production of coherent detail the analyst 

must be vulgarly competent to the local production and reflexively natural 

accountability of the phenomenon of order he [sic] is ‘studying’. (p. 176) 

 

The requirement of unique adequacy reveals EM’s concern of “just-thisness” or 

“haecceities” (Garfinkel, 1967, p. 99) which requires the researcher to immerse in the 

situation so as to develop deep competencies in the particular context being studied (Francis 

& Hester, 2004; Rawls, 2002). In taking up this concern, my six years TESOL teaching in 

Taiwan places my vulgar understanding as being a competent practitioner in the EFL context.  

 EM is interested in how people use language to accomplish their social activities as it 

argues that social life is permeated by language at every level (Francis & Hester, 2004). The 

context of this study is situated in an EFL classroom in which the teacher knows English 

language better than the students and thus the focus of the classroom talk is communication in 

English with a pedagogic purpose, that is, to learn English language. It is worth nothing that 

students also do a lot of learning about the nature of the social world in the classroom, be it in 

the context of L1 (i.e., First Language) or L2 (i.e., Second Language). EM is a state of mind 

that allows social members to gain some insight into this. In line with the focus on 

‘language-in-use’ as it is used in ‘talk-in-interaction’, EM with its central concerns on the 

constitutive nature of action through language and interaction, is the underpinning perspective 

for this study.  

 

3.3.2 Systemic Functional Linguistics Perspectives 

Originating from linguistics, Systemic Functional Linguistics is interested in the 

functional ways language operates (Eggins, 1994; Eggins & Slade, 1997; Halliday, 1985). Its 

method, Systemic Functional Grammar, is a way of analyzing text through the simultaneous 

metafunctional organization of grammatical structures to realize the ideational, interpersonal 
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and textual meanings of language. The theoretical aspects of Systemic Functional Linguistics 

are explicated in section 2.4.1 and the basic analytic techniques for analyzing the text in 

children’s literature are detailed in section 3.5.2.  

Systemic Functional Linguistics can be utilised to explicate how text itself is constructed. 

There are a number of understandings of language that Systemic Functional Linguistics 

brings to the examination of social reality (or say phenomenon) as constructed in text31

 text is interaction in which the crafter of the text builds in and makes evident 

presuppositions concerning knowledge, disposition, values, and so on (Freebody, 

2003, p. 181);  

:  

 texts have their own active structuring effect – text-as-read (Watson, 1997, p. 88); 

language (i.e., in all forms) can be seen as inextricable parts of the phenomenon 

(Chouliaraki & Fairclough, 1999; Fairclough, 1992; Gee, 1992, 1999; Lemke, 

1995; Silverman, 2001, 2006; Watson, 1997);  

 language interconnects the linguistic and the social (Eggins, 1994; Unsworth, 

2001); 

 language is a meaning-making resource embedded in a social and cultural context 

(Butt et al., 2000; Eggins, 1994; Halliday, 1985a; Unsworth, 2001); 

 language is used to construct, maintain and define what constitutes appropriate 

meanings in possible contexts in certain cultures (Eggins, 1994, p. 307); 

 text carries historical and cultural meanings (Ong, 1958);  

 text is a harmonious collection of meanings appropriate to its context (Butt et al., 

2000, p. 3);  

 text positions the readers, and,  

 text operates in a reflexive manner with respect to the relationship between the 

topic at hand and the reader (Freebody, 2003, p. 191).  
                                                 
31 In the following discussions, I use text and language interchangeably.  
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Text thus can be inspected for how it constructs sense of reality and Systemic Functional 

Linguistics provides a very useful theoretical and analytical framework for exploring and 

explaining how texts mean. As Eggins (1994) argued: 

What is distinctive to systemic linguistics is that it seeks to develop both a theory about 

language as social purposes AND an analytical methodology which permits the detailed 

and systematic description of language patterns. (p. 23) 

 

Systemic Functional Linguistics is adopted as the framework of explaining ‘what texts 

are’ or, in other words, ‘why a text means what it does’ in terms of two considerations 

proposed by Eggins (1994). First, we can contrast the interpretation with the explanation of 

text and, second, we can recognize a distinction between the understanding of a text and its 

evaluation (p. 309). Regarding the first, Halliday and Hasan (1976) noted that “the linguistic 

analysis of text is not an interpretation of that text; it is an explanation” (p. 327). The 

traditional approach to text analysis is treated as an interpretive activity – that is, its aim is to 

uncover and state What a text means. Rather, systemic analysis of a text focuses on How a 

text means. With regard to the second consideration, Halliday was clear that understanding of 

a text involves the use of linguistic analysis to show “how, and why, the text means what it 

does” (1985a, p. xv-xvi). However, he recognized that to evaluate a text could be the more 

difficult goal for text analysis to achieve: 

the linguistic analysis may enable one to say why the text is, or is not, an effective text 

for its own purpose – in what respects it succeeds and in what respects it fails, or is less 

successful. (Halliday, 1985a, p. xv-xvi) 

 

Halliday recognized that an evaluation of text depends also on understanding the many 

facets of text. 

It assumes an interpretation not only of the environment of the text, its ‘context of 
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situation’ and ‘context of culture’, but also of how the linguistic features of a text relate 

systematically to the features of its environment, including the intentions of those 

involved in its production. (Halliday, 1985, p. xv-xvi) 

 

In this respect, a text is treated as a reflection of cultural and social order, ideas, attitudes 

and ideologies relevant to the social context in which both its crafter and assumed readers live 

(Freebody, 2003). As Eggins (1994) argued: 

our use of language will also be influenced by our ideological positions; the values we 

hold (consciously or unconsciously), the biases and perspectives we adopt…. Most 

language users have not been educated to identify ideology in text, but rather to read 

texts as natural, inevitable representations of reality. (p. 10-11) 

 

In a word, whatever use we put language to, we are expressing attitude, idea, proposition 

and taking up a role. Christie (2002) claimed “language is never neutral, for it is necessarily 

involved in the realization of values and ideologies; just as it serves to realize such values and 

ideologies” (p. 7). This acknowledgment is especially pertinent to this study – the text is 

produced by a western writer but it is interpreted (explained, constructed, organized, 

accomplished etc.) in an EFL classroom context. This leads us to consider the “pre-conditions 

of interpretation” (Freebody, 2003, p. 191). The text crafter makes the text sensible, that is, 

able to be made sense of, understood and appreciated by the (implied, intended or unknown) 

readers. As Watson (1997, p. 90) argued 

readers, then, actively interpret texts but cannot interpret them in just any way they wish. 

The texts themselves contain ‘instructions’ which yield strongly preferred readings. 

 

The point is not that a reader must agree or disagree with the meaning they read per se, 

but rather that the readers could, or may, grasp the messages. This study recognizes that while 
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a reader may interpret the text in particular ways, both the text crafter (and text) may position 

the (assumed) readers in certain ways. As Freebody (2003) pointed out, the text crafter 

assumes a particular kind of “default reader” who makes sense of the text in “a default set of 

circumstances” with “a default collection of understood or implicit purposes” (p. 191). In a 

word, the text crafter uses language appropriate and specific to the social context of their 

assumed reader. The process of using language is a semiotic process, a process of making 

meanings by choosing. As Eggins (1994) pointed out:  

language is a semiotic system: a conventionalized coding system, organized as sets of 

choices. The distinctive feature of semiotic systems is that each choice in the system 

acquires its meanings against the background of the other choices which could have 

been made. This semiotic interpretation of the system of language allows us to consider 

the appropriacy or inappropriacy of different linguistic choices in relation to their 

contexts of use, and to view language as a resource which we use by choosing to make 

meanings in contexts. (p. 3) 

 

In this respect, the construction of the text in the given setting “result[s] in ‘purposeful 

distortions’ – omissions, additions, and systematic mis-representations and these distortions 

have consequences for textual depiction and thus our understanding of reality” (Freebody, 

2003, p. 177). This concern reflects a question crucial to this study – how does the teacher 

negotiate the texts in order to make meanings with the students? As Luke, de Castell and Luke 

(1983) put it, “text and teacher can be seen to co-constitute a domain of knowledge and to 

co-constitute one authoritative identity” (p. 124). Baker and Freebody (1989) referred to this 

as the “teacher-text partnership” (p. 165). While the teacher in the teacher-text partnership has 

privileged knowledge of the text (privileged compared to the students), this study is situated 

in EFL context where teacher is presumed to know the text in an especially privileged way as 

she knows the language better than her students. So we ask, does the teacher negotiate the 
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texts in an “individual selective manner” during the course of teaching (Luke et al., 1983, p. 

118). To answer this question, this study acknowledges that an Ethnomethodological approach 

can be used to examine such ‘individual selective readings’ in the sense of ‘what texts may 

afford’. Also, Systemic Functional Linguistics’ descriptive and interpretive framework of 

viewing language as a meaning-making resource is a powerful means of exploring ‘what texts 

are’ in the sense of how the text itself constructs social reality.  

As stated earlier, this study recognizes that verbal and visual modes facilitate 

meaning-making. In other words, the different semiotic systems express and realize meanings 

in a complementary manner. In this respect, a theoretical review of visual semiotics is  

considered germane. The following discussion will briefly explicate the aspects of Hallidayan 

perspectives on visual semiotics developed by a number of researchers with particular focus 

on the visual grammar as developed by Kress and van Leeuwen (1996, 2006) whose 

social-semiotic models for visual analysis are applicable to the interpretation of visuals in 

Yasmin’s Ducks.  

 

3.3.3 The Hallidayan perspective on visual semiotics 

The theoretical framework of visual analysis for this study is drawn from Kress and van 

Leeuwen’s (1990, 1996, 2006) social-semiotic model of visual design as outlined in their 

work Reading Images (1990, 1996). In their work, Kress and van Leeuwen borrowed a 

number of categories from Systemic Functional Linguistics (Halliday, 1985, 1995) for the 

examination of visual images. It is to be recalled that Halliday’s (1985) Systemic Functional 

Linguistics approaches language as a socially-based semiotic system. Language is functional, 

semantic, context specific and used to fulfill three meta-meanings simultaneously: ideational, 

interpersonal and textual. Drawing on this functional-semantic approach to language and 

communication, a group of researchers including Kress and Hodge (1979, 1988), Kress and 

van Leeuwen (1990, 1996) and O’Toole (1994, 1995) adapt these linguistically-derived 
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insights to examine non-linguistic modes of communication. Kress and his co-authors are 

concerned with various types of images such as photographs, drawings and diagrams whereas 

O’Toole reinterprets Halliday’s metafunctions of language to examine the displayed art in 

painting, sculpture and architecture. Each of the frameworks developed by Kress and van 

Leeuwen (1996, 2006), O’Toole (1994, 1995) and Lemke (1998b) acknowledged that the act 

of reading (or viewing) a visual involves the simultaneous interplay of the three elements 

which relate to Halliday’s (1985) three metafunctions: ideational, interpersonal and textual. 

Kress and van Leeuwen (1996, 2006), O’Toole (1994, 1995) and Lemke (1998b) each 

extended Hallidayan interpretation of meaning-making to account for their specific 

metafunctional views of visual semiotic modes. Table 3-1 below outlines their varying 

metafunctional views of visual communication. For further descriptions of O’Toole and 

Lemke’s schematic framework of metafunctions, refer to Martin (2002).  

Table 3-1 Metafunctional views of verbal and visual communication 

Mode Verbal Visual 

       perspective 
metafunctions 

Halliday (1985) Kress & van 
Leeuwen (1996) 

O’Toole (1994) Lemke (1998b) 

naturalizing reality Ideational  representational  representational representational 

enacting social 
relations 

interpersonal  Interactional modal Orientational 

organizing text textual  compositional compositional Organizational 

 Adapted from Martin (2002, p. 1) 

 

In line with Halliday’s metafunctional standpoint, Kress and van Leeuwen (1990, 1996) 

developed a functional grammar to ‘read’ images. Kress and van Leeuwen argued that 

“language and visual communication both realize the same more fundamental and 

far-reaching systems of meaning that constitute our culture, each by its own specific forms, 

and independently” (p. 17). Their approach to the interpretation of visual meanings takes up 

the point of view that “visual, like all semiotic modes, has to serve several communicational 
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(and representational) requirements, in order to function as a full system of communication” 

(p. 40). In this respect, Kress and van Leeuwen considered that both verbal and visual codes 

are used to realize meaning by different methods which in turn draw on different semiotic 

systems. Their aim, therefore, is to utilise the underlying principles in the ‘grammar’ of verbal 

text to explicate the ‘grammar’ of visual text. Kress and van Leeuwen’s (2006) application 

and adaptation of the socially-based SFL model of visual semiotics concentrates on 

what might be regarded as the equivalent of ‘words’ – what linguists call ‘lexis’ – rather 

than ‘grammar’, and then on the ‘denotative’ and ‘connotative’, the ‘iconographical’ and 

‘iconological’ significance of the elements in images, the individual people, places and 

things (including abstract ‘things’) depicted there. (p. 1) 

 

Kress and van Leeuwen (1996) argued that reading (or viewing) a visual involves 

reading a structurally coherent arrangement of elements which combine and integrate two 

kinds of participants (i.e., interactive participants and the represented participants)32

 Ideational meanings: realized in the representational structure of visual 

representations semantically relating represented participants;  

  (p. 

40-41 & p. 45-46). These three elements, the interactive and represented participants and the 

coherent structural elements of a visual, correspond with the metafunctional terminology 

posited by Halliday: 

 Interpersonal meanings: realized in the interactive structure of visual 

representations semantically relating interactive participants, and,  

 Textual meanings: realized in the compositional structure of visual representations 

semantically relating the elements on a page to each other.  

                                                 
32 The former are the participants in the act of communication – the participants who speak and listen 
or write and read, make images or view them, whereas the latter are the participants who constitute the 
subject matter of the communication; that is, the people, places and things (including abstract ‘things’) 
represented in and by the speech or writing or image, the participants about whom or which we are 
speaking or writing or producing images (Kress & van Leeuwen, 1996, p. 45-46; 2006, p. 48). 
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In short, Kress and van Leeuwen (1990, 1996) referred to their schematic framework of 

metafunctions as ‘Representational’ for ideational, ‘Interactive’ for interpersonal and 

‘Compositional’ for textual. 

As indicated in section 3.3, the analytical framework of visual analysis applied to this 

study will draw on the visual interpretation derived from Kress and van Leeuwen’s (1996) 

work. In considering their wide range of analytical terms, this present study adapted the 

existing terminology of SFL theory along with Kress and van Leeuwen’s concept of visual 

grammar in order to facilitate the description in a functional-semiotic manner. Figure 3-1 

below is a diagrammatical representation of the way that Kress and van Leeuwen adapted and 

applied the SFL model to the visual semiotic framework (adopted from Butt et al., 2000).  

 

Figure 3-1 Levels of visual expression and realisation in SFL Model 

Extra-visual Levels 
Context of Culture 
Context of Situation 
realized in 
Visual Levels 

 
Semantics 

(system of visual meanings) 
 

realized in 
 

Visual Grammar 
(system of visual design) 

 
realized in 

 
Representational Symbology 
(systems of display elements) 

 

Reading from the top of the diagram downwards, the extra-visual contexts are realized 
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in the visual level of the non-verbal language and the meaning of visual representation is 

realized in the system of Semantics, Visual Grammar and Representational Symbology. At the 

lowest level of this model of visual expression and realisation, the term Representational 

Symbology is used to refer to the level of Phonology in the SFL model. This accounts for the 

different ways of expressing the visual communication – the system of various display 

elements available to the production of a visual. As Dondis (1973) put it, visual elements 

(such as dot, line, shape and so forth)33

Both language and visual representations are structured in meaningful ways that make 

sense to members of a culture. Like the lexicogrammar, visual-grammar functions as “a 

means of representing patterns of experience” which “enables human beings to build a mental 

picture of reality, to make sense of their experience of what goes on around them and inside 

 are the “compositional source for all kinds of visual 

materials and messages and objects and experiences” (p. 15). The visual level of language is 

basically comprised of two levels, the second realizing the first. The first level ‘Semantics’ as 

a system of visual meanings is realized in the second level ‘Visual Grammar’ which is 

characterized as the systems of visual design which in turn are realized by the system of 

display elements in Representational Symbology.  In keeping with the SFL view of language 

wherein sounds are combined into words which then combine with other words into clauses, 

sentences and whole texts, the functional perspective of visual grammar is concerned with the 

specific ways that images are represented and organized by the use of various visual elements 

combined into a meaningful structure/pattern.  

                                                 
33 Dondis (1973) summarised various primary display elements as 1) the dot; which is the minimal 
visual unit, pointer or marker of space on the page; 2) the line; which can be a fluid “restless articulator 
of form” in sketches, or a rigid line which is used to tightly control visual space (as in a technical 
drawing); 3) shape, this includes the basic geometrical shapes of the circle, square, triangle, and their 
various combinations and dimensional versions; 4) direction; this is the “thrust of movement” (vectors) 
which arise from the nature of the various circular, diagonal and perpendicular shapes; 5) tone; the 
presence or absence of light; 6) colour; allied with tone, this element is important for its chromaticity 
(purity and intensity of hue); 7) texture; the surface characteristics, which can be optical or tactile; 8) 
scale or proportion; is concerned with salience, or relative size and measurement and 9) dimension and 
motion; the use of perspective to give a sense of depth, and the use of depth of field in still and moving 
film (p. 15-16) 
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them” (Halliday, 1994, p. 106). For instance, in the lexicogrammar of the SFL model, the 

clause is realized as the fundamental meaning structure in our linguistic communication with 

others. The clauses typically express our experience of the world, signaling the nature of the 

exchange and organizing the language into coherent patterns. In the visual-grammar, visuals 

organize their meaning in a similar manner – meanings are realized by different arrangements 

of the visual display elements. Thus, in visual-grammar, as there is in lexicogrammar, visual 

‘syntax’ is organized to realize the participants depicted (through visual Transitivity systems), 

the viewer and the viewed (through visual Mood and Modality systems) and the relative 

emphasis among different elements displayed in the visual representations (through visual 

composition systems).  

In considering the value and applicability of a functional grammar of visual design as 

contributing to visual analysis, Kress and van Leeuwen’s (1996) analytical parameters applied 

to this study are concerned with three visual systems 1) the visual structure of representation 

in terms of Narrative and Conceptual Representations; 2) the position of the viewer in terms 

of Contact, Social distance, Perspective and Modality and 3) the compositional structures in 

terms of Information Value, Salience and Framing. The categories of each visual system are 

summarised in Table 3-7 (see Appendix E), Table 3-8 (see Appendix F) and Table 3-10 (see 

Appendix G). A description of each visual system is explicated in greater detail in section 

3.5.3.  

Before turning to the analytic techniques in EM, SFL and Visual Grammar, I first 

consider a justification of the methodology in terms of its sampling strategy, the application of 

triangulation and the compatibility of EM and SFL. 

 

3.4  Justification of the Methodology 

Two central concepts in any discussion of the credibility of scientific research are 

‘validity’ and ‘reliability’. Hammersley defined: 
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[Validity as]…the extent to which an account accurately represents the social 

phenomena to which it refers. (Hammersley, 1990, p. 57) 

[Reliability as] … to the degree of consistency with which instances are assigned to the 

same category by different observers or by the same observer on different occasions. 

(Hammersley, 1992, p. 67)  

 

Simply put, validity is concerned with ‘accurate reports’ whereas reliability deals with 

‘replicability’. The following discussion (section 3.4.1) focuses on the issue of achieving the 

validity of social science research as well as on how to satisfy reliability criteria in this study.  

 

3.4.1 Credibility of social science research 

Investigators can make their qualitative research credible by not only enhancing the 

reliability of their data and methods but also the validity of their findings. As Freebody (2003) 

emphasised, “considerations of validity in qualitative research perhaps more urgently than in 

other forms, call for an explicit and careful treatment of the relationship between the original 

events, the research process, and the nature, scope and warrantability of the conclusions” (p. 

69). The concept of validity is described by a wide range of terms in qualitative studies. 

Maxwell (1992) proposed five categories to judge the validity of qualitative research: 

descriptive validity, interpretive validity, theoretical validity, generalizability and evaluative 

validity 34

                                                 
34 Descriptive validity refers to the accuracy of the data; interpretive validity is inherently a matter of 
inference from the words and actions of participants in situations studied (p. 49); theoretical validity 
addressed “the theoretical constructions that researcher brings to, or develops during the study” (p. 50); 
generalizability refers to the ability to apply the theory resulting form the study universally and 
evaluative validity assess the evaluations drawn by the researchers (Maxwell, 1992).  

. Auerbach and Silverstein (2003) further suggested the sixth category 

‘transparency’. Maxwell’s concepts were taken up by other researchers but using different 

terms. Walsh’s (2003) ‘credibility’ captured the same concept as descriptive validity. Walsh 

(2003) and Lincoln and Guba (1985) termed interpretive validity as ‘conformability’ and 
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‘justifiability’ is the term used by Auerbach and Silverstein (2003). Walsh (2003) used 

‘transferability’ to refer to generalizability and Walsh (2003) and Lincoln and Guba (1985) 

termed transparency as ‘dependability’. Guba and Lincoln (1994) labeled three major 

paradigms that influence the researcher’s choice of validity procedures:  

I. Postpositivist paradigm suggests the qualitative research consists of rigorous 

methods and systematic forms of inquiry;  

II. Constructivist paradigm suggests pluralistic, interpretive, open-ended and 

contextualized perspectives toward reality, and,  

III. Critical perspective holds that researcher should uncover the hidden assumptions 

about how narrative accounts are constructed, read and interpreted. (Creswell & 

Miller, 2000, p. 125-126) 

 

Generally, there are a number of criteria of assessing validity in line with these three 

paradigms in qualitative research: Adopting Creswell and Miller’s (2000) concept, Table 3-11 

illustrates a variety of validity procedures within these paradigm assumptions (see Appendix 

H). These validity procedures are either thought of as appropriate or inappropriate to 

qualitative research. Fielding and Fielding (1986) argued the use of triangulation that 

“methods are often drawn from different theories cannot give us an ‘objective’ truth” (p. 33). 

Hammersley and Atkinson (1983) made a similar comment: “one should not adopt a naively 

optimistic view that the aggregation of data from different sources will unproblematically add 

up to produce a more complete picture” (p. 199). Respondent validation has been posed as a 

validity strategy in some qualitative research. Lincoln and Guba (1985) emphasised it is “the 

most crucial technique for establishing credibility” (p. 314). However, Bloor (1983) argued of 

respondent validation “they do generate further data which, while not validating the research 

report, often suggest interesting paths for further analysis” (p. 172). Following Bloor (1983), 

Fielding and Fielding (1986) pointed out “such feedback cannot be taken as direct validation 



 81 

or refutation of the observer’s inferences. Rather such processes of so-called ‘validation’ 

should be treated as yet another source of data and insight” (p. 43). Pink (2004) seemed to 

take something of a middle ground arguing that “by asking informants for their views on 

research, researchers can gain vital new information because informants do not always agree 

with our analyses of them and their comments can provide important new insights” (p. 395).  

This study recognized to some extent each of these criteria explained above serves as a 

test of validity. The choice of validity procedures will vary depending on the project, the 

audience for whom the researcher is writing and the people available to provide an 

assessment. This research study approached validity by choosing the method of study 

appropriate to its subject matter and is rigorous, critical and objective in its handling of data 

(Creswell, 1998; Davies & Dodd, 2002; Kirk & Miller, 1986; Silverman, 2006).  

In this study, limited researcher interference was facilitated in data collection. First, this 

study collected textual data – the text of a children’s picturebook, which includes the written 

texts and the visual texts (e.g., illustrations). Silverman (2006) called textual data “unfiltered 

through the researcher’s fieldnotes” and “in principle35

                                                 
35 Silverman (2006) explained “in principle” refers to any text that can possibly be forged.  

 more reliable than observations” (p. 

285). The public and tangible nature of textual data limits researcher inference. Second, this 

study recognized the classic form of data collection in naturalistic research is observation of 

participants in the context of a natural scene, because observation can lead to deeper 

understandings than interviews alone. Observation provides the knowledge of the context in 

which social events naturally occur and may enable the researcher to see things that 

participants themselves are not aware of or they are unwilling to discuss (Patton, 1990). In 

addition, the audio recordings enable the researcher to make a more accurate report for 

checking and rechecking the data a number of times. By repeatedly examining the data and 

analysis procedures, the researcher was able to make judgments about the potential for bias or 

distortion. That is, recording serves as a reflection of the situation. However, to some extent 
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the presence of an observer is likely to introduce a distortion of the natural scene and 

therefore minimal researcher inferences was achieved by the researcher taking a relatively 

unobtrusive role in the course of observing and audio-taping the research setting. Further, the 

classroom lessons were conducted by the teacher as she originally scheduled in an endeavour 

to minimize researcher intrusion. Every endeavour was made not to influence the teacher’s 

teaching and planning in any way and any physical contact with the students was minimized 

in classroom. However, it must be acknowledged that the teachers being studied were fully 

aware of being observed and recorded and so were the students. Thus, such awareness may 

have, or may not have, impacted on the usual teaching and also the students’ behaviour in 

class. This change is known as Hawthorne Effect. Both the teachers appeared to conduct the 

lessons without ‘particular preparation. However, the students participated in the lessons with 

a breach of normal routine on account of their awareness of ‘being observed’. Some of the 

students demonstrably shifted their attention from the lesson to the researcher on occasion. 

Apart from this apparent evidence of absent-mindedness, none of the students spoke to the 

researcher throughout the period of observation. 

A number of researchers asserted that the credibility of a qualitative research report relies 

heavily on the researcher’s ability to be sensitive to the data (Glaser & Strauss, 1967; Lincoln 

& Guba, 1985; Strauss & Corbin, 1990). What Strauss and Corbin (1990) called theoretical 

sensitivity “refers to the attribute of having insight, the ability to give meaning to data, the 

capacity to understand, and capability to separate the pertinent from that which isn’t” (p. 42). 

Lincoln and Guba (1985) identified the role of the researcher in qualitative research as being 

responsive to environmental cues in making the choice of instruments for naturalistic inquiry, 

collecting information at multiple levels simultaneously and processing data as soon as they 

become available. The researcher then is obliged to perceive the situation holistically so that 

the atypical and/or unexpected responses and interactions between the participants can be 

explored. Hence, I, as the researcher, decided to sit in the research site two weeks prior to the 
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start of actual observation. By doing so, I became familiar with the setting and the setting 

became familiar to me, that is, the participants had time to feel comfortable with my presence 

before data gathering even began. This may have minimised the inference of my presence 

during the observation. However, problems of bias can arise in observation that might 

undermine validity. Kumar (2005) explained that “bias is a deliberate attempt either to hide 

what you have found in your study or to highlight something disproportionately to its true 

existence” (p. 214). In an effort to eliminate such bias, I recorded both descriptive fieldnotes36

Another important aspect of enhancing the credibility of qualitative research is the 

reliability. This is “the extent to which an experiment, test or measurement yields the same 

result or consistent measurements on repeated trials” (Silverman, 2006, p. 282). However, 

qualitative researchers take different view of reliability. For example, Marshall and Rossman 

(1989) argued “the concept of replication is itself problematic” (p. 147). This is in contrast to 

what positivists assume, that is, an unchanging social world where “inquiry could, quite 

logically, be replicated” (Marshall & Rossman, 1989, p. 147). How, then, can reliability be 

addressed in qualitative studies? Kirk and Miller (1986) argued “for reliability to be 

calculated, it is incumbent on the scientific investigator to document his or her procedure” (p. 

72) and Moisander and Valtonen (2006) suggested two ways: 

 

and reflective fieldnotes. The latter allows the researcher to “reflect on their own feelings, 

values and thoughts in order to increase their awareness of how these might be influencing 

their observation” (Lodico, Spaulding & Voegtle, 2006, p. 121).  

- by making the research process transparent through describing the research strategy 

and data analysis methods in a sufficiently detailed manner in the research report and 

- by paying attention to ‘theoretical transparency’ through making explicit the 

theoretical stance from which the interpretation takes place and showing how this 

                                                 
36 Descriptive fieldnotes includes the following information: 1) time, date, location and length of 
observations; 2) list of participants; 3)detailed descriptions of persons, interactions, activities and 
setting observed and 4) verbatim conversations and direct quotes (Lodico et al., 2006, p. 119). 
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produces particular interpretations and excludes others. (in Silverman, 2006, p. 282) 

 

Following their lead, I argue qualitative research can be made credible if the investigator 

makes every effort to justify the initial assumptions about his or her use of appropriate 

methodology. With this aim, the following considers the Sampling Strategy (section 3.4.2) as 

associated with generalizability in qualitative research, Triangulation (section 3.4.3) as a 

dynamic research process whereby SFL and EM approaches are triangulated as a means to 

acquire a more complete picture and then further, section 3.4.4 examines SFL and EM/MCA 

as compatible approaches by examining their distinctive characteristics and analytic and/or 

interpretive frameworks.  

 

3.4.2 Sampling Strategy 

The process of sampling is to select a group (a subgroup or individual units) from a 

larger population that is similar in its traits to that larger population (e.g., gender, ethnicity, 

age, expertise, etc.) (Picciano, 2005). There are two major sampling techniques, probability 

and non-probability sampling, which are employed dependant on the type of research. 

Generally, probability sampling is used in quantitative research whilst non-probability 

sampling is utilised in qualitative research (Potton, 1990).  

In this study, the selection of the sampling strategy is determined by the nature and 

purpose of qualitative research, that is, to provide an in-depth understanding of the world (or 

complex human issues) as seen through the eyes of the people being studied, rather than to 

test a pre-determined hypotheses and produce generalizable results (Cohen, Manion & 

Morrison, 2000; Denzin & Lincoln, 2000; Ploeg, 1999; Wilmot, 2005). As Marshall (1996) 

claimed, “qualitative research is conducted to answer humanistic ‘why?’ and ‘how?’ 

questions” (p. 522). As the focus of this study is the phenomenon of the teaching of children’s 

literature in the EFL classroom context, and the research questions are qualitative that is, to 
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explore the range and nature of views, experiences and behaviour, this study employs 

non-probability purposive sampling. Qualitative researchers have identified many different 

types of purposeful procedures. Miles and Huberman (1994) identified 17 variations and 

Patton37

The selection of the sampling units in purposive sampling is “subjective” (Guarte & 

Barrios, 2006, p. 277) since the researcher relies on his or her judgment or practical 

knowledge of the research area (Picciano, 2005). As Cohen et al., (2000) claimed, purposive 

sampling is “deliberately and unashamedly selective and biased” (p. 104). In direct contrast, 

Bryman (1988) argued that qualitative research follows a theoretical rather than a statistical 

logic and thus “the issue should be couched in terms of the generalizability of cases to 

theoretical propositions rather than to populations or universes” (p. 90, my emphasis). Mason 

(1996) explained the relationship between the theory and sampling: 

 (1990) identified 16 strategies for purposeful sampling. In this case, the researcher 

handpicked a sample with known and demonstrable experience and expertise that will enable 

detailed exploration of the research objectives (Gall et al., 2003).  

Theoretical sampling38

 

 means selecting groups or categories to study on the basis of 

their relevance to your research questions, your theoretical position… and most 

importantly the explanation or account which you are developing. Theoretical sampling 

is concerned with constructing a sample… which is meaningful theoretically, because it 

builds in certain characteristics or criteria which help to develop and test your theory 

and explanation. (p. 93-94) 

In a similar manner, Merriam (1998) has pointed out “purposive sampling emphasises a 

criterion based selection of information rich cases from which a researcher can discover, 
                                                 
37 Patton (1990) identified and described 16 types of purposeful sampling. These include: extreme or 
deviant case sampling; typical case sampling; maximum variation sampling; snowball or chain 
sampling; confirming or disconfirming case sampling; politically important case sampling; 
convenience sampling and others (p. 169-83).  
38 Theoretical sampling and purposive sampling are often treated as synonyms (Silverman, 2006, p. 
307).  
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understand and gain more insight on issues crucial for the study” (p. 61). Purposive sampling, 

in this respect, is particularly relevant in this study because I am concerned with exploring 

‘what is going on’ in children’s literature-driven classroom discourse in the EFL context. 

Further, due to the nature of both the MCA and SFL approaches which yield rich and in-depth 

data (Freebody, 2003), this study employs purposive sampling on account of its power in 

selecting information rich-cases for in-depth analysis related to the central issues being 

investigated (Berg, 1998; Ploeg, 1999).  

Silverman (2006) noted that “purposive sampling demands that we think critically about 

the parameters of the population we are interested in and choose our sample case carefully on 

this basis” (p. 306). In line with this concern, I focused on the sampling frame39

Originally, twelve samples from the given research setting were considered from the 

sampling frame. Figure 3-2 below illustrates the final typology.  

 in which the 

samples meet the necessary criteria (Patton, 1990): (1) teachers with adequate teaching 

experiences in teaching English as a foreign language; and (2) teachers with sufficient 

teaching experiences in using children’s literature (i.e., in this case, a children’s picturebook) 

as a form of teaching English as a foreign language. The second criterion recognizes that 

purposive sampling decisions influence not only the selection of participants but also settings, 

events and activities (Ploeg, 1999). That is, such criteria applied to the samples was made on 

account of the fact that (1) children’s literature as a teaching material in EFL classroom is not 

prevailing in Taiwan and (2) therefore the EFL teachers may not have sufficient experience in 

using children’s literature as sources in English teaching. Hence, to ensure that the validity of 

purposive sampling is served, the primary focus was given to the selection of the research 

setting in which the samples warrantably meet the criteria. The description of the research 

setting under study was introduced in section 3.1. 

                                                 
39 Sampling frame is the group of individuals who had a real chance of being selected for the sample 
(Gall et al., 2003). 
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Figure 3-2 Typology of English teachers in Grand Future Private English School  

Total number of 
English-teaching 
teachers in 
Grand Future 

Teachers with > 
5 years 
teaching 
experience  

Teachers with > 
3 years 
teaching of 
children’s 
literature  

> 3 years 
teaching 
children’s 
literature 
experiences 

Have interest in 
and be able to 
fit her schedule 
to this research 
study 

12 4 3 3 2 

Source: adapted from Stake (1994) 

 

However, the selection of a sampling strategy must be governed by the criterion of 

suitability which involves the consideration of the research purpose, time scales and 

constraints on the research, the methods of data collection and the methodology employed 

(Cohen et al., 2000). As this study focuses on the detailed analysis of the construction of 

social practices in the classroom EFL context no attempt is made to maximize or generalize 

the results. Further, the analytic techniques employed in this study – SFL and MCA - are 

suitable for detailed work on a limited body of data (Eggins, 1994; Freebody, 2003; 

Silverman, 2001, 2006). Therefore, this study was restricted to include only two (i.e., CT and 

FT) teachers and their classes. This study recognizes the accuracy of a sample is more 

important than the size (Picciano, 2005).  

 

3.4.3 Triangulation 

Triangulation is a metaphor describing a form of multiple operationalism or convergent 

validation in social science. Triangulation has its origin in surveying activities, maritime 

navigations, map making and military practices (Cohen et al., 2000, p. 112; Hammersley & 

Atkinson, 1995, p. 231; Jick, 1983, p. 136; Smith, 1981, p. 357). Campbell and Fiske (1959) 

have noted that “validation is typically convergent, a confirmation by independent 

measurement procedures” (p. 61). Webb, Campbell, Schwartz and Sechrest (1966) took up 

Campbell and Fiske to argue for the use of multiple data-gathering methods as a means of 
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mutual confirmation of measures and as a check for internal validation of findings (Jick, 1983; 

Leedy, 1993; Sohier, 1988). As Jick (1979) elaborated “the effectiveness of triangulation rests 

on the premise that the weakness in each single method will be compensated by the 

counter-balancing strengths of another” (p. 604). Fielding and Fielding (1986) argued that a 

triangulation method not only combines different kinds of data but also counteracts the threats 

to validity identified in each of them. 

Qualitative methods in social research will often examine a question from various angles 

and triangulation addresses the issue of internal validity by using multiple data-collection 

methods to answer a research question (Brannen, 1992; Denzin, 1970, 1978; Flending & 

Flending, 1986; Flick, 1992, 1998; Jick, 1979). Silverman (1985) argued that multiple data 

sources outweigh a single data source although having multiple data sources is not a 

guarantee of consistency or replication (Patton 1980). Denzin’s (1978) rationale for 

triangulation in qualitative methods is that “the flaws of one method are often the strengths of 

another; and by combining methods, observers can achieve the best of each while overcoming 

their unique deficiencies” (p. 244). Importantly, the researcher using different methods should 

not expect findings generated by different methods to fall into a coherent picture (Lincoln & 

Guba 1985; Patton, 1980). As Fielding and Fielding (1986) put it “the accuracy of a method 

comes from its systematic application but rarely does the inaccuracy of one approach to the 

data complement the accuracies of another” (p. 35) and thus methodological triangulation is 

not a process of cumulative validation or minimized bias. A concept of comprehensiveness 

may more accurately describe triangulation in qualitative research than a concept of internal 

validity (Mays & Pope, 2000). And thus, triangulation, in this respect, is not a way of 

obtaining a “true” reading but “is best understood as a strategy that adds rigor, breadth, 

complexity, richness and depth to any inquiry” (Denzin & Lincoln, 2000, p. 5). 

In keeping with this concern, Denzin (1970) suggested the use of “multiple methods in 

the pursuit of the same empirical event” as each method will reveal different aspects of 
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empirical reality (p. 13). Denzin extended triangulation as “lines of action” in which a 

typology identified a number of triangulations: i) data triangulation which involves the 

convergence of multiple data sources including time, space and person; ii) theory 

triangulation which involves multiple perspectives in the interpretation of a single set of 

concept or phenomenon; iii) methodological triangulation which involves the convergence of 

data from multiple data collection sources; iv) investigator triangulation which consists of the 

use of multiple researchers and v) multiple triangulation which these four categories of 

research activities were combined in one investigation (Denzin, 1978, p. 292).  

Denzin (1970) classified methodological triangulation into two types: 1) within-method 

which involves more than two data-gathering methods from the same design approach – for 

instance, a survey questionnaire with open-ended question and semi-structured question in the 

investigation of the same concept or construct, and 2) between-or-cross-method, which 

integrate dissimilar methods to examine the same concept or construct. For instance, in the 

case of doing discourse analysis of classroom interaction in the EFL context in this study, the 

triangulation takes place on two different levels. On the first level, data are triangulated by 

integrating audio recordings together with text in children’s literature. On the second level, 

between-methodological triangulation takes place by applying two compatible methods – 

Ethnomethodological and functional-semantic approaches – to investigate a single 

phenomenon – classroom interaction in the EFL context  

The primary goal of triangulation is to gather multiple perspectives in order to capture a 

more complete understanding and to reveal the varied dimensions of a given phenomena. 

Triangulation can potentially generate what anthropologists call “holistic work” or “thick 

description” (Cohen et al., 2000; Jick 1979, p. 609). Such is the goal of this project. In the 

following, I explicate the way in which SFL and EM/MCA are compatible and 

complementary approaches to each other in understanding the phenomenon of classroom 

interaction with the children’s literature in the EFL context.  
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3.4.4 Compatibility of SFL & EM 

The two methods utilised in this study have different underpinnings and orientations to 

topics of inquiry and preferred analytic ways of going about their investigations. However, I 

argue that a number of underlying assumptions in their perspectives are similar or 

complementary. Widdowson (1973) elaborated the ways both Ethnomethodological and 

functional linguistic approaches approach lie within the frame of discourse analysis. He 

documented a number of researchers (e.g., Firth, 1957; Hendricks, 1967; Labov, 1969; 

Powlison, 1965; Sebeok, 1964) who adopted a sociological perspective to the study of 

language and concern themselves with the investigation of “linguistic events in the social 

process” (Firth, 1957, p. 181).  

The work of discourse analysis from both Ethnomethodological and functional-linguistic 

perspectives calls upon Labov’s (1969) interests in “how things are done with words and how 

one interprets these utterances as actions: in other words, relating what is done with what is 

said and what is said with what is done” (p. 54). As Widdowson (1973) claimed, “the 

Ethnomethodologists are simply approaching the description of language use in the same way 

as the linguists have approached the description of the language system” (p. 213). In recent 

studies, Freebody et al., (1995), Freebody (2003) and Grajczonek (2006) have demonstrated 

the ways in which these two methods provide complementary insights within the frame of 

text analysis. As Freebody (2003) argued, “Systemic Functional Grammar, can be used in the 

service of MCA, even though each begins at a distinctive place in its conception of language 

as social practice” (p. 185).  

Drawing on the methodological understandings of functional-linguistic and 

Ethnomethodological approaches as addressed in section 3.3.1 and section 3.3.2, each 

perspective’s prime analytic tool, SFG and MCA, are employed in this study. SFG is used to 

illuminate how the text functions in the children’s text taught in the class being studied (i.e., 

‘what texts are’) and MCA is utilised to investigate how social meaning systems are made 
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available by the text (Categories & Category systems) and the text is constructed and 

managed in and through talk-in-interaction in the EFL classroom context (i.e., ‘what texts 

may afford’). The following discussion elaborates the distinctive but compatible features of 

each perspective together with the theoretical understandings of its analytic approach (i.e., 

SFL and MCA, respectively) in terms of 1) Context; 2) Social reality; 3) Culture in action; 4) 

Social action; 5) Social identity; 6) Attribution and 7) Text as data. Table 3-2 illustrates the 

summarised findings (see Appendix B). 

Context 

SFL is concerned with how language both acts upon and is constrained and influenced 

by social context. SFL approaches the description of social context by interpreting it as two 

interrelated levels: Context of Situation and Context of Culture (Eggins, 1994). 

Diagrammatically:  

Figure 3-3 Text in context 

 

 

 

 

 

Source: Butt et al., (2000, p. 4) 

 

The Context of Culture “relates to the broad sociocultural environment including 

ideology, social conventions and institution” (Droga & Humphrey, 2002, p. 2). The 

importance of understanding Context of Culture lies in shaping meanings. The context of 

culture is sometimes described as “the sum of all the meanings it is possible to mean in that 

particular culture” (Butt et al., 2000, p. 3). Context of Situation refers to the specific situations 

in which things are going on/language is used within the sociocultural environment. As 
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Unsworth (2001) claimed, “some contexts of situation are quite culture-specific. The context 

of culture can be thought of as the full range of systems of situational contexts that the culture 

embodies” (p. 16). Therefore, drawing on the accumulated experiences of differences of 

different situations, people make language choices specific to certain aspects of the context in 

which they are talking and taking account of who they are talking to. In this respect, the 

combination of Context of Culture and Context of Situation results in the differences and 

similarities between one piece of language and another.  

In a similar manner, EM emphasises the need to interpret word meanings in context 

although EM differs in its definitions of context and the way in which it invokes context 

within its investigation. In Engeström’s (1993) words, contexts are “commonly treated as 

purely linguistic, symbolic and experiential entities” (p. 66). Housley and Fitzgerald (2002) 

defined “context as an indexical and reflexive accomplishment by members” (p. 68). That is, 

the meanings in members’ everyday course of action crucially depend upon the context in 

which the action (or say language-in-action) occurs as “EM understands that all action is 

consequential to its circumstances” (Austin et al., 2001, p. 39). Simply put, contextual 

information is used by members to achieve accountability and adequate reasoning practices 

for their social purpose and members actions or language in action itself creates context. In 

undertaking Ethnomethodological work, MCA explicates the local contextual information 

members draw on in order to assemble categories and activities and build categorization 

devices (Stokoe, 2003) and demonstrates how members construct local contextual 

information through their assemblage of categories.  

In brief, EM holds that members organize their activities specific to the context in which 

their activities are sensible, detectable, countable, recordable, reportable, 

tell-a-story-aboutable, analyzable, reflexive – in short, accountable (Austin et al., 2001; 

Freebody, 2003; Garfinkel, 1967, 1972, 1984; Heritage, 1984; Sacks, 1992; ten Have, 2004).  
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Social Reality 

SFL is interested in how people use language to produce meaning with each other as 

they carry out the activities of their social lives. In taking up this concern, SFL understands 

that a language consists of a set of systems, which offer people an unlimited choice of ways of 

creating meaning (Bloor & Bloor, 1995, 2004). That is, “Language has a representational 

function – we use it to encode our experience of the world; it conveys a picture of reality” 

(Butt et al., 2000, p. 39). Eggins and Slade (1997) argued that language at once reflects and 

constructs social reality. Ludwig and Herschell (1995) have noted that SFL analysis “is 

concerned with describing the meanings which are produced as different kinds of structures 

are used and put to different kinds of work” (p. 3).  

SFL proposes functional semiotic accounts of text40

Simply put, SFL analysis realizes the ideational, interpersonal and textual meaning of 

language people use as representing social reality by grammaticalising the Transitivity, Mood, 

Modality and Theme/Rheme system involved in phenomena or experiences.  

 are realized in the three sets of 

meta-functional organization of meaning-making resources: ideational (including experiential 

and logical), interpersonal and textual metafunctions. The meaning dimension of the 

ideational metafunction is constructing ‘what is going on in the world’ through 

grammaticalising Transitivity system. The meaning dimension of the interpersonal 

metafunction is constructing ‘who is taking part in and the relationship between the 

participants involved’ through identifying the choice of Mood and Modality. The meaning 

dimension of the textual metafunction is constructing ‘how the language is use’ by identifying 

the information focus (i.e., Theme/Rheme) and the ways in which linguistic and/or visual 

signs can cohere to form text.  

EM also pays attention to how social reality is constructed in the course of members’ 

                                                 
40 “Here the term text is taken to refer to crafted, communications – visual, graphic and electronic 
representations of langue and objects” (Freebody, 2003, p. 174). 
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everyday activities. Garfinkel and Sacks (1970) affirmed that “social facts are the 

accomplishments of the members” (p. 353). That is, “social reality is constantly created by the 

actors; it is not a preexisting entity … and analysis of the processes used in the members’ 

actions will uncover the processes by which the actors constantly interpret social reality and 

invent life in a permanent tinkering” (Coulon, 1995, p. 16-17). Drawing on its interest in the 

construction of social reality, EM seeks to understand how social reality is accomplished, 

co-constructed and locally produced by members in and through their interaction, or say 

action-in-a-social-structure (Watson, 1997). In this respect, EM approaches members’ 

methodical everyday activities as objects that reflect and construct accounts of reality.  

Within EM perspectives, MCA is the analytic approach used to explicate how members 

routinely accomplish their taken-for-granted social world by identifying sets of categories and 

inference-rich activities/identities associated to them. The central focus of MCA lies on 

Categories as “fundamental sense-making resources for members in everyday interaction” 

(Freebody, 2003, p. 163). As Baker (2000) claimed “any texts which reiterate categories and 

their associated activities are assembling a version of social and moral order” (p. 105).  

Culture in action 

Both functional-linguistic and Ethnomethodological approaches locate culture in action. 

EM considers “culture is an accomplishment of talk and action, not a determinant of it” 

(Francis & Hester, 2004, p. 31). SFL is concerned with “how people use language to achieve 

culturally recognized goals” (Eggins & Slade, 1997, p. 24) as language realizes the cultural 

meanings of social context in three levels or say stratifications: 1) Semantics (realized through 

three sets of meta-meanings); 2) Lexicogrammar (realized through grammatical structure) and 

3) Expression, including phonology (i.e., sound); graphology (i.e., writing) and gesture (i.e., 

action). Also, these two perspectives both embrace the notion that language-in-use must be 

studied from within, and as a consequence of particular social contexts (Cazden, 1998; 

Freebody, 2003; McHoul, 1978; Unsworth, 2001). That is, the orderliness of commonplace 
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actions needs to be uncovered ‘from within’ the context in which the actual accomplishment 

occurs (McHoul, 1978). As Austin et al., (2003) argued, “a society’s culture is embedded in 

and built by everyday courses of action” (p. 45). 

Social action 

Both functional-linguistic and Ethnomethodological approaches are concerned with 

what is actually taking place in the world. SFL takes the functional approach to language use 

accomplishing social action (Francis & Hester, 2004). SFL analysis investigates the Field, 

which refers to the human activities or subject matter of the interaction. The meaning 

dimension associated with Field is realized through the grammar structure of the system of 

Transitivity involving participant, process and circumstances of many kinds. Looking at the 

textual choices within the Transitivity system provides a great deal of information about the 

activity taking place, that is, who gets what-kind-of-things done under specific circumstances 

(Droga & Humphrey, 2002). 

Similarly, EM is concerned with the actual accomplishment of facts – that is, how 

members get things done (ten Have, 2004). As Garfinkel (1967) put it 

Ethnomethodological studies analyze everyday activities as members’ methods of 

making those same activities visibly-rational-and-reportable-for-all-practical-purposes, 

i.e., ‘accountable’, as organizations of commonplace everyday activities. The reflexivity 

of that phenomenon is a singular feature of practical actions, or practical circumstances, 

of common sense knowledge of social structures, and of practical sociological reasoning. 

By permitting us to locate and examine their occurrence the reflexivity of that 

phenomenon establishes their study. (p. vii) 

 

Social reality 

Both functional linguistics and EM approaches work to identify the participants (or say, 

objects) involved in social practices. SFL analysis looks at interpersonal meanings and EM 
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identifies the social actor central to the social practices.  

Eggins and Slade (1997) argued that “linguistic patterns both enact and construct 

dimensions of social identity and interpersonal relations” (p. 47). In SFL analysis, the 

interpersonal meanings are influenced by tenor and are to do with the negotiation of 

relationships and the expression of opinion and attitude. Halliday (1978) defined tenor as “the 

role structure: the cluster of socially meaningful participant relationships” operating in a 

situation (p. 143). These participant relationships include their roles as information givers or 

demanders and their roles in using language to provide or demand goods and services. 

Through explicating interpersonal meanings, we can establish and develop social roles and 

identities and the ways the speakers/writers take up a position, express an opinion or point of 

view or make a judgment (Butt et al., 2000; Droga & Humphrey, 2002; Eggins, 1994).  

Drawing on cognitive psychology, EM asserts that participants/agents use schemas to 

construct, affirm and maintain their social identity (or say membership categories) (Silverman, 

2001, 2006). In Rose’s (1942) sense, category is a routinised feature or locally negotiated 

action which is ubiquitously elaborated in our mundane life. Categories reveal what is 

relevant for the participants. As Sacks (1984b) argued, our understanding of people is 

dependent upon the category to which they belong. Of particular importance, EM treats 

membership categories as descriptions and identifications of people (or collections of people) 

which are ascribed to members on a routine basis to organize the social world (Freebody, 

2003; Heritage, 1984; Sacks, 1992; Silverman, 1997, 2001, 2006).  

Membership categories are “categories of person, place or activity” (Baker, 2000, p. 

101). That is, EM has interests in both personalized and non-personalized membership 

categorization devices (Coulter, 1983; Housley & Fitzgerald, 2002; McHoul & Watson, 1984). 

In a similar manner, SFL, as an approach is to examine “both human and non-human 

participants, and show what kinds of work they do and what is done to them” (Freebody, 2003, 

p. 188).  
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Attribution 

Baker (2000) claimed that “Any one person can be referred to through a range of 

possible descriptors” (p. 102). In SFL analysis, attributions/identities made to categories are 

realized through their attachment of processes and descriptors. By examining the Transitivity 

system, the choice of the relational processes identifies the participants. Relational Attribute 

Process relates a participant to its general characteristics or description whereas Relational 

Identifying Process relates a participant to its identity, role or meaning (Butt et al., 2000; 

Eggins, 1994).  

In MCA, Category Bound Activities refer to each category carrying a different set of 

category-bound activities, predicates, or rights and obligations that are warrantably associated 

to a particular category (Austin et al., 2001; Sacks, 1992; Silverman, 1997, 2001, 2006). 

Categories and activities are co-selected. CBAs provide a method of identifying the 

inference-rich categories (Stokoe, 2003). As Antaki and Widdicombe (1998) claimed, “Once 

we are at the scene, the Ethnomethodological argument runs, we shall see a person’s identity 

as his or her display, or ascription to, membership of some feature-rich category” (p. 2).  

The ascription of CBAs is based on commonplace understanding – certain activities are 

tied with a particular category because such people do such things. In this respect, CBAs 

establish a set of moral assessments to identify particular categories (Silverman, 1997, 2001, 

2006). Similarly, in SFL analysis, the system of Judgment within the Appraisal system is used 

to assess (positively or negatively) what people do, say or believe according to 

institutionalised values. The framework for analyzing Judgment includes 1) Social Esteem 

which is concerned with Judgment of morality or legality, both personally and 

psychologically and, 2) Social sanction which is concerned with Judgment of personal things 

such as capacity, competence or psychological disposition (Butt et al., 2000; Martin, 1997, 

2000).  
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Text as data 

Functional linguistic and Ethnomethodological approaches both treat texts as “crafted, 

representational objects, which evoke a readership of a particular kind, which make 

representational claims on some aspect of reality and experience, and which entail purposeful 

choices and distortions as part of those representational processes” (Freebody, 2003, p. 203). 

Simply put, they are both interested in text as data. 

Halliday and Hasan (1985) argued that a text is a piece of language in use and that 

language simultaneously performs within a three tiered meta-functional framework for 

making meaning (i.e., ideational, interpersonal and textual). Halliday (1967) held that pieces 

of language are organized as messages in terms of syntactic functions and describes them as 

“the grammar of discourse41

EM treats texts as “active social phenomena” (Watson, 1997, p. 84) as well as 

“interaction”. Freebody (2003) offered his perspectives on the latter respect in terms of two 

senses: 

” (p. 199). As Widdowson (1973) claimed, “The function of texts 

is to realize discourse: they do not exist independently as exercises in linguistic structure” (p. 

73). In taking up a functional view of text, Freebody (2003) argued that functional linguistic 

approaches “offer a way of looking at the extent of the possible range of ideational, 

communicational, relational and ideological work that a text may offer” (p. 182). 

- texts are seen as communications with an intended or idealized reader, in which 

the crafter of the text builds in and makes evident presuppositions concerning 

the knowledge, disposition, values, and so on, of the reader, and,  

- texts can be considered from an interactional point of view by regarding them as 

platforms for cultural activities. This is the sense in which we can consider texts 

as objects-in-cultural-action, detailing the ways in which textual materials are 

used in a variety of educational activities. (p. 181) 
                                                 
41 Halliday (1970a) uses the terms “text” and “discourse” interchangeably.  
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Within EM, MCA has been used to study a broad range of data types, from naturally 

occurring talk to documents, newspaper texts and broadcast data. This reflects EM’s 

orientation towards examining the role of text in the daily accomplishment of institutional 

goals and actions (Stokoe, 2003).  

 

3.4.5 Summary of Justification of the methodology 

Unlike quantitative research, there is no statistical test of significance for qualitative 

research and therefore qualitative researchers make every effort to establish a plausible 

connection between what is observed and the conclusion drawn in the report. To fulfill this, a 

researcher requires a solid understanding of research paradigm; research design; appropriate 

methodology, data collection, analytical technique and the soundness of ethical considerations. 

Section 3.4 provides a justification of the methodology employed in this study in terms of its 

credibility (section 3.4.1), sampling strategy (section 3.4.2), multi-data gathering method 

(section 3.4.3) and compatibility of functional-linguistic and Ethnomethodological 

perspectives (section 3.4.4). The following section (3.5) elaborates the analytic techniques of 

the two methodological perspectives, MCA and SFL which underpin this study.  

 

3.5 Analytic Techniques 

As explicated in section 3.3, this study draws on two theoretical perspectives – 

Ethnomethodology and Systemic Functional Linguistics. Each approach provides its own 

analytic techniques to go about text analysis. In line with the underpinning methodological 

perspectives for this study, (1) Systemic Functional Linguistics is employed to “understand 

the quality of texts: why a text means what it does, and why it is valued as it is” (Halliday, 

1985a, p. xxx) and (2) Membership Categorization Analysis (MCA), one of the 

Ethnomethodological methods, is used to elucidate “the relevance upon which a given 

interactive situation is accomplished and to show, from the details of the data, which category, 
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out of myriad possible membership categories, is accomplished for a given classroom 

interactant” (Austin et al., 2001, p. 41). Furthermore, Kress and van Leeuwen’s (1996, 2006) 

theoretical perspective of visual semiotics - which offers a functional account of visual 

representations - will be elaborated in this section as it too is employed in the textual analysis 

of this study.  

 

3.5.1 MCA 

In this study, MCA is used to analyze the data acquired in the course of classroom 

observation. Its nature and prospect is elaborated in section 2.5.2. Here I explain the analytic 

framework of MCA.  

 

3.5.1.1  Membership Categorisation Devices (MCDs) 

Membership categories can be grouped into membership categorization devices (MCD), 

or collections of categories. For example, the categories, Father, Mother, Child can be used 

and heard as ‘going together’ in the MCD ‘family’ (Hester & Eglin, 1997) and Teacher, 

Accountant and Lawyer can be heard as located in the MCD ‘occupation’. MCD’s are 

“collections of categories which ‘go together’ initially in the sense that when a category from 

a certain device is correctly applied to a person, it can be heard to exclude them from being 

identified with some other category from the same device” (Cuff & Payne 1984, p. 172). For 

example, to call someone a ‘mother’ commonsensically excludes her being heard as a 

‘father’.  

In Sacks’ (1992) words, MCDs are “inference-making machines” meaning that members 

of a culture are able to draw inferences from the use of membership categorisation and 

devices. When a MCD is named, a number of possible categories are inferred. For example, 

when the MCD ‘stage of life’ is named, the Categories Child, Teenager and Adult are 

warrantably inferred. Also, the reverse applies. When a number of categories are named and 
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collected from common background expectancies, the rule of implication is applied to an 

MCD. For example, when Categories Spring, Summer, Autumn and Winter are used and 

heard, then the MCD ‘seasons’ can be applied. 

MCDs consist of a collection of categories, mediated by some ‘rules of application’ 

(Hester & Eglin, 1997, p. 4). The intelligibility of single category descriptions is called the 

economy rule, defined as follow: 

Economy rule 

As Sacks (1992) defined, the economy rule states “a single category from any 

membership categorization device can be referentially adequate” (p. 246). In short, the 

economy rule states that a single membership category is sufficient for describing a member 

in any population of members. It does not rule out the possibility that a member can belong to 

multiple categories simultaneously. For example, as far as a child is concerned, his or her 

father can be fit into the MCD ‘family’ and orient to membership of the category Father. Yet, 

that same person may be oriented to in another context as Category Labourer within the MCD 

‘Occupation’. As Sacks (1972b) noted children have already learned “what in principle 

adequate reference consists of” at a very early stage42

Consistency rule 

 (p. 35) 

The second rule of application of MCDs suggests that if a member of the group is 

categorized, then further members of the group may be referred to as other categories from 

the same MCD. For example, if a person in a group is categorized as Nurse, then further 

persons in that group may be referred to as doctor from the MCD ‘occupation at hospital’. In 

short, the consistency rule uses categories from the device to categorize further members of 

                                                 
42 Silverman (2006) provided an interesting example of explicating how children’s socialization 
developed by applying the economy rule. First, children seem to learn single names (‘mommy’, 
‘daddy’). Then they learn how such single categories fit into collections (family’) and come to 
understand various combinatorial tasks (e.g., man = daddy or uncle). So, even at this early stage of 
their lives, say before they are two years old, children have already learned ‘what in principle adequate 
reference consists of (Sacks, 1972b, p. 35) and, in that sense, entered into society or been ‘socialized’ 
(Silverman, 2006, p. 184).  
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the population. Butler and Weatherall (2006) demonstrated that the consistency rule is the 

central operative feature in the organization of play sequences in children’s play and games. 

They identified the 6- and 7-year-old children as a category-set of players through the 

examination of 33 hours of audio-recorded interactions in school playground. They found that 

a new play sequence was initiated when incorporating a new player into the established 

activity. That is, the new player was categorized within the current category systems of the 

game. 

Drawing on the consistency rule, Sacks (1992) suggested a ‘hearing rule’ (or say 

hearer’s maxim) (p. 239) or ‘consistency rule corollary’ (p. 248) to avoid the confusion that 

any category can belong in more than one collection, for instance, Boy can be located in the 

collection ‘family’ as well as in the collection ‘gender’.  

Consistency rule corollary 

Sacks (1992) has noted that “If two or more categories are used to categorize two or 

more members to some population, and those categories can be heard as categories from the 

same collection, then hear them that way” (p. 247). Sacks (1992) elaborated the idea of the 

consistency rule corollary in his famous example: “The baby cried. The mommy picked it up” 

(p. 236-59). We hear ‘mommy’ and ‘baby’ as oriented to the same collection ‘family’. 

‘Mommy’ is also inferred as ‘the baby’s mommy’. This demonstrates how the MCD treats 

collection the ‘family’ as a ‘team’. Sacks explained the central property of team by the notion 

of duplicative organization.  

Duplicative organization  

Duplicative organization treats any “set of categories as defining a unit and place 

members of the population into cases of the unit” (Sacks, 1972b, p. 334; see also 1992, p. 225, 

p. 240 & p. 247-248). In this sense, we see ‘mommy’ and ‘baby’, likely but not necessarily, as 

part of the same unit. However, a further rule, hearer’s maxim, holds that it is not just likely, 

but also required.  
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Hearer’s Maxim (for duplicative organization) 

The Hearer’s maxim suggests that if two categories are identified and heard from the 

same collection, then treat them as ‘co-incumbents of a case of that device’s unit’ (Sacks, 

1992, p. 248). In this respect, the hearer’s maxim explains ‘the mommy’ is heard as ‘the 

baby’s mommy’ but not someone else mommy, as the MCD ‘family’ is duplicatively 

organized.  

However, ‘mommy’ and ‘baby’ are more than co-incumbents of a team. They are also 

paired, within mutual right and obligations. For instance, mommy is obliged to take care of 

the baby and the baby has the right to be fed and responded to while he/she is crying. Such 

pairing of members within a MCD is called a Standard Relational Pair (SRP).  

 

3.5.1.2 Standard Relational Pairs (SRPs) 

Some categories are heard to ‘go together’ (Hester & Eglin, 1997; Silverman, 1997, 

2001, 2006). For instance, Mother-Father and Brother-Sister are heard as pairs of categories 

in the MCD ‘family’. Concierge-Receptionist and Teacher-Student are heard as 

occupational-category pairings. Literate-illiterate and Deaf person-Hearing person are heard 

as contrast pairings. Moreover, to ascribe attributes to one is to implicatively not ascribe them 

to its pair (Eglin & Hester, 1992, p. 224). Categories are sometimes named and sometimes 

implied (Baker, 1997). Implication can function through Standard Relational Pairing (SRP). 

For instance, to say that attributes such as ‘being patient and caring’ are attached to the 

category Mother can be implicatively say that the category Father does not have such 

attributes.  

SRP holds that each category has certain rights and obligations and each category can 

also expect help from the other. Sacks called such pairing as collection R, defined as follows.  

Collection R 

‘[A collection of paired relational categories] that constitutes a locus for a set of rights 



 104 

and obligations concerning the activity of giving help’ (Sacks, 1972b, p. 37). For instance of 

the grouping Teacher-Student, Teacher is heard to respond to Student when he/she requests 

for clarification. Collection R allows the pairs of categories to look for help from each other 

and there are also pairs of categories who can offer specialized help with particular issues. 

Such pairing is called Collection K, defined as follows.  

Collection K 

‘A collection constructed by reference to special distributions of knowledge existing 

about how to deal with some trouble’ (Sacks, 1972b, p. 37).  

Collection K consists of categories paired with a ‘troubled’ partner (e.g., Doctor-Patient) 

and describes how that ‘troubled’ person can turn to specialized advice from the Standard 

Relational Partner. Collection K also implies the possible activities such pairing might engage. 

For example, a Patient who suffers from insomnia turns to a Doctor for sleeping pills. The 

Doctor is the ‘expert’ who deals with diagnosing and providing specialized advice (i.e., 

prescription) and the Patient is the one who describes complaints about sleeplessness and 

expects specialized advice (e.g., sleeping pills). The empirical study done by Wareing and 

Newell’s (2005) work documented how the construction of the social category, Client, was 

accomplished through the procedural knowledge embedded in six support workers and an 

allied health professional in the course of their talk about organizing a behaviour management 

plan for a woman with severe intellectual and communication disability. This investigation 

showed the silent partner –Client– was identified through their understanding of the social 

order attached to people with needs for support.  

It is generally acknowledged that certain kinds of activities are associated with certain 

membership categories. That is, activities imply identities. Sacks referred to such activities as 

category-bound activities (CBAs). 
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3.5.1.3  Category-bound activities (CBAs) 

Category-bound activities (CBAs), also termed as ‘category-tied activities’ or 

‘predicates’ (Baker, 2000) refer to activities that are commonsensically, routinely and 

appropriately done by the incumbents of particular categories (Antaki & Widdicombe, 1998). 

Psathas (1995) argued that CBAs enable each to accept, confirm and validate the other’s 

self-categorization and to produce activities that are congruent with the other’s 

self-categorization. Simply put, categories and activities are co-selected (Sacks, 1992).  

For example, X diagnosed that Y has arthritis. CBAs explain how we might have 

guessed that X is a doctor and Y is a patient. Drawing upon commonsense assumptions, 

‘diagnose’ is the expected activity bound to the category Doctor. And therefore, Y is 

warrantably inferred as a Patient. However, this is not to suggest that misunderstandings do 

not occur as “no description is ever completely unambiguous” (Silverman, 2006, p. 186). 

Take the case of cooking. We know ‘cooking’ is not confined to the category Cook/Chef and 

people other than a cook or chef can do cooking, say, for example, a mother takes cooking for 

granted on daily basis. In this way, it could be ambiguous to select the right category to which 

the activity is bound. CBAs and Categories are a situated achievement. Above all, the use of 

CBAs is based on everyday understandings – certain activities are tied with particular 

categories because such people do such things. Thus, we employ knowledge of MCDs and 

SRPs as ways of recognizing and resolving incongruity.  

In order to resolve such ambiguities, CBAs establish a set of moral assessments to 

identify particular categories in terms of “dos and don’ts” (Silverman, 2001, 2006). That is, 

particular members are categorized because of performing certain activities which are 

attached to certain social identities. Also, the reverse applies. Particular members are 

categorized because of avoiding undertaking activities which are inappropriate to such social 

identities. For example, X performed an operation on Y. X as a surgeon makes sense to us 

because ‘performing an operation’ is the professional conduct exclusively linked to surgeon 
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(or doctor). Y is not supposed to carry out an operation unless s/he is a surgeon as well. That 

is, moral assessment is conceived as a determinant of certain behavior or activity.  

However, CBAs are not treating norms as constitutes of morally accountable activities, 

rather the viewer’s maxim explains how “viewers use norms to provide some of the 

orderliness, and proper orderliness, of the activities they observe” (Sacks, 1972b, p. 39). 

Viewer’s Maxim 

The Viewer’s maxim is “If a member sees a category-bound activity being done, then, if 

one sees it being done by a member of a category to which the activity is bound, see it that 

way” (Sacks, 1992, p. 259).  

Take the case of X performed an operation on Y. We treat X as a surgeon but not Y 

because that ‘performing an operation’ is being done (by X) within identifies the right 

category (i.e., Surgeon) to which the activity is bound.  

Positioned Categories 

In some MCDs, the collection is mediated by position categories in which the members 

are ranked. “This creates the possibility of praise or complaint by using a higher or lower 

position to refer to some activity” (Silverman, 2006, p. 187). For example, doctors are ranked 

as ‘intern’, ‘resident’ and ‘attending’ in terms of seniority at a hospital. Category Intern, 

Category Resident and Category Attending can be grouped in a MCD Rank of doctors. A 

Resident may be criticized as acting like an Intern or praised as performing like an Attending. 

Thus, through positioned categories, we are able to praise or complain the ‘absent’ activities.  

Procedures of MCA 

In this study the classroom talk recorded during observation, as Ethnomethodological data, 

is transcribed to facilitate MCA work. In line with the analytic moves proposed by Freebody 

(2003, p. 181) and Baker (2004, p. 174; 1997, p. 142-143), the lesson transcripts (as 

explicated in section 3.6.2) were analyzed via four steps: 

1. locating and documenting the central categories (include person, objects or places) 
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that underpin the text43

2. working through the implications of CBAs to show how the certain attributions, both 

explicit and hinted-at, are made to these categorizations in the case of text through the 

attachment of processes (generally in the verbial forms) and descriptors (both in 

adjectival and adverbial forms);  

;  

3. examining how the combination of categorizations plus certain attributions affords 

the reasoning sources for locating, describing, accounting for and explicating the 

descriptions of how categories of actors do, should or could behave, and, 

4. explicating the ways in which the crafters of the text substantiate these 

categorizations, attributions, and explications through the deployment of variety of 

linguistic and social resources.  

 

ten Have (2004) argued that MCA is an analytic tool to investigate how knowledge is 

organized in interaction and texts are organized through the construction of categorizations 

(of people, object, things or places) referred to by speakers/writers. In this study, more 

attention is given to “what counts as knowledge and what is required in the way of reasoning 

and presentation of an answer” in classroom talk (Freebody, 2003, p. 27). I argue that in the 

EFL classroom context, the teacher’s classroom talk involves a variety of resources and 

knowing which to use in order to achieve the pedagogic purpose – teaching language 

(Malamah-Thomas, 1987). Schooling is an institutional practice as well as a social practice 

and a cultural practice (Austin et al., 2001). And thus, MCA is a way of showing how 

identities, social relationships and even institutions are produced (Baker, 2004, p. 164). By 

investigating the categorizations embedded in the lesson transcripts of the teacher’s teaching 

of text in children’s literature, this study gains insight into how the categorizations 

accomplished in the classroom interaction relate to the nature of the text itself. The detailed 
                                                 
43 The term, text, stated here refers to the lesson transcripts explained in section 3.6.2.  
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analysis of classroom talk applying these four analytic moves above is demonstrated in 

Chapter Five. 

 

3.5.2 SFL 

In this study, Systemic Functional Grammar44

Systemic Functional Linguistics approaches language as a semiotic system (recall 

section 2.4.1). A semiotic system involves sets of meaningful choices which people use to 

order the world. “The notion of system is important because it refers to the whole potential of 

language at each level” (Butt et al., 2000, p. 6). As Eggins (1994) has pointed out: 

 is utilised as an analytic tool within 

Systemic Functional Linguistics to analyze the text of the children’s picturebook used in the 

given classroom setting. An overview of Systemic Functional Linguistics with its major 

concepts is outlined in 2.4.1 and the theoretical understanding of how Systemic Functional 

Linguistics underpins this research study and contributes to the value of text analysis is 

elucidated in section 3.3.2. This section begins with a brief overview of functional-linguistic 

approach to language and in turn focuses on how to utilise the analytic framework of SFL to 

undertake a text analysis in an attempt to uncover the meanings of language embedded in the 

text. 

The notion of the semiotic system also gives a powerful way of interpreting language 

behaviour as choice. If language is a semiotic system, then the process of language use 

is a process of making meaning by choosing. In making a choice from a linguistic 

system, what someone writes or says gets its meaning by being seen (interpreted) 

against the background of what could have been meant (said or written) in that context 

but was not. Through this distinction we relate what people did do or did say on any 

particular occasion (their actual linguistic choices) to what they could have done or 

                                                 
44 There are other functional grammar initiatives such as Communicative grammars and Corpus-based 
grammars, however, pedagogical grammars are claiming a functional approach that have had 
considerable relevance for English language teachers around the world (Butt et al., 2000, p. 24).  
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could have said (their potential linguistic choices) (p. 22).  

 

As is emphasised in this study, language-in-use is functional. The three meta-functions 

of language – ideational (including experiential and logical), interpersonal and textual 

function – are central to the way the grammar works in the language system to encode 

ideational, interpersonal and textual meanings respectively45

It is sometimes assumed that (discourse analysis, or ‘text linguistics’) can be carried on 

without grammar – or even that it is somehow an alternative to grammar. But this is an 

illusion. A discourse analysis that is not based on grammar is not an analysis at all, but 

simply a running commentary on a text.

. To undertake a SFL analysis of 

text, this study recognizes the necessity of focusing on the ways each of these functions of 

language is realized at the lexicogrammatical level. As Halliday (1985) argued: 

46

 

 (p. xvii) 

Using Halliday’s influential work as a foundation, SFL analysis starts with examining 

the grammatical structure of the text. As outlined in section 2.4.1, within systemic semantics, 

the ideational meanings of a text are realized through the Transitivity system; the 

interpersonal meanings of a text are realized through types of Mood and Modality and the 

textual meanings of a text are realized through the choice of Theme/Rheme. In line with the 

fundamental premise of SFL – “the complete interconnectedness of the linguistic and the 

social” (Unsworth, 2001, p. 16), these three meta-meanings of language are inseparable from 

the concept of the social context. The social context is divided into three register variables: 

Field (topic or focus of the activity), Tenor (role relations of power and solidarity) and Mode 

(role of language). These three situational variables are important in influencing the 

grammatical choices made in the language related to the realization of the three 

                                                 
45 Note that language encodes all three of these kinds of meanings simultaneously (Butt et al., 2000, p. 
39; Eggins, 1994, p. 22; Unsworth, 2001, p. 149).  
46 Halliday (1970a) uses the terms ‘text’ and ‘discourse’ interchangeably.  
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meta-meanings. Before embarking on an explanation of SFL analysis of text, I recognize the 

standpoints stressed by Eggins (1994) are central to this study: 

In a functional-semantic approach, then, we are concerned to describe two dimensions 

of language use. First, what are the possible choices people can make, i.e. what are the 

possible meanings they could make? In doing this we describe the linguistic system. 

Secondly, what is the function of the choice they did make, i.e. why did they choose to 

make that meaning? In doing this we describe how language is used in different social 

contexts, to achieve various cultural goals. It enables us to talk about linguistic choices 

not as “right” or “wrong”, as in the traditional prescriptive47 approach to language. 

Instead, we talk about choices as “appropriate” or “inappropriate” to a particular 

culture.48

 

 (p. 22) 

In this study, the analytical techniques of SFL are applied to the simultaneous 

metafunctional organization of the clause: its Mood, Modality, Appraisal, Transitivity, Theme 

and Thematic Progression in the text of the children’s picturebook Yasmin’s Ducks. This 

analysis provides a thorough account of how the text is structured to make the meta-meanings. 

The descriptions of each technique are explicated in the following. The detailed analysis of 

the texts (including visual texts) in the children’s picturebook is demonstrated in Chapter 

Four.  

 

• Transitivity & Circumstantial Systems 

The part of the language which realizes ideational meanings involves one major system, 

Transitivity and one minor system, Circumstantial. In short, in describing the ideational 
                                                 
47Grammars that impose moral judgments, that view grammar in terms of rights and wrongs, dos and 
don’ts, are prescriptive grammars. An account of how we should speak is a prescriptive or normative 
grammar (Eggins, 1994, p. 144).  
48A descriptive grammar is an account of how speakers actually use the language: the patterns and 
structures they use…A descriptive grammar does this by making statements and assessments not about 
good/bad, right/wrong, but about appropriacy or inappropriacy (Eggins, 1994, p. 144-145). 
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function of language, we break up a clause into three important constituents: Participant, 

Process and Circumstance. The process type specifies the action, behaviour, feeling, event, 

identification or description associated with the participants and meantime the processes may 

be situated circumstantially (Butt et al., 2000; Droga & Humphrey, 2002; Eggins, 1994, 2004; 

Martin, 1997). In selecting a particular process type, a certain configuration of participants, 

experiences and/or ideational meanings are represented in a particular way. As Eggins (1994) 

emphasised: 

Transitivity patterns represent the encoding of ideational meanings: meanings about the 

world, about experience, about how we perceive and experience what is going on. By 

examining the Transitivity patterns in text, we can explain how the field of the situation 

is being constructed. (p. 266) 

 

For reasons of space, a summary of Process types and Participant roles is illustrated in 

Table 3-3 (see Appendix C) and Circumstances types are summarised in Table 3-4 (see 

Appendix D).  

 

• Mood & Modality System 

Systemic linguistics recognizes language as interaction. That is, whenever we use 

language, one of the things we are doing is to interact. In interacting with language, we 

express interpersonal meanings via taking a speech role (i.e., ‘giving’ or ‘demanding’) on an 

exchange of ‘commodity’ (i.e., information or goods and services). The interplay of ‘speech 

role’ and ‘commodity’ contributes to the occurrence of any dialogue. By cross-examining 

these two dimensions, Halliday (1985a) described four move types: statement, question, offer 

and command (referred to as speech functions) as demonstrated in Figure 3-4: 
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Figure 3-4 Speech roles and commodities in interaction  

COMMODITY EXCHANGED 

SPEECH ROLE Information  Goods and services 
Giving  Statement Offer 
Demanding  Question Command 

Source: based on Halliday (1985a, p. 69) 

 

As figure 3-4 illustrates the exchange of information involves using language to ‘ask 

questions’ or ‘make statements’ whereas the exchange of goods and services involves using 

language to ‘get things done’ either by ‘giving orders’ or ‘giving instructions’. Based on 

Halliday’s speech functions, Eggins (1994) further emphasised the speech function pairs – 

initiating and responding moves in the course of exchange. The responding moves are 

constrained by the initiating moves and are divided into two types: a supporting type of 

responding move and a confronting type of responding move, summarised in Figure 3-5 

Figure 3-5 Speech function pairs (initiations and responses) 

Initiating speech function Responding speech function 
 Supporting Confronting 
Offer  Acceptance Rejection 
Command Compliance Refusal 
Statement Acknowledgment Contradiction 
Question Answer Disclaimer 

Source: based on Eggins (1994, p. 151) 

 

The grammatical element in the clause that makes exchange possible is the Mood 

system. The Mood system includes MOOD49

                                                 
49MOOD is shown in capital letters to differentiate from the term, Mood, which refers to the overall 
structure of the clause. MOOD refers to the constituent unit of the clause (Eggins, 1994).  

 BLOCK and RESIDUE. Two key elements of 

MOOD BLOCK are the Subject (a nominal-type element) and the Finite (a verbal-type 

element). Finite may carry tense, opinion and positive polarity (YES) or negative polarity 

(NO). The following example of text excerpt from Yasmin’s Ducks is realized as a declarative 
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clause as signaling to give/offer information.  

Example 1:  

Kate made fire trucks with big hoses 

Subject Finite Residue 

Mood Block  

 

The presence and order of Finite and Subject determine whether the mood of the clause 

will be Declarative (realizing a statement); Yes/No Interrogative and/or WH-Interrogative 

(realizing a question) or Imperative (realizing a command) (Butt et al., 2000; Droga & 

Humphrey, 2002). Based on Eggins’ (1994, p. 153) speech function pairs, Modulated 

Interrogative (i.e., start with ‘Would…like’), Elliptical Declarative (e.g., abbreviation or 

ellipsis) and Minor Clause Mood are identified. Figure 3-6 summarises the mood of a clause.  

Figure 3-6 Speech function and typical mood of clause 

Speech function Typical mood in clause 
statement  declarative Mood 
Question interrogative Mood 
Command imperative Mood 
Offer modulated interrogative Mood 
Answer elliptical declarative Mood 
Acknowledgement elliptical declarative Mood 
Accept minor clause 
Compliance minor clause 

 

RESIDUE consists of a number of constituents: Predicator specifies ‘what is going on’ 

and Complement accounts for ‘participant’, Adjuncts explicate the additional information. 

Predicator is identified as the rest part of the verbal elements after a single Finite.  

Example 2: 

I Like to make my fish with a lots of colors 

Subject Finite Predicator Complement Adjunct 

MOOD RESIDUE 
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There are a number of different Adjuncts types and a clause can contain an indefinite 

number of Adjuncts types (see Example 3 below).  

Example 3:  

First You Put the oil on one lunch bag 

Conj. Adj. Subject Finite Predicator Complement Circ. Adj. 

 MOOD RESIDUE 

 

A summary of the Adjuncts types is outlined in Table 3-5 as follows: 

Table 3-5: Summary of Adjuncts types 

Type Sub-type Meanings Class of item Location  

Ideational circumstantial time, manner, 
location, etc 

prepositional 
phrase adverb 

In RESIDUE 

Interpersonal mood intensity 
probability 
usuality 
presumption 

adverb In MOOD 

polarity positive/negative yes/no (elliptical) In MOOD 

comment Speaker’s 
assessment of whole 
message 

adverb 
prepositional 
phrase 

not in MOOD or 
RESIDUE 

vocative Nominating next 
speaker 

name not in MOOD or 
RESIDUE 

Textual conjunctive logical linking of 
messages 

conjunction not in MOOD or 
RESIDUE 

continuity Message coming minor clause 
adverbs (yeh/nah) 

not in MOOD or 
RESIDUE 

Source: Eggins (1994, p. 171) 

 

Another interpersonal resource is the Modality including Modalisation and Modulation. 

Modalisation refers to the particular positions the speakers/writers take when they give and/or 

demand information whereas Modulation refers to the particular stands the speakers/writers 

take when they give and/or demand goods and services. Modalisation involves the expression 
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of the speaker/writer’s judgment as to something being propositioned by the degrees of the 

probability and/or usuality. Modulation involves the expression of the speaker/writer’s 

attitude towards something being proposed by the degrees of the obligation and/or inclination. 

Modality can be realized by different types of Mood adjunct, summarised in Table 3-6 below: 

Table 3-6: Summary of Mood Adjuncts  

Type Example 

probability - probably, possibly, certainly, perhaps, maybe 
usuality - usually, sometimes, always, never, seldom, rarely, ever 

readiness - willingly, readily, gladly, certainly, easily 
obligation - definitely, absolutely, possibly, at all costs, by all means 

time - yet, still, already, once, soon, just 
typicality - occasionally, generally, regularly, mainly, for the most part 

obviousness - of course, surely, obviously, clearly 
intensity - just, simply, merely, only, even, actually, really, in fact 
degree - quite, almost, nearly, scarcely, hardly, absolutely, totally, utterly, entirely, 

completely 

Source: Halliday (1994, p. 82) and Droga & Humphrey (2002, p. 73) 

 

Mood and Modality have been emphasised in Halliday’s “grammar of the clause as 

exchange” (Eggins, 1994, p. 154; Halliday, 1994, p. 88). More recently, Appraisal is also used 

to explore, explain and elaborate the way language is used to realize interpersonal meanings.  

 

• Appraisal System 

Appraisal comprises of three sub-systems, Attitude, Graduation and Engagement. 

Attitude refers to the grammatical resources used to make either a positive or negative 

evaluation of a phenomenon. Attitude is divided into three categories: 1) Affect 50; 2) 

Judgment51 and 3) Appreciation52

                                                 
50 Affect – expression of a person’s feelings such as happiness/unhappiness; security/insecurity and 
satisfaction/dissatisfaction.  

. Gradation, as with Attitude, is also used to grade feelings, 

51 Judgment – expressing the moral judgment of a person in terms of social sanction (e.g., morality or 
legality) or social esteem (e.g., capacity, competence or psychological disposition.  
52 Appreciation – expression of aesthetic assessments of object in terms of reaction (e.g., emotional 
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judgments and assessments either implicitly or explicitly. The grammatical resources of 

Graduation include two categories: 1) Force53 and 2) Focus54. The grammatical resources 

which the speakers/writers use to negotiate positions with the listeners/readers are operated 

within Engagement. Engagement includes four categories: 1) Attribution55; 2) Modality56, 3) 

Disclaimers57 and 4) Proclaimers58

Next, I turn to the textual strand of meta-meanings that enable texts to be coherently 

negotiated through examining the system of Theme, including two functional components, 

Theme (point of departure for the message) and Rheme (new information about the point of 

departure).  

.  

 

• Theme/Rheme System 

Theme, defined as “the starting-point for the message” (Halliday, 1985a, p. 39), is the 

first element which typically contains familiar information in a clause. The other constituent 

in the clause is the Rheme which typically contains unfamiliar or new information. For 

example: 

Example 4:  

Water and oil really don’t mix 

Theme Rheme 

 

There are three major types of Theme: Topical Theme, Interpersonal Theme and Textual 

Themes, defined as follows.  

                                                                                                                                            
impact); composition (e.g., the form) and valuation (e.g., worth or significance).  
53 Force – adjusts the volume of gradable meanings from low to high intensity. 
54 Focus – makes non-gradable meanings sharper or softer. 
55 Attributions evaluate the outside resources the speakers/writers use when they engage in a dialogue 
with their listener/readers. These outside resources are realized in verbial form (i.e., Processes); in 
nominal form (i.e., Nominalisations) and in phrasal form (i.e., Phrases and other resources).  
56 Modality indicates the speakers/writers’ awareness of the tension between (their) listeners/readers 
and something they proposed.  
57 Disclaimers are the resources used to ‘close down’ or ‘contract’ a dialogue by means of denial or 
counter-expectation.  
58 Proclaimers are the resources used to present positions hard to challenge. 



 117 

i. Topical Theme 

When any element of the Transitivity system (i.e., either a participant, circumstance or 

process) comes as the first constituent in the clause, a topical Theme occurs. Every clause 

must contain one and only one topic Theme. 

ii. Interpersonal Theme 

When topic Theme is preceded by a textual element (e.g., continuitive adjuncts or 

conjunction adjuncts), we have a textual Theme.  

iii. Textual Theme 

When topic Theme is preceded by an interpersonal element (including Mood, Polarity, 

Vocative and Comment), we have an interpersonal Theme. 

 

When the Textual Theme and Interpersonal Theme combine with the Topical Theme, we 

recognize them as a Multiple Theme. Theme can also be identified in different types of Mood 

such as Yes/No Interrogative Mood (i.e., when Finite is interpersonal Theme and Subject is 

topical Theme); WH-Interrogative Mood (i.e., When WH-word is both interpersonal Theme 

and topical Theme) and Imperative Mood (i.e., when Predicator/Process is topical Theme).  

 

• Thematic Progress  

Thematic Progress reveals the sequences and/or patterns of thematic choices in texts. 

The patterns of thematic choice are seen to “realize meanings about the organization of the 

communicative event (how the text hangs together) and the ideational and interpersonal 

distance involved (how the text relates to its context)” (Eggins, 1994, p. 298). The Theme 

system realizes such meanings by pointing out the way paragraphs develop in texts, simply 

put, how the thematic elements succeed each other. There are three major patterns of 

Thematic Progress: 

i. Theme re-iteration (Continuous Theme) pattern 
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The pattern has the same Theme element throughout a sequence of the clauses and the 

(new) information is introduced in the Rheme of each clause.  

Figure 3-7 Continuous Theme pattern  

clause 1 Theme  Rheme 
   

clause 2 Theme  Rheme 
   

clause 3 Theme  Rheme 

   

ii. Linear or ‘zig-zag’ pattern  

In this pattern, what introduced in the Rheme of a clause has become the Theme in the 

next clause and so on. Diagrammatically as Figure 3-8: 

Figure 3-8 Zig-zag pattern of thematic development 

 

Source: Eggins (1994, p. 303) 

 

iii. Split Rheme pattern (multiple Theme)  

In this pattern, the Rheme of a clause contains information which can be spilt up and 

used as the Theme in the subsequent clauses. Diagrammatically: 

Figure 3-9 Multiple-Theme pattern of thematic development 

 

 

 

 

Source: Eggins (1994, p. 304) 
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The Theme/Rheme system contributes to the cohesion and coherence of a text. As 

Halliday (1974) put it, the textual function of language as the “enabling” meta-functions (p. 

97). Without Theme, there could be no text.  

 

3.5.3 Visual Grammar 

Kress and van Leeuwen’s (1996) grammatical resources for reading images are the 

analytical framework of visual language in this study. As indicated in section 3.3.3, their 

analytical parameters, as applied to this study, concentrate on three visual systems: 1) 

Representational Structures; 2) Interactive Structures and 3) Compositional Structures. For 

visual convenience, an overview of each visual system is outlined in Table 3-7 (see Appendix 

E), Table 3-8 (see Appendix F) and Table 3-10 respectively (see Appendix G).  

 

3.5.3.1 Representational Structures 

Kress and van Leeuwen (2006) explored the ways that various kinds of visual texts 

organize and represent their meanings representationally (i.e., ideationally, in SFL terms). 

Simply put, the representational structures construct the nature of events, the participants 

involved and the circumstances in which the events occurred. Note that, instead of ‘object’ or 

‘element’, they propose two types of participant involved in every semiotic act, interactive 

participants and represented participants (p. 48). The former are the participants who are 

interacting with each other in the act of reading a visual, whereas the latter are the visual 

elements or entities represented in the visual, be they people, places or things (including 

abstract things). Simply put, the interactive participant is the viewer and the represented 

participants are the elements that constitute the visual. In their discussion of representational 

structures in the visual transitivity system, Kress and van Leeuwen (2006) recognized two 
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major processes as carrying representational meanings in images: Conceptual and Narrative59

Within the Narrative processes in visual systems, Kress and van Leeuwen recognized a 

number of sub-categories: Actional, Reactional, Speech and Mental, Conversion and 

Geometrical symbolism processes. Among these, Actional and Reactional processes are the 

two major kinds. Actional processes are realized through particular kinds of physical action in 

relation to the represented participant. They can be non-transactional where there is only one 

participant (labeled as Actor

 

processes (p. 59). Conceptual processes are seen to “represent participants in terms of their 

class, or structure, or meaning” or in other words “in terms of their generalized and more or 

less stable and timeless essence” (op.cit: 59) whereas Narrative processes are seen to “serve to 

present unfolding actions and events, processes of change, transitory spatial arrangements” 

(op. cit: 59). To put it this way, Narrative processes deal with depicted action and events 

rather than depicted states of being as in Conceptual processes. It is worth noting that these 

two process terminologies posited by Kress and van Leeuwen in their visual grammar are 

considered as correlated with Halliday’s Transitivity system: Conceptual processes as 

corresponding with existential and relational processes and Narrative processes as 

corresponding with material, behavioural, mental and verbal processes.  

60) with no action “aimed at” or “done to” other participant(s) 

(labeled as Goal61

In the transactional structure, the vector establishes two different types of relationships: 

) or transactional where there is two or more participants together and 

action is exchanged. In this case, there is an Actor, Goal and/or a Beneficiary (Kress & van 

Leeuwen, 2006, p. 63-66). Both transactional and non-transactional processes are realized by 

a vector, a line that can be visually projected from the Actor and extended towards the other 

participant(s) or Goal (Kress & van Leeuwen, 1990, p. 82 & 1996, p. 61-64).  

                                                 
59 Narrative processes were formerly referred to as Presentational processes in Reading Images 
(1990).  
60 Actor is referred to “The active participant in an action process is the participant from which the 
vector emanates or which is fused with the vector” (Kress & van Leeuwen, 2006, p. 74).  
61 Goal is referred to “The passive participant in an action process is the participant at which the 
vector is directed” (op cit: 74).  
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unidirectional and bidirectional transaction action. When an image is represented in a 

unidirectional transactional structure, a vector is formed to connect an Actor and a Goal. This 

vector moves from the Actor and directs toward the Goal. On the other hand, in bidirectional 

transactional action structure, the vector is realized to signify the simultaneously-occurring or 

sequential action between participants. Each participant is playing the role of the Actor as 

well as the Goal. For instance, if two students are looking at each other, a vector is formed to 

signify these two students’ eye movements aimed at each other.  

Another class of Narrative processes is identified as reactional processes, involving 

looking and being seen. Their participants are called Reacter and Phenomena instead of Actor 

and Goal. Reacter is characterized as human or a human-like creature with visible eyes or 

recognizable facial expressions. The Phenomena, on the other hand, can be the receiving 

participant or a transactional structure where the direction of focus of this reaction (e.g., a 

look or gaze) is aimed.  

Other visual narrative processes, Speech and mental processes are represented by 

dialogue balloons and thought balloons, connecting two participants, the Senser and the 

Phenomenon. Conversion processes are represented in diagrams portraying chains of 

transactional processes where there is “a participant which is the Goal with respect to one 

participant and the Actor with respect to another” (Kress & van Leeuwen, 2006, p. 68). 

The last narrative process, Geometrical symbolism, is negotiated in a communication 

mode where there is no participant involved. In this narrative process, meanings are construed 

by their symbolic values and its action can be identified by the vector. The vector is 

represented in a diagram as a diagonal action line (e.g., spiral) or a simple arrow (op. cit: 71). 

Furthermore, in narrative images Kress and van Leeuwen (2006) recognized the 

existence of the secondary participants (identified as Circumstances) relating to the main 

participant but not by means of vectors. Following Halliday (1985, 1994), they considered 
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three circumstantial participants: these are Locative Circumstances (e.g., Setting 62 ), 

Circumstances of Accompaniment63 and Circumstances of Means64

Kress and van Leeuwen (2006) recognized three major kinds of Conceptual processes in 

the visual system, Classificational, Analytical and Symbolic processes. Classificational 

processes involve “a ‘kind-of’ relation, in terms of a taxonomy of types of things, or classes 

of things” between a set of Subordinates and a Superordinate (p. 79). Such classification 

structure can be represented as a Covert Taxonomy or and an Overt Taxonomy. Covert 

Taxonomy is commonly realized by a symmetrical spatial arrangement of the participants in 

which the Subordinates are placed at equal distance from each other in terms of their shared 

properties. The Superordinate, in this case, is not identified as a participant. Overt Taxonomy, 

on the other hand, includes the Superordinate participant. It is represented in a form of a 

tree/pyramid structure wherein Superordinate is placed above or below Subordinates. This 

kind of structure can be single levelled

 (Kress & van Leeuwen, 

2006, p. 72). 

65 or multi-levelled66

Analytical processes, on the other hand, relate the participants in terms of a “part-whole 

structure” where one participant represents the ‘whole’, identified as the Carrier and the other 

participants represent (any number of) the ‘part’, termed as the Possessive Attributes (op. cit: 

87). This relation can be Structured or Unstructured. Within Structured analytical processes, 

 in terms of the layers of 

Subordinate classes. Of particular significance, Overt Taxonomy is commonly used to 

represent social hierarchy.  

                                                 
62 The Setting of a process is recognizable because the participants in the foreground overlap and 
hence partially obscure it; because it is often drawn or painted in less detail (op.cit: 75).  
63 An Accompaniment is a participant in a narrative structure which has no vectorial relation with 
other participants and cannot be interpreted as a Symbolic Attribute (op. cit: 75).  
64 The Means of a process is formed by the tool with which the action is executed. It usually also 
forms the vector (op. cit: 75).  
65 Single-levelled overt taxonomy refers to “a participant (‘Superordinate’) is connected to two or 
more other participants (‘Subordinates’) through a tree structure with two levels only (op. cit: 87).  
66 Multi-levelled overt taxonomy refers to “a participant (‘Superordinate’) is connected to other 
participants through a tree structure with more than two levels. The participants which occupy 
intermediate levels are Interordinates, while those which occupy the lowest level (if the Superordinate 
is on top) or the highest level (if the Superordinate is the bottom) are Subordinates (op. cit: 87).  
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Kress and van Leeuwen identified six sub-classes of processes: they are 1) the Temporal67, 2) 

the Exhaustive68 and Inclusive69, 3) the Conjoined and Compounded Exhaustive70, 4) the 

Topographical and Topological71, 5) the Dimensional and Quantitative Topography72 and 6) 

the Spatio-Temporal 73

 

 (op. cit: 94-104). The final set of processes in Conceptual 

Representations is the Symbolic process. This process is about what a participant means or is. 

There can be two participants, a Carrier whose meaning or identity is established in the 

relation and a Symbolic Attribute which represents the Carrier’s meaning or identity. 

Furthermore, Kress and van Leeuwen suggested that symbolic meanings take two forms: the 

attributive and the suggestive. In the attributive symbolic process, meaning is made salient in 

the visual representation where one participant is foregrounded in relation to the other. The 

suggestive symbolic process, on the other hand, involves just one represented participant. As 

Kress and van Leeuwen (2006) put it, suggestive symbolic processes represent meaning and 

identity as “deriving from qualities of the Carrier themselves” whereas attributive symbolic 

processes represent meaning and identity as “being conferred to the Carrier” (p. 106). An 

overview of the visual representational processes is summarised in Table 3-7 (Appendix E).  

                                                 
67 Temporal analytical process refers to “a set of participants (‘Possessive Attributes’) is ordered 
linearly on a (horizontal or vertical) timeline and interpreted as the set of successive stages of a 
temporally unfolding process (op. cit: 104).  
68 Exhaustive analytical process refers to “a participant (‘Carrier’) is depicted as made up of a number 
of parts (‘Possessive Attributes’) and the structure is interpreted as showing all the parts from which the 
whole is made up (op. cit: 104).  
69 Inclusive analytical processes show some of the Possessive Attributes of a Carrier, leaving much of 
the Carrier unaccounted for, as black space not taken up by Possessive Attributes (op. cit: 95).  
70 In conjoined exhaustive structures, Possessive Attributes are either connected, by a line lacking a 
feature of directionality, or disengaged, by a layout of the Possessive Attributes which separates them, 
yet clearly show how they fit together whereas in compounded structures the Possessive Attributes are 
welded together, while at the same time retaining their distinct identities (op. cit.: 97-98, original 
emphasis). 
71  In topographical analytical structures, the topographical processes are read as accurately 
representing the physical spatial relations and the relative location of the Possessive Attributes. On the 
other hand, in topological analytical structures, the topological processes are read as accurately 
representing the ‘logical’ relations between participants (op. cit: 98-99).  
72 Dimensional and Quantitative Topography are typically represented in pie charts and bar charts that 
are drawn to scale based on the quantity or frequency of aggregates of participants that are taken to be 
identical (op. cit: 100).  
73 In Spatio-temporal analytical structures, the processes are represented in two-dimensional charts 
which create a conjunction between a set of spatially-oriented participants and a timeline (op. cit: 101).  
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3.5.3.2 Interactive Structures 

Kress and van Leeuwen argue that interpersonal meanings in visual texts can be realized 

through the representation of relation, as constituted and maintained, between two interactive 

participants: the producer(s) and viewer(s) of the visual. They suggest a number of aspects of 

the interactive meanings are integral to the position of the viewer realized through Contact, 

Social distance and Perspective and Modality. The visual resources for producing and 

maintaining this social relationship between the viewer and the image are summarised in 

Table 3-8 (see Appendix F) and each of them will be overviewed in the following discussion.  

Contact as represented by the presence of ‘gaze’ or an ‘image act’, is used to understand 

the ways that images directly or indirectly address their viewers. Kress and van Leeuwen 

(2006) drew a distinction between these two image acts: demand and offer. Where there is a 

gaze establishing a direct connection with the viewer, this visual configuration is realized as a 

demand (a response) and requiring a certain level of engagement. On the other hand, the 

realisation of a visual offer is determined by the role of viewer as an invisible and detached 

onlooker. This visual configuration offers “the represented participants to the viewer as items 

of information, objects of contemplation, impersonally” (p. 119).  

Social distance is concerned with two kinds of social relationship between the 

interactants (objects as well as people): long-term and short-term relationships. These social 

relations are realized by varying degrees of familiarity. Kress and van Leeuwen suggested 

social distance can be distinguished by varying the size of frame through the use of shots, in a 

way similar to the techniques derived from cinematography and photography. The varying 

proximity of the shots denotes different social relations. These are summarised in Table 3-9. 
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Table 3-9 Visual realizations of social distance 

Frame Size Characteristics Social Relation 

very close shot less than head and shoulders of subject Intimate 

close shot head and shoulders of subject friendly or personal 

medium close cuts off subject approximately at waist social or ‘one of us’ 

medium shot cuts off subject approximately at knee 
level 

‘familiar’ social 

medium long Shows full figure general social 

long shot human figure fills half image height public, largely impersonal 

very long shot Any thing beyond (wider) than half 
height 

little or no social connection 

Adapted from Kress and van Leeuwen (2006, p. 124-129) 

 

Perspectives are the visually-based interactive resources used to express an attitude or 

‘point of view’ towards the represented participant in visuals. Kress and van Leeuwen (2006) 

recognized two kinds of visuals prevailing in Western cultures: objective (without 

perspectives – no build-in point of view) and subjective (carrying a central perspective). 

Subjective images attempt to create a division between the visual and represented world in 

which the visual is viewed. Kress and van Leeuwen argue that subjective images are 

represented through the choice of viewing angles – horizontal or vertical. Horizontal viewing 

angles can be frontal or oblique. The frontal angle, projecting a message of inclusion, 

establishes involvement whereas the oblique angle, projecting a message of exclusion, 

represents detachment. The vertical viewing angles define the nature of power relations 

between the viewers and the images. If the image is viewed from a high angle, then the 

interactive participant (i.e., the viewer) is considered to have power over the represented 

participant and vice versa. If the viewing angel is at eye-level, there is no power difference 

involved and the point of view is realized in a sense of equality. In objective images, both 

frontal and top-down viewing angles represent a neutral attitude. The directly frontal angle is 
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‘the angle of maximum involvement’ and ‘action-oriented’ whereas the top-down viewing 

angle is “the angle of maximum power” and oriented towards “theoretical, objective 

knowledge” (Kress & van Leeuwen, 2006, p. 145).  

Modality, in linguistics, refers to the ‘truth value’ or ‘credibility’ of statements about the 

word (Kress & van Leeuwen, 2006, p. 155). In visuals, Kress and van Leeuwen argued that 

visual modality judgements are “social, dependent on what is considered real (or true, or 

sacred) in the social group for which the representation is primarily intended” (op. cit: 156). 

To clarify this point, Kress and van Leeuwen considered the differences between naturalistic 

and scientific realism. To examine naturalistic modality, Kress and van Leeuwen (2006) 

suggested a set of modality markers continuums or scales (p. 160-162). They are 

- the use of colour variation (saturation74, differentiation75 and modulation76

- contextualization, a scale running from the absence of background to the most fully 

articulated and detailed background;  

);  

- representation, a scale running from maximum abstraction to maximum 

representation of pictorial detail;  

- depth, a scale running from the absence of depth to maximally deep perspective;  

- illumination, a scale running from the fullest representation of the play of light and 

shade to its absence, and,  

- brightness, a scale running from a maximum number of different degrees of 

brightness to just two degrees: black and white, or dark grey and lighter grey, or two 

brightness values of the same colour.  

 

The modality in naturalistic images, as far as Kress and van Leeuwen (2006) are 
                                                 
74 Colour saturation, a scale running from full colour saturation to the absence of colour; that is, to 
black and white (op. cit: 160). 
75  Colour differentiation, a scale running from a maximally diversified range of colours to 
monochrome (op. cit: 160). 
76 Colour modulation, a scale running from fully modulated colour, with, for example, the use of 
many different shades of red, to plain, unmodulated colour (op. cit: 160). 
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concerned, is realized through “culturally and historically determined standards of what is real 

and what is not” (p. 163). In other words, this dominant standard of what is ‘real’ in one 

culture does not necessarily apply in every context. For example, what is real in 

scientific/technological contexts may not be considered to be real photographic/artistic 

contexts. In this respect, Kress and van Leeuwen argue that different areas of culture may 

have different coding orientations of visual modality. Drawing from the theoretical work of 

Habermas (1984), Bourdieu (1986) and Bernstein (1981), Kress and van Leeuwen (2006) 

borrowed Bernstein’s term “coding orientation” to elucidate different “reality principles” 

applied in specific contexts (p. 165). They distinguish four coding orientations: 

- Scientific/technological coding orientations: the dominant principle here rests on the 

efficiency of the image as a ‘blueprint’ for explanations and/or descriptions; 

- Sensory coding orientations: the dominant principle here refers to the provision of 

sensory pleasure in a visual where the use of colour convey high modality;  

- Abstract coding orientations: commonly used by ‘educated sociocultural elites’, the 

dominant principle here is the ability to reduce the individual to the general, and the 

concrete to its essential qualities, and,  

- Naturalistic coding orientations: the dominant one all members of culture use when 

they are being addressed as ‘members of our culture’ regardless of their educational 

and socioeconomic background.  

 

3.5.3.3 Compositional Structures 

The compositional features in visuals are concerned with “the way in which the 

representational and interactive elements are made to relate to each other, the way they are 

integrated into a meaningful whole” (Kress & van Leeuwen, 2006, p. 176). Kress and van 

Leeuwen suggest composition relates the representational and interactive meanings of a visual 

to each other through three interrelated systems: 1) Information value; 2) Salience and 3) 
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Framing. An overview of these compositional structuring principles is summarised in Table 

3-10 (see Appendix G). 

 Information value refers to the placement of elements that endows them with 

specific informational values attached to the various ‘zones’ of the images: 

left/right, top/bottom and centre/margin;  

 Salience refers to the visual elements that draw the viewer’s attention to different 

degrees and is related to the viewer’s ability to judge the ‘visual weight’, the 

relative significance of various visual elements, and,  

 Framing refers to the ways in which elements in a spatial composition are 

disconnected or connected to each other by an actual frame or frame lines around a 

whole visual (Kress & van Leeuwen, 2006, p. 177).  

 

Kress and van Leeuwen (2006) recognized various ‘zones’ of the image generate specific 

structural meanings. Figure 3-10 below demonstrates their information value diagram with 

five zones labeled to facilitate composition analysis (Kress & van Leeuwen, 2006, p. 197).  

Figure 3-10: The dimensions of visual space 

 

Zone 1           Zone 2 

 

Zone 5 

Zone 3           Zone 4 

 

 

 

The horizontally-based left-right structure denotes the left as the well-established, known 

and understood (i.e., the Given) whereas the right as the to-be-established, not-yet-known and 
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contestable (i.e., the New). They also recognize the vertically-based top-bottom structure 

generates another aspect of information value: the Ideal-Real structure. The top of a visual is 

the space of the ‘Ideal’, most highly valued and the bottom is seen to deliver the message of 

‘Real’. A third aspect of information value refers to the importance of the central spaces and 

outer edges in visuals. The center is presented as “the nucleus of the information” whereas the 

margins are in some sense “subservient” to the center and “dependent or ancillary elements” 

(Kress & van Leeuwen, 1990, p. 206). Figure 3-10 shows the ‘given’ is found in zones 1 and 

3; the ‘new’ is found in zones 2 and 4; the ‘ideal’ is found in zones 1 and 2; and the ‘real’ is 

found in zones 3 and 4. Zone 5 is the center and zones 1, 2, 3, and 4 represent the margins. In 

some cases, Center/Margin structure, combining with Given/New or Ideal/Real structure, 

creates a triptych in which the middle element functions as the mediator between the margins. 

Salience is judged on the basis of visual clues which enable the viewers to distinguish the 

relative significance of visual elements within compositional structure. Kress and van 

Leeuwen (2006) suggested a number of Salience Indicators: size, sharpness of focus, tonal 

contrast, colour contrasts, placement in the visual field, perspectives and cultural-specific 

factor. These indicators are summarised in Table 3-10 (see Appendix G). 

Framing may be explicit or be implied by line breaks in the image. Lack of framing, 

separating from other elements through their actual shape, suggests a group identity to the 

participants whilst framing, creates a sense of boundedness that signifies individuality and 

differentiation. Framing can be realized by different methods such as the use of 

discontinuities of colour hue or saturation, of variations in visual shape, or the use of empty 

space.  

Reading path is the aspect which operates through all these three compositional 

structuring principles of Information value, Salience and Framing. Kress and van Leeuwen 

(1996, 2006) distinguished two kinds of reading path: linear and non-linear. The linear 

reading path is what Tadro (1985) referred to as the most acknowledged code for reading 
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verbal text in English (e.g., print-based text) – that is, to read from left to right (i.e., horizontal) 

and from top to bottom (i.e., vertical). Kress and van Leeuwen later suggested the visual code 

for reading multimodal texts in non-linear ways (e.g., circular, diagonal, spiraling). Reading 

path especially relates to the track that vector leads the viewer’s eye movements – it is 

commonly recognized from the most salient points in the composition to the next or the less 

salient points. Of particular importance, Kress and van Leeuwen pointed out that what is 

made salient for members of one specific culture does not necessarily apply to other cultural 

groups. Simply put, the visual code of reading paths can be culturally-determined.  

To sum up, in our elaboration of representational, interactional and compositional 

structures in the visual transitivity system, a visual can be read as a complex multidimensional 

configuration. In this respect, therefore, in order to investigate what different meanings that 

visual texts in Yasmin’s Ducks can offer, Kress and van Leeuwen’s (1996) descriptive 

framework of visual grammar is considered most applicable to this study and also as 

complementary rather than contradictory in terms of SFL analysis applied in this study.  

 

3.6 Data Collection 

This research study is interested in text as topic as well as resource. Therefore, two 

corpora of data collected in this study include: 

 texts (as topic) in a children’s picturebook, and, 

 the transcriptions of audio recordings of the teachers’ lessons using the text in the 

children’s picturebook (texts as resource) in an EFL classroom.  

 

Each of these is explicated in section 3.6.1 and 3.6.2 respectively.  

 

3.6.1 Text in children’s literature 

As can be recalled from section 2.3.1 (Approaches to Discourse Analysis); 2.4.2 
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(Applying SFL to Discourse Analysis) and section 3.3.2 (Systemic Functional Linguistics 

Perspectives), Systemic Functional Linguistics is a major force in text analysis and/or 

discourse analysis as SFL provides both descriptive and analytic techniques to “set up a 

realizational relationship extending all the way from the most abstract levels of context 

(ideology) through to the very concrete words, structures, sounds and graphology of text” 

(Eggins, 2004, p. 328). This study is located in the context of teaching of text in children’s 

literature in an EFL classroom. The text used in that given setting is written by a western 

author, a native English speaker and thus this study recognizes the need to understand the 

cultural context in which the language in that text was produced. As Malinowski (1946, p. 

236) argued: 

The study of any language, spoken by a people who live under conditions different from 

our own and possess a different culture, must be carried out in conjunction with the 

study of their culture and their environment.  

 

With respect to this concern, this study acknowledges that the text in a children’s 

picturebook, in this case, Yasmin’s Ducks is written by an English-speaking author and 

illustrator from and within a Western culture. The full written texts and the selected 

illustrations of Yasmin’s Ducks are reproduced in Appendix K.  

 

3.6.2 Audio recordings/transcripts of classroom interaction 

As stated in the beginning of this chapter (section 3.0 Research Design), this study is 

located in the context of classroom teaching of text in children’s literature and its aim is to 

explore how texts (as resources) are presented in and through classroom interactions between 

the teacher and students. The nature of classroom interaction is a key focus in this study, as 

Heritage (1984, p. 239) put it: 

The social world is a pervasively conversational one in which an overwhelming 
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proportion of the world’s business is conducted through the medium of spoken 

interaction. 

 

This study recognizes what Heritage called ‘the world’s business77’ includes a wide 

range of everyday actions and of course all sorts of educational practices. In accordance with 

the EM perspective underpinning this research study, data is collected in situ, in vivo 

(Garfinkel, 1967), that is, ‘naturally-occurring data’ (Austin et al., 2001; Freebody, 2003; 

Psathas, 1995; Silverman, 1997, 2001, 2006). Heritage (1984) emphasised “the use of data 

collected from naturally occurring occasions of everyday interaction is paralleled by a 

corresponding avoidance of a range of other research methodologies as unsatisfactory sources 

of data” (p. 236). Silverman (2006) argued naturally-occurring data “derive from situations 

which exist independently of the researcher’s intervention” as opposed to 

“researcher-provoked data”78

In Ethnomethodological studies, people’s reports of what they did or did not do and say 

in a particular situation cannot be substituted for what they did or did not do. Similarly, 

interviews of interactants about a particular incident cannot stand in the place of 

observations, recordings and transcriptions of the incident. 

 (p. 201). In this respect, data such as visual and/or auditory 

recordings of actual action/interaction comprise EM data. What I refer to ‘actual 

action/interaction’ has taken up Austin, Dwyer and Freebody’s (2003, p. 38) concern: 

 

In addition, this study treats the compilation of pre-coded observational schedules and 

checklists as inadequate data collection because “meanings are not recognized by reference to 

a pre-established code but must be discovered” (Widdowson, 1973, p. 207). Thus, another 

                                                 
77 What Heritage calls ‘the world’s business’ includes such basic features as a child learning how to 
converse with its mother and adults telling news, getting into conversation with a stranger and even 
deciding to commit suicide (Silverman, 2006, p. 203).  
78 Using research interviews (or focus groups) involves actively creating data which would not exist 
apart from the researcher’s intervention – researcher-provoked data (Silverman, 2006, p. 101).  
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strand of data collection in this study involves recording the classroom teaching as means of 

accurately capturing a natural setting. By examining the audio recordings, this study is able to 

focus on the ‘actual details’ – how texts are constructed in and through classroom interaction 

between the teacher and students in EFL context. As Sacks (1992, p. 26) put it: 

My research is about conversation only in this incidental way, that we can get the actual 

happenings on tape and transcribe them more or less, and therefore have something to 

begin with. If you can’t deal with the actual details of actual events, then you can’t have 

a science of social life. 

 

A point to emphasise here is that all action has its consequential relation to its 

circumstances and thus the generally-recognized trivial details such as pauses, overlaps or 

aborted utterances are potentially crucial details. As Silverman (2006, p. 287) emphasised: 

At a more basic level, when people’s activities are tape-recorded and transcribed, the 

reliability of the interpretation of transcripts may be gravely weakened by a failure to 

transcribe apparently trivial, but often crucial, pauses and overlaps. 

 

Sacks (1992) argued that, to some extent, they (i.e., pauses and overlaps) are the 

indicators of reading someone’s mind on a daily basis. In this respect, the audio tapes were 

listened to repeatedly in order to refine the transcript. The recordings were transcribed by 

using transcript notation based on Atkinson and Heritage’s (1984) notation (p. ix-xvi) (see 

Appendix I). As Freebody (2003) argued the transcription conventions are applied to “bring 

the event to life” (p. 99) as these conventions “capture aspects of everyday, unremarkable 

social practices that are consequential to our interpretation of those practices” (p. 101). 

Therefore, in order to facilitate analysis, the notated transcripts, thus, play an important role in 

bringing classroom talk of texts into “textually mediated social action” (Watson, 1997, p. 94). 

Note that ethical consideration is especially crucial to qualitative research as its data 
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mostly rely on holistic analysis and presentation of what may be personal, identifiable and 

idiosyncratic information. Therefore, the questions of confidentiality and anonymity arise. In 

the following section 3.7, the ethical issues that emerge in the course of research activity are 

explicated. 

 

3.7 Ethical Considerations 

At every stage of the research process, from research design to data collection to data 

analysis and report, researchers need to aware of the ethical issues (Silverman, 2006). There 

are a number of issues that emerge when considering research ethics. Weber (1946)79 and 

Bodgan and Biklen80 (1998) considered the values of the researcher whereas Silverman 

(2006) and Marvasti (2004)81 were concerned with the researcher’s responsibilities to those 

being studied. In Kumar’s (2005) view, the participants, the researchers and the funding body 

are the stakeholders82

Each category of stakeholders in a research activity may have different interests, 

perspectives, purposes, aims and motivations that could affect the way in which research 

activity is carried out and the way results are communicated and used. Because of this, it 

is important to ensure that research is not affected by the self-interest of any party and is 

not carried out in a way that harms any party. Accordingly, ethical conduct in research 

concerning issues relating to different stakeholders should be examined under separate 

categories. 

 in a research activity. Kumar (2005, p. 212) pointed out: 

                                                 
79 Weber (1946) pointed out the conclusions and implications to be drawn from a study are largely 
grounded in the moral and political beliefs of the researcher (in Silverman, 2006, p. 316).  
80 Bogdan and Biklen (1998) argued ethical decisions ultimately reside with the researcher “with your 
values, and with your judgments of right and wrong (p.46).  
81 “The researcher enters a relationship with those she or he studies. The ethics of social research have 
to do with the nature of the researcher’s responsibilities in this relationship, or the things that should or 
should not be done regarding the people being observed or written about” (Marvasti, 2004, p. 133).  
82 Kumar (2005) explained in the social sciences, the participants include individuals, groups and 
communities providing information to help a researcher to gain understanding of a phenomenon, 
situation, issue or interaction…Anyone who collects information for a specific purpose, adhering to the 
accepted code of conduct, is a researcher…The organization responsible for funding a research activity 
falls into the third category of stakeholders (p. 211-12). 
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In keeping with Kumar’s concern I examine ethical issues in relation to participants and 

researchers as the ethical issues concerning the funding body can be ruled out in this 

self-funded research study. There are many ethical issues concerning participants of a 

research activity. The traditional, fundamental and often dominant ethical issues involve 

obtaining “informed consent” from participants; making every effort to “protection of 

subjects from harm” (Bogdan & Biklen, 1998, p. 43; Gay & Airasian, 2003, p. 79; Kumar, 

2005, p. 214) and “ensuring confidentiality” (Kumar, 2005, p. 214; Lodico et al., 2006, p. 

147). Kumar (2005) was further concerned with collecting information, providing incentives 

and seeking sensitive information. The following considers each ethical issue which arises 

from this research study. 

This study recognized it is important to provide the participants with a straightforward 

description of the nature of the research study. As Lofland and Lofland (1984) pointed out, 

naturalistic researchers ask participants to “grant access to their lives, their minds and their 

emotions” (p. 25) and thus “if you cannot justify the relevance of the research you are 

conducting, you are wasting your respondents’ time, which is unethical” (Kumar, 2005, p. 

212). In taking up this concern, I explicated the nature of this research study in the teachers’ 

information sheet especially with emphasises on the potential contribution made to local 

knowledge about EFL education in Taiwan by the key respondents (i.e., the teachers) whose 

participation would provide valuable insights into the teaching of children’s picturebook texts 

in the EFL classroom context and extend understanding of its nature and purpose in this 

context. I am convinced of the relevance and usefulness of this research study and was able 

convince the key respondents also.  

As always, social context is crucial. Kumar (2005) has suggested that “giving a present 

before data collection is unethical” (p. 213). However, in Taiwan it is appropriate to give a 

small gift as a token of appreciation. Therefore, after the completion of data collection, every 

student who agreed to participate in this study received a pocket-sized picturebook. There was 
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not any direct benefit to the teacher, the principal and the students’ parents. Regarding seeking 

sensitive information, certain types of information can be regarded as sensitive or confidential 

by some people and thus an invasion of privacy. Asking for this kind of information to some 

extent may upset or embarrass a respondent. Since interviews are not necessary for the 

purpose of this study, the information sought did not impose an ethical dilemma in this study.  

The most basic but important ethical consideration surrounding a research activity is 

known as the informed consent. To facilitate informed consent, this study followed the 

guidelines suggested by Ryen (2004), as she defined: “[informed consent] means that research 

subjects have the right to know that they are being researched, the right to be informed about 

the nature of the research and the right to withdraw at any time” (Ryen, 2004, p. 231). Thus, 

in this study the informed consent process began with four groups of participants 1) the 

principal of the school; 2) the teachers; 3) the students and 4) their parents/guardians. The 

informed consent process included the full disclosure of all information relating to the study 

by the researcher to the participants so that the participants could make informed decisions 

about whether to take part or not. Fulfillments of the basic elements of informed consent were 

individually addressed in the information sheet. Observation and audio recording are the core 

research activities of this study. Silverman (2000) suggested that if recordings are to be made, 

further consent is needed regarding the use/s of the data. Following Silverman, the informed 

consent not only specified the educational purpose of this research wherein the participants 

understood the observation was conducted as the partial fulfillment of the requirements for 

the researcher’s doctoral degree but also explicated that the transcripts of their lesson 

recordings would be used for further purposes. Thus, the participants were also asked whether 

they agreed to the use of pseudonyms and the transcripts being used for educational 

publications and/or meetings and shown in public presentations to educational groups.  

The consent documents (including information sheet and consent form) are written as a 

“detailed and non-technical account” (Silverman, 2006, p. 324) and available both in English 
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and Mandarin (see Appendix J). Also due to the age of the students, informed consent from 

students was facilitated by presenting both information and consent orally to the subjects by 

their Chinese English-teaching teacher. Further, as Schinke and Gilchrist (1993) suggested, all 

informed-consent procedures must meet three criteria.83

Another important ethical issue in research is concerned with the participant’s freedom 

from harm which involves the issues of confidentiality and personal privacy. This concern 

applies to both physical and emotional harm. This study, by its nature, does not impose a 

treatment and occurs in a natural setting and thus the concerns of physical harm can be 

eliminated. However, as Bailey (1978, p. 384) has pointed out:  

 One is that “participants must be 

competent to give consent” and such competency is concerned with “the legal and mental 

capacities of participants to give permission” (p. 83). In this respect, children are not 

considered to be competent. Thus, informed consent of the school principal was recognized as 

sufficient for the permission for the students’ participations in this study.  

not only hazardous medical experiments but also any social research that might involve 

such things as discomfort, anxiety, harassments, invasion of privacy, or demeaning or 

dehumanizing procedure.  

 

In line with this concern, the participants’ identities in this study are kept confidential 

through the use of pseudonyms and any identified information associated with any participant 

is omitted so in order to avoid invasion of privacy. Although the students were not the direct 

participants in this study, their voices were recorded during the lessons and thus the researcher 

explicated and assured both in the informed consents for students and their parents that the 

students’ identities would be kept anonymous, as pseudonyms, in the transcripts. Any 

information provided by the respondents is kept anonymous and access to data collected 

                                                 
83 All informed-consent procedures must meet three criteria: participants must be competent to give 
consent; sufficient information must be provided to allow for a reasoned decision; and consent must be 
voluntary and uncoerced (Schinke & Gilchrist, 1993, p. 83).  
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during this study is limited to the persons involved in conducting this research. Once the data 

was collected, it was securely stored in a locked filing cabinet drawer and its source. However, 

a researcher should never assume that the respondents have fully understood their research in 

order to provide truly informed consent (Riessman, 2004, my emphasis). Rather, by strictly 

adhering to the ethical code of conduct that is considered correct, this study aimed to reduce 

the likelihood that participants will be exploited by a researcher persuading them to 

participate without being adequately aware of what the study’s requirements are.  

There are ethical issues too in relation to the researcher (rather than the participants). 

Kumar (2005) emphasised a number of ethical issues relating to the researcher: 1) introducing 

bias; 2) providing and depriving individuals of treatment; 3) using unacceptable research 

methodology; 4) inaccurate reporting and 5) the inappropriate use of information (p. 214-16). 

In taking up Kumar’s concern to resolve ethical issues in relation to the researcher, this study 

aims to eliminate bias by making both the descriptive and reflective fieldnotes (as explained 

above), using appropriate research methodology (section 3.3 and section 3.4), making 

accurate reports without being influenced by conflict of interest, ensuring informed consent 

wherein the use of information obtained from participants is kept confidential, minimizing 

risk/harm to the participants and frankly disclosing any implication for participation in this 

study to the participants. Another corpus of data in this study, the texts of the children’s 

picturebook, is already in the public sphere and thus the ethical consideration is eliminated 

(Silverman, 2000, p. 200). Application for ethical clearance was submitted to and 

subsequently authorized by Griffith University’s Human Research Ethics Committee before 

data were collected.  

 

3.8  Concluding Comments 

This chapter has outlined the research design of this study. Section 3.1 described the 

research setting of the study and section 3.2 explained the participants involved in this study 
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as well as providing a rationale for the selection. The two methodological perspectives which 

underpin this study, Ethnomethodology and Systemic Functional Linguistics were detailed in 

section 3.3.1 and 3.3.2 respectively. Consistent with the theoretical tenets of Systemic 

Functional Linguistics, the Hallidayan perspectives on visual semiotics which provide further 

insight into the examination of the text was elucidated in section 3.3.3. A consideration of the 

justification of methodology employed in this study was explicated in section 3.4. This 

chapter also explicated the analytic techniques offered by EM/MCA and SFL in section 3.5.1 

and 3.5.2. The interpretative framework for visual analysis was described in section 3.5.3. 

Section 3.6 described the corpus of data collected together with its procedure of data 

gathering. Ethical considerations were explored in section 3.7. 
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CHAPTER FOUR 

SFL STUDY: ANALYSIS AND FINDINGS 

when we interpret language in these (functional-semantic) terms we may cast 

some light on the baffling problem of how it is that the most ordinary uses of 

language, in the most everyday situations, so effectively transmit the social 

structure, the values, the systems of knowledge, all the deepest and most 

pervasive patterns of the culture. With a functional perspective on language, we 

can begin to appreciate how this is done 

Halliday, 1973, p. 45 

 

4.1 Introduction 

In recalling of the core of the research question outlined in Chapter One, section 1.3, the 

nucleus of this study lies on the distinction between ‘What texts are’ and ‘What texts may 

afford’. ’What texts are’ is concerned with the textual/visual features that realize what is 

said/written (and what is not said/written) in the text, whereas ‘What texts may afford’ is 

concerned with the descriptive apparatus that makes it possible to say/write whatever is 

said/written in the text. As noted in section 3.3.2, the answer to the question ‘What texts are’ 

can be interrogated by applying the interpretative framework of Systemic Functional 

Linguistics. To explore this interest, this chapter presents a systemic functional analysis by 

documenting different aspects of the authorial practices both in the written and visual texts of 

Yasmin’s Ducks. Recall that the discussion in section 2.4.3 outlined genre theory from 

Systemic Functional Linguistics and the discussion in section 3.5.2 demonstrated SFL’s 

analytical techniques applicable to genre analysis. These provide the analytical framework of 

this chapter. Recall that the visual grammar outlined in section 3.5.3 is heavily derived from 

SFL. Accordingly, the visual analysis of Yasmin’s Ducks appears in this chapter (section 4.3).  

In short, this study utilises Halliday’s Systemic Functional Linguistics to analyze the 

written texts together with Kress and van Leeuwen’s Visual Grammar to examine the visual 

texts of Yasmin’s Ducks.  
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4.2 Genre analysis of Yasmin’s Ducks 

As outlined in section 2.4.1, section 2.4.3 and section 3.5.2, SFL affords critical insight 

and an analytical approach that examines text through focusing on the metafunctions of 

grammar. Recall that, SFL, in particular, is centrally concerned with exploring how the 

intrinsic functional organization of language is constructed by social context in relation to 

three register variables: 

 field focuses on the nature of social practices;  

 tenor centers on social relations, and,  

 mode is concerned with the channel of communication and/or abstraction. 

 

Recall that register is used as a general composite term for the systems of choices in 

field, mode and tenor variables, whereas genre is described as above these metafunctions and 

is conceived of as “staged, goal-oriented social process84

genre is concerned with systems of social processes, where the principles for relating 

social processes to each other have to do with texture – the ways in which field, mode 

and tenor variables are phased together in a text. (p. 12) 

” which can be expressed by 

different texts and registers (Veel, 1997, p. 191; also see Martin & Rothery, 1980-81). The 

relation of genre to register is nicely stated by Martin (1997): 

 

Simply put, genre is used to model the interaction of the register variables, field, tenor 

and mode. With its ability to link meaning to form in a socially-constructed context, genre has 

been applied in particular to the curricula of educational environments in order to introduce 

students to sets of text types which fulfill specific social purposes. These text types (genres) 
                                                 
84 Genres are described as ‘staged, goal-oriented social process’. ‘Staged’ refers to the fact that genres 
usually consist of a number of distinct parts which work together to build the meaning of a text. 
‘Goal-oriented’ refers to the fact that genres usually function to achieve some purpose – they get 
something done (e.g. action, learning, persuasion, entertaining, etc.) ‘Social’ refers to the fact that 
genres are dialogic, they evolve from social interaction. They are shared by two or more people in the 
process of exchanging goods and services or information.  
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are used to specify what students should be able to achieve with language when they 

encounter texts with recognized generic structures85

In particular, Halliday and Martin (1993) argued that written texts has had a crucial role 

in the construction, (re)production and interpretation of scientific meanings. As they have 

pointed out “Adults may choose to deny it, but children in school know very well that there is 

a ‘language of science’” (Halliday & Martin, 1993, p 2). It is worth nothing that through SFL 

analysis this study revealed the nature of the relationship between the construction of 

scientific meanings and language use in Yasmin’s Ducks. This may be somewhat surprising at 

first glance, given that Yasmin’s Ducks is ostensibly a narrative text. However, the meanings 

derived from scientific language use in Yasmin’s Ducks are recognizably in accordance with 

the meanings produced in specific disciplines such as mathematics and science. The issue of 

how scientific discourse is reproduced, interpreted and reformulated in different institutional 

contexts has been carefully studied by Bernstein (1990) in terms of the notion of 

recontextualization. Drawing on Bernstein’s (1990) concept of recontextualization, this 

study’s genre analysis recognized a structure that models the recontextualization of scientific 

discourse in the language of Yasmin’s Ducks (see Figure 6-1 presented in section 6.2.1.1). A 

 (English K-6 syllabus, 1998; see Butt et 

al., 2000: Chapter 9). It is worth noting that both the linguistic and non-linguistic research 

share a common view, that is, language is constitutive of meaning and social/cultural context. 

The language of text in children’s literature may thus be considered to construe for students 

distinctive and purposeful ways of making sense of the social world they inhabit; ways which 

linguists recognize as ‘ideational’, ‘interpersonal’ and ‘textual’. From this point of view, 

primary literacy education is not just tailored for acquiring certain linguistic skills but also to 

introduce the students into the realm of social reality. That is, through the written texts (e.g., 

textbooks), students in school literacy are apprenticed into ‘social/cultural’, ‘logical’ and/or 

‘scientific’ meanings.  

                                                 
85 The overall shape of the text is termed its generic or schematic structure (Martin, 1984).  
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detailed explanation of the domains of scientific language use in Yasmin’s Ducks appears in 

section 6.2.1.1. For the moment however, this chapter maintains the focus of the genre 

analysis here by noting that through examining the language of children’s literature, we may 

thus make links between distinctive grammatical patterns and the particular text type (i.e., 

genre) within its particular social/cultural context, and further consider how these distinctive 

text types work to construct certain kinds of meanings and fulfill particular pedagogical 

purposes in the classroom.  

To make sense of the way distinctive grammatical features of particular genres are 

employed in Yasmin’s Ducks, the analysis that follows examines: 

 the range of written genres in Yasmin’s Ducks, and, 

 the way the language functions to realize different layers of meaning through the 

grammatical resources of different genres.  

 

4.2.1 The range of written genres in Yasmin’s Ducks 

As noted earlier, register genre theory has documented a number of written genres used 

to fulfill pedagogical purposes (teaching and learning in different disciplinary fields). Among 

these written genres, procedures, reports and explanations are described as the principal 

factual genres in the context of science teaching and learning (Christie, 1992; Christie, P. Gray, 

Martin, Macken, B. Gray & Rothery, 1990a, 1990b). It is worth noting that research in 

English (Rothery 1994), history (Veel & Coffin, 1996), geography, mathematics and science 

(Martin, 1990) revealed that language is interpreted, realized, organized and used differently 

in various disciplinary fields. As Veel (1997) noted, “one could not comprehend the use of 

language in a specific discipline without also having a sense of the way that discipline 

organize knowledge” (p. 170).  

A genre analysis of Yasmin’s Ducks reveals a number of written genres. Figure 4.1 gives 

a diagrammatical overview of the range of genres of written texts used in Yasmin’s Ducks. 
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Note that Yasmin’s Ducks is a 21-page story (start from the cover page, numbered 41 to page 

61) within a 147-page children’s book titled ‘Reading’. It is preceded with one page 

introduction to the author and the illustrator and followed by 4 pages of school activity related 

to the story. 

Figure 4.1: Overview of the range of genres in Yasmin’s Ducks 

42 43 44 45 46 47 48 49 50 51 52 52/53 54 55 56 57 58 59 60 61 

 Explanation Information 

Report 

Explanation Procedure Information 

Report 

  

 

Recount 

 

The overall genre of the text is Recount. A number of other written genres are embedded 

within it. It is worth pausing briefly to recall that Yasmin’s Ducks is a textual artifact 

specifically produced for young children. So while we might assume that texts for children 

might be less complicated than texts for adults, the genre analysis of Yasmin’s Ducks renders 

an alternative reading: children’s texts may reveal the foundations on which adult language 

use is built. In other words, we can establish that this text deploys language in a sophisticated 

way which may apprentice the reader/s to meet the demands of more complex adult texts. The 

text crafter of Yasmin’s Ducks recognizably combines two or more structural patterns 

belonging to different genres in one text. This modifies or refines the purpose of the text. For 

example, from the written texts on pages 54 to 56 we see the way the language is used to 

document ‘doing scientific activity’. Our genre analysis reveals that ‘doing scientific activity’ 

is a feature of this text wherein two different generic structures functions to document the 

occurrence of ‘doing scientific activity’: Procedures and Procedural recount.  

Further, it is worth noting from Figure 4.1 that certain genres recur. For example, 

Explanation is introduced on pages 49-50 followed by Information Report and then 

Explanation reoccurs on page 53. This specific configuration sets up what Veel (1997) called 

“knowledge paths” for readers/students insofar as they are apprenticed to move from one 
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topic to another (p. 173). Simply put, this involves a shift from one genre to another. In 

another example, in moving from Factual Information Report on pages 51-52 (i.e., language 

is used to represent a body of facts) to Theoretical Explanation on page 53 (i.e., language is 

used to test a hypothesis) and then to Procedure on pages 54-56 (i.e., language is used to 

enable an experiment to occur), readers are required to understand the shift from one genre to 

another but still within the recount of specific events that occur at different times and places. 

Such reading sophistication is essential for the construction of scientific knowledge. As the 

readers progress through one type of written genre to another, meanings are built up through 

bookish knowledge (i.e., ‘knowing by reading’) towards a generalized body of knowledge 

(i.e., ‘knowing by doing a scientific activity’). The following Figure 4.2 maps out the 

taxonomy of the range of written genres in Yasmin’s Ducks on the basis of their generic 

structures.  

Figure 4-2: Taxonomy of the range of written genres in Yasmin’s Ducks 
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The terms ‘story’ and ‘factual’ on the left represent the generalized choice in written 

genres identified in Yasmin’s Ducks. The terms ‘present’, ‘explain’, ‘document’ and ‘enable’ 

elaborate the range of functions and purposes of the language use in Yasmin’s Ducks. These 

can be linked to the broad domains of language use which are illustrated in Figure 6.1 (in 

section 6.2.1.1). Most of the various genres on the right of the taxonomy share similar generic 

features to each other. For example, Theoretical Explanation is a type of Explanation – a text 

introduces and illustrates a theoretical principle – but is different from Transitional 

Explanation – a text foreshadows or describes how/why the subsequent events occur.  

As noted earlier, each of the written genres functions to fulfill a specific social purpose. 

In examining their distinctive generic structures, linguistic features and grammatical patterns, 

the genre analysis affords a detailed account of the language of ‘achieving particular social 

purposes’. Table 4-1 included in Appendix L summarises the distinctive social purposes of 

these texts. The following section 4.2.2 will present a detailed discussion of the written genres 

(determined on the basis of their generic structures, linguistic features and grammatical 

patterns) appear in Yasmin’s Ducks, with specific examples to demonstrate.  

 

4.2.2 Exploring Text: Lexicogrammatical analysis of Yasmin’s Ducks 

Having given an overview of the genres in Yasmin’s Ducks, this section moves on to 

explicate in more detail the link between written genres deployed in Yasmin’s Ducks and their 

generic structures and particular grammatical features. To achieve this, the following 

discussion focuses on the different genres in Yasmin’s Ducks. Through an examination of the 

distinctive purposes, generic structures and linguistic features of these genres this analysis 

demonstrates how the language in Yasmin’s Ducks builds a certain kind of ‘knowledge path’ 

for readers as they progress through the text. 

Before we proceed to examine examples of different text types in Yasmin’s Ducks, it is 

worth pausing briefly to note that the following discussion examines the text in respect of 
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how the ideational, interpersonal and textual meanings are realized functionally in stages in 

order to achieve particular social purpose/s. Through a lexicogrammatical analysis of the text, 

we may build up knowledge of the context of culture of the text. The functional labels, such 

as ‘orientation’ in Recount, ‘description’ in Information Report and ‘step’ in Procedure, afford 

semantic functions which work to achieve the linguistic unity of the text and fulfill its social 

purpose. Table 4-2 and Table 4-3 provide two complementary charts to facilitate our genre 

analysis of Yasmin’s Ducks. Table 4-2 summaries the metalanguage for each part of our 

metafunctional analysis whereas Table 4-3 summaries the overall meaning patterns revealed 

by our lexicogrammatical analysis (See Appendix L). 

Now let us move towards exploring the genres identified in Yasmin’s Ducks (Recount, 

Explanation, Report and Procedure) in terms of the function of the different stages and the 

key aspects of linguistic realization. 

 

Recount  

A recount is the most recognized story genre that is used to tell what happened through 

documenting a sequence of events and evaluating their significance in some way. Yasmin’s 

Ducks uses the recount pattern. Table 4-4 summarised a Recount’s generic structure in terms 

of its lexicogrammatical features of Text 1 (see Appendix L). In most of the text, the child 

character, Yasmin, deploys verbal process to project direct speech about a series of events in 

relation to ducks. The events that occur throughout this story are introduced sequentially in 

four different settings – Yasmin’s home, Miss Rome’s class, the school playground and back 

to Yasmin’s home.  

 

Explaining the staging of the recount genre 

 Orientation 

Each Recount has an Orientation whose function is to ‘orient’ the readers/listeners to 
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what is to follow. The Orientation of Text 1 demonstrates that the function of this stage 

is to introduce the main character (i.e., Yasmin) and establish the physical settings (i.e., 

home, class, school show-and-tell). The function of the Orientation is to set up a context 

for the events that follow, to put them in a framework that leads the readers into the 

following stage. Of significant importance, the Orientation establishes the experiential 

(i.e., drawing ducks for school show-and-tell) and interpersonal (i.e., the best ducks 

she’s ever made) context for what is to follow. Although the Orientation of Text 1 is a 

brief activity sequence, it introduces the event crucial to the story, the topic of ducks. 

Also, it clearly distinguishes the following stage ‘Record of Events’ by the 

circumstantial information ‘class’ and ‘show-and-tell day’ (i.e., transition of setting – a 

shift from Yasmin’s home to Miss Rome’s class).  

 Record of events 

The middle stage of a recount is the Record of Events. Literally, Record of Events 

documents a sequence of events. It is linguistically realized through temporal successive 

conjunctions. Rothery and Stenglin (1997) aptly described recount as affording its 

readers/listeners “a journey of how participants move from Point A to Point B” (p. 238). 

In taking this metaphor of journey, Yasmin’s Ducks exemplifies a typical recount in a 

clearly defined sequence of events wherein the transitivity patterns may be 

predominantly Actor ^ Material Process ^ Goal (see Example 1 below). The pattern of 

Actor ^ Material Process is also frequently employed in Recount, for example: Tim, 

Kate and Mack asked and When they got home (See Example 2 below). In both types of 

transitivity pattern, Participant is often realized as Actor throughout the text. For 

example, in the journey of ‘school show-and-tell’ (Setting 2), the event which ‘Miss 

Rome’s class’ took part in is foregrounded as significant. In the journey of ‘doing an 

experiment’ (Setting 4), the sequence of events is significantly foregrounded through an 

experiential focus (i.e., field knowledge: what happened, who was involved and the 
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circumstances surrounding what happened). In this respect, the Record of Events is 

realized to build up the readers’ experience of the journey of Yasmin’s Ducks through a 

sequence of events. 

Example 1: Transitivity structures from the Text in Setting 2, Setting 3 & Setting 4 (recount) 

Miss Rome’s class held up their work 

Actor Material Process Goal 

 

Well I found out a lot about them 

(no label) Actor Material Process Goal 

 

Yasmin got out Her book on ducks 

Actor Material Process Goal 

Example 2: Typical Transitivity structures from the Text in Setting 3 & Setting 4 (recount) 

Tim, Kate and Mack  Asked 

Actor Material Process 

 

When they Got Home 

 Actor Material Process Circ.: spatial 

 

 Reorientation 

Generally speaking, Reorientation is the concluding stage of the recount genre which 

functions to bring the events full circle through some reference to the starting point of 

the text. In Yasmin’s Ducks, Reorientation is foregrounded through an interpersonal 

focus – which makes references back to the initial context of the story. At the outset of 

the story, Yasmin initiated the context of ducks and then the lexical term ducks spans the 

text. Mack’s statement in Reorientation not only elaborated experiential meaning but 

also concluded the text with: They fly in a big flock. I saw them last fall. In this respect, 

Reorientation serves to bring the reader back to the experiential starting point, which 

was in this case: These are the best ducks I have ever made! I can just see them in the 
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lake. They swim around and quack. 

 Coda 

The Coda is an optional and/or additional concluding stage of the genre Recount. It 

gives an overall evaluation of the text in a retrospective way. The Coda in Yasmin’s 

Ducks signposts the significant aspects of the story – that is, to point out the ‘moral’ of 

the story: I think I like ducks, too. It’s raining out. Too bad we’re not ducks! Then we 

would not get wet! In other words, Yasmin’s pals develop a fondness for ducks because 

they learnt what is distinctive about ducks through organizing the factual information in 

books and performing an experiment to test a hypothesis pertaining to the context of 

ducks. It is worth noting that the Coda in Yasmin’s Ducks may be realized in a different 

way to some readers as the moral of this story was implicitly elaborated in the events of 

the text. Hence, the Coda could be extrapolated by the readers peculiar to their 

experiential/interpersonal interpretation of the story.  

 

Lexicogrammatical analysis of Recount 

The following four segments of Text 1 (see Appendix L), excerpted from Yasmin’s 

Ducks, exemplified each stage of the genre Recount – Orientation (Text 1-1); Record of 

Events (Text 1-2); Reorientation (Text 1-3) and Coda (Text 1-4).  

Orientation: Text 1-1 

“These are the best ducks I have ever made!” said Yasmin. 

“I can just see them in the lake. They swim around and quack. Quack, quack, quack”, said 

Yasmin. 

“I will take them to class. It’s show-and-tell day,” said Yasmin.  

Field of discourse 

Lexicogrammatical analysis Contextual description 

Experiential meanings  Field of discourse 
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Process types 
Mainly material –  
made, see, take: account for 
Yasmin 
swim, quack: account for 
ducks 
Some relational –  
identifying: are (refer to 
ducks) 
attributive: is (refer to school 
activity) 

Participants 
Actor: I (child character 
Yasmin); they (ducks) 
Goal: them (ducks) 
Token/Value: These/the best 
ducks 
Carrier/Attribute: 
It/show-and-tell day 

Circumstances 
Manner(quality): ever, just,  
Place: in the lake, class 

As a result of our 
analysis and 
knowledge of 
context of culture. 
We can produce the 
description. 

 

Experiential domain 
Yasmin drew a picture of ducks for 
school show-and-tell. 

Short-term goal 
To demonstrate her ability to draw a 
picture for a school task 

Long-term goal 
To display her knowledge of ducks 
in the public sphere (i.e., class) 

Commentary 

The first clause of the first paragraph realizes an Identifying Relational Process along with the 

Value (the best ducks) which has been foregrounded by the material process and the use of 

past tense (i.e., made) in the embedded clause. This foregrounding underlines the importance 

of the short-term goal. The clauses of the second paragraph are mainly material processes 

which describe observable aspects or features of ducks (such as ‘swim around’ and ‘quack’) 

together with a spatial circumstance (i.e., in the lake). These material processes realize the 

field in a less specialized way, but an informative way to some extent. In the last paragraph, 

the first clause was foregrounded by the material process (i.e., take), the goal (i.e., the 

drawing of ducks) and the use of spatial circumstance (i.e., class) whereas the second clause 

is realized in a Relational Attributive Process. This foregrounding signals the long-term goal 
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of this text. That is, to present different facets of ducks in the institutional context.  

Tenor of discourse 

Lexicogrammatical analysis Contextual description 

Interpersonal meanings  Tenor of discourse 

mood selections 
Mainly declarative: to give 
information  
declarative with mood 
adjunct – intensity: just; 
usuality: ever 
declarative with modality – 
low: can; median: will 

person selections 
First: I 
3rd: these, they, it  

appraisal 
+ affect for Yasmin’s 
satisfactory attitude toward 
drawing of ducks: the best, 
ever made  
+ explicit grader: adverbial – 
the best, ever 
+ sharpened focus – the best, 
ever 

As a result of our 
analysis and 
knowledge of 
context of culture. 
We can produce the 
description. 

 

agentive or societal roles 
speaker (Yasmin) vs. unknown 
audience (presumably reader at 
similar age to Yasmin) 

power/status 
unequal in a less formal way 

social distance 
Minimal 

Commentary 

The child character, Yasmin, is the only speaker. The audience is unknown. As the generic 

characteristic of Yasmin’s Ducks is identified as children’s literature, the audience can be 

presumably categorized as readers of similar age to the child character. All the clauses in this 

text are in declarative mood – Yasmin elaborates the sequence of events pertaining to her 

drawing of ducks. The other unnamed participants in this text (i.e., Ben & Yasmin’s Mom) 

apparently are identified as recipients of the information provided by Yasmin. Thus, we may 

consider the relationship between speakers and audience as unequal. However, the exchange 

of information is dealt with in a less formal way and hence we may consider the relationship 
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between the speaker and the audience as close to some extent. Thus, the social distance 

between speaker and audience is minimal. Further, the widely-used first person pronoun, ‘I’, 

throughout this text signals the exchange of information is on a basis of subjectivity. This is 

foregrounded by the use of personal expressions in relation to the Appraisal System. The 

speaker, Yasmin, employs a number of positive appraisals to express personal 

feelings/evaluations towards her drawing of ducks. Not surprisingly, the main appraisals are 

Attitude. The lexical terms ‘the best’ and ‘ever’ are functionally realized in Affect and 

Judgement in relation to Attitude and Force & Focus associated with Graduation within the 

Appraisal System.  

Mode of discourse 

Lexicogrammatical analysis Contextual description 

Textual meanings  Mode of discourse 

Thematic choices 
Topical Theme: These, I, 
They, It 

Cohesion 
Lexical sets to do with ‘ducks’ 

Structural patterns 
Fit with Orientation of 
Recount 

As a result of our 
analysis and 
knowledge of 
context of culture. 
We can produce the 
description. 

 

role of language 
ancillary 

type of interaction 
monologue 

medium 
spoken but written-to-be-read 

Channel 
phonic 

Rhetorical thrust 
Recount 

Commentary 

The role of language in Text 1-1 is construed as ancillary rather than constitutive. This 

text begins with monologic mode with moderate experiential language between the speakers 

and the unknown audiences. The text is spoken language but written-to-be-read (for readers) 

and originally received as phonic text. The structural pattern of this text is realized to fit with 

the Orientation of a Recount. The cohesion analysis establishes the lexical set to do with 

‘ducks’. This is evidenced in the choice of the Topical Theme (i.e., These) in the first clause 

which provides prominence of the participant (i.e., ducks). The rest of the information about 
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the participant is realized in the Rheme. Then, further information about the ducks is build up 

in the Rheme in the second clause (i.e., them in the lake). Next, the Rheme in the second 

clause is introduced as the Topical Theme in the third clause with the use of pronoun ‘They’.  

 

Record of Events: Text 1-2 

Setting 2: “Miss Rome’s class held up their work”. 

Setting 3: “Why do you like to make ducks?” Tim, Kate, and Mack asked.  

Setting 4: When they got home, Yasmin got out her book on ducks. “We need two bags and 

salad oil”, said Yasmin.  

Field of discourse 

Lexicogrammatical analysis Contextual description 

Experiential meanings  Field of discourse 

Process types 
Mainly Material Process: held 
up, got, asked, got out, need 
Mental Process (affect): like 

Participants 
Mainly Actor (Miss Rome’s 
class, they, Yasmin, we) with 
Goal (their work, her book on 
ducks, two bags and salad oil) 
Senser (you) with 
Phenomenon (ducks) in 
second paragraph 

Circumstances 
Place: spatial circumstance – 
home 
Time: temporal circumstance – 
when 

As a result of our 
analysis and 
knowledge of 
context of culture. 
We can produce the 
description. 

 

Experiential domain 
Setting 2: show-and-tell in Miss 
Rome’s class 
Setting 3: group discussion about 
Yasmin’s personal interest in ducks 
Setting 4: Yasmin displays 
knowledge of ducks through books 
and experiment 

Short-term goal 
To recount a sequence of events  

Long-term goal 
To achieve the construction of 
scientific knowledge through 
organizing factual information from 
book and doing an experimental 
activity 

Commentary 

As established earlier, Yasmin’s Ducks is identified as a story genre with the Recount pattern. 

In this text, this has been foregrounded in the most frequent use of material processes realized 
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in the form of past tense (e.g., held up, got, asked, got out, etc.). Note that we only find the 

process in the form of present tense (i.e., like and need) in paragraph 2 and 3 wherein the 

statement is addressed in directive to the other character in the story, instead of addressing the 

readers/audience. When one part of the text is consistently foregrounded by a particular form 

of verb tense, it may be considered a focus of the text’s meaning. That is, frequently using 

Process in the past tense underlines the importance of the occurrence of Recount genre. The 

choice of Participant is mainly Actor with Goal across this text insofar as other participants 

such as Sensor/Phenomenon only occurred in the second paragraph. This text is foregrounded 

by different participants whose actions occur congruently in a sequence of events. For 

example, Actor in paragraph 1 is realized by ‘Miss Rome’s class’ whereas Actor in paragraph 

2 is realized by Tim, Mack and Kate. In paragraph 3, Actor is realized in the pronouns ‘they’ 

and ‘we’, a constitutive of Yasmin, Tim, Kate & Mack in 1st and 3rd clause and realized by 

Yasmin in the second clause. On account of the use of different participants as different units 

of work, this foregrounding is signposting the importance of the short-term goal of this text. A 

final point worth mentioning here is that the temporal circumstance is to do with the time in 

which the action took place and the spatial circumstance is realized to signal the shift of 

setting of different events (e.g., Miss Rome’s class to Yasmin’s home).  

Tenor of discourse 

Lexicogrammatical analysis Contextual description 

Interpersonal meanings  Tenor of discourse 

mood selections 
declarative – give information 
interrogative – demand 
information 
imperative – demand service 

person selections 
1st: we 
2nd: you 
3rd: Miss Rome’s class, they 

As a result of our 
analysis and 
knowledge of context 
of culture. We can 
produce the 
description. 

 

agentive or societal roles 
Setting 2: Miss Rome vs. her class 
Setting 3: Tim, Kate & Mack vs. 
Yasmin 
Setting 4: Yasmin vs. Tim, Kate & 
Mack 

power/status 
Setting 2: unequal 
Setting 3: unequal  
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appraisal 
+ implied Judgement for child 
character’s propriety (ethics) 
from “Miss Rome’s class held up 
their work”. “Holding up own 
work for show-and-tell” is 
evaluated as being “disciplined”.  

Setting 4: equal  

social distance 
Setting 2: maximal (formality) 
Setting 3: minimal 
Setting 4: minimal 

Commentary 

The text in Setting 2 is realized in a declarative mood in order to give information – about 

societal roles (i.e., Miss Rome/her class); unequal power status (i.e., teacher/pupils); maximal 

social distance (i.e., deploy certain level of formality) and implied positive judgement 

associated with the child character’s propriety (ethics). ‘Held up their work’ is realized as a 

pointer to an identification of status/power – that is, Miss Rome gives the order and the class 

and the students comply. The relationship between teacher and pupils is recognizably 

indicated by a certain level of formality – that is, the social distance is towards the maximum 

and on the continuum. The positive appraisal associated with the child characters’ propriety 

can be realized by the doing of ‘holding up own work for show-and-tell’, suggesting the 

children as ‘task-oriented’ or ‘disciplined’. The text in Setting 3 is realized in an interrogative 

mood wherein the speakers, Tim, Kate and Mack demand information in directives to the 

addressee, Yasmin. The relationship between them is unequal but is dealt with in a less formal 

way (i.e., questioner/answerer). The social distance is realized as minimal as they interact on a 

familiar basis (i.e., informal speech: like to make). It is worth noting that the equal status and 

minimal social distance among the child characters are deployed differently in Setting 4 – 

through the use of ‘we’. This ‘we’ seems exclusive, referring only to the constitutive of 

Yasmin, Tim, Kate and Mack but it is also inclusive as it also represent Miss Rome’s class. In 

this respect, we make sense of the way an imperative clause momentarily functions to demand 

service in a less obligatory manner.  
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Mode of discourse 

Lexicogrammatical analysis Contextual description 

Textual meanings  Mode of discourse 

Thematic choices 
Setting 2: Topical Theme 
Setting 3: WH-interrogative Theme 
realized by the use of Interpersonal 
Theme with Topical Theme 
Setting 4: Textual Theme as 
Conjunction; Topical Theme as 
Subject 

Cohesion 
Setting 2: lexical sets to do with 
‘show-and-tell’ in reference to the 
topic ‘ducks’ relating to the context of 
setting 1 
Setting 3: lexical sets to do with 
‘ducks’ and referencing out to the 
context of setting 1 
Setting 4: lexical sets to do with 
‘ducks’ and new lexical item ‘two 
bags’ and ‘salad oil’ in the last clause 

Structural patterns 
Fit with recount throughout the text 

As a result of our 
analysis and 
knowledge of context 
of culture. We can 
produce the 
description. 

 

role of language 
ancillary 

type of interaction 
Setting 2: monologic 
Setting 3: dialogic 
Setting 4: monologic to dialogic 

medium 
spoken but written-to-be-read 

Channel 
phonic 

Rhetorical thrust 
A blend of Recount and 
Procedural / Instructional  

Commentary 

The thematic choice in Setting 2 is foregrounded by the use of the Topical Theme ‘Miss 

Rome’s class’ to introduce the experiential meanings (i.e., held up, work). The information 

included in the Rheme is realized to reference to the context of ‘show-and-tell’. In Setting 3, 

the Wh-element (i.e., Why) is realized as the unmarked Theme and fuses interpersonal and 

experiential meanings. In Setting 4, ‘When’ as Textual Theme is realized as a Conjunction 

used to link experiences together and make text coherent. Martin and Rose (2003) treated that 

Conjunction as part of the discourse semantic system with its focus on the “inter-connections 

between processes – adding, comparing, sequencing, or explaining them” (p. 110). In this 
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respect, the Conjunction ‘when’ signals the sequential nature of the event. Further, the overall 

structural pattern of text 1-2 fits with Records of Events in the genre Recount. The rhetoric 

mode changes in Setting 4 from a simple recount to something more procedural. The cohesion 

analysis shows in Setting 2, lexical sets to do with ‘show-and-tell’ and reference to the topic 

‘ducks’ relevant to the context of Setting 1. Similarly, the lexical sets in Setting 3 are to do 

with ‘ducks’ and reference out to the context of Setting 1. However, the lexical chain shifts 

from ‘ducks’ to a new lexical item ‘two bags’ and ‘salad oil’ in the last clause.  

 

Reorientation: Text 1-3 

“They fly in a big flock,” said Mack. “I saw them last fall.” 

Field of discourse 

Lexicogrammatical analysis Contextual description 

Experiential meanings  Field of discourse 

Process types 
Material: fly, saw 

Participants 
Actor: they, I 

Circumstances 
Manner: in a big flock 
Temporal (time): last fall  

As a result of our 
analysis and 
knowledge of 
context of culture. 
We can produce the 
description. 

 

Experiential domain 
Mack has a conversation with Yasmin on 
the topic of ducks. 

Short-term goal 
To stay close to the recount prototype in 
constructing the texts  

Long-term goal 
To display own knowledge of ducks apart 
from Yasmin’s 

Commentary 

In the first clause, Actor (ducks), Material Process (fly) and the Circumstance: manner (in a 

big flock) are realized in relation to the context of ducks. In the second clause, Actor (I: 

Mack), Material Process (see) and the Circumstance: temporal (last fall) are manipulated to 

underline the importance of the long-term goal – that is, to relate one’s own experience to the 

context of ducks. In terms of the Reorientation stage within the Recount genre, this text 

functions to fulfill a specific social purpose – to stay close to the recount prototype in 
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rounding off the sequence of events.  

Tenor of discourse 

Lexicogrammatical analysis Contextual description 

Interpersonal meanings  Tenor of discourse 

mood selections 
Declarative mood 

person selections 
First: I 
3rd: They  

As a result of our 
analysis and 
knowledge of 
context of culture. 
We can produce the 
description. 

 

agentive or societal roles 
Mack vs. Yasmin (in response to 
Yasmin) 

power/status 
equal 

social distance 
Minimal 

Commentary 

Mack is the main speaker in response to Yasmin. To build up consistency of such a reading, 

we may take a retrospective reading – “Did you know that ducks fly south in the fall?” said 

Yasmin. As such, the relationship between Mack and Yasmin can be realized in terms of equal 

status and minimal social distance.  

Mode of discourse 

Lexicogrammatical analysis Contextual description 

Textual meanings  Mode of discourse 

Thematic choices 
Topical Theme: They, I 

Cohesion 
Lexical sets to do with ‘ducks’ 
Reference Chain: pronoun 
(they)  

Structural patterns 
Fit with Recount 

As a result of our 
analysis and 
knowledge of 
context of culture. 
We can produce the 
description. 

 

role of language 
ancillary 

type of interaction 
monologic  

medium 
spoken but written-to-be-read 

Channel 
phonic 

Rhetorical thrust 
Recount 

Commentary 

Topical Theme (They, I) is used to introduce experiential meanings (i.e., ducks, fly, in a big 
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flock, last fall). The cohesion analysis shows the lexical item ‘ducks’ is replaced by the 

pronoun ‘they’ in the first clause and ‘them’ in the second clause. A final point to note here is 

the structural pattern of this text is designed to fit with Recount.  

 

Coda text: Text 1-4 

“I think I like ducks, too,” Tim said. 

“Me, too. I wish I didn’t have to go home now,” said Kate. 

“Too bad we’re not ducks!” Tim said. “Then we wouldn’t get wet!” 

Yasmin and her pals smiled. “Quack, quack, quack, quack!” 

Field of discourse 

Lexicogrammatical analysis Contextual description 

Experiential meanings  Field of discourse 

Process types 
Mainly Mental: think, like, 
wish, have to (cognition)  
Relational Attributive: are 
Material: go (home), get (wet) 
Behavioural: smile 

Participants 
Mainly Senser: I (Tim, Kate) 
Phenomenon: ducks 
Token: We (Yasmin + her pals) 
Attribute: ducks 
Actor: We (Yasmin + her pals) 
Behaver: Yasmin and her pals 

Circumstances 
Accompaniment: too; Met, 
too;  

As a result of our 
analysis and 
knowledge of 
context of culture. 
We can produce the 
description. 

 

Experiential domain 
Yasmin and her pals discussed what 
they think of ducks.  

Short-term goal 
To recount Tim and Kate’s 
affectionate /emotional evaluations 
of ducks  

Long-term goal 
To evoke vicarious experience (i.e., 
readers are expected to perceive 
ducks in some way that the story 
characters do) 

Commentary 

The most frequent process is Mental (think, like, wish, have to) in the form of present tense. 

The Participant in these mental clauses is Senser (Tim and Kate) which projects inner world 

of consciousness of Phenomenon (ducks). In this text, the use of Mental Process together with 
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Senser/Phenomenon functions to achieve the short-term goal, that is, to recount characters 

Tim and Kate’s emotional evaluation of ducks. The text in the third paragraph is realized by 

the relational clause and the material clause. In the relational attributive clause, the Participant 

is construed by Token ‘we’ and Attribute ‘ducks’. On the other hand, the material clause is 

foregrounded by Actor (we) with Material Process (get wet). Note that the third paragraph 

functions to fulfill the long-term goal of text 1-4 – to evoke vicarious experience. The Process 

in relational attributive clause is to construct the relationship between two Participants – 

Carrier ‘we’ and Attribute ‘ducks’. Simply put, Tim and his pals were assigned membership of 

the category ‘ducks’ Further, in the material clause, Process functions to construct the material 

world of doing (i.e., ducks don’t get wet). By such examination we build the link between 

these two clauses and the function to achieve the long-term goal of text 1-4. 

Tenor of discourse 

Lexicogrammatical analysis Contextual description 

Interpersonal meanings  Tenor of discourse 

mood selections 
Declarative: to give 
information  
Some declarative with 
Adjunct: Mood Adjunct 
(degree: too); Comment 
Adjunct (too bad); 
Conjunctive Adjunct (then) 

person selections 
First: I, we 
3rd: Yasmin and her pals 

appraisal 
+ Attitude: Affect for Tim and 
Kate’s positive attitude toward 
ducks (like; Me, too) 
–Attitude: Affect for Tim’s 
unhappy feeling (too bad) 
–Attitude: Affect for Kate’s 

As a result of our 
analysis and 
knowledge of 
context of culture. 
We can produce the 
description. 

 

agentive or societal roles 
Yasmin and her pals 

power/status 
equal 

social distance 
minimal 
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insecure feeling (I wish) 
+ Appreciation: Tim and 
Kate’s positive evaluation in 
terms of the context of ducks 
(like ducks) 
+ Graduation: Force – Explicit 
grading: lexical term 
intensifier (too; Me, too) 
+ Graduation: Repetition – 
Yasmin and her pals’ explicit 
grading (Quack, quack, quack) 

Commentary 

All the clauses in this text are in declarative mood, they give information. Some declarative 

moods are realized by the use of Adjuncts. The Adjuncts are dealt with in a commonsense 

way (e.g., Mood Adjunct – too; Comment Adjunct – too bad and Conjunctive Adjunct – then). 

Thus the relationship between Yasmin and her pals is established as being equal and further, 

they share minimal social distance. Furthermore, as the appraisals are the resources 

speakers/writers use to acknowledge their positions and build particular relationship with their 

readers/listeners, the Appraisal System deployed in this text also helps establish the roles of 

Yasmin and her pals as being unequal. Most of them are realized by the positive appraisal 

resources of Affect (happiness: like), Appreciation (positive evaluation) and Graduation 

(lexical term intensifier and Repetition). The negative appraisals are realized in the use of 

Attitude: Affect to signpost Tim’s unhappy feeling (i.e., too bad) and Kate’s insecure feeling 

(i.e., I wish).  

Mode of discourse 

Lexicogrammatical analysis Contextual description 

Textual meanings  Mode of discourse 

Thematic choices 
Topical Theme: I, We 
Comment Adjunct as 
Interpersonal Theme: Me, too; 

As a result of our 
analysis and 
knowledge of 
context of culture. 

role of language 
ancillary 

type of interaction 
A blend of monologic and dialogic 
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Too bad 
Comment Adjunct as 
Interpersonal Theme: Then 

Cohesion 
Lexical sets to do with the 
participant “I” and “We” 

Structural patterns 
Fit with Coda of Recount  

We can produce the 
description. 

 

medium 
spoken but written-to-be-read 

Channel 
phonic 

Rhetorical thrust 
Delicate distinction between Recount 
and Inspirational  

Commentary 

The cohesion analysis shows the lexical sets to do with first person pronoun (i.e., I and We) 

whose meanings are connected with interpersonal meanings. The lexical items such as ‘think’, 

‘like’, ‘Me, too’ and ‘wish’ realizes positive Appraisal. The last clause begins with an 

Interpersonal Theme realized by a Common Adjunct then which signals the negative 

Appraisal relating to the stand that the participant is taking up. In terms of structural pattern, 

this text is designed to fit with Coda of Recount – to give evaluation or give significance to 

the recount. This linguistic realization is pertaining to the rhetorical mode which underlines 

the delicate distinction between Recount and Inspiration.  

 

Theoretical Explanation 

The second genre explored here is Theoretical Explanation. Theoretical Explanation is 

linguistically realized as an apprenticing text which is designed to introduce readers to a 

theory. The structure of theoretical explanation is foregrounded by two specific stages – 

Statement of theory which identifies the theory in terms of its principles/axiom followed by 

Elaboration in which such theory is exemplified. As a theory has its reliance on a particular 

principle and/or axiom to explain counter-intuitive phenomenon, theoretical explanation is 

logical to the context of scientific knowledge and may require understanding beyond 

everyday experience. For example, to build the logical link between ‘ducks don’t get wet’ and 

‘water and oil don’t mix’, a theoretical understanding is necessary. In this respect, theoretical 
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explanation achieves the purpose of explaining a theory/hypothesis (i.e., water and oil don’t 

mix) through a listing of elaborations (i.e., the context of ducks). For a detailed exploration of 

Theoretical Explanation, refer to Unsworth (1995).  

 

Lexicogrammatical analysis of Theoretical Explanation 

Text 2, abstracted from Yasmin’s Ducks, is characterized as Theoretical Explanation on 

account of its generic structures. Table 4-5 summarises the genre analysis of Text 2 (See 

Appendix L). The following discussion focuses on the lexicogrammatical analysis two 

segments of Text 2 in relation to different stages of Theoretical Explanation genre: Statement 

of Theory (Text 2-1) and Elaboration (Text 2-2).  

Statement of Theory: Text 2-1 

“Did you know that ducks don’t get wet?” Yasmin said. 

Field of discourse 

Lexicogrammatical analysis Contextual description 

Experiential meanings  Field of discourse 

Process types 
Mental: know (cognition) 
Material: get wet 

Participants 
Senser: you (Yasmin’s pals) 
Phenomenon: ducks don’t get 
wet 
Actor: ducks 

As a result of our 
analysis and 
knowledge of 
context of culture. 
We can produce the 
description. 

 

Experiential domain 
Yasmin initiated a conversation 
regarding ducks. 

Short-term goal 
To display her understanding of 
ducks 

Long-term goal 
To introduce a theory pertaining to 
the context of ducks 

Commentary 

In text 2-1, Yasmin initiated a conversation in relation to ducks. The first clause is 

foregrounded by the mental process (i.e., know) with the participant Senser (i.e., you: 

Yasmin’s pals) and by complex embedding around the Phenomenon (i.e., ducks don’t get wet). 

This foregrounding underlines the importance of the long-term goal – to introduce a theory 
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pertaining to the context of ducks. The second clause is realized through the material process 

(get wet) and the participant Actor (ducks). The linguistic realization of the second clause 

functions to achieve the short-term goal: Yasmin displays her own understanding of ducks. 

Tenor of discourse 

Lexicogrammatical analysis Contextual description 

Interpersonal meanings  Tenor of discourse 

mood selections 
Interrogative mood: to demand 
information 
Embedded clause: 
declarative – to give 
information 

person selections 
2nd: you 
3rd: ducks 

As a result of our 
analysis and 
knowledge of 
context of culture. 
We can produce the 
description. 

 

agentive or societal roles 
Yasmin (questioner) vs. Yasmin’s 
pals (answerer) 

power/status 
A shift from equal to unequal 

social distance 
Minimal 

Commentary 

In text 2-1, there is an interrogative clause with an embedded clause realized through the 

declarative mood. Yasmin initiated a known-answer question in an interrogative mood to 

demand information from her pals. The declarative clause embedded in this paragraph is 

foregrounded by giving the information to the known-answer question. This conversation is 

dealt with in a commonsense way and establishes the relationship between Yasmin and her 

pals as equal and shares minimal social distance. However, the relative status also changes in 

the second clause from equal to hierarchic (i.e., Yasmin is the person who has the correct 

answer/information).  

 

Elaboration: Text 2-2 

“A duck has oil next to its tail” 

“It wipes the oil all around its feathers.” 

“The duck’s feathers don’t get wet because water and oil don’t mix.”  



 166 

The water rolls off its back.” 

Field of discourse 

Lexicogrammatical analysis Contextual description 

Experiential meanings  Field of discourse 

Process types 
All Material: has, wipes, get, 
mix, rolls off 

Participants 
Actor: duck, it, duck’s 
feathers, water and oil, water 
Goal: oil, it’s back 

As a result of our 
analysis and 
knowledge of 
context of culture. 
We can produce the 
description. 

 

Experiential domain 
Yasmin explain the events in terms 
of the theory applied to the context 
of ducks. 

Short-term goal 
To organize the factual information 
about ducks 

Long-term goal 
To teach her pals about the theory 
“water and oil don’t mix” pertain to 
the context of ducks (i.e., ducks have 
oil next to their tails and thus they 
don’t get wet) 

Commentary 

As discussed earlier, the field of text 2-1 is to introduce a theory pertaining to the context of 

ducks. In examining the field of text 2-2, we found the link between the context of ducks and 

the exemplification of theory is foregrounded by the Actor/Material pattern which 

consistently occurs across each clause. All clauses are realized by present tense Material (has, 

wipes, get, mix & rolls off) with Actor (it, duck, duck’s feathers, water and oil, water). In the 

first and second paragraph, the clauses are realized by the use of material processes in relation 

to ducks (Participant: Actor). This linguistic aspect is to foreground the short-term goal of the 

text – to organize the factual information about ducks. On the other hand, the linguistic aspect 

of the clauses in paragraph 3 and 4 is realized through the use of participants (i.e., water and 

oil) pertaining to the context of the theory (water and oil don’t mix). This establishes the link 

between the context of ducks and the exemplification of the theory. In this respect, the 

function of Actor/Material process pattern across paragraph 3 and 4 is realized to achieve the 

long-term goal of the text – to exemplify the theory ‘water and oil don’t mix’ through the 
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elaboration of the context of ducks (i.e., ducks have oil next to their tails and thus they don’t 

get wet).  

Tenor of discourse 

Lexicogrammatical analysis Contextual description 

Interpersonal meanings  Tenor of discourse 

mood selections 
All declarative: to give 
information  

person selections 
3rd: A duck, it, the duck’s 
feathers, water and oil, the 
water 
 

As a result of our 
analysis and 
knowledge of 
context of culture. 
We can produce the 
description. 

 

agentive or societal roles 
Yasmin (main speaker) vs. her pals 
(passive interlocutor) 

power/status 
Unequal (Yasmin as active and her 
pals as passive) 

social distance 
Median  

Commentary 

The declarative clauses spanning text 2-2 are realized as a way to give information. The third 

person choice (a duck, it, the duck’s feathers, water and oil, the water) represents the 

information in an objective way. The discourse is undertaken by Yasmin directed to her pals 

(as passive interlocutors). Thus, we may consider the relationship between Yasmin and her 

pals as unequal with median social distance because Yasmin is taking the active role of 

exchanging information whereas her pals enact the passive interlocutor.  

 

Text 2 

Clause 1: “Did you know that ducks don’t get wet?” said Yasmin.  

Clause 2: “A duck has oil next to its tail” 

Clause 3: “It wipes the oil all around its feathers.” 

Clause 4: “The duck’s feathers don’t get wet because water and oil don’t mix.”  

Clause 5: The water rolls off its back.” 

Mode of discourse 
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Lexicogrammatical analysis Contextual description 

Textual meanings  Mode of discourse 

Thematic choices 
Topical Theme: you, A duck, 
It, The duck’s feathers, The 
water 
Finite as Interpersonal Theme: 
Did (interrogative mood) 
Conjunction because as 
Textual Theme  

Cohesion 
Lexical sets to do with ‘ducks’ 
Thematic progress: 
Continuous Theme pattern 
(Clause 2-5) 

Structural patterns 
Fit with Explanation 

As a result of our 
analysis and 
knowledge of 
context of culture. 
We can produce the 
description. 

 

role of language 
Constitutive 

type of interaction 
Shift from dialogic to monologic  

medium 
spoken but written-to-be-read 

Channel 
phonic 

Rhetorical thrust 
Explanatory 

Commentary 

Most of the clauses are realized by Topical Theme. The text begins with an interrogative 

clause foregrounded by the unmarked Theme which combines an interpersonal element (i.e., 

the Finite: Did) with an experiential element where the Actor, Subject and Topical Theme (i.e., 

You) are all mapped on to the same nominal group. In clause 6, the unmarked Theme 

‘because’ serves as Conjunction used to realize the explanatory relationship between 

processes. The cohesion analysis signposts a significant thematic progress deployed 

throughout clauses 2-5, that is, a Continuous theme pattern. It can be illustrated as Figure 4-3: 

Figure 4-3 Continuous Theme Pattern  

Theme Rheme 

ducks  don’t get wet 
A duck has oil next to its tail 
It  wipes the oil all around its feathers 
The duck’s feathers don’t get wet 

 

As can be seen from Figure 4-3, the same topical Theme (i.e., lexical ‘ducks’) was 
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foregrounded in clauses 2-5. Information is build up in the Rheme of each clause. The 

structural pattern of this text is realized to fit with the Explanation text type in terms of its 

explanatory rhetorical mode. The text is spoken but written down to be read. The language is 

perceived as phonic and constitutive to the text. This text begins with dialogue and then shifts 

to monologue with regard to the interaction between the interlocutors.  

 

Information Report 

The third genre to appear in Yasmin’s Ducks is the Information Report. An information 

report is a factual text used to classify and/or describe the way things are/were. In the context 

of school science and/or technology, students in particular are expected to write information 

reports to display what they have learned. The stages of a report are context-specific and 

relate very closely to the purpose. For example, a report on ducks commonly begins with the 

classification and goes on to describe specific aspects such as appearance, habitual behaviour 

and habitat. In Text 3 (including 3-1 & 3-2), the author has adapted an information report 

pattern to organize the factual information about ducks into a different unit of work (i.e., text 

on pages, 50-53 & 57-59). Table 4-6 summarises the genre analysis of Text 3 (See Appendix 

L). The following lexicogrammatical analysis aims to explicate its generic structures. 

 

Lexicogrammatical analysis of Information Report 

General Statement: Text 3-1 

“Well, I just read a good book on ducks. I found out a lot about them” 

Field of discourse 

Lexicogrammatical analysis Contextual description 

Experiential meanings  Field of discourse 

Process types 
Mental Process: read, found 
out 

As a result of our 
analysis and 
knowledge of 

Experiential domain 
Yasmin responded to her pals’ 
question “why do you like to make 
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Participants 
Actor: I (Yasmin) 
Goal: a good book on ducks; 
them (ducks) 

Circumstance 
Manner: quality – just, a lot  

context of culture. 
We can produce the 
description. 

 

dusk?” 

Short-term goal 
To identify the topic for the 
conversation  

Long-term goal 
To organize the information about 
ducks in terms of the knowledge 
acquired from books 

Commentary 

In text 3-1, Yasmin initiated a conversation regarding the topic of ducks to respond to her 

pals’ question ‘why do you like to make ducks?’ Particularly in the second paragraph, Yasmin 

identified the resource that she used to direct the following conversation – a good book on 

ducks. This resource gives significance of the event – that is, the field of the text is dealt with 

in a less commonsense way. Borrowing an external resource to organize the information 

achieves the specific purpose of this text. This text is foregrounded by the past tense material 

process clauses wherein the choice of Participant is realized by Actor (the first person 

pronoun ‘I’) with the Goal (reference of ducks). The recount pattern (Actor ^ Material process 

^ Goal) spans this text. This text employs a personal recount genre intertwined with report 

genre in order to organize and report information about ducks.  

Tenor of discourse 

Lexicogrammatical analysis Contextual description 

Interpersonal meanings  Tenor of discourse 

mood selections 
Declarative: to give 
information 

person selections 
1st: I 
Appraisal 
+ Affect: satisfactory attitude – 
good book; found out a lot 
+ Graduation (Force): explicit 
grader: adjectival – good book 

As a result of our 
analysis and 
knowledge of 
context of culture. 
We can produce the 
description. 

 

agentive or societal roles 
Yasmin vs. her pals  

power/status 
Unequal in a less formal way 

social distance 
median 
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+ Graduation: Sharpened 
Focus – a good book, found 
out a lot 
+ Graduation: Softened 
Focus – Well, I just read a 
good book… 

Commentary 

In Text 3-1, all Finite clauses are declarative, giving information. The conversation is 

undertaken between Yasmin and her pals. The first person pronominal ‘I’ and the use of 

positive appraisals establish this text as dealt with in a less objective reporting. The main 

appraisals are realized through Yasmin’s satisfied attitude toward the information about ducks, 

the explicit grader and sharpened focus on the information about ducks. Yasmin only uses one 

softened focus (Well) to distance herself from the information about ducks. This can be 

realized as a way to maintain the objectivity of the information. On account of the use of the 

first person pronoun (I), the relationship between Yasmin and her pals is realized as unequal 

but dealt with in a lesson formal way.  

Mode of discourse 

Lexicogrammatical analysis Contextual description 

Textual meanings  Mode of discourse 

Thematic choices 
Conjunctive Adjuncts (Well) 
as unmarked Textual Theme 
Topical Theme: I 

Cohesion 
Lexical sets to do with ducks 

Structural patterns 
Fit with first stage of 
Information Report 

As a result of our 
analysis and 
knowledge of 
context of culture. 
We can produce the 
description. 

 

role of language 
Ancillary 

type of interaction 
Monologic 

medium 
spoken but written-to-be-read 

Channel 
phonic 

Rhetorical thrust 
Identifying 

Commentary 

The first clause begins with an unmarked Textual Theme ‘Conjunction’. The Conjunctive 

Adjunct Well is used to realize the explanatory connection between processes – ‘like to make 
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ducks’ in the previous clause and ‘read a good book on ducks’ in the present clause. The 

structural pattern of this text is designed to fit with the first stage of Information Report in 

terms of its identifying rhetorical mode. The text is dealt with in a monologic mode and 

perceived as phonic.  

 

Description: Text 3-2 

“Do you know that ducks don’t get wet?” 

“A duck has oil next to its tail,” 

“It wipes the oil all around its feathers.” 

“The duck’s feathers don’t get wet because water and oil don’t mix.” 

“The water rolls off its back,” 

“Do you know that ducks can dive to the bottom of very deep lake?” 

“And they don’t get wet!” 

“Do you know that that ducks fly south in the fall?” 

“They fly in a big flock” 

Field of discourse 

Lexicogrammatical analysis Contextual description 

Experiential meanings  Field of discourse 

Process types 
All Material in present tense: get 
wet, has, wipes, rolls off, dive, 
fly 

Participants 
Actor: ducks, it (duck), duck’s 
feathers, water and oil, water, 
they (ducks) 
Goal: oil, it’s back (ducks’ back) 

Circumstances 
Location: the bottom of very 
deep lakes; south 

As a result of our 
analysis and 
knowledge of context 
of culture. We can 
produce the 
description. 

 

Experiential domain 
Yasmin provided descriptions 
about ducks based on the 
information acquired from a book. 

Short-term goal 
To describe the appearance/ 
behaviours in relation to ducks 

Long-term goal 
Readers/listener will be able to 
construct the knowledge of ducks 
through information report. 
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Time: in the fall 
Manner: means – in a big flock 

Commentary 

Text 3-2 is foregrounded by the Material process in present tense and the use of the 

participant frequently realized through the Actor (ducks) along with the circumstantial 

information which describes the location, time and manner. This foregrounding underlines the 

importance of the short-term goal – that is to describe the appearance/behaviours in relation to 

ducks. To achieve the long-term goal, the readers build the link between the information about 

ducks and the resource (i.e., a good book on ducks). In other words, readers are positioned to 

construct specific knowledge of ducks by the linguistic realization of this text insofar as the 

information about ducks has been organized by using the information report pattern.  

Tenor of discourse 

Lexicogrammatical analysis Contextual description 

Interpersonal meanings  Tenor of discourse 

mood selections 
Most declarative: to give 
information about the context 
of ducks 
Some interrogative: to elicit 
expected response 

person selections 
2nd: you (Yasmin’s pals) 
3rd: duck/s, it(duck), the 
duck’s feathers, water and oil, 
the water, they (ducks) 

Appraisals 
+ implied Attitude – “Did you 
know that ducks don’t get 
wet?” realizes Token of 
Judgement attributed to 
Yasmin 
+ explicit grading: measures 
of amount – “they fly in a big 

As a result of our 
analysis and 
knowledge of 
context of culture. 
We can produce the 
description. 

 

agentive or societal roles 
Yasmin vs. her pals 

power/status 
unequal 

social distance 
Minimal, has frequent contact  
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flock” 

Commentary 

Most of the clauses are realized through the declarative mood, which gives information about 

ducks. Three Finite clauses are realized in the interrogative mood, semantically constructed in 

a way to elicit expected responses. The most common answer to the Yes/No interrogative 

statement is agreement, otherwise, disagreement with further explanation. Hence, Yasmin’s 

question could acquire approval from her peers. This interrogative clause in the first 

paragraph is realized as an implied positive attitude attributed to Yasmin – a Token of 

Judgement about social esteem: capacity (realized as intelligent and informative) within 

Appraisal System. The other appraisal employed in this text is the explicit grading: measures 

of amount (i.e., in a big flock) realized as the positive Graduation describing the ducks. The 

relative status between Yasmin and her pals is unequal as Yasmin directs the conversation by 

giving information and initiating questions. This also establishes the social distance as 

minimal as they have frequent contact.  

Mode of discourse 

Lexicogrammatical analysis Contextual description 

Textual meanings  Mode of discourse 

Thematic choices 
Mostly Topical Theme: you, 
ducks, a duck, it, the duck’s 
feathers, the water, water and 
oil, they 
Finite as Interpersonal Theme: 
Did (interrogative mood) 
Conjunction because as 
unmarked Textual Theme  

Cohesion 
Lexical chain “ducks” spans 
text 
Lexical is replaced with 
pronoun “they”, “it” 

As a result of our 
analysis and 
knowledge of 
context of culture. 
We can produce the 
description. 

 

role of language 
Constitutive 

type of interaction 
A blend of dialogic and monologic  

medium 
spoken but written-to-be-read 

Channel 
phonic 

Rhetorical thrust 
Informative, instructional  
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Structural patterns 
Fit with Information Report  

Commentary 

The cohesion analysis reveals the lexical chain ‘ducks’ spans text. In some clauses, the lexical 

item is replaced with pronouns ‘they’ and ‘it’ that reference to ‘duck/s’. The Conjunction 

‘because’ is used to describe the explanatory nature of the activity. The Topical Theme is 

mainly realized by the participant whose experiential meaning is constructed relating to the 

lexical item ‘ducks’. In the polar interrogative clauses, the unmarked Textual Theme is 

foregrounded by the Finite (i.e., Did) to construct the interpersonal meanings with an 

experiential element where the Subject (i.e., you) is required to give a yes/no answer. The 

choice of lexical items across this text establishes its structural pattern as Information Report. 

The language is realized as constitutive to the text. Most of the interactions are dealt with in a 

monologic mode which achieves with the informative rhetoric thrust of the text.  

 

Procedure 

The fourth genre identified in Yasmin’s Ducks is Procedure. Procedure is an instructional 

text type which achieves its goal in two main stages. First, there is a general statement of the 

goal of the procedure and then the elaborations of the material needed and/or method of 

achieving the goal through a sequence of steps. Text 4 is a simple procedure used to enable 

scientific activity such as an experiment to occur and thus to test specific hypotheses (if 

stated). Text 4-1, Text 4-2, Text 4-3 and Text 4-4 outline the steps to be taken to carry out an 

experiment in order to show the way ‘ducks don’t get wet’.  

Generally speaking, the generic structure of a Procedure is achieved in two distinctive 

stages – Goal and Steps. These two stages are obligatory and some texts have an additional 

stage – Materials. In this stage the things required for achieving the goal are specifically noted. 

The further optional stage, Results describes the final outcome of the activity. As in Text 4, 
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the distinctive linguistic choices that characterize a procedure include the following: 

1. In this text, Procedure is realized in terms of three aspects: Goal states the goal of 

the procedure (i.e., to show how ducks don’t get wet); Materials introduces things 

required for the achievement of the goal (i.e., two bags and salad oil) and Steps 

outlines the specification of the method of arriving the goal in a sequence of 

actions that should be undertaken.  

2. In the stage of Steps, a clear temporal sequencing is introduced by using 

conjunctive links such as first and then.  

3. The use of imperative mood is predominantly deployed throughout the text, for 

example: First, you put the oil on one lunch bag. Then you put some water on both 

bags. As in this text, the generalized pronoun ‘you’, in particular, is frequently used. 

Note that the first person pronoun ‘we’ in stage Materials establishes Yasmin and 

her pals as exclusive as well as inclusive as the group for this specific experiment.  

4. The imperative clauses are foregrounded by the use of material process (i.e., action 

verbs) such as ‘need’ and ‘put’ in this text.  

 

Next, we move on to the lexicogrammatical analysis of Text 4 as a set of contextual 

parameters constructs the ‘motivational relevancies’ which drive the text and build up its 

generic structure as a Procedure. The genre analysis of Text 4 is summarised in Table 4-7 (see 

Appendix L).  

 

Lexicogrammatical analysis of Procedure 

Goal: Text 4-1 

“I’ll show you how ducks don’t get wet.” 

Field of discourse 

Lexicogrammatical analysis Contextual description 
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Experiential meanings  Field of discourse 

Process types 
Mental: show, get wet 

Participants 
Actor: I, ducks 
Beneficiary: you 
Goal: how duck don’t get wet 

As a result of our 
analysis and 
knowledge of 
context of culture. 
We can produce the 
description. 

 

Experiential domain 
Yasmin explains the goal of the 
experiment. 

Short-term goal 
To enable an experiment 

Long-term goal 
To justify the theory “ducks don’t get 
wet” because “water and oil don’t 
mix” 

Commentary 

In text 4-1, the first clause is foregrounded by a material process (i.e., show) with the 

Beneficiary (i.e., you). This particular role of the participant is realized as a Recipient, the one 

who receives the outcome of the process (i.e., to show something to someone). Of particular 

importance, the role of participant ‘Goal’ in this paragraph is explicitly marked as a separate 

clause (i.e., how ducks don’t get wet). This foregrounding underlines the achievement of the 

short-term goal – that is, to enable an experiment. The second clause in this paragraph is 

realized by the material process (i.e., get wet) with the Actor (i.e., ducks) in the role of 

participant. This linguistic realization is sufficient to achieve the long-term goal – that is, to 

test the theory ‘ducks don’t get wet’ through the experiment.  

Tenor of discourse 

Lexicogrammatical analysis Contextual description 

Interpersonal meanings  Tenor of discourse 

mood selections 
Declarative mood with  
probability/futurity (will 
show): to give information  
Modality is expressed by 
median modal finite (will) 
Interrogative clause with 
WH-Adjunct: to realize 
information-seeking question 

person selections 

As a result of our 
analysis and 
knowledge of 
context of culture. 
We can produce the 
description. 

 

agentive or societal roles 
Yasmin vs. her pals 

power/status 
Unequal but dealt in a familiar way 

social distance 
Median 
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1st: I 
3rd: ducks 

Commentary 

Text 4-1 is realized in a declarative clause wherein the first person pronoun ‘I’ uses 

Modalisation to express degree of probability (i.e., will show) to take a specific stand in 

relation to the information given (i.e., to show something). The Modality is expressed by a 

median Modal Finite (i.e., will). The second clause is foregrounded by an interrogative mood 

with WH-Adjunct realized as an information-seeking question (i.e., how ducks don’t get wet). 

The relationship between Yasmin and her pals is unequal but dealt with in a familiar way.  

Mode of discourse 

Lexicogrammatical analysis Contextual description 

Textual meanings  Mode of discourse 

Thematic choices 
Topical Theme: I, ducks 

Cohesion 
Lexical sets and reference to 
“show” and “how” 

Structural patterns 
Fit with first stage of 
Procedure – Goal  

As a result of our 
analysis and 
knowledge of 
context of culture. 
We can produce the 
description. 

 

role of language 
ancillary 

type of interaction 
monologic  

medium 
spoken but written-to-be-read 

Channel 
phonic 

Rhetorical thrust 
Identifying 

Commentary 

Text 4-1 begins with monologic mode. The first clause is foregrounded by a Topical Theme 

which realizes the experiential meanings – to identify what is to be achieved. In this text, the 

emergence of a structural pattern appears to fit the stage Goal within the Procedure genre and 

contributes to the realization of rhetorical thrust as identifying.  

 

Material: Text 4-2 

“We need two bags and salad oil,” said Yasmin. 
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Field of discourse 

Lexicogrammatical analysis Contextual description 

Experiential meanings  Field of discourse 

Process types 
Material: need (to get) 
Mental: need (cognition) 

Participants 
Actor: We 
Goal: two bags and salad oil 
Senser: We 
Phenomenon: two bags and 
salad oil 

As a result of our 
analysis and 
knowledge of 
context of culture. 
We can produce the 
description. 

 

Experiential domain 
Yasmin names the material required 
for an experiment. 

Short-term goal 
To prepare the material needed  

Long-term goal 
To initiate an experiment by naming 
the material needed 

Commentary 

Before we proceed to examining Text 4-2, it is worth pausing briefly here to note that the 

lexicogrammatical aspect of the text underlines its “motivational relevancies” which construct 

the text and establish the context of situation (Butt et al., 2000, p. 191). As in this text, the 

lexicogrammatical analysis affords two specific linguistic interpretations. The choice of 

process type in this text may be subdivided into material processes and mental processes. First, 

this text is foregrounded by a pattern: Actor (We) ^ Material Process (need) ^ Goal (two bags 

and salad oil). The ellipsis part within the material process helps construct doing. In other 

words, the material process ‘need’ is realized by a complementary process (to get and/or to 

have) which constructs the act of doing. This linguistic realization establishes the 

achievement of the short-term goal: to prepare the material needed. On the other hand, this 

text may be realized by a mental process which encodes the inner world of ‘cognition’ (i.e., 

need). The participant role is Senser (We) and Phenomenon (two bags and salad oil), realized 

by a nominal group summing up what is thought. The delicate distinctions between these two 

linguistic realizations make the purpose of this text more transparent. However, as this text is 

organized by a Procedure pattern, a Material process is sufficient to achieve the goal – to 

initiate an experiment by naming the material required.  
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Tenor of discourse 

Lexicogrammatical analysis Contextual description 

Interpersonal meanings  Tenor of discourse 

mood selections 
Imperative mood: to demand 
services/goods 

person selections 
1st: We 
 

As a result of our 
analysis and 
knowledge of 
context of culture. 
We can produce the 
description. 

 

agentive or societal roles 
Yasmin vs. her pals 

power/status 
Equal 

social distance 
Minimal 

Commentary 

Text 4-2 is realized in a Finite clause with an imperative mood, clearly defined as to demand 

services/goods. The first person pronoun ‘We’ establishes Yasmin and her pals as a collective. 

Their membership within this group is realized as exclusive as well as inclusive. And thus, the 

relationship between Yasmin and her pals is equal and with minimal social distance.  

Mode of discourse 

Lexicogrammatical analysis Contextual description 

Textual meanings  Mode of discourse 

Thematic choices 
Topical Theme: We 

Cohesion 
Lexical sets to do with “two 
bags” and “salad oil” 
reference to the context of 
Text 4-1 

Structural patterns 
Fit with Materials of 
Procedure 

As a result of our 
analysis and 
knowledge of 
context of culture. 
We can produce the 
description. 

 

role of language 
ancillary 

type of interaction 
monologic  

medium 
spoken but written-to-be-read 

Channel 
phonic 

Rhetorical thrust 
Instructional 

Commentary 

Text 4-2 is foregrounded by a Topical Theme which introduces the core experiential meanings 

(i.e., need, two bags & salad oil). Lexical sets are to do with materials needed for the 
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particular procedure and reference out to the context of Text 4-1. The structural pattern 

establishes its rhetorical mode as ‘instructional’ and thus fits with Materials Stage of the 

Procedure genre pattern.  

 

Steps: Text 4-3 

First, you put the oil on one lunch bag.  

Then you put some water on both bags,” said Yasmin.  

Field of discourse 

Lexicogrammatical analysis Contextual description 

Experiential meanings  Field of discourse 

Process types 
Material: put 

Participants 
Actor: you 
Goal: the oil, some water 

Circumstances 
Location: on one lunch bag, 
on both bags 

As a result of our 
analysis and 
knowledge of 
context of culture. 
We can produce the 
description. 

 

Experiential domain 
Yasmin demonstrates doing an 
experiment. 

Short-term goal 
To do an scientific activity 

Long-term goal 
To follow specific procedures of an 
experiment in the order in which the 
actions are to be undertaken so as to 
justify the theory “ducks don’t get 
wet” 

Commentary 

All clauses are realized by the material process (i.e., put) with an Actor (i.e., you) and Goal 

(i.e., the oil, some water). The choices of circumstances construct the spatial information – 

location. The linguistic realization of the material process clauses establishes the achievement 

of short-term goal – to do a scientific activity. 

Tenor of discourse 

Lexicogrammatical analysis Contextual description 

Interpersonal meanings  Tenor of discourse 

mood selections 
All imperative clauses: to 

As a result of our 
analysis and 

agentive or societal roles 
Yasmin vs. her pals 
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demand services through 
instructions 

person selections 
2nd: you 

Adjuncts 
Conjunctive Adjuncts – First, 
Then 

knowledge of 
context of culture. 
We can produce the 
description. 

 

power/status 
unequal 

social distance 
median but share frequent contact 

Commentary 

Text 4-3 is realized in the imperative clauses with Vocatives (i.e., you). Using Vocatives in 

these clauses is important in terms of tenor relationships and interpersonal meanings. Such 

forms of address signpost the relationship between Yasmin and her pals as unequal as Yasmin 

demands services through instruction. The linguistic realization of the use of Conjunctive 

Adjuncts in this text has foregrounded the importance of arriving at the long-term goal – to 

follow specific procedures of an experiment in the order in which actions are to be undertaken 

to justify the theory ‘ducks don’t get wet’.  

Mode of discourse 

Lexicogrammatical analysis Contextual description 

Textual meanings  Mode of discourse 

Thematic choices 
Conjunction as Textual 
Theme: First, Then 
Topical Theme: you (Subject) 

Cohesion 
Lexical sets to do with 
“sequence of action” – first, 
then, put,  

Structural patterns 
Fit with Steps of Procedure  

As a result of our 
analysis and 
knowledge of 
context of culture. 
We can produce the 
description. 

 

role of language 
Constitutive 

type of interaction 
monologic  

medium 
spoken but written-to-be-read 

Channel 
phonic 

Rhetorical thrust 
Procedural and instructional 

Commentary 

Text 4-3 is foregrounded by Conjunction functions as Textual Theme with the Subject as 

Topical Theme. The unmarked Textual Theme Conjunction serves to describe the sequential 

nature of the activity. The cohesion analysis signposts the lexical sets to do with ‘sequence of 
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action’ and thus establishes a structural pattern that fits with Steps of Procedure in terms of its 

procedural/instructional rhetorical mode.  

 

Result: Text 4-4 

“Look at that!” 

“That bag isn’t wet,” 

“The water drips off!” 

“Water and oil don’t mix” 

Field of discourse 

Lexicogrammatical analysis Contextual description 

Experiential meanings  Field of discourse 

Process types 
Behavioural process: Look at 
Relational Attributive process: 
is 
Material: drips off, mix 

Participants 
Behaver: (You) ellipsis  
Range: that (the bag with 
water and oil) 
Carrier/Attribute: That 
bag/wet 
Actor: The water, water and 
oil 

Circumstances 
Manner: quality – really 

As a result of our 
analysis and 
knowledge of 
context of culture. 
We can produce the 
description. 

 

Experiential domain 
Yasmin’s pals found out the result of 
experiment. 

Short-term goal 
To describe the final look of the 
experiment 

Long-term goal 
To justify the theory “ducks don’t get 
wet!” through the experiment  

Commentary 

This first clause is realized by a Behavioural process (i.e., Look at). This Behavioural process 

is used to construct the physiological behaviour of a conscious being – a Behaver. In this 

clause, the role of Participant is an omission of Behaver (i.e., You) together with a Range (i.e., 

that). The second clause is foregrounded by a Relational Attributive process which relates the 
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participant to its description. In this clause, the participant that carries this description is the 

Carrier (i.e., that bag) and the description is the Attribute (i.e., wet). In the 3rd and 4th clauses, 

the Material processes construct the doing – observe the experiment and explicitly describe 

the outcome. The linguistic realizations of Text 4-4 establish the short-term goal – to describe 

the final look of the experiment. Of particular significance, the choice of circumstance, 

“really” – constructs the manner: quality, and also helps to realize the achievement of the 

long-term goal – to justify the theory ‘Ducks don’t get wet!’ through the experiment.  

Tenor of discourse 

Lexicogrammatical analysis Contextual description 

Interpersonal meanings  Tenor of discourse 

mood selections 
Non-Subject clause with an 
imperative mood: to demand 
services  
Declarative clauses: to give 
information about the result of 
the experiment  

person selections 
2nd: you (omitted) 
3rd: The bag, The water, Water 
and oil 

Adjuncts 
Mood Adjunct: intensity (i.e., 
really) 

Appraisals 
+ Affect – Tim’s happy 
attitude toward the result of 
the experiment (Look at that!) 
+ Affect – Mack’s satisfactory 
attitude toward the result of 
the experiment (really) 
+ Graduation: Force – explicit 
grader: adverbial (really) 

As a result of our 
analysis and 
knowledge of 
context of culture. 
We can produce the 
description. 

 

agentive or societal roles 
Yasmin vs. her pals 

power/status 
equal 

social distance 
minimal  
frequent contact 

Commentary 
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The first clause is in imperative mood with the omission of the Subject. It is worth 

noting that this non-Subject clause establishes that the speaker demands services by giving an 

order – “Look at that!” In other words, the omitted Subject is the addressee (you) and the 

Finite must contain some idea of futurity. This establishes that the interactants share minimal 

social distance as they have frequent contact (i.e., addressing each other in a straightforward 

way). Other clauses are realized by a declarative mood, clearly defined to give information 

about the result of the experiment. The Appraisals used in this text are Attitude and 

Graduation. “Look at that!” in clause 1 constructs Tim’s happy attitude toward the result of 

the experiment. “Really” in clause 4 constructs Mack’s satisfied attitude and graded up 

expression toward the result of the experiment.  

Mode of discourse 

Lexicogrammatical analysis Contextual description 

Textual meanings  Mode of discourse 

Thematic choices 
Topical Theme: That bag, The 
water, Water and oil 
Unmarked Textual Theme: 
Look (Process) at ( Predicator) 
Ellipsis: You (Subject) in 
clause 1 

Cohesion 
Lexical sets to do with ‘result’ 
and reference to ‘Goal’ 

Structural patterns 
Fit with procedural recount  

As a result of our 
analysis and 
knowledge of 
context of culture. 
We can produce the 
description. 

 

role of language 
ancillary  

type of interaction 
monologic  

medium 
spoken but written-to-be-read 

Channel 
phonic 

Rhetorical thrust 
A blend of procedural and recount 

Commentary 

Text 4-4 begins with an imperative mood. The ellipsis ‘You’ is replaced by the Process (Look) 

and Predicator (at) as Textual Theme in this unmarked pattern. Cohesion analysis shows the 

lexical sets to do with ‘result’ and reference to ‘Goal’ introduced in Text 4-1. The structural 

pattern of this text was identified to fit with Procedure and dealt with Recount pattern and 
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thus its rhetorical mode is realized as a blend of procedural and recount.  

 

4.2.3 Summary  

The previous section gave a systemic functional language-based account of 

meaning-construction in the text of Yasmin’s Ducks. Such an account requires the 

consideration of a number of simultaneously occurring aspects of language: 

social/cultural-specific context, genre and lexicogrammar. Note that it also involves its 

relationship with other systems of meaning-making, in particular the functional semiotics of 

visual representations which will be elaborated in the next section, 4.3. In line with 

Malinowski’s (1923, 1935) viewpoint put forward more than a half century ago, it is worth 

noting that we cannot comprehend any piece of text without the knowledge of the context in 

which it occurs. Simply put, the relation between context and meaning is dynamic. Through 

genre analysis, we are able to build the inter-connection between the lexicogrammar of a text 

and the knowledge of context, in a social and cultural-specific manner. In investigating the 

metalanguage of context – Field, Tenor, Mode of discourse, we thus build up the knowledge 

of context of situation in which the experiential, interpersonal and textual meanings unfold. In 

other words, by investigating the sum of the meanings encoded in the lexicogrammar of 

language use in Yasmin’s Ducks, we can see how language users create meanings to achieve 

intended effects. Our genre analysis establishes Yasmin’s Ducks as a piece of sophisticated 

literary text in the realm of children’s literature as a set of structural patterns relevant to 

different genres are combined in one text. Our account of the genre analysis of Yasmin’s 

Ducks reveals that such recognizable patterns of generic features work to produce a certain 

kind of knowledge path wherein this pedagogical/literary subject (i.e., Yasmin’s Ducks) 

contributes to construction of knowledge and of social reality. Table 4-8 outlines an overview 

of Register description of the language use in Yasmin’s Ducks (see Appendix L). 
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4.3  Reading visual texts of Yasmin’s Ducks 

In the previous section, 4.2, the focus of analysis was a systemic functional linguistic 

description of meaning-making resources deployed in the written texts of Yasmin’s Ducks. 

This section gives a functional account of the meaning-constructions in visual texts of 

Yasmin’s Ducks. Recall that in section 2.4.1, section 3.3.2 and section 3.5.2, SFL is described 

as treating the grammar of English as a resource for simultaneously constructing the 

meta-functional meanings: ideational, interpersonal, and textual. Consistent with the 

Hallidayan functional-linguistic examination of English grammar with its focus on 

meaning-making resources, researchers developed a corresponding functional account of 

‘visual grammar’ (e.g., Kress & van Leeuwen, 1996, 2006; Lemke, 1998; O’Toole, 1994, 

1995). Indebted to Halliday (1994) and Matthiessen (1995) for their systemic functional 

account of English grammar, Kress and van Leeuwen (1996) established the visual grammar 

of images as an account of its representation of material reality, interpersonal interaction of 

social reality and compositional meanings of semiotic reality. From such functional semiotic 

perspective of visual grammar, a visual is realized in terms of: 

- its representational structures which visually construct ideational meanings – the 

nature of events, the objects and participants involved and the circumstances in 

which they occur;  

- its interactive structures which visually construct the interpersonal meanings – 

the relationship between speakers/listeners and viewers and the represented 

participants; and 

- its compositional structures which visually construct the compositional meanings 

- the distribution of the information value or relative emphasis among elements 

of the text and image (Unsworth, 2001, p. 72-73).  

 

The discussion that follows explores the way that the representational, interactive and 
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compositional meanings of visual texts are realized through examining the meta-functional 

framework of visual meaning-making resources used in Yasmin’s Ducks. Through such a 

functional account of visual elements in Yasmin’s Ducks, the visual analysis of this study 

gives a social-cultural account of the realization of visual discourse in children’s literature. 

This analysis draws on Kress and van Leeuwen’s (1996, 2006) analytic techniques of visual 

grammar in its reading of visuals in Yasmin’s Ducks. This interpretive framework is 

demonstrated in explanatory Table 4-9 (see Appendix L). 

The following visual analysis will firstly examine the cover page of Yasmin’s Ducks in 

terms of Kress and van Leeuwen’s interpretative framework of visual design. This provides an 

introductory demonstration of the analysis of a multimodal text, that is, a text that combines 

of verbal/textual and visual elements. And then, the analysis of the text will be structured in 

terms of the representational, interactive and compositional elements of the text. 

 

4.3.1 Reading the cover: when word and image meet 

Yasmin’s Ducks is a 21-page text of a 147-page children’s book. The cover page, 

numbered page 41, (reproduced in Appendix K), shows the words of the title, Yasmin’s 

Ducks, at the top within an illustration of two ducks sitting on the top of a bookshelf. The 

name of the author and illustrator are shown at the bottom of the page, framed in a box 

separately from the title and its picture. These two ducks are toy ducks made from wood. The 

big duck, placed behind the small one, seems to look out towards either the reader/viewer or 

something else. The visible eye of this big duck makes itself a Reactor in a non-transactional 

reaction structure. This is, the duck seems to be in interaction with someone or something else. 

To be more specific, the vector is taking the big duck’s eye movement from a top-down angle 

diagonally. The reader/viewer, Phenomena, therefore is depicted as gazing up at the big duck. 

The absence of the reader/viewer in this image is realized as a transactional structure – the 

direction the gaze is aimed at. This viewing angle helps establish the nature of the power 
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relation between the represented participant (i.e., duck) and its viewer – that is, the big duck is 

taking a subjective point of view and thereby considered to have higher power over its viewer. 

The big duck’s indirect gaze addressed at its viewer is realized as an image act of ‘offer’. In 

terms of the literary experience of reading a picturebook, the reader/viewer may 

expect/predict that ducks are the story characters. Further, the title and picture are blended, 

with the picture forming a background to the title. On the other hand, in the pages that follow, 

the written texts is presented separately to the illustration, in a white panel at the bottom of 

the page. In this respect, the text and picture in the cover page are thus read together rather 

than read separately but in relation to each other (as in the following pages). The big duck is 

in medium-long shot (i.e., represented in full figure) which signals a general social distance in 

relation to its viewer(s). The background is surrounded by the duck-patterned wallpaper with 

hues of warm-yellow, brown and green. These hues suggest a soothing and peaceful mood. 

The presence of ducks, the use of colour saturation and the detailed background establish the 

represented figures, ducks, with more realistic and naturalistic connotation. In terms of the 

compositional meaning made in this page, the ducks are the most salient visual element in 

terms of size, colour contrast and perspective. With a central placement, the ducks take up the 

majority of space within the page. In particular, they are placed in the foreground and 

represented with highly saturated colours (compared with the soft hues of the background).  

For both the readings of the words and images of the cover, Kress and van Leeuwen’s 

(1996, 2006) visual grammar facilitates a description of the meaning-making resources within 

a multimodal text. Next, I shall proceed to present the result of the visual analysis of Yasmin’s 

Ducks in terms of its representational, interactive and compositional structures in relation to 

the realization of material, social and semiotic reality.  

 

4.3.2 Representational meanings: visual realization of material reality 

The visual analysis of Yasmin’s Ducks in terms of its representational structure begins 
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with the consideration of what is actually happening in the image. As explained earlier in 

section 3.5.3.1, Kress and van Leeuwen (1996, 2006) identified two types of processes as 

carrying representational meanings in images: Narrative and Conceptual processes. The visual 

analysis shows that throughout Yasmin’s Ducks the illustration is classified as a narrative 

representation wherein the majority of processes are realized through the use of Action and 

Reactional processes. These represent patterns of experience and phenomena together with 

configurations of Participants and Circumstances. Table 4-10 outlines the narrative structures 

organized in the visual elements of Yasmin’s Ducks (see Appendix L) 

The representational analysis shows that the illustrations involve a sophisticated 

interplay of action and reaction, as for example, in the images on pages 42-43 and pages 

52-53. The illustration on page 42 portrays Yasmin as an Actor in unidirectional action in 

relation to her picture. The vector moves from Yasmin’s hand toward her picture, signifying 

the focus of the reading path. The choice of Circumstance of Means (i.e., a water-color paint 

brush) helps build the connectedness between two represented participants – Actor (i.e., 

Yasmin) and Goal (i.e., Yasmin’s painting). However, the image on page 43 represents Yasmin 

as Phenomena in the act of transactional action, creating Ben as Reacter on account of his 

gaze up towards Yasmin. In a similar manner on page 52, Yasmin’s demand of the audience 

(i.e., She is looking away but not specifically aimed at anyone or anything) makes her an 

Actor in a non-transactional action structure. However, Tim and Mack on page 53 are 

depicted as Reacter as their gaze is towards Yasmin. This illustration represents Yasmin as 

Phenomena in a reactional structure in the same image. Of particular importance, Yasmin’s 

gaze away and her gesture enable the readers/viewers to imagine what she is talking about or 

looking at and meantime this imaginary act to some extent results in representational 

manipulation. That is, the readers/viewers thus may create a sense of empathy or 

identification with the represented participants. Such interpretation is made available in the 

image on page 47 wherein Mack is represented as Actor in a non-transactional action 
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structure. The vector emanates from Mack’s eye line but does not directly point at any 

participant. Although Mack is holding his painting, there is no vector to relate the two. Rather, 

this picture displays Mack’s painting frontally, against its de-emphasized background. Mack 

seems to look off into the distance to something outside of the image. In this respect, we may 

interpret Mack’s painting as a symbolic participant in a conceptual representation – to signify 

Mack’s painting as giving descriptive information about what Mack drew instead of a story 

about what Mack said or did.  

As stated earlier, some pages in Yasmin’s Ducks are designed to be read and/or viewed as 

a double-page spread. This is visually realized in terms of their Locative Circumstance (i.e., 

setting) and Circumstance of Accompaniment on pages 42-43 and pages 52-53. Although 

Yasmin is not shown on page 42 and 53 respectively, the reading of images across pages 

42-43 and pages 52-53 are made available to the readers/viewers by the presence of 

Circumstances. It is worth noting that representing Yasmin as Phenomena on page 42 and 

page 52 is a crucial component of positioning her as an important figure that demands 

attention from the reader/s as well as other characters in this story. Yasmin’s power and ability 

to attract both the viewers and the story characters deliberately establish Yasmin as the major 

character in this narrative representation. In particular, the images on pages 44, 50 and 51 

portray Yasmin in the same way. On page 44 Yasmin is depicted as Phenomena in a reactional 

action as she is being looked at and attended to, and the Cat is represented as Reacter. The 

Cat’s gaze is visibly directed to Yasmin in a form of vector that connects Yasmin and the Cat 

in a transactional action structure. Such human-like behaviour represents the Cat as the 

listener and/or interactive participant in relation to Yasmin’s action. Visual analysis of page 44 

affords an alternative reading. That is, Yasmin together with her Mom are characterized as the 

Reacter in a transactional action structure wherein a reaction is realized through a direction of 

their glance towards the Phenomena, Yasmin’s painting. The representation of Yasmin as 

Phenomena in the reactional action process is also found on pages 49-51. On page 49, the 
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image portrays a reaction that happens between a group of gazers (i.e., Tim, Kate and Mack) 

and Yasmin. The vector is formed out of the downward gaze at Yasmin. This represents 

Yasmin as Phenomena and the group of gazers as Reacter in a transactional structure. The 

gaze of this group directly aims at Yasmin, presenting a ‘demand’ for Yasmin’s engagement. 

Although Yasmin is placed at the bottom of the picture opposed to Tim, Kate and Mack’s 

upper position in this image, her role as Phenomena performs the inspirational role. That is, 

being looked at by a group of gazers with soft facial expressions establishes Yasmin’s 

distinctive status to ‘offer’ responses or something. The image across pages 50-51 exhibits the 

nature of the reaction between the represented participants as encoded in the way in that Tim 

and Kate, depicted as Reacter, gaze directly at Yasmin. In particular, Kate reacts to Yasmin 

with a smile of approval (the nature of this reaction is realized by Kate’s facial expression 

with saturated colours). 

Recall Section 3.5.3.1 that transactional structure can be bidirectional as well as 

unidirectional. It is worth noting the varying way Tim is represented in a transactional 

structure on page 53. As discussed earlier, Tim’s gaze at Yasmin establishes his role as the 

Reacter in a transactional action. In terms of the second narrative interpretation, Tim is 

playing the role of Actor as well as the role of Goal in a bidirectional transactional action. The 

double-headed vector is formed through the direction of Tim and Kate’s gestures and moving 

between two of them playing with a ball together. Also, the Circumstance of Means (i.e., the 

ball) itself constitutes the vector, realizing the reaction process between Tim and Kate.  

Narrative interpretation of Yasmin’s Ducks reveals that the character Cat is portrayed in 

distinctive ways throughout the illustrations. As discussed earlier, on page 44, the character 

Cat is represented as Reacter in a transactional action structure. However, on page 43, the Cat 

is realized through the Circumstance of Accompaniment. The Cat without detailed facial 

expression is depicted as the co-occurring Participant together with other represented 

Participants Ben and Yasmin in the same image with no obvious relationship with others. That 
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is, the lack of vector to create action/reaction between the Cat and other represented 

participants. In a similar manner, the Cat portrayed as the Circumstance of Accompaniment 

can be found on page 54 and page 60. The images on page 43, page 54 and page 60 

respectively represent two distinct participants: the Cat and the constitutive of represented 

participants. The images in these two pages contain no vector and display the Cat blended 

with the contextualized backgrounds. In this respect, we may interpret the Cat as salient in 

some way – conventionally associated with symbolic values. In other words, the presence of 

the character Cat gives contextual information. We may also find the Cat as represented as a 

Reacter in a transactional structure on page 56. The image on page 56 shows that both Mack 

and the Cat gaze downward towards the plate with fluid dripping from a bag. The vector is 

formed to connect their downward gaze with the object being aimed at – the Phenomena. In 

particular, the Cat’s visible eye line together with its paws clung onto the rim of the table 

construct the Cat’s reaction to the Phenomena. On the other hand, the Cat is depicted as an 

Actor on page 60. The Cat is gazing up but seems to aim at something or someone.  

To sum up, the representational structures of the images in Yasmin’s Ducks construct the 

nature of events through the use of narrative processes, representing the physical acts of 

‘doing’, ‘looking’ and ‘interacting’ and so on. Most of the represented participants are human 

or have human-like features. On some images, the Cat is represented as Circumstance of 

Accompaniment and portrayed as being blended into the background, representing the 

description of contextual information. The various visual elements that exemplify particular 

representational structure are referred to Appendix K (the reproduction of selected images of 

Yasmin’s Ducks). Simply put, Kress and van Leeuwen’s (1996, 2006) underlying narrative 

basis is fruitfully applied in understanding the kinds of visuals which display the 

representational meanings and construct material reality in Yasmin’s Ducks.  

In the following discussion, the visual analysis is concerned with the ways that the 

images address their potential viewers in order to establish and/or maintain the social relation 
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between the producer and viewer of a visual.  

 

4.3.3 Interactive meanings: visual realization of social reality 

As noted earlier in section 3.5.3.2, the interactive resources deployed in a visual image 

construct the nature of the relationship between the interactive participants: producer and 

viewer of images. To realize the way that the social relationship between the illustrator and 

viewer of Yasmin’s Ducks is represented, three dimensions of the illustrations are examined: 

Contact, Social distance and Perspective. Note that before we proceed to the analysis of the 

interactive structures, it is crucial to determine the kind of coding orientations applied to 

Yasmin’s Ducks in terms of its visual context and relative modality manifest throughout the 

illustrations. Drawing on Kress and van Leeuwen’s (2006) concept of “reality principles” (p. 

165) in relation to the visual modalities, the Naturalistic coding orientation is the most 

applicable and useful for the interpretation of the multimodal texts throughout Yasmin’s Ducks. 

To assess naturalistic modality, a number of modality marker continuums are taken into 

consideration. Table 4-11 summarised different kinds of modality markers applied to the 

interpretation of the illustrations in Yasmin’s Ducks (see Appendix L).  

The majority of the illustrations throughout Yasmin’s Ducks are designed to reflect a 

high-medium level of modality in terms of a highly naturalistic approach to Colour, 

Contextualization, Representation and Depth. Most of the images are represented with full 

colour saturation, maximally diversified range of colours and fully modulated colours (e.g., 

illustrations on pages 42-43, pages 50-51, pages 54-55, pages 58-59 & pages 60-61). In terms 

of degrees of Contextualization, several images are recognizably realized by means of full 

contextualized representations – that is, the detailed background. The image on page 49, for 

instance, shows the represented participants are connected with a particular location (i.e., a 

slide, outdoors) and a specific moment of time (e.g., sun, blue sky and clouds). On the 

contrary, the image in page 48, the represented participant (i.e., Yasmin) is shown in a 
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decontextualized setting wherein the background is plain with unmodulated colours. The 

shading and shadowing areas are depicted through a mix of light-grey and white. The play of 

shading and shadowing provides these images with an aura of realism, although the range of 

brightness is not particularly rich. Apart from the represented participants, the rest of the 

frame is nearly blank, as indicating the affordance of imaginary interpretation and implication 

of the setting to its readers/viewers. The viewer may thus treat this image as not mirroring the 

world in a naturalistic sense. That is, the use of a minimal number of setting variables in an 

image is abstracted from naturalistic presentation. Instances of de-contextualized settings can 

also be found on pages 44-48 and pages 56-57.  

Another important aspect of the naturalistic interpretation of Yasmin’s Ducks is the 

application of Representation. Most of the represented participants are portrayed with the 

finest pictorial details such as visible facial expressions, skin textures, hair strands, full body 

figures, moving gestures, creases in clothes, individual leaves of the trees and so on. The use 

of detailed representations both in the background and foreground give these images high 

modality. With regard to the use of Depth throughout Yasmin’s Ducks, the medium modality 

occurs in terms of a mix of frontal and angular isometric perspectives – for example, the 

images on page 49 through to page 55. Of particular significance, the high modality accrues 

to the use of frontal perspective – for example, the images on pages 42-43, pages 46-48 and 

pages 56-61. The frontal angle is used to display the front of the visual in an attempt to 

represent optical reality and engage the viewers in seeing a realistic image in terms of its 

physical space.  

In a visual, modality is realized by a complex interplay of visual cues. The same image 

may be viewed as ‘abstract’ in terms of one modality marker and ‘naturalistic’ in terms of 

another. The images on page 47 and page 48, for example, represent a narrow range of 

colours; low modulated colours; abstract in terms of the absence of any background. However, 

its producer utilised a central-frontal isometric perspective to represent highest modality; the 
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hatching of shading and darkened areas of shadowing indicating the areas that recede into the 

distance together with naturalistic pictorial details of participants.  

Up to this point the analysis has discussed and elaborated the ways that various kinds of 

modality markers organize and represent their interactive meanings in terms of naturalistic 

coding orientation. The analysis shows the modality markers in the illustration realize a 

high-medium degree of truthfulness or credibility in Yasmin’s Ducks.  

The following discussion deals with the ways that visuals address their viewers in 

interactional terms – Contact, Social distance and Perspective. Table 4-12 summarises the 

interactive structures organized in Yasmin’s Ducks (see Appendix L). The images throughout 

Yasmin’s Ducks indirectly address their viewer(s) – that is, no represented participants look 

directly at the viewer. The majority of the images portray the represented participant(s) gazing 

at other represented participant(s) and/or looking away from the viewer. The represented 

participant’s gaze establishes an indirect connection with its viewer(s). The image is thus 

realized to ‘offer’ its viewer information instead of ‘demand’ engagement/involvement with 

the represented participants. In other words, the viewer is positioned to view the represented 

participants as objects and/or items of information for uninvolved but contemplative viewing.  

Examination of interactive structures also considers the social distance established 

between the represented participants and their viewers. Throughout Yasmin’s Ducks, the 

majority of the human represented participants are framed at a general social distance through 

a medium-long shot. For example, the human represented participants on page 42 through to 

page 50 and on page 51, page 53 and page 55, are depicted as full figures. This medium-long 

shot realizes more distance and less engagement. The images on page 54 through to page 61 

are dealt with a medium-close shot. These human represented participants are cut off 

approximately at the waist. A figure from the waist up encodes a familiar personal distance. 

Of particular significance, the human represented participant on page 52 is framed at an 

intimate and personal social distance as a close shot of Yasmin’s face, head and shoulders. 
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This close shot implies a certain degree of engagement and portrays Yasmin in a way that she 

can almost be touched. In other words, the image on page 52 positions Yasmin as an 

aspirational figure and acknowledges her concerns are more familiar or significant to the 

target viewers.  

The final aspect of interactive structure is the Perspective expressed towards the 

represented participants throughout Yasmin’s Ducks. Table 4-12 (see Appendix L) shows the 

images are mainly viewed from a horizontal and/or a vertical angle whereby the viewer is 

being positioned to adopt a subjective and detached point of view towards the represented 

participants. The system of subjective perspective is fundamentally naturalistic (Kress & van 

Leeuwen, 2006). For example, in the images on pages 42-43, page 44, pages 46-53 and pages 

46-49, the represented participants are depicted on an oblique angle (i.e., the angle is not 

straight-on) which projects a message of exclusion, positioning the represented participants as 

‘not part of the world of their viewers’. The somewhat oblique angle on which the human 

represented participants are depicted in these images thus may be realized to suggest the 

viewers adopt a contemplative point of view – that is, in the case of a picturebook such as 

Yasmin’s Ducks, the viewing/reading of illustrations allows its viewers to derive an imaginary 

interpretation of what happened to these represented participants in these images rather than 

‘this is the fact about the images’. In some images, the represented participants are viewed 

from a vertical angle (e.g., page 45, pages 54-55 & pages 60-61). Such a vertical angle 

realizes a power relation between the viewer and the represented participants. As can be seen 

on page 45, page 54 and page 55, all the human represented participants are viewed from a 

high angle, positioning the viewer with a more powerful position over the represented 

participants. The relation is reversed in pages 60-61. The human represented participants are 

viewed from below, which suggests an unequal power relation wherein the represented 

participants are more likely to have higher power over their viewers. The angle and the social 

distance established in this image (e.g., a medium-long shot, with the child characters’ 
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pictures in the foreground), establishes a certain relation between viewers and the represented 

participants. The viewers are made to ‘look up to’ the represented participants and see the 

characters’ drawings as if with agreement and/or appreciation to some extent.  

This analysis has examined the ways that the interactive meanings constructed in the 

illustrations throughout Yasmin’s Ducks are available through examining the representation of 

relations between the viewer and the represented participants. The various visual elements 

that exemplify particular interactive structure are referred to Appendix K (the reproduction of 

the selected images of Yasmin’s Ducks). Next, the analysis turns to identifying the visual 

codes that operate in the layout of the images in order to produce compositional meanings and 

create a coherent viewing.  

 

4.3.4 Compositional meanings: visual realization of semiotic reality 

The first structuring principle of composition is layout – the Information value. Table 

4-13 summarises the relative placement of visual elements in the images throughout Yasmin’s 

Ducks (see Appendix L). 

The composition of elements in a visual image can be realized through its vertical and 

horizontal axes. The horizontal axis in a visual generates a left-right distinction whereas the 

vertical axis creates a top-bottom distinction. Both of them are considered to exert important 

influence on the information value accorded to the various visual elements. Left-right space 

of a visual constructs the Given-New relation whereas the top-bottom space of a visual 

constructs the Ideal-Real relation.  

The Given-New principle is widely applied to the reading/viewing of the images 

throughout Yasmin’s Ducks. Within the visual frame, the represented participants are often 

vectorially arranged and related in such a way that the left hand participant is recognisable as 

a Given and the right hand as a New piece of information. Take the images on pages 42-43 to 

exemplify this Given-New mechanism. Note that Yasmin’s Ducks begins with a double-page 
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spread and thus the reading/viewing of the images across pages 42-43 as a whole complete 

unit (rather than page 42 and page 43 separately) is made available to the viewer. The 

left-hand space of the image is taken up by the familiar represented participants (i.e., Yasmin 

and her drawing) whereas the right-hand space of the image is taken up by to-be-established 

represented participants (i.e., Ben and the Cat). The represented participants on page 42 are 

referred to as that which can be recoverable afterwards while the represented participants on 

page 43 are suggested as new to the viewers. Yasmin then reoccurs on page 44 and 45 and her 

drawing of ducks is re-presented on page 48 as the foreground object. On page 43, Ben is 

placed in the New, defined as a not-yet-known figure. This is the final time Ben appears in the 

images. We can also find this Given-New mechanism applied to the images on page 45 and 46. 

The image on page 45 and page 46 respectively are represented as a multimodal text 

constituted of three visual elements in a hierarchy: the illustrations on the top, verbal text in 

the middle and the duck-pattern along the bottom. There is no visual line or actual frame to 

divide these three elements. The concern for this analysis is with the placement of represented 

participants in the images. As can be seen, the left hand side of the illustration positions the 

body of the represented participants (i.e., Yasmin, Kate and Mack) as a Given whilst the right 

hand side is taken up by the represented participants – Tim, Tim’s drawing and Miss Rome. In 

this page, the visual elements placed on the right are the representations of the 

to-be-established information for the viewer, making these elements an unfamiliar and 

to-be-agreed-upon departure point for the message. The represented participants, Kate 

together with her drawing (both are established as the Given on page 45) are re-presented on 

page 46 and placed on the left of the illustration, indicating their role as the New and as 

something to which the viewer must pay special attention. On page 45, Miss Rome, Tim and 

his drawing are placed in the New. On page 46, the presence of Miss Rome, Tim and his 

drawing realize these participants as predominately ‘given’. Simply put, the placement of the 

represented participants in a visual gives them specific information values and suggests 
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varying levels of involvement from their viewers.  

The images can also be composed along the vertical axis, signaling specific information 

value in terms of Ideal-Real relation. Take the images on page 47 and 48 as an example. The 

image on page 47 and 48 respectively represents a multimodal text wherein the represented 

participants are placed on the top and the verbal text and the duck-pattern along the bottom. 

As Kress and van Leeuwen noted, the common compositional structuring in Western culture 

involves the top of a visual occupying a place for the ‘Ideal’ or most highly valued whereas 

the bottom of a visual is a place for the ‘Real’ or less highly valued. This Ideal-Real structure 

on page 47 and 48 establishes the represented participants as the generalized essence of the 

information as well as the most salient element. The elements on the bottom (i.e., the Real) 

are opposed to this and present more specific, factual or practically oriented information. That 

is, viewing Mack and Yasmin together with their drawings represented on pages, 47 and 48 

may afford the viewers with ‘imagination’ and/or ‘aspiration’ of who they are and what they 

drew about. On the other hand, the verbal text in the Real will be understood as providing the 

mundane information as to how to interpret this image in terms of reality. This Ideal-Real 

ordering also applies to the viewing/reading of the images on pages 44-49 and pages 56-57.  

A third aspect of information values to note here is the importance of the central spaces 

and outer edges in images and/or multimodal texts – that is, the Center-Margin structure. As 

noted in section 3.5.3.3, the Center is presented as the nucleus of the information whereas the 

Margin is subservient and/or ancillary. The image spread across pages 60-61 exemplifies the 

principle of Center-Margin operating in layout. The child character’s drawings are placed in 

the center of the image, suggesting their salience. To be more specific, those drawings are 

represented as the foreground objects. The other participants such as the Cat and Locative 

Circumstances are represented as the background objects, identified as ‘ancillary information’ 

in this image. It is worth noting here that the ducks-pattern at the bottom suggests its symbolic 

qualities which are ancillary but nonetheless significantly positioned both as real and salient. 
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This visual element tells its viewers the values and symbolic qualities of the image are 

associated with the ducks. The Center-Margin structure can be found in the cover page, page 

44, pages 54-55 and pages 56-57. Besides the relative placement of visual elements on an 

image and the information value accorded to them, different degrees of Salience also account 

for the relative importance of various elements in a visual. Table 4-14 outlines the application 

of Salience indicators in the images throughout Yasmin’s Ducks (see Appendix L).  

In the images on pages 42-43, the objects with the most salience are Yasmin who is 

placed on the upper-left of the spread and the toy duck that is portrayed in a size similar to the 

Cat. The toy duck is easily noticed on account of its relative size as well as its central 

placement on the spread. On page 44, Yasmin’s drawing is the most salient element on the 

spread. The drawing is positioned in the center of the spread, with medium saturated colours 

and large size. In viewing the images on page 46 through to page 48, the elements with the 

most salience are the child characters’ drawings that are placed on the top of the spread and 

depicted large in size along with highly saturated colour. The duck-pattern recurs in every 

page along the bottom of the spread. This recurring symbol carries a visual weight greater 

than other elements and makes it a strong salient element. The repetition of this visual 

element can be found throughout Yasmin’s Ducks. On pages 52-53, the most salient feature is 

recognizably the represented participant, Yasmin, given her size and left-hand placement 

along with her focused facial expression. Yasmin is large in relation to other represented 

participants along with the highlighting effect created by the symbolic item (i.e., the duck 

figure) on the front of her clothes. Her demanding gaze and visible facial expression account 

for high saliency, functioning as attention-grabbing. The most salient element on pages 54-55 

is the pouring water that overflows the bag. It is also represented as the foreground object on 

the center, suggesting its high salience. In the following pages, the most salient objects on the 

spread are those foreground objects with a central placement on the spread – for example, the 

plate with water on page 56; the book about ducks on page 57 and the children’s drawings on 

javascript:noop()�
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pages 60-61. The various visual elements that exemplify particular compositional structure 

are referred to Appendix K (the reproduction of the selected images of Yasmin’s Ducks). 

 

4.3.5 Summary 

This analysis has demonstrated the ways that Kress and van Leeuwen’s ‘grammar of 

images’ is applied to elucidating different kinds of meanings which the visual elements 

throughout Yasmin’s Ducks project and how these meanings are organized in terms of 

representational, interactive and compositional structure. The findings of this visual analysis 

of Yasmin’s Ducks can be summarised as follows: 

- The representational meanings are realized through the use of narrative processes, as 

representing the nature of events occurring in the images and the participants 

involved;  

- Yasmin’s Ducks adopts a Naturalistic coding orientation which conveys a sense of 

reality;  

- the majority of the images are represented with full colour saturation, maximally 

diversified range of colours and fully modulated colours, suggesting interpretation 

manipulation (e.g., emotion, attitude);  

- the images with high modality are generally realized with contextualized 

representations along with finest pictorial details and viewed by the frontal angle, as 

representing optical reality; 

- the images throughout Yasmin’s Ducks establish indirect connection with the viewers, 

suggesting uninvolved as well as contemplative viewing;  

- the majority of the human represented participants are framed at a general social 

distance with their viewers through a medium-long shot;  

- the images are viewed either from a horizontal or a vertical angle which position the 

viewers in a subjective and detached point of view towards the represented 
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participants;  

- the verbal text placed in the Real is understood as providing the factual information 

about interpreting this image in terms of reality; 

- the duck-pattern at the bottom of a spread gives itself symbolic value as ancillary as 

well as real and salient, and,  

- the visual elements with the most salience throughout Yasmin’s Ducks are those that 

are placed in the center of the spread, represented as foreground objects, positioned 

close to the top or the left of the spread, depicted in sheer size, portrayed with 

brightest colour or differentiated from any other element on the spread. 

 

4.4 Concluding Comments 

This chapter has provided a functional account of both the linguistic and non-linguistic 

text of Yasmin’s Duck’s drawing on Hallidayan perspectives of verbal and visual semiotics. 

Halliday’s (1985) SFL is utilised to examine the lexicogrammar of language in the written 

texts. Kress and van Leeuwen’s (1996) visual grammar is employed to examine how the 

visual meanings are constructed and manipulated in the multimodal text. Section 4.2 has 

presented the analysis and findings of the genre analysis of the written texts in Yasmin’s 

Ducks. Section 4.3 summarised the sum of visual meanings encoded in the representational, 

interactive and compositional structures of the visuals throughout Yasmin’s Ducks. The key 

findings summarised in this chapter have revealed critical points central to this study’s focus 

on ‘What texts are’ in the context of children’s literature as well as significant implications 

for its pedagogical potentials in the context of EFL teaching/learning. 
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CHAPTER FIVE 

MCA STUDY: ANALYSIS AND FINDINGS 

Because educational facts are constituted in interaction, we need to study interaction 

in educational contexts. 

(Mehan, 1979, p. 6) 

 

5.1 Introduction 

The previous chapter outlined the findings of the SFL analysis of both the written and 

visual texts in Yasmin’s Ducks. The focus of this chapter is the analysis of the classroom 

talk-in-interaction during the teaching of Yasmin’s Ducks. Recall the research question 

outlined in section 1.3. The nucleus of this study is in the distinction between ‘What texts are’ 

and ‘What texts may afford’ The findings of the SFL analysis presented in Chapter Four gave 

an elaboration of the central research question ‘What texts are’ by exploring the way language 

in the text of Yasmin’s Ducks is constructed to convey particular representations of social 

reality. On the other hand, to answer the question ‘What texts may afford’, this chapter 

presents a MCA analysis by concentrating on: 

- documenting different sets of Categories and Category Systems as achieved in the 

Text of Yasmin’s Ducks;  

- documenting the reader as assumed/implied by the Text of Yasmin’s Ducks through 

examining different aspects of literary features of the text, and,  

- documenting different sets of Categories and Category Systems as 

achieved/constructed in and by the talk through exploring the teachers and students’ 

spoken language as major indicators that underpin their respective approaches to the 

text of Yasmin’s Ducks in classroom interaction. 

 

The discussion that follows presents the analysis and findings of the data corpus 

collected from six lessons in the school under study during the teaching of Yasmin’s Ducks. 
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Both the Foreign Teacher (henceforth FT) and Chinese Teacher (henceforth CT) in the study 

are the regular classroom teachers for their respective school groups. The nominated Lessons 

One, Three, Five, Seven and Ten were conducted by the CT whereas Lesson Nine was carried 

out by the FT. The selected excerpts of classroom talk extracted from these nominated lessons 

were mainly about the story Yasmin’s Ducks itself. The teaching in terms of particular 

pragmatic relevance, be its focus on the grammatical rules, phonics, oral practices and/or 

vocabularies were ruled out for categorization examination (e.g., Lesson Two, Lesson Four, 

Lesson Six and Lesson Eight). Simply put, the analysis focuses on the direct teaching of the 

text itself. In order to acquire the overall familiarity with the data, following the recordings of 

these nominated lessons, the lesson transcripts were initially transcribed without any notation. 

While proceeding to data analysis, each lesson transcript was then immediately transcribed a 

second time by utilizing the transcription notation based on Atkinson and Heritage (1984, pp. 

ix-xvi), as outlined in Appendix I together with the employment of the analytic tools, 

Membership Categorization Analysis (henceforth MCA) as detailed in section 3.5.1.  

The following section 5.2 focuses on the Categories and Category Systems as achieved 

in the text of Yasmin’s Ducks.  

 

5.2 Categories and Category Systems as achieved in the Text  

The close examination of the full texts (both the written texts and illustrations) of 

Yasmin’s Ducks in this section draws upon the perspectives offered by membership 

categorization analysis (henceforth MCA) (Hester & Eglin, 1997; Sacks, 1991; Silverman, 

2001, 2006). Recall that MCA pays attention to the locally accomplished and invoked 

“presumed common-sense knowledge of social structures” to which the members are oriented 

in their everyday social conduct (Hester & Eglin, 1997, p. 3). Being organized in terms of 

membership categories, membership categorization devices (henceforth MCDs) and category 

predicates or category-bound activities (henceforth CBAs), this knowledge offers a 
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framework for MCA as the methodological approach to the study of text. The various kinds of 

membership categories may be interactionally linked together to form collections, classes or 

MCDs which are composed of two parts: 1) one or more collection(s) of categories and 2) 

their associated rules of application (Sacks, 1972a, 1972b). The category predicates refer to 

the specific characteristics (e.g., aesthetic) and/or sets of activities (e.g., painting or 

sculpturing) associated with particular category of person (e.g., artist) and the members of 

such category are held warrantably to make the oriented-to attributes relevant and/or produce 

the assignable behaviours (Baker, 1997; Sacks, 1972a, 1972b; Schegloff, 2007). Sacks argued 

that MCDs function as an explanatory apparatus that evidences the categories heard as sets – 

for example, adult and child can be heard as belonging together using the categorization 

device ‘stage of life’ whereas mother and child can be heard as linking together within MCD 

‘Family’. Further, within an MCD, categories can be heard to ‘go together’ in what Sacks 

(1972a) termed the standardized relational pair (henceforth SRP) which refers to a collection 

of two categories that can be heard to go together and for which there are certain rights and 

obligation accorded to each member of the pair – for example, ‘maturity’ can be heard as an 

adult attribute in contrast to the predicate ‘childishness’ associated with child.  

In this section, the membership categorization analysis of the full texts of Yasmin’s 

Ducks aims to locate the categories that underpin the text (Baker, 1997). These categories are 

achieved in the text and documentable through category elaboration by identifying their 

distinctive CBAs together with the implied CBAs inferred to the assigned CBAs. The analytic 

task here is to closely look at the text for the descriptions that provide category elaboration. 

Note that the Category Nomenclature Conventions used to facilitate membership 

categorization analysis is adapted from Austin, Dwyer and Freebody (2003) and modified 

with minor changes. Following is an explanation of the symbols applied to Category Analysis.  

 The word Category followed by the Name in Capitals (e.g., Category Child, 

Category Knowledge Giver);  
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 Double incumbency named Category that is a Category Name that capture two 

aspects of the category – With hyphen between two aspects of the double 

incumbency (e.g., Child-Student, Classmate-Friend, Child-Reader);  

 A hyphenated Category-Name SRP (e.g., Parent-Child SRP) indicates the Standard 

Relational Pairs Partnership between two categories;   

 MCDs – Capital at beginning with single quotes (e.g., MCD ‘Family’), and,  

 CBAs – When discussing in text, double quotations marks are used. For instance, 

Yasmin is constructed as having the attribute “aesthetically creative and versatile” 

in that she is using a variety of painting tools.  

 

In the following discussion, rather than present a page-by-page analysis, the analytic 

work here will summarises the findings in tabulated form as follows (i.e., Table 5-1) and then 

present one detailed analysis of each Category or Category Systems as a demonstration of the 

analysis technique. The entire page-by-page analysis appears in Appendix M.  

Table 5-1: Summary of Categories as achieved in the text (including images) 

Categories achieved 
in the image & text 

CBAs 

Adult 
(on page 55) 

non-intrusive participation but in an attentive manner; observational 

Parent 
(on page 44 & 46) 

Has higher power status in relation to a Child; caring; supportive; responsive to a 
Child’s demands; participant of his/her child’s world (e.g., learning); as his/her 
child’s role model; contributive to the society; renders sense of safety  

Child 
(on page 42, 49, 55 & 

61) 

carefree; relaxed; aesthetically creative and versatile; possesses an inclination of 
being proud, satisfied; on a continuum of development; playful; engages in 
children’s activities; curious; subject to peer influence; at times independent; 
competent; innocent; imaginative 

Knowledge Giver 
(on page 57) 

active; dominant speaker; responding; assertive; confident; question initiator; 
informative 

Knowledge Receiver 
(on page 57) 

passive; attentive; shows interest; kept in suspense; pre-comprehending; 
pre-competent 

Teacher Has authoritative status in relation to students; engages in collaborative 
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(on page 45 & 46) accomplishment of learning; occasionally enacts the silent participant; attentive 
to the students 

Student 
(on page 45) 

Has inferior status in relation to teachers; disciplined and well-behaved; engages 
in collaborative accomplishment of learning; occasionally enacts the current 
speaker 

Cohort of 
Classmate-Friend 

(on page 49, 50-51, 
54-55, 56, 57 & 61) 

Member of the cohort holds accountability for displaying cohorted knowledge & 
learning experience; acting in a cohorted manner; being supportive to other 
members of the same group. Members of the cohort are attributed as 
collaborative, current, exclusive, participative, contributive, accountable  

Cohort of Children 
(on pages 50-51) 

carefree & playful; childhood as being gregarious 

Cohort of 
Students/Class 

(on page 45 & 46) 

Members of the cohort are held accountable to complete the specific homework; 
engage in the cohorted action; have rights and obligations to fulfill 

Fireman 
(on page 46) 

Requires specific physical insignia; engages in an adult-oriented job; equipped 
with specialized skills, attributed as competent, brave, courageous, virtuous & 
independent; requires age suitability and renders a sense of safety 

Classmate-Friend 
(on page 49, 50-51, 

52-53, 57, 58-59 and 
60-61) 

Taking knowledge curiosity outside classroom; be fond of group activity; 
contribute to peer participant’s learning; in need of listeners and/or company; 
seeking peer’s approval; attributed as communicative, friendly, hospitable, 
sharing, interactional, sharing and sharing keen on exchanging knowledge; uses 
of informal/colloquial language 

Child-Student 
(on page 42, 44, 45, 46, 

47, 48, 50-51, 52-53, 
54-55, 56, 58-59) 

- learning via imitation; competent but still on a continuum of learning 
- display of verbal competence & task-oriented activity  
- imaginative; self-assessing; in need of being assessed by performance 

criteria;  
- showing & sharing in a school-like manner;  
- informative and informed; partial knowledge display  
- possesses a predilection for caring for, being interested in, and fond of 

animals. 
- in need of schooling; has homework; has classmates;  
- productive of school task 
- possesses a proclivity for being kept in ‘suspense’ and ‘surprise’;  
- possesses the proclivity for serendipity and novelty  
- possesses a proclivity for being eager for macro-knowledge;  
- excitable; draws based on personal liking, artistic 
- requires routinely-achieved discipline 
- knowledgeable; enactment of childhood as full of potential and adventure 
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- informative; knowledgeable; subjective; energetic, forward-looking 
- persuadable; pretending; book-believer;  
- oriented to different facets of “learning”;  
- self-motivated in learning; in need of extracurricular materials 
- informative; informed, knowledgeable, observational, subjective, energetic, 

forward-looking, eloquent, organized, precompetent, confident; curious, 
preoccupied, at times independent 

- be able to build a link between domestic sphere (home) and external sphere 
(school) 

 

Next, the discussion presents a detailed analysis of categories as achieved in the written 

and visual texts in terms of: 

• Category Child; 

• Category Child-Student; 

• Cohort of Class/Students; 

• Category Fireman86

• Category Classmate-Friend; 

; 

• Cohort of Child-Student, and,  

• Category Cohort of Classmate-Friend.  

 

Further, the category analysis also documents the categories established in Category 

Systems of SRPs within different MCDs: Sister-Brother SRP in the MCD ‘Family’; 

Parent-Child SRP in the MCD ‘Family’; Teacher-Student SRP in the MCD ‘School’; 

Adult-Child SRP in the MCD ‘Stage of life’ and Knowledge Giver-Knowledge Receiver SRP 

in the MCD ‘Participants in Knowledge Construction’. Each analysis details the Category as 

achieved in the language and then as achieved in the text. Again, each is a representative 

analysis. The full analysis is in Appendix M.  

                                                 
86 The Category Fireman is not detailed here as it is not relevant to the ongoing analysis. Detail of the 
accomplishment of this Category Fireman appears in Appendix M.  
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 Category Child 

Categories 
achieved in the 

image 
Explanation of image CBAs 

Child 
(page 42) 

- Yasmin, a girl, is sitting on 
the floor while drawing 

- She is using a variety of 
painting tools (e.g., crayons, 
watercolours and markers) 

- carefree 
- relaxed 
- prone to be aesthetically 

creative and versatile 

Image In the image, a girl (presumably Yasmin) is sitting on the floor while drawing with a 

variety of painting tools. These are readably CBAs of the Category Child and imply this girl 

as “carefree”, “relaxed” in this activity. Using a variety of painting and drawing tools 

establishes this girl in terms of CBA of “aesthetically creative and “versatile”.  

Categories 
achieved in the 

text 
Text  Explanation of text CBAs 

Child 
(page 42) 

“These are 
the best 
ducks I have 
ever made!” 
said Yasmin.  

- the child character is 
enthusiastic and 
confident about her 
drawing 

- Yasmin is capable of 
refining drawing 
skills (i.e., ever made) 

- possesses an 
inclination of being 
proud, keen and 
satisfied 

- on a continuum of 
development  

Text The text below the image establishes that the child is Yasmin. She is enthusiastic and 

confident about her drawing. Yasmin’s implied enthusiasm hearably constructs her self 

assessment of her drawing in terms of the CBAs of being “proud”, “keen” and “satisfied” 

with her achievement. Further, “the best” constructs her as on a developmental continuum of 

improving drawing skills, and moreover she is able to articulate her progress on this 

developmental continuum with the implication of deliberate effort to progress on the 

continuum in the statement “These are the best ducks I have ever made!”  

The analysis that follows demonstrates that Yasmin’s construction/achievement of 

Category Child is very student-like – that is, she engages in student-like activity (i.e., drawing 
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for fun as well as for school show-and-tell). That is, Yasmin simultaneously enacts the 

attributes of Category Child and Category Student. Here I adopt the term ‘Child-Student’ to 

capture the sense of ‘double incumbency’ (Austin et al., 2003). 

 

 Category Child-Student 

Categories achieved 
in the image 

Explanation of image CBAs 

Child-Student 
(on page 44) 

Recognizably, the girl is 
schoolchild age.  

- in need of schooling  
- has homework 
- has classmates 

Image The girl (in this case, recognizably Yasmin) can be understood as Category 

Child-Student from the image on page 44 in that her youth can be identified on the basis of 

physical insignia (i.e., appearances, apparel, height and so forth). These insignia uphold an 

intersubjective basis for categorization of a schoolchild. Category Child-Student is achieved 

through the references to the assignment of the category attributes of “requiring schooling”; 

“having homework” and “having classmates”.  

Categories 
achieved in 

the text 
Text  Explanation of text CBAs 

Child-Student 
(on page 44) 

“I will take 
them to class. 
It’s 
show-and-tell 
day” said 
Yasmin (p. 
44) 

- Yasmin is a participant in 
school learning (i.e., 
student) 

- Yasmin is drawing for 
school show-and-tell.  

 

- has obligation and 
right to accomplish 
certain task 

- task-oriented  
- productive of the set 

task  
- displays competence  

Text Yasmin is warrantably heard as category Child-Student through her utterance “I will take 

them to class. It’s show-and-tell day” orienting to the right and responsibilities this 

membership involves. That is, being a member of the Category Child-Student, his/her 

membership involves accomplishing a drawing for school show-and-tell. Being a participant 

in school learning establishes Yasmin’s membership of Category Child-Student in the CBAs 
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of “having obligation/responsibilities to accomplish”, “task-oriented”, “being productive of 

the set task” and “display of competence”. “Drawing” conventionally appears to be the 

activity routinely assigned to membership category of children unless marked, for example, 

‘artist/painter’. In this case, the activity conveys the sense of being oriented to the Category 

Student on the basis of the production of drawing as “task-oriented homework”. Now, the 

earlier examination invites review. That is, the activity (i.e., drawing for school task) 

associated with Yasmin suggests the category-relevance (i.e., Category Child-Student). Also, 

assessment on developmental criteria is now contextualized to school. Simply put, school has 

performative criteria whereas affective criteria prevail at home. For example, mother’s 

account “Yes, they are fine ducks” on page 44 sustained her emotional state “like Yasmin’s 

drawing” on the basis of affective criteria. Yasmin’s initial self-assessment of her drawing (i.e., 

“These are the best ducks I have ever made!”) is now available to be read retrospectively as a 

school-type relevance brought into home.  

Both the visual and written texts map Yasmin onto Category Child-Student in terms of 

locally situated conditions of relevance, activity and context.  

 

 Category Cohort of Class (Students) 

Categories 
achieved in the 

image 
Explanation of image CBAs 

Cohort of Class 
(on page 45) 

Every student in Miss 
Rome’s class has his/her 
own picture for 
show-and-tell.  

- completion of the specific homework 
for the class (i.e., the picture) 

- members within class-as-a-cohort 
engage in the cohorted action (i.e., 
show-and-tell) 

Image The image on page 45 shows every student in Miss Rome’s class with his/her own 

picture for show-and-tell. Every student performing the same action warrantably categorizes 

the actions of the recipients as the same, which describes the children/students as category 
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members of a collective. To use a term coined by Payne and Hustler (1980), they are 

accomplished as a “cohort” (p. 59). This is routinely held by the participants in the classroom 

where students, as one body of persons, are brought together and act in a cohorted manner. 

The boy, as the stander in the image, thereby is mapped onto category class-as-a-cohort in 

terms of occasioned conditions of categorical relevance (i.e., a student in Miss Rome’s class), 

activity (i.e., the doing of homework involved drawing a picture for show-and-tell) and 

context (i.e., Miss Rome’s class). Drawing on relevant category and activity, the boy engages 

in producing the behaviours recognizable as momentarily “being looked at” and “being 

listened to” insofar as these are rights and obligations accorded to one’s being a member of 

the Category Class-as-a-Cohort; and here made relevant his membership of that cohort.  

Categories 
achieved in the 

text 
Text  Explanation of text CBAs 

Cohort of Class 
(on page 45) 

“Miss 
Rome’s class 
held up their 
work” (p. 45)  

- The class is named 
as a particular and 
current group (i.e., 
a cohort) 

- This group is 
accomplishing a 
particular task (e.g., 
holding up their 
work) 

- students are 
accomplished as 
members of the same 
group 

- have rights and 
obligations to 
accomplish particular 
tasks 

Text The collective form of address “Miss Rome’s class” readily maps every student in Miss 

Rome’s class into the Class-as-a-Cohort insofar as the use of possessive “their” oriented the 

students as being incumbents of this particular and current group together with the 

responsibility/obligation to carry out the relevant category-bound activities. As a member of 

that cohort, thereby he/she is held accountable to “have his/her work” to “hold up”. Having 

his/her work to hold up is warrantably heard as the category-bound activity that students of 

Miss Rome’s class should be doing in this instance. Drawing on what Schegloff (2007, p. 

469-470) termed “protected against induction”, if one ostensible member of a category 
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appears to breach what is “known”, “held accountable” about members of the category, then 

people do not revise that knowledge but rather take the person as “an exception”, “different” 

or even a “defective member” of the category. That is, the unremarkable orientation to people 

as being “non-cohorted” members is achieved by invoking “out-of-order behaviour” (i.e., 

failed to have his/her work to hold up). As can be seen from the image, nobody in this picture 

is NOT in cohort (i.e., Nobody in this class does NOT have his/her own work to hold up). 

Simply put, being a member of the Category Student in Miss Rome’s class amounts to acting 

in accordance with the cohort.  

 The text accomplishes “Miss Rome’s class” as a named, current and particular cohort 

referenced by invoking engagement in the cohorted action (i.e., “having a picture” to “hold 

up”).  

 

 Category Classmate-Friend 

Categories 
achieved in the 

image 
Explanation of image CBAs 

Child-Student 
And 

Classmate-Friend 
(on pages 50-51)  

Yasmin is playing on a 
swing and in 
conversation with Kate, 
Tim and Mack in a 
playground.  

- carefree, having fun, energetic 
- fond of group activity  
- communicative (i.e., having 

conversation with her classmates 
and/or friends) 

Image In this image, Yasmin is playing on a swing and having a conversation with Kate, Tim 

and Mack in the playground. Drawing on a retrospective interpretation, Kate, Tim and Mack 

are achieved as Yasmin’s classmates and friends. The conflation of the categories Classmate 

and Friend forms a double category incumbency Category Classmate-Friend here. That is, 

Yasmin can be constructed as a member of Category Child-Student in terms of CBAs 

“carefree”, “having fun” and “energetic” in that Yasmin is talking and playing in the 

playground and also can be understood as a member of Category Classmate-Friend in terms 
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of the CBAs of being “communicative” and “fond of group activity”. That is, having a 

conversation with her pals, Kate, Tim and Mack, recognizably establishes Yasmin’s 

construction of the Category Classmate-Friend.  

Categories 
achieved in the 

text 
Text  Explanation of text CBAs 

Child-Student 
And 

Classmate-Friend 
(on pages 50-51)  

“Well, I just 
read a good 
book on 
ducks. I 
found out a 
lot about 
them,” said 
Yasmin. (p. 
50) 

- Yasmin presents 
a particular 
version of 
childhood (i.e., 
children’s access 
to the social 
world through 
text) 

- Yasmin enacts a 
particular version 
of leaner 

- childhood oriented to 
different facets of 
“learning” (e.g., reading)  

- reading is achieved as 
being literary and 
informative  

 
 
- Self-motivated (i.e., habit 

of reading outside the 
classroom) 

- in need of extracurricular 
materials 

- prone to be eager for 
knowledge  

“Did you 
know that 
ducks don’t 
get wet?” 
Yasmin 
asked. (p. 51) 

Yasmin is asking a 
known-answer 
question to display 
particular knowledge 
(i.e., a fact about 
ducks) 
 
 
 

- confident & satisfied 
- persuadable (i.e., 

book-believer) 
- pretending 
- being keen on exchanging 

knowledge  
- reveals uniqueness (i.e., 

her own understanding of 
ducks) 

“It’s no 
joke,” 
Yasmin 
added. (p. 51) 

Yasmin values what’s 
been told in the book  

- assertive (i.e., 
book-believer)  

- demonstrates more 
confidence outside the 
class (i.e., comparing the 
classroom context to 
playground context)  
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Text In the statement “Well, I just read a good book on ducks”, Yasmin is demonstrating the 

CBA oriented to the Category Child-Student. Reading outside the school establishes Yasmin 

as presenting a particular version of childhood wherein children access social world through 

text. This implies the CBAs “childhood involves many facets of learning” (e.g., reading) and 

“reading is achieved as being literary and informative”. Further, the statement “I found out a 

lot about them” can be understood to present Yasmin as enacting a particular version of 

learner. That is, Yasmin is readably mapped onto the Category Child-Student in terms of the 

CBAs “self-motivated”, “in need of extracurricular materials” and “eager for knowledge”. 

Our previous examination of visual texts has established that Kate, Tim and Mack are 

Yasmin’s classmates and also her friends. In the statement “Did you know that ducks don’t get 

wet?” Yasmin is hearably demonstrating the CBAs of the Category Classmate-Friend. Asking 

a known-answer question to display particular knowledge implies the CBAs of being 

“confident”, “satisfied”, “persuadable”, “pretending”, “keen on exchange of knowledge” and 

“revealing uniqueness”. Moreover, the statement “It’s no joke” constructs Yasmin as a 

book-believer who values what’s been told in the book and this implies the CBAs of being 

“assertive” and “more confident outside the class”.  

 

 Category Cohort of Child-Student 

Categories 
achieved in the 

image 
Explanation of image CBAs 

Cohort of 
Child-Student 

(on page 50-51) 

A group of children 
are playing on swings 
and talking in a 
playground  

- carefree & playful  
- gregarious (i.e., engage in and enjoy 

group activity  
- able to simultaneously enact multiple 

identities  

Image In the image, a group of children are playing on a swing and talking to each other in a 

playground. As noted earlier, this group of children depicted here is established as the same 
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group of classmates in Miss Rome’s class. These children, readably and recognizably, are 

achieved as members of the Cohort of Classmates or the implied Cohort of Classmate-Friend. 

“Playing on swings” and “talking to each other” can be understood as the CBAs of the Cohort 

of Classmate-Friend together with the implied attributes as being “carefree” and “playful”. 

Further, playing in group alludes to the enactment of childhood as “being gregarious” and 

“engaging in and enjoying group activity”. Moreover, this image constructs these children as 

enacting multiple identities and this implies their categorial membership in terms of “friends”, 

“classmates” and “students”.  

Categories 
achieved in the 

text 
Text  Explanation of text CBAs 

Cohort of 
Child-Student 

(on page 50-51) 

“Wow,” 
Yasmin’s 
pals said. 
(p. 51) 

- Yasmin’s pals reveal 
excitement & admiration  

- Yasmin’s pals are 
providing positive peer 
opinion  

- excitable 
- admiring 
- supportive 

Text In the statement “Wow,” Yasmin’s pals said”, the lexical choice “pals” readably 

establishes Kate, Tim and Mack are Yasmin’s friends rather than her classmates. Kate, Tim 

and Mack are constructed as members of the Cohort of Classmate-Friends in terms of the 

CBAs of being “excitable”, “admiring” and “supportive” in that they are revealing excitement 

and admiration by the use of colloquial term “wow” and providing Yasmin positive peer 

opinion.  

 

 Category Cohort of Classmate-Friend 

Categories 
achieved in the 

image 
Explanation of image CBAs 

Cohort of  
Classmate-Friend 
(on page 54-55) 

A group of children is 
doing an experiment 
together at Yasmin’s 

- after-school activity 
- task-oriented 
- self-motivated in learning 



 218 

home.  - precompetent (i.e., trying, 
experimenting) 

- collaborative 

Image In the image, the same group of children in the school playground is doing an 

experiment at Yasmin’s home. Doing a “school-like experiment” in the context of home is 

readably the CBAs of the Category Cohort of Classmate-Friend and orients to these children 

in terms of the attributes as “task-oriented”, “self-motivated in learning”, “precompetent”, 

“collaborative” and “independent”.  

Categories 
achieved in the 

text 
Text  

Explanation of 
text 

CBAs 

Cohort of  
Classmate-Friend 
(on page 54-55) 

“When they got home, 
Yasmin got out her book 
on ducks.” 
“We need two bags and 
salad oil,” said Yasmin. (p. 
54) 

The children who 
participated in this 
experiment are 
named as a 
group/collection.  

- current 
- exclusive 
- participative 
- contributive 
- collaborative 

Text The statements “When they got home, Yasmin got out her book on ducks” and “We need 

two bags and salad oil” establish this group of children as members of the Cohort 

Classmate-Friend. The participants orient to themselves as members of a category cohort. 

This is available in the use of the collective term “they” and “we”. Going to Yasmin’s home 

together and preparing two bags and salad oil for the experiment hearably achieve the action 

as the accomplishment of all the participants as a collective with the implied CBAs of being 

“exclusive”, “current”, “participative”, “contributive” and “collaborative”. 

 

 Sister-Brother SRP in the MCD ‘Family’ 

Categories 
achieved in the 

image 
Explanation of image CBAs 

Implied 
Sister-Brother SRP 

- One girl and one boy are 
talking to each other 

- frequent contact (i.e., talking, 
playing and discussing, etc.) 
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(on pages 42-43) - Interaction occurs in the 
home setting which includes 
a pet, a sofa, a mat, wooden 
floor, book shelf and lamp.  

- implying SRP sibling-sibling 
(Sister-Brother) 

Image The images on page 42 and page 43 may serve as the demonstration of the occasioned 

organization of category – the implied SRP Sister-Brother embedded within the contextual 

environment referenced by the occurrence of interaction in an informal mode between a girl 

and a boy, ostensibly of similar age, in a home-like setting where a pet, a sofa, a mat, the 

wooden floor, a book self and a lamp are seen. The categorization of these two characters in 

reference to the enactment of the SRP Sister-Brother logically provides for the relevance of a 

commonsense evaluation of the paired individuals (i.e., sister-brother) in terms of the 

performance of a CBA “share frequent contact with each other at a home setting”.  

 

Categories 
achieved in the 

text 
Text  Explanation of text CBAs 

Implied 
Sister-Brother 

SRP 
(on pages 42-43) 

“These are 
the best 
ducks I have 
ever made!” 
said Yasmin 
(p. 42) 

Yasmin is showing her own 
work with pride 

- sharing  
- seeking approval 

(from Ben) 

“Ducks, 
ducks, 
ducks!” said 
Ben. “I like 
your ducks” 
(p. 43) 

- Ben shows engagement in 
conversation with Yasmin 

- positive opinion-giver 
- Ben readable younger 

(e.g., using simple, short 
sentence with repetitive 
utterances) 

- participating  
& interactive 

- supportive 
- implying SRP 

sibling-sibling 

Text Through the straightforward reading of the conversation between Yasmin and Ben, the 

text on pages 42 and 43 apparently present quite considerable categorization work insofar as a 

cast of characters is introduced but their relations with one another is not explicitly given. It is 
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possible to map Yasmin and Ben onto various sets of SRPs, such as Category Girl in relation 

to the unproblematical SRP partner, Category Boy SRP in the form of sibling-sibling (or more 

specifically SRP Sister-Brother) within MCD ‘Family’ and/or SRP friend-friend. These 

relations between Yasmin and Ben in this instance are derived by ascribing category-bound 

activities and predicates from the surface clues in relation to commonsense knowledge of 

culture and the local production of categories. The warrant for this assertion is found in the 

CBAs of “being sharing” and “seeking approval from Ben” in that Yasmin is showing her 

picture with pride.  

On the other hand, Ben can be understood as SRP partner Brother in relation to Yasmin 

through associating with clusters of category-related predicates of being “supportive” by 

enacting the positive opinion-giver (i.e., “I like your ducks.”) and “participating and 

interactive” in that he is engaging in the conversation with Yasmin. Ben may also be heard to 

be younger as described in terms of his display of unsophisticated linguistic proficiency. That 

is, Ben’s display of simple and short sentence with repetitive utterances (i.e., “Ducks, ducks, 

ducks!”) in contrast to Yasmin’s account of ducks on page 42 (i.e., “I can just see them in the 

lake. They swim around and quack. Quack, quack, quack, said Yasmin”) recognizably 

constructs Ben and Yasmin as a SRP in the form of sibling-sibling through mapping Ben onto 

the younger brother in relation to Yasmin.  

In depicting Yasmin and Ben’s situated conduct in the home setting, the relevance for 

SRP partnership Sister-Brother is made available in and through the texts.  

 

 Parent-Child SRP in the MCD ‘Family’ 

Categories 
achieved in the 

image 
Explanation of image CBAs 

Parent-Child SRP 
(on page 44) 

A female adult is sitting on the sofa 
while a girl is standing in a home 

unequal power status (i.e., 
sitting vs. standing) 
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setting.  

Image In this image the child, Yasmin, is standing beside a seated adult, showing her the 

drawing of ducks. As noted earlier, retrospective readings are made available as the reader 

progresses through a text. The text on page 42 and 43 has established its contextual 

information pertaining to the home setting where the conversation between Ben and Yasmin 

occurred. Drawing on the retrospective interpretation, the relevance – home as the backdrop 

setting – is pertinent on page 44 wherein the unequal power exercised between an adult and a 

child become available and recognizable in the category-bound activity “sitting on a sofa” 

accorded to category Adult and “standing while an adult is talking” oriented to the category 

Child in home setting.  

Categories 
achieved in the 

text 
Text  Explanation of text CBAs 

Parent-Child SRP 
(on page 44) 

“Look, Mom, 
do you like 
my ducks? 
Asked 
Yasmin” (p. 
44) 
 

- Yasmin requests 
parental approval / 
assessment 

- Yasmin possesses a 
predilection for 
sharing & seeking 
approval 

- seeks positive feedback 
(the mental/emotional 
criteria) 

- potential 
advice-receiver 

- in need of company, 
support, social sharing, 
collaboration and 
communication 

“Yes, they 
are fine 
ducks,” she 
said (p. 44). 

- Mom enacts the 
positive 
commentator 

- Mom is identified 
as the firsthand 
opinion-giver 

- caring 
- supportive 
- responsive to demands 
- participant of the child’s 

world (e.g., learning) 

Text The text “Look, Mom, do you like my ducks? asked Yasmin.” establishes the Adult-Child 

SRP as Mother-Child or Mother-Daughter. These two categories are readably the SRP 

Parent-Child, or more specifically, Mother-Daughter, in the MCD ‘Family’. Yasmin names 

herself as a daughter in relation to a mother (i.e., naming someone “Mom” directly). Yasmin’s 
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construction of the category Child can be understood in terms of the CBAs of “seeking 

positive feedback” in that she is requesting parental assessment/approval on the 

affective/mental level (i.e., the use of an emotional lexical term “like”) rather than a 

performance measure (e.g., good or bad). Further, possessing a predilection for sharing and 

seeking approval from her mother hearably constructs Yasmin as Child-Daughter in terms of 

the CBAs of “being the potential advice-receiver” and “in need of support, social sharing, 

collaboration and communication”.  

As the SRP partner to the Category Child-Daughter in the device ‘Family’, the Category 

Parent-Mom can be heard to have the partner attributes as she is enacting the positive 

commentator towards her child’s drawing together with the implied predicates of being 

“caring”, “supportive”; “responsive to the child’s demands” (as available in the child’s 

demand “Look, Mom, do you like my ducks?” and the mother’s response “Yes, they are fine”) 

and “being the (co-)participant of her child’s world” (as available in the child’s account “I will 

take them to class.”) in that Yasmin’s Mom is serving as the first-hand opinion-giver. 

Category Parent-Mom referenced as the first-hand opinion-giver can be understood on the 

grounds wherein “home” is constructed as the initial/primary context of experience (including 

any forms of learning). This is made available in the theories of early childhood which argue 

that children learn first in the home setting (see Backe-Hansen, 2002; Corsaro, 1997). The 

Category-Attribute system constructed here for the Parent-Child SRP may be also readable 

and understandable as referencing a theory of child learning that posits the home-like setting 

and particularly the relation between child and the primary care giver, as the first and a very 

important context of learning and of development of self. A warrant for this reading 

possibility is that, in the context of teaching, it is a routine understanding of Developmental 

Psychology that the home/family context is the first and most important learning context.  

The Parent-Child SRP partnership achieved here constructs Yasmin as Child-Daughter 

and Mom as Parent-Mother both in the visual and written texts.  
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 Teacher-Student SRP in the MCD ‘School’ 

Categories 
achieved in the 

image 
Explanation of image CBAs 

Teacher-Students 
SRP 

(on page 45) 

The teacher is standing in class while 
the students are seated. 

- Authoritative status  

Student who stood in class held 
accountable to perform a particular set 
of tasks otherwise as marked as “out of 
order” 

- inferior status 
- disciplined  
- well-behaved 

Image The image on page 45 establishes that the categories Students and Teacher are 

unproblematically evoked and described in terms of stereotypical attributes. That is, these two 

characters warrantably embody the SRP Teacher-Students. The category attributes oriented to 

the Category Teacher can be understood in reference to their presences in the context of the 

classroom. That is, their construction of Categories Teacher and Student are culturally 

claimable and assignable. Simply put, the teacher is routinely held accountable to be the 

stander in class. This is readably a CBA of the Category Teacher and implies the attribute 

“authoritative status”. Category Students are recognizably attributed with “inferior status” as 

they are enacting the sitters in the classroom in a “disciplined” and “well-behaved” manner. 

Housley and Fitzgerald (2007) have noted “categorization can often be articulated within 

easily identifiable parameters of normativity” (p. 66). The doing of “sitting” in the context of 

the classroom is warrantably taken to be constitutive of, or tied to, the category Student, 

unless marked. That is, the normativity or norms in action are contingent upon occasioned 

circumstances (e.g., the relevance, activity and context) together with “stocks of 

commonsense knowledge” (Housley & Fitzgerald, 2007, p. 66). For example, the student who 

is standing in class is held accountable to perform a particular set of tasks otherwise they 

would be labeled as “out of order”.  

Categories 
achieved in the 

Text  Explanation of text CBAs 



 224 

text 

Teacher-Students 
SRP 

(on page 45) 

“Miss 
Rome’s class 
held up their 
work” (p. 45)  

- Miss Rome is in 
charge of the class 

- Miss Rome is 
demonstrating a 
task-oriented lesson 

- Tim is standing and 
holding up his picture 
in the class 

- authoritative status 
 
- provision of the 

proximal context (i.e., 
classroom) 

- collaborative 
accomplishment of 
learning 

Text The statement “Miss Rome’s class held up their work” is replete with categorization 

work wherein the facets of membership categories are referenced in terms of 

“inference-richness” (i.e., presumptive relevance) and “category-bound activity” (Schegloff, 

2007, p. 469-470). Simply put, categories and their category-bound activities may be 

understood to be situated interactional achievements through the locally emergent production 

and deployment of categories in context. The category pair Miss Rome-Her class can be 

immediately identified as an SRP Teacher-Students on the grounds of their categorial 

incumbencies in the reading of the text. The existence of Miss Rome as the categorial 

incumbent of category Teacher implies the existence of ‘her class’ associated with certain 

rights and obligations accorded to the members of the category Students. In depicting Miss 

Rome-Her class as an SRP Teacher-Student, the relevance for the proximal context (i.e., the 

classroom setting) in this instance is reflexively reinforced. 

If one used the device ‘classroom’ and heard Miss Rome as a teacher, then, the use of 

“Miss Rome’s class” can be understood as the intended recipients for directives. It 

categorially positions Miss Rome as the one entitled to the activity of making the directive 

“held up the work” though it is not explicitly stated in this instance. This statement “held up 

their work” categorized the action of the recipients as the same. This describes the students as 

category members of a collective (Payne & Hustler, 1980). The right to tell others to “act in a 

cohorted manner” is available as a reference to the members of certain categories and hence 

one can warrantably hear Miss Rome as a member of the Category Teacher in the context of 
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classroom. In relation to Miss Rome, her SRP partner, Student, achieves his/her membership 

by holding up his/her work to display the self as the participant in the task-oriented lesson. 

Significantly, the teacher and students, embodying the SRP Teacher-Students, can be 

understood in the implied CBA of the “collaborative accomplishment of learning”.  

This text can be seen and read as providing an elaborated version of two institutional 

categories, Teacher and Students in the context of the classroom. In Silverman’s (1993) terms, 

the text assembles connections between cultural particulars (p. 114).  

 

 Adult-Child SRP in the MCD ‘Stage of life’ 

Categories 
achieved in the 

image 

Explanation of image CBAs 

Adult-Child SRP 
(on page 55) 

A man is holding a bowl of salad and 
observing the experiment carried out by 
Yasmin.  

observing in a non-intrusive but an 
attentive manner 

Yasmin demonstrates an experiment 
without adult’s help. 

- independent 
- competent  

Image In the image, a male adult is observing Yasmin performing an experiment in the 

kitchen without intervention (e.g., no provision of help). The image here establishes that the 

categories Adult and Child are unproblematically evoked and achieved in terms of the 

“assignable attributes” (i.e., physical insignia) and “contextual information” (i.e., Yasmin’s 

home). These two characters can be understood to enact the SRP Parent-Child in the context 

of the home. The category attribute attached to the implied category Adult/Parent is available 

in terms of CBAs “observing in a non-intrusive but an attentive manner” in that the male 

adult enacts an outsider without providing help. Recognizably achieved as SRP partner Child 

in relation to that man, Yasmin is demonstrating the experiment without help and this 

accomplishes Yasmin’s construction of SRP partner Child in terms of the CBAs of being 

“independent” and “competent”.  
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In depicting Yasmin and the man’s situated behaviours in a home setting, the relevance 

for SRP partnership Adult-Child or Parent-Child can be read as available and understood in 

the image.  

 

 Knowledge Giver-Knowledge Receiver SRP in the MCD ‘Participants in Knowledge 

Construction’.  

Categories achieved 
in the image 

Explanation of image CBAs 

Implied  
Knowledge Giver - 

Knowledge Receiver 
SRP 

AND/OR 
Teacher-Student Like 

SRP 
(on page 57) 

Yasmin showed Kate and Tim the 
book on ducks and talked about 
it. 

- dominant speaker 
- knowledge provider 
- informal show-and-tell 

presenter (i.e., with book)  

Kate and Tim are listening to 
Yasmin carefully. Tim slightly 
leaned against Yasmin and 
focused on the book.  

- attentive 
- interested  
- passive (i.e., Message 

receiver) 
- kept in suspense  

Image In the image, Yasmin is showing Tim and Kate a book about ducks and talking about it. 

“Holding up a book to talk about it” and “Having an audience” can be read as the CBAs 

accorded to members of certain SRP partnerships such as Presenter-Audience SRP, 

Knowledge Giver-Knowledge Receiver SRP, Classmate-Classmate SRP, Classmate-Friend - 

Classmate-Friend SRP, Storyteller-Listener SRP and even Teacher-Student SRP or 

Parent-Child SRP and so forth. In this case, Yasmin maintains the relationship with Tim and 

Kate as their “classmate” and “friend”. Further, the contextual environment of Yasmin’s home 

where this conversation occurred, hearably achieves the category relevance for the SRP 

Classmate-Friend – Classmate-Friend. Our earlier examination of page 55 has established that 

Yasmin demonstrates an experiment to display her knowledge of ducks (i.e., Ducks don’t get 

wet). Drawing on a retrospective interpretation, Tim and Kate demonstrate their 

accountability to the cohorted knowledge, that is, “Ducks don’t get wet!” Therefore one can 
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read or see Yasmin as the one who is achieved as displaying her own understandings and 

knowledge of ducks (i.e., through previous experiment and show-and-tell here) as a member 

of the implied Category Knowledge Giver. Readably Yasmin is showing and talking about a 

book to targeted audiences and this implies the CBAs of being a “dominant speaker”, 

“knowledge provider” and “informal show-and-tell presenter”.  

 Further, in this image, Kate is standing beside Yasmin while Tim is slightly leaning 

against Yasmin. Both of them are focusing on the book and seem to listen to Yasmin carefully. 

These can be understood as the CBAs of the implied Category Knowledge Receiver in terms 

of the implied attribute as “attentive”, “interested”, “passive” and “kept in suspense”. The 

implied Knowledge Giver-Knowledge Receiver SRP partnership achieved here constructs 

Yasmin as Knowledge Giver and Tim and Kate as Knowledge Receiver in the image. 

Categories achieved in 
the text 

Text  Explanation of text CBAs 

Implied  
Knowledge Giver - 

Knowledge Receiver 
SRP 

And/OR 
Teacher-Student Like 

SRP 
(on page 57) 

“What about this? 
Did you know that 
ducks can dive to 
the bottom of very 
deep lakes?” 
Yasmin asked. 

- Yasmin is 
asking a 
known-answer 
question 

- she displays 
particular 
knowledge of 
ducks  

- confident  
- question initiator 
 
 
- knowledge giver 
- informative  

“Nope! They 
don’t,” Yasmin 
said.  

Yasmin is providing 
a positive feedback  

responding (to Tim and 
Kate) 

“And they don’t 
get wet!” Yasmin’s 
pals said.  

Yasmin’s pals are 
providing partial 
knowledge of ducks  

- pre-comprehending 
- pre-competent 
- informed  

Text Our earlier examination established the SRP partnership in the visual text wherein 

Yasmin is constructed as Category Knowledge Giver and Tim and Kate as Category 

Knowledge Receiver. The Knowledge Giver-Knowledge Receiver SRP partnership portrayed 

here also constructs Yasmin as an implied diminutive “teacher” in terms of the CBAs of being 
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“confident”, “informative”, “a question initiator”, “a knowledge giver” and “a feedback 

respondent”. In relation to Yasmin, the SRP partner, Category Knowledge Receiver achieved 

here constructs Tim and Kate as enacting “students” and orienting to the implied CBAs of 

being “pre-comprehending”, “precompetent” and “informed”. In the statement below, Yasmin 

(the implied Category Teacher) and Tim and Kate (the implied Category Student) together 

participated in enactments of the students as “precompetent” (i.e., partial knowledge of 

ducks – “don’t get wet”), “participating” (i.e., engage in the conversation) and 

“pre-comprehending” (i.e., build the connection between “ducks don’t get wet” with “dive to 

the bottom of very deep lakes”). That is, Yasmin and Tim and Kate together construct Tim and 

Kate as participating by “striving for competence” and “trying to comprehend”.  

(1) Yasmin: “Did you know that ducks can dive to the bottom of very deep lakes?” 

(2) Tim & Kate: “And they don’t get wet!” and  

(3) Yasmin: “Nope! They don’t,” 

In depicting Yasmin, Tim and Kate’s situated conduct, the text orients to the SRP 

partnership Knowledge Giver-Knowledge Receiver and/or Teacher-Student. 

The analysis in section 5.2 documented a number of Categories as both textually and 

visually achieved in the text of Yasmin’s Ducks. The summary of the Categories established in 

the text is outlined in Table 5-1 together with their CBAs (see Appendix N). The analytic task 

undertaken now is to locate the implied reader established by the text. The examination aims 

to reveal the understandings about the implied reader that are reflected by, and built into, the 

text in terms of particular attributes. That is, the reader who is able to engage with this text is 

assumed to have these attributes AND is constructed as having these attributes.  

 

5.3 The Implied Reader achieved by the Text: Child-Student of the Text 

All texts imply a reader. That is, features of the text indicate the sort of person the text 

producers construct as readers of the text. We know Yasmin’s Ducks is produced and marketed 
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for children and for use in classrooms. Of particular significance, in the context of this study, 

Yasmin’s Ducks is used to teach English. Hence, this section investigates the text for the 

attributes of this Child-Student that the text itself at once creates and demands. For example, 

texts for children often have illustrations, reflexively constructing the reader as enjoying 

and/or giving reading knowledge from illustration. Among an author’s readers, the ideal one 

is implied by the text. The idea of the implied reader derives from the understanding that if 

literature is a form of communication, it takes two to complete the work. The concept of the 

implied reader has a history (Booth, 1961; Iser, 1974; Scholes, 1975). Here I use the term 

‘implied reader’ to recognize that each piece of text implies a particular ideal reader equipped 

with certain kinds of knowledge and experience necessary to cope with a given text and 

capable of being manipulated in certain ways. As Nodelman (1996) argued in order to make 

sense of literary texts, we need a repertoire “a body of knowledge of literature and life that 

texts assume and allude to, or that readers know and can make use of in understanding texts” 

(p. 296). Further, Nodelman (1996) posited the “gap-filling strategy”. This describes how an 

implied reader makes sense of the minimal information in the literary text. “A gap is any 

aspect of a text that a reader makes sense of by providing knowledge from a pre-existing 

repertoire” (Nodelman, 1996, p. 45, original emphasis). Gaps are like holes in texts and 

readers refer to their own repertoire of information, set of reading strategies and knowledge 

derived from previous experience of literature to fill them and make the text meaningful. At 

any given point in the reading of text, readers make predictions about the minimal 

information and later relate these segments of information in some way to the overall effect. 

In Nodelman’s words, “stories have consistency87

                                                 
87 “We imagine texts have consistency when we assume that everything they say or do fits together to 
make a meaningful whole: that all the words and patterns fit together. Once we assume that consistency 
exists, we work as readers to perceive what the whole is. We use the schemata developed from our 
previous experience of literature to unfold the consistency. Reader-response theory calls this activity 
consistency-building on the assumption that the consistency exists more as a result of a reader’s mental 
activity than it does as something actually existing in a text. Texts give us the information we need in 
order to build the consistency for ourselves as we read them” (Nodelman, 1996, p. 287). 

 of direction and purpose, and we build our 
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sense of what that consistency might be” (1996, p. 47).  

Nodelman (1996) has noted the repertoire and strategies of the readers implied by the 

text tailored for children vary from the adult’s. Many children possess a repertoire of 

knowledge and of literary strategies that do not match the ones demanded by the books they 

read. He further elaborated even simple children’s texts can yield and communicate rich 

experiences – but only to those (i.e., the reader/s) equipped with specific knowledge, 

comprehension skills and tastes to understand. Hence, Nodelman’s (1996) understandings of 

such an interpretative repertoire that any text demands implies the understandings of its 

assumed readers – that is, the reader should have/need particular set of interpretive repertoire. 

In this respect, I examined the distinctive features of the text of Yasmin’s Ducks to locate its 

implied reader. I have called this reader the Child-Student of the Text. The analytic task here 

is to look closely at the features of the text to document the attributes of the reader as implied 

by the text. The implied reader is equipped with an interpretive repertoire of: 

(1) knowledge of life experience of childhood, and, 

(2) knowledge of literary strategies (e.g., interactive skills, literate skills, etc.). 

 

Literary scholars have identified a number of features of a text that a competent reader 

draws from to make sense of the information they gather as they work their way through a 

text. For example, Nodelman (1996) proposes six major strategies that readers call upon to 

make sense of the text: concretization, character, plot, theme, structure, and focalization. 

Huck, Helper and Hickman (1993) noted the criteria, be it traditional or modern, by which 

people evaluate a work of fiction. Fiction can be evaluated in terms of plot, setting, theme, 

characterization, style, point of view, illustration and format (p. 21-31). Lynch-Brown and 

Tomlinson (2005) pointed out the unity of elements of fiction: plot, characters, setting, theme, 

style and visual elements produces the story (p. 25-37). I here draw together these features to 

establish the following as points of analysis: 
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 Genre 

 Format 

 Cultural context 

 Plot 

 Character 

 Theme 

 Structure 

 Point of view 

 Visual elements 

 

Of particular importance to children’s literature, these nine elements articulate the 

reader’s specific repertoire of interpretive strategies. What follows is an examination of each 

of these nine elements with respect to the implied reader as oriented to by these features. 

 

 Genre 

Features of the text 
CBAs and implied attributes assigned to the assumed 

reader “Child-Student of the Text” 

- Children’s literature: picture storybook 
- Marketing: (1) as a trade book for the purpose of 

pleasure and information and (2) as a textbook 
sold to schools for pedagogical purpose  

- Covering topics of relevance and interest to 
children at this specific age (e.g., family life, 
school stories, friendship, peer collaboration, 
animals, etc.) 

- Readability in 1/2 grade level and 6/7 age level 
(e.g., short sentences; high-frequency words, etc.) 
(Fry, 1977, also in Lynch-Brown and Tomlinson, 
2005, p. 11) 

- The implied readers are children. 
- The implied reader will read for personal 

fulfillment (e.g., aesthetic reading) and academic 
gains (e.g., effective reading). 

- The implied reader vicariously relates to the 
childhood as depicted in the text (e.g., individual 
enactment of a child, one’s daughter/son, student, 
classmate, friend and/or pet owner). 

- The implied reader will have equivalent level of 
reading comprehension.  
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In Nodelman’s (1996) words, genre refers to “A category of literary texts defined by 

their shared characteristics” (p. 291). Poetry, drama, fiction, tall tales and modern fantasies are 

genres. The generic characteristic of Yasmin’s Ducks is a Picture Storybook or Picturebook. 

Picture Storybooks convey messages through two media, the art of illustration and the art of 

writing. Both the illustration and texts accommodate the narration (Huck, Helper & Hickman, 

2001; Nikolajeva, 2003; Sutherland & Arbuthnot, 1977). Within children’s literature, as its 

name, suggests it must possess qualities that relate to ideas about children, about what they 

can understand and what they might enjoy and/or cover the topics of interests to children. 

Yasmin’s Ducks is specifically written and produced for children to learn to read and to learn 

about literature and language, therefore the characteristics of this book reveal the implied 

reader (Child-Student) as constructed by the producers of this children’s text.  

Yasmin’s Ducks, in packaging and marketing, is designed as an artifact deliberately 

crafted for children and especially taken into a classroom for children. On the one hand, it is 

taken as trade book for the purpose of pleasure and information and on the other hand as 

textbook sold to schools for pedagogical purposes. As Nodelman (1996) pointed out 

“children’s literature is almost always didactic: its purpose is to instruct” (p. 155, original 

emphasis). It seems logical that these assumptions would lead to the establishment of the 

implied reader of Yasmin’s Ducks orienting to his/her reading for the purpose of personal 

fulfillment (e.g., aesthetic reading) and academic gains (e.g., effective reading).  

The child implied by this text is always and actively curious. They are concerned with 

all sorts of events between them and the people in their immediate circle. Yasmin’s Ducks 

constructs topics of relevance and interests as family life (i.e., on pages 42-44 & 55), school 

stories (i.e., on pages 45-48), friendship (i.e., on pages 49-53), peer collaboration (i.e., on 

pages 54-56), animals (i.e., on pages 42-45; 48-53; 57-61). Sutherland and Arbuthnot (1977) 

argued “the child is growing toward independence and establishing identity, gaining 

self-confidence through achievement, and satisfying curiosity” (p. 93). The implied reader of 
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Yasmin’s Ducks will be interested in these topics and also able to relate a vicarious experience 

of childhood through literary means.  

According to Fry’s (1977) Readability Graph88

 

, the reading grade and reading age of 

Yasmin’s Ducks is in the 1/2 grade level (refer to Graph 1) and 6/7 age level (refer to Graph 2). 

The text of Yasmin’s Ducks is written in short sentences and with high-frequency words. This 

implies the reader requires repetition of words and short phrases to learn and/or to 

comprehend the text. 

 Format  

Features of the text 
CBAs and implied attributes assigned to the assumed 

reader “Child-Student of the Text” 

- Publication: print in English  
 
 
- Size: individual page is shown in a size of A4 and 

displayed as double page spread (Yasmin’s Ducks 
is one unit of Macmillan/McGraw-Hill 
READING, 2005)  

- The design of pages/Layout: Written texts with 
illustration shown page by page and can be read 
independently from one page or in relation to the 
next page. 

- Typography: word size 16 in Times New Roman 
font; typing in black; well-spaced print: space 
between the lines are sufficient to make the text 
clear 

- Quality of paper: glossy, sleek and good quality; 
prevent any penetration of ink  

- Binding: Hardcover; durable and practical, able to 
withstand hard use  

- The implied reader will be aware of certain 
formalities applying to reading of print in English 
(e.g., front-to-back, left-to-right, top-to-bottom). 

- The implied reader is assumed to be older than 
preschool-age child (i.e., the largest and smallest 
picture books are associated with the youngest 
children). 

- The implied reader will be a competent flexible 
reader – able to build consistency from the 
contextual information of the text (e.g., the spatial 
and temporal details). 

- The implied reader’s reading proclivity is subject 
to physical suitability (e.g., eye-sight, age level). 

 
 
- The implied reader will be able to afford 

good-quality publication.  
- The implied reader will use this book frequently 

and handle with carelessness. 

 

The format of a text can be examined in terms of its “publication”, “size”, “the design of 
                                                 
88 Refer to Fry’s (1977) readability graph (see Appendix O).  
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pages”, “typography”, “quality of paper” and “binding” (Huck et al., 2001, Lynch-Brown & 

Tomlinson, 2005; Nodelman, 1966). Yasmin’s Ducks is published as in English. This implies 

the reader will have some facility with English text, that is, the implied reader will be aware 

of certain formalities apply to reading of print in English – to read from front-to-back, 

left-to-right and top-to-bottom. As Nodelman (1996) put it, “Knowing how to derive 

meanings from a text with some confidence in their plausibility for others is a learned skill. 

We learned to read them from front to back and to read the words on each page from left to 

right and from top to bottom” (p. 40, my emphasis).  

Recall that Yasmin’s Ducks is a 21-page story (including the cover page) within a 

147-pages children’s book titled “Reading”. It is preceded by an introduction to the author 

and the illustrator page and followed by four pages of school activities relating to the story. 

Each page is A4 in size. Nodelman (1996) argued that some tend to associate the largest and 

smallest picture books with the youngest children whereas some assume the print in books for 

the least experienced of readers is large as children lack the dexterity to manipulate smaller 

objects. In considering Nodelman’s argument of the way in which size of a book assumes its 

readers, the implied reader in this case are constructed to be older than preschool-age 

children.  

The layout of Yasmin’s Ducks is displayed page by page wherein the written texts and 

illustration complement each other. The texts can be read independently from one page or in 

relation to the next page (i.e., doublespread89

                                                 
89 When a picture extends across the two facing pages, it is called a doublespread (Lynch-Brown & 
Tomlinson, 2005, p. 36).  

). To make sense of whether the texts stand alone 

in one page or relate to the next page, the reader is assumed to be competent and flexible and 

able to build consistency from the contextual information acquired in the texts. Take an 

example of the text on page 47 wherein Mack is demonstrating his show-and-tell at Miss 

Rome’s class. The text here does not specifically state the spatial detail (i.e., Miss Rome’s 
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class) however a competent reader will be able to refer to the contextual information provided 

in previous pages (45-46) and enter into the demands of the text on page 47, that is, 

understand this is Miss Rome’s classroom.  

The size and legibility of the typeface in Yasmin’s Ducks is designed to suit the book’s 

intended audience (e.g., in size 16, black and Times New Roman font). Further, it is 

well-spaced print for easy eye scanning (i.e., 1.5 spaces between the lines). Presumably, the 

readers may find the design of the typology sufficient to make the text clear. Huck, Helper 

and Hickman (1993) have noted the type should be large enough for easy reading by the age 

level for which the book is intended. If the type is too big, then, children may find the text as 

“babyish” (p. 31). In this respect, the implied readers’ reading preference of Yasmin’s Ducks is 

oriented to certain physical suitability, for example, the eye-sight and specific age level.  

The publisher produced Yasmin’s Ducks in hardcover binding with good-quality paper 

which prevents any penetration of ink. Hardcover publication is recognizably attributed as 

being durable, practical, sturdy and able to withstand hard use and implies the reader as being 

able to afford a good-quality publication, as a frequent reader and as handling the book with 

carelessness.  

 

 Cultural context of the Text 

Features of the text 
CBAs and implied attributes assigned to the assumed 

reader “Child-Student of the Text” 

- Text crafters (both western author and illustrator) 
- Stories function as the repositories of culture  
 
 
 
- Language: English  

- The reader is implied to have specific cultural 
literacies. 

- Implied reader as Non-Western Reader will be able 
to have intercultural/multicultural understanding to 
make sense of the text.  

- Implied reader will require literate skills: certain 
level of English proficiency. 

 

Hirsch (1967) once asserted that a text may have multiple significances, for various 
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readers at various time periods and spaces, but only one meaning – that is, the meaning the 

author intended. Nowadays, a body of researchers, educators and practitioners in the field of 

children’s literature would argue that the meanings of a text is not anchored by the author’s 

intention nor does it residue in the text itself but rather is achieved through the interactive 

literary experience between the reader and the text. As Nodelman (1996) put it, “As acts of 

communication, literary texts are communal. Authors write them in hopes that readers will 

share a sense of what they mean and become part of a community of mutual understanding” 

(p. 44). 

The text crafters of Yasmin’s Ducks, both the illustrator and author, are western people. 

For children with a similar culture, a book may act as a mirror, allowing them to see 

themselves in the story. On the contrary, for children from a different culture, a book may act 

as a window, allowing the reader to evoke a vicarious experience of what another culture 

might look like. Relevant particularly in this case, the text Yasmin’s Ducks is used to teach 

language in a cultural context (i.e., Taiwan) other than its production (i.e., America). In this 

respect, the reader of Yasmin’s Ducks is implied to be “specific culturally literate”. That is, the 

reader as a Non-Western Reader will be able to have enough intercultural understanding to 

make sense of the text. For example, the image on page 45 shows a class of four students with 

different hair colours. Student Kate has blonde hair, Student Mack has brown hair, Yasmin 

looks like a brunette and Tim’s hair is golden with brown. The children depicted in the images 

do look different from the children in the classroom studied. Presumably the implied reader as 

Non-Western Reader will be able to understand the text as a cultural outsider. Moreover, as 

noted earlier, Yasmin’s Ducks is used to teach English language. The reader is implied to 

require literate skills such as certain level of English proficiency to respond to the text.  

 

 Plot  

Features of the text CBAs and implied attributes assigned to the assumed 
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reader “Child-Student of the Text” 

(1) Chronological Episodic Plot (Figure 5-1) 
 Current event precedes the next 

 
 
 
(2) Sequence of the story events (Figure 5-2) 
 Foreshadow readers the coming events with 

minimal information  
 Pleasurably suspenseful plot 

 
(3) Story events  
 Present familiar place, people and everyday 

activities (e.g., school, home, classroom, 
classmates, parent, drawing, playing, etc.) 

 Recognizably familiar plot & setting (e.g., 
home – school – playground – home) 

 
- Implied reader will require understanding of the 

concept of time frame. 
- Implied reader will require knowledge of time 

relationships among each event.  
 
- Implied reader will enjoy the excitement of being 

kept in suspense. 
- Implied reader possesses a predilection for 

serendipity. 
 
- Implied reader will be able to relate personal 

experience of the social world to the literary world. 
 
- Implied reader will be able to have the satisfaction 

of recognizing familiarity. 

 

Novelist and theoretician E. M. Forster (1990) provided a distinction between story and 

plot. Story is the chronological sequence of events whereas plot refers to the causal 

connection between those events. Simply put, plot accounts for the sequence of events/actions 

that make up a story. Successful plot forms a structure – a pattern of suspense – that gets the 

readers interested in finding what happens next. The interweaving of the information given 

and information deferred encourages the readers to search for the answers until all the events 

have reached a culminating point – the climax. The sequence of story events in Yasmin’s 

Ducks is organized into a “chronological episodic plot”. Figure 5-1 below suggests how a 

chronological, episodic plot might be visualized. Although the episodes are usually 

chronological, time relationships among the episodes may be non-existent or loosely 

connected by “I will take them to class. It’s show-and-tell day.” or “Let’s all go to my house 

after school”. The implied reader of this text is constructed as having understanding of the 

concept of time frame and requiring knowledge of the time relationships among each event.  
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Figure 5-1: Diagram of chronological episodic plot 

Climax 1           Climax 2          Climax 3          Climax 4 

 
Event 1 

 
Event 2 
 

   
Event 3 

  
 Event 4 

           Ending 1          Ending 2           Ending 3          Ending 4 
                        Source: Adapted from Lynch-Brown and Tomlinson (2005, p. 26) 

 

In approaching Yasmin’s Ducks, the reader will find a consistent pattern of causes and 

effects underlying events. Each action is incomplete so that the readers are drawn into the text 

in such a way – attracted to the incompleteness and anticipate the completion. As can be seen 

in Figure 5-2 (below), each action both completes the previous one and provides minimal 

information to foreshadow the future one. These events organize the plot into a recognizable 

shape – that is, a chain that creates suspense. This plot, then, implies the reader will “enjoy 

the excitement of being kept in suspense” and “possess a predilection in serendipity”.  

Figure 5-2: The sequence of story events in Yasmin’s Ducks 

Event 1 Backdrop setting: Home (living room) 
Time frame: Phase 1 
Characters: Yasmin and Ben (implied Sister-Brother SRP) 
Characters: Yasmin and Mom (Parent-Child SRP) 
Action: Drawing and talking 

Foreshadowing 
clue 

“I will take them to class. It’s show-and-tell day,” said Yasmin (p. 44)  

Event 2 Backdrop setting: Miss Rome’s class (classroom) 
Time frame: Phase 2 
Characters: Miss Rome and her class (Teacher-Students SRP) 
Characters: Yasmin and her classmates (Cohort of Students/Class) 
Characters: Yasmin, Kate, Tim and Mack (the Category Child-Student) 
Action: Show-and-tell 

Foreshadowing 
clue 

“Why do you like to make ducks?” Tim, Kate, and Mack asked (p. 49) 

Event 3 Backdrop setting: School (playground) 
Time frame: Phase 3 
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Characters: Yasmin and her classmates (Cohort of Classmate-Friend) 
Action: Playing and talking  

Foreshadowing 
Clue 

“Let’s all go to my house after school,” Yasmin said. “I’ll show you how 
ducks don’t get wet.” (p. 53) 

Event 4 Backdrop setting: Yasmin’s Home (Kitchen) 
Time frame: Phase 4 
Characters: Yasmin and her classmates (the Category Classmate-Friend) 
Characters: Yasmin, her classmates and Dad (Adult/Child SRP) 
Action: Doing the experiment  

 

As noted earlier, Yasmin’s Ducks is specifically written and intended for children. The text 

of Yasmin’s Ducks presents a story in which familiar places (i.e., school, playground, kitchen, 

etc.), people (i.e., classmates, parent, teacher, etc.) and everyday activities (i.e., going to 

school, playing, drawing and talking) are inextricably bound in the recognizably familiar 

setting (i.e., home – school – playground – home). The deployment of story events in 

Yasmin’s Ducks implies the readers, in this case children at school, will be able to relate 

personal experience of the social world to the literary world and have the satisfaction of 

recognizing the familiarity. As Iser (1974) noted, “three important aspects that form the basis 

of the relationship between reader and text: the process of anticipation and retrospection, the 

consequent unfolding of the text as a living event, and the resultant impression of 

life-likeness” (p. 290).  

 

 Characters 

Features of the text 
CBAs and implied attributes assigned to the assumed 

reader “Child-Student of the Text” 

(1) Main character(s) – round, fully-developed 
 Yasmin (portrayed as being carefree, 

informative, discerning reader, 
self-motivated in learning, literary, 
confident, improvisatory, collaborative, 
organized, pretending, etc.) 

 
- Implied reader will be able to evoke vicarious 

experiences (i.e., walking in someone else’s shoes; 
feel accepted and accepting). 

- Implied reader requires understanding of 
characterization of different child protagonists 
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 Tim (portrayed as being animal-caring, 

artistic, imaginative, etc.) 
 
 Kate (admire her parent and as being 

curious, etc.)  
 
 Mack (portrayed as being eager for 

macro-knowledge, adventurous, etc.) 
 Cohort of Tim, Kate & Mack (portrayed as 

being susceptible to peer influence, etc.) 
 Cohort of Yasmin, Kate, Tim and Mack 

(described as being excitable, carefree, 
gregarious, collaborative and participative) 

 
(2) Minor character(s) – flat, obscurely depicted 

 Ben, Mom and Father (portrayed as being 
supportive, participating, caring and 
positive opinion giver) 

 Teacher (portrayed as higher-status) 

(e.g., the moral traits and personality attributed to 
the characters). 

- Implied reader will be able to relate to the 
characters (e.g., envisage the character’s physical 
appearance and emotional responses).  

- Implied reader possesses the ability to think 
divergently (e.g., discern the discrepancy and 
accept different perspectives). 

- Implied reader is on a continuum of development 
(e.g., Formulate personal goals).  

- Implied reader will be able to have an appreciation 
of the universality of human needs (e.g., 
children-alike behaviours). 

- Implied reader will be able to live through literary 
experience of interpersonal relationships (among 
characters). 

- Implied reader possesses fragmentary knowledge 
of the minor characters (e.g., physical appearance, 
situated identity, actions). 

- Implied reader will have understanding of one or 
two identifiable traits assigned to the minor 
characters. 

 

Characters are the people portrayed in a literary text. There are two crucial aspects to 

consider in studying a character: (1) characterization which refers to the way an author helps 

the reader to know a character and (2) character development which accounts for the changes, 

be it good or bad, the character undergoes during the course of events in the story 

(Lynch-Brown & Tomlinson, 2005). In considering the characterization evoked by the words 

of a literary text, readers look for a combination of character’s actions and dialogue, 

information about motivations and personalities ascribed to the character, the responses of 

other characters to him/her and the narrator’s descriptions. Nodelman (1996) noted that 

sometimes characters are understood to “develop”, that is, to change and grow. As such, 

authors generally present many facets of a character bit by bit as a story progresses. Among 
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the characters, those who are described as changing are identified as main characters or round 

characters90 whereas those who are obscurely depicted are identified as minor characters or 

flat characters91

In focusing on the characterization of Yasmin, Kate, Tim and Mack, for instance, we can 

explore how Yasmin’s Ducks is read coherently and also how and why readers at a similar age 

to these characters in general behave as they do. This involving showing how the relationship 

among these characters makes existence of the category Classmate-Friend meaningful and, 

how these characters recognizably build the connection between the domestic sphere (i.e., 

home) and the external sphere (i.e., school) in their everyday life.  

. Texts generally introduce a character with an enumeration of character traits. 

These traits may relate to psychological states as well as to outward appearance. Direct 

characterization usually depicts the characters in the forms of specifying and evaluative 

statements (Herman & Vervaeck, 20005). People portrayed in children’s books are often 

portrayed as convincingly real and lifelike. For instance, many of the animal characters in 

modern fantasy are attributed with human personalities as well. Huck, Helper and Hickman 

(1993) put it this way: “The credibility of characters depends on the author’s ability to show 

their true natures, their strengths, and their weakness” (p. 24).  

A text can provide new information about a character that encourages the readers to see 

the character differently and/or encourages the reader to see how particular events of the story 

changed the character and made the character more complicated. In Yasmin’s Ducks, Yasmin 

represents the first kind of development and Kate, Tim and Mack the second. Yasmin, the 

protagonist, moves through life in a day to day manner recording details of life. The sequence 

of movements that makes up her life contributes to a number of attributes ascribed to her. For 

instance, on page 42, she is portrayed as being carefree while on page 43 she is constructed as 

                                                 
90 Round characters are “one whose motivations are subtle and complex enough to seem realistic. 
Round characters tend to develop further depth and complexity as a story progresses” (Nodelman, 1996, 
p. 296).  
91 Flat characters are “those with a few easily distinguished traits which don’t change or develop as a 
story progresses” (Nodelman, 1996, p. 290).  
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being sharing. On page 50 she is attributed as being informative, a discerning reader and 

self-motivated in learning. She is described as being confident on page 52; improvisatory on 

page 53 and organized and collaborative on page 55. On page 57, she is implied as being 

pretending. In terms of the style of fictional realism, the author creates a character (Yasmin, 

Tim, Kate or Mack) that could be seen as a peer to contemporary children. Then, the author 

portrays the character with various traits that evoke vicarious experience in readers – that is to 

relate to the various characters to feel accepted and/or accepting. In other words, invite the 

readers to walk in someone else’s shoes. In considering the characterization the text conveys, 

the implied reader is constructed as able to look for the information about the moral traits and 

personalities attributed to different child protagonists. 

In relation to Yasmin, other main characters Tim, Kate and Mack are attributed with a 

few readily identifiable traits. For instance, Tim is portrayed as animal-caring, artistic and 

imaginative. Kate is described as admiring her father, being curious and kept in doubt, and 

Mack is depicted as being informative, eager for macro-knowledge and being adventurous. 

Given the context of texts for children being built on understandings about how children 

relate to texts, particularly in this case, all these attributes ascribed to Tim, Kate and Mack 

construct the reader as able to relate to the characters, to think divergently and to place 

himself/herself on the continuum of development. Further, the readers are implied to envisage 

the character’s physical appearance and emotional responses; to discern any discrepancy and 

accept different perspectives as represented by the different characters and to formulate 

personal goals. Note that at the end of the story on pages 60-61, Kate, Tim and Mack are all 

established as being subjective to peer influence. This constructs the implied reader as able to 

have an appreciation of the universality of human needs. That is, recognize that a 

susceptibility to peer influence is a children-like behaviour. Further, Yasmin, Kate, Tim and 

Mack, as members within the cohort of Classmate/Friend are established as carefree, 

excitable, gregarious, collaborative and participative. The character development that Yasmin, 
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Kate, Tim and Mack undergo can be understood as a signal to the readers about what 

character traits are valuable and worth trying to develop in themselves. This aspect of 

characterization ascribed to Yasmin, Kate, Tim and Mack implies the readers will be able to 

gain perspectives on other people’s lives and interpersonal relationships through the literary 

experience.  

Apart from the main characters in Yasmin’s Ducks, there are a few minor characters that 

are untouched by the events in which they have a part in the story. They are Ben, Miss Rome, 

Yasmin’s Mom and a character who is presumably Yasmin’s Father. Ben, Yasmin’s Mom and 

Father are portrayed as being supportive, participating, caring and positive opinion givers 

whereas Miss Rome as Teacher is described in terms of her higher status in the context of the 

classroom. These minor characters have only one or two recognizable traits and don’t ever 

change and/or develop as the story unfolds. What readers discover about these minor 

characters in Yasmin’s Ducks is acquired through fragmentary knowledge of their actions, 

physical appearance or situated identity. The assumed readers will be able to understand the 

role of minor characters in a story. In this respect, the readers thereby are implied to be able to 

have enough understanding of the characters through only one or two identifiable traits 

assigned to the minor characters.  

 

 Theme 

Features of the text 
CBAs and implied attributes assigned to the assumed 

reader “Child-Student of the Text” 

(1) Ostensibly-conveyed message 
 Educational purpose: Information picture 

storybook displays particular knowledge of 
ducks 

(2) Subtly-conveyed, underlying significance 
 Culturally-perceived moral standards 
• Yasmin: self-motivated in learning 
• Kate: discerning (Bravery is an ethical merit) 

 
- Implied reader reads for enlightenment (i.e., use 

text as sources of factual knowledge & engage in 
narratives to gain knowledge). 

 
- Implied reader will call upon the meaning-strategy 

in search of the underlying morals (i.e., 
employment of identification and manipulation). 
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• Tim: animal-caring  
• Mack: broadened horizon of knowledge  

- Implied reader will be able to perceive the story 
character as oneself. 

 

Nodelman (1996) defined theme as the “central idea of a text; the core of meaning that 

ties it together” (p. 299). Simply put, themes are meanings. They are the “hidden meanings” 

of a text and to some extent reveal the author’s purpose in writing the text. Some well-written 

books may be read for several layers of meanings. The themes of children’s literature are 

generally associated with culturally-perceived moral standards. As Huck, Helper and 

Hickman (1993) asserted “theme should be worth imparting to young people and be based on 

justice and integrity. Sound moral and ethical principles should prevail” (p. 23).  

The themes of Yasmin’s Ducks convey 1) ostensibly-revealed messages – to educate and 

enlighten the readers; and 2) subtly-conveyed significance – to find culturally-perceived 

morals that mirror the readers’ own values. As noted earlier, most of children’s literature has a 

‘didactic purpose’. Children’s literature purposely written for school clearly has an added 

educational function. An apparent educational purpose of Yasmin’s Ducks is to develop 

particular knowledge of ducks. The factual knowledge of ducks implies the reader is 

interested in facts and also interested in reading for facts. Using text as sources of factual 

knowledge implies the reader reads for enlightenment – that is, reads to gain knowledge that 

interests him/her.  

Many children’s literature studies are fables. In this respect, Yasmin’s Ducks is not really 

about the child characters in the story but about the culturally-perceived morals/motifs these 

characters represent. In Yasmin’s Ducks, Yasmin is demonstrating the attribute “self-motivated 

in learning” whereas Kate is portrayed as being “discerning”. Tim is constructed as being 

“animal-caring” and Mack is established with a “broadened horizon of knowledge”. Of 

particular significance, Mack’s knowledge is represented as entirely outside his own context. 

For example, the text does not say his parent is a rocket scientist or astronaut. Thus, there is a 
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representation of knowledge as highly contextual/situated/connected to the individual (e.g., 

Kate knows about firemen and their accredited motif, bravery, through her own father); 

experiential (e.g., Tim & Yasmin know about ducks and fish from seeing them or looking in a 

book) and abstract (e.g., Mack knows about rocket ships from an unknown but presumably 

external source). To put it this way, the inclusion in this overtly educational text of these 

attributes of the child characters is itself a demonstration of the high value of these attributes, 

that is, the moral world constructed by this text values and celebrates these attributes in 

children.  

Nodelman (1996) proposed the most common meaning-strategy that readers call upon in 

search of morals, message or themes are 1) identification which orients to the reader’s 

perception of the story character as oneself and 2) manipulation which evokes the reader’s 

vicarious experience of the story character’s social conduct. Considering themes as messages 

intended for the readers, the readers of Yasmin’s Ducks are implied to perceive the distinctive 

attributes assigned to the story characters of their own age and then perceive the characters as 

themselves. For example, the characteristics attributed to Yasmin assert that the readers 

should be perceived in the same way. The logic here goes like this:  

Text: “Well, I just read a good book on ducks. I found out a lot about them,” said Yasmin (p. 50) 

1. Yasmin reads books in order to gain information. She does not limit her reading to 

only that designated by the school. She is constructed as an independent, discerning 

and self-motivated reader.  

2. This behaviour (reading in a self motivated way for learning) is represented as a 

positive attribute. It is warrantably encouraged for a schoolchild to access to literary 

materials.  

3. Therefore, if you are a schoolchild, it’s wise for you to read in a like manner.  

 

In focusing exclusively on themes as messages conveyed for the readers themselves, 
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Nodelman (1996) argued “all stories are parables or fables” (p. 54, original emphasis). The 

story characters represent conventional, category-bound behaviour in order to imbue specific 

values that may, intentionally or accidentally, govern the readers’ future actions.  

 

 Structure 

Features of the text 
CBAs and implied attributes assigned to the assumed 

reader “Child-Student of the Text” 

(1) Selection and arrangement of words 
 Short sentences (e.g., the longest sentence is 

15 words in length) 
 High-frequency words (e.g., Yasmin, quack, 

duck, I, you, like, etc.) 
 Few challenging phases (e.g., roll off, drip 

off and in a flock) 
 A variety of language grammar (e.g., 

present continuous tense, present tense, past 
tense, present perfect, etc.) 

 Non-specialized lexical choice (e.g., “go 
around the globe” instead of “cruise”) 

 
 

 Colloquial dialect (e.g., “Wow”, “cool”, 
“Nope”) 

 
 Rhyming and repetition (e.g., “Quack, 

quack, quack”, “Ducks, ducks, ducks”) 
 
 Emotional (e.g., “like”, “want”, “the best”) 

 
(2) Symbolism 
 Person: firemen = bravery 

 
 Object: sofa = concept of a living room OR 

bookshelf = concept of a bedroom 
 Action: show-and-tell = classroom 

 

 
- Implied reader requires minimized linguistic 

demand: short volume and easy reading. 

- Implied reader has limited language proficiency 
(e.g., vocabulary volume). 

- Implied reader is on a continuum of language 
development (e.g., letter-to-word-to-phase). 

- Implied reader will possess knowledge of a variety 
of grammar rules. 

 
- Implied reader is precompetent (i.e., literate) but 

not yet competent (i.e., unsophisticated reader). 
- Implied reader requires simplified and/or 

explanatory language. 
- Implied reader will be able to evoke vicarious 

experience of interpersonal relationships among 
peers as being informal. 

- Implied readers respond to the rhythmic and 
repetitive patterning in order to make sense or to 
learn. 

- Implied reader will be able to evoke vicarious 
experience of childhood as being emotional, 
experiential and subjective. 

- Implied reader incorporates abstract or figurative 
meanings in addition to literal meanings. 

- Implied reader requires contextual knowledge. 
 
- Implied reader calls up the repertoire of 

concretization (i.e., forming mental picture). 
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(3) Images 
 Illustration complement and extend the 

written texts (e.g., cognitive value) 
 
 
 
 Illustration as representation of art (e.g., 

aesthetic value) 

 
- Implied reader possesses the proclivity for artistic 

appreciation (i.e., enjoy illustrations) 
- Implied reader takes ‘reading’ illustration as 

auxiliary text (i.e., need pictorial information to 
guide their responses to the verbal) 

- Implied reader possesses the predilection for 
personal artistic preferences. 

 

In presenting a story, the author simply reveals his/her style/structure of writing through 

selection and arrangement of words, idea/symbolism and images (Huck et al., 2001; 

Nodelman, 1996). To a great extent, the structure of children’s literature depends on repetition 

and variation of the same or similar elements. It is evidenced that as we read Yasmin’s Ducks 

we may notice a number of features that remind us of certain words or descriptions that we 

have come across earlier in the text. For example, the majority of Yasmin’s Ducks consists of 

short sentences. The longest sentence in the text is 15 words in length (i.e., “When it’s fall, the 

ducks can’t get plants to eat because the lake is cold” on page 58). This implies the reader 

will require minimize linguistic demands. The readers presumably are interested in short 

volume and easy reading. Further, Yasmin’s Ducks uses high-frequency words and few 

challenging phases. For instance, “duck(s)” appears 23 times; “Yasmin” 21 times; “I” 20 

times; “you” 10 times; “quack” is used 9 times and “like” is used 8 times. The use of 

high-frequency words in Yasmin’s Ducks implies its reader has limited language proficiency. 

Also, Yasmin’s Ducks employs few challenging phases such as “roll off”, “drip off” and “in a 

flock”. This constructs the readers as on a continuum of language development. As learning 

itself is constructed as incremental and accumulative, the reader then presumably already has 

had familiarity with alphabets and vocabularies and at this stage he/she is implied to be 

broadening his/her ability to understand phrases.  

The text of Yasmin’s Ducks uses a variety of language structures. The reader may notice 
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the employment of various tenses including present continuous tense (e.g., “It’s raining out” p. 

60); present tense (e.g., “I like your ducks” p. 43); past tense (e.g., “Kate made fire trucks with 

big hoses” p. 46) and present perfect (e.g., “These are the best ducks I have ever made!” p. 

42). This implies that the readers posses knowledge of a variety of grammar rules. Moreover, 

although Yasmin’s Ducks is written with a variety of tenses, it is intentionally structured 

around the readers’ conception of time in the present. The story moves chronologically from 

event to event following along in much the same way as the lived experience of childhood. 

This single event sequence implies the reader’s capacity to comprehend chronological time in 

sequence (e.g., these are no flash-backs). The use of the non-specialized lexical term – “go 

around the globe” rather than say “cruise” or “circumnavigate” – establishes the readers of 

Yasmin’s Duck as requiring simplified or explanatory language. That is, not being familiar 

with specialized lexical terms establishes the readers as “literate” to some extent but still 

“unsophisticated”. Further, the use of colloquial dialect such as “Wow” (p. 51), “cool” (p. 53) 

and “Nope” (p. 57) implies the readers will be able to evoke the vicarious experience of 

interpersonal relationships among peers as being informal. As Iser (1974) put it: 

The way in which this experience [the process of anticipation and retrospection] 

comes about through a continual modification is closely akin to the way in which 

we gather experience in life. And thus the ‘reality’ of the reading experience can 

illuminate basic pattern of real experience. (p. 281) 

 

Nodelman (1996) pointed out that “A basic assumption about education is that repeating 

a task helps us to learn it – and because of the didactic impulse behind children’s literature, its 

structures are often repetitive” (p. 161). In a similar sense, the author of Yasmin’s Ducks deals 

with the structure in terms of rhyming and repetition.  Repeated words can create pictures or 

images for readers to concretize the context of that word. For instance, on page 43, the child 

character Ben said “Ducks, ducks, ducks” to respond to Yasmin’s “Quack, quack, quack” on 
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page 42. Readers are assumed to respond to this rhythmic patterning and the recurrence of 

particular words in order to make the reading meaningful or to learn. Further, the author 

occasionally uses terms such as “like”, “want” and “the best” to indicate the characters’ 

emotional state. The implied reader will be able to evoke vicarious experience of childhood as 

being “emotional”, “experiential” and “subjective”.  

The author of a text also uses concrete and/or abstract objects to make the readers 

conscious of the messages beneath those objects. For example, on page 46, Kate’s father, 

whose occupation is a fireman, was invited to participate in her homework. The 

subtly-conveyed message here is to create the visual symbolism – use physical objects to 

represent abstract ideas. That is, the author divides himself/herself up into the narrator of the 

story and the commentator of the events through Kate’s statement. The character, Kate’s 

father, is stylized to a certain degree and being given attributes accorded with the ready-made 

quality ascribed to a fireman. By seeing Kate’s picture wherein her father appears in the 

context of firemen, the readers are assumed to be able to incorporate abstract or figurative 

meanings (i.e., bravery) in addition to its literal meaning (i.e., a fireman).  

The contextual information that images provide sometimes relate to the specific objects 

they depict. Simply put, objects are meaningful through the context they evoke. Readers call 

upon their familiarity with the specific details/objects in interpretation of the context. For 

example, the images on pages 42-43 don’t explicitly provide the contextual information. 

However, the bookshelf in the image evokes a bedroom/study. On the other hand, readers may 

focus on specific details such as the sofa or mat and interpret the context as a living room. It 

is the reader’s contextual knowledge that allows him/her to relate an object to a specific 

context. Objects such as the sofa and bookshelf on pages 42-43, then imply the readers will be 

able to call upon their contextual knowledge, be it the bedroom or living room, in order to 

make the text sensible.  

Further, events can become meaningful through the context they evoke. For example, 



 250 

the event “show-and-tell” described on page 45 does not offer the contextual information. To 

make sense of this action, the readers are implied to be able to call upon the repertoire of 

concretization92

The concept of image as a way by which the author reveals his/her structure of writing a 

text is here examined with a broader focus. The visual elements employed in the pictures of 

Yasmin’s Ducks will be dealt with in the analysis that follows examination of point of view. As 

noted earlier, Yasmin’s Ducks is a Picture Storybook wherein illustrations complement and 

extend the written texts. In recognizing the cognitive value a picture storybook may offer in 

this sense, the readers are assumed to possess the proclivity for artistic appreciation. Further, 

since Yasmin’s Ducks is interspersed with illustrations, implied readers are assumed as having 

the attributes of enjoying illustrations, and of ‘reading’ illustration as auxiliary text. That is, 

the readers presumably need pictorial information to guide their responses to the verbal 

text/information. Moreover, taking illustrations in a picture storybook as representation of art 

in terms of its aesthetic value, the readers are implied to possess the predilection for personal 

artistic preference – for instance, one may give more weight to cartoon-like illustrations or 

three-dimensional presentations depending on one’s preference.  

, that is, to form mental picture of a classroom wherein Miss Rome’s class 

help up their picture for show-and-tell.  

 

 Point of view 

Features of the text 
CBAs and implied attributes assigned to the assumed 

reader “Child-Student of the Text” 

- Implied speaker 
 
- Narrator: third-person narrator 
 outside observer: limited-omniscient, 

concealed narrator view 

- Implied reader will be aware of the presence of the 
unseen speaker in the text.  

 
- Reader is implied to be imaginative and yield 

closer identification with story characters.  

                                                 
92 The process of forming mental pictures – imagining what is being described as exactly as the words 
of the text allow us to. Concretization includes not just visualization – imagining what things look 
like – but also mental evocations of smells and sounds and other senses (Nodelman, 1996, p. 287). 
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 shifting point-of-view: combine the 
viewpoint of first person and third person 

 Narrator: stable third-person viewpoint 
 Characters: first-person viewpoint 

- Implied reader will not be able to tolerate shifting 
viewpoint in meaning making.  

- Implied reader will be able to acknowledge the 
difference between who speaks and who is being 
told. 

 

The term point of view is often used to refer to the author’s choice of narrator(s) and the 

perspective the narrator employs to tell the story (Huck et al., 2001). Considering point of 

view is a matter of asking from whose perspective the story is being revealed, Nodelman’s 

(1996) implied speaker provides a similar description. Nodelman (1996) argued that it is 

logical to assume that there are implied speakers as well as implied readers. In the context of 

a parent reading to a child, Wolf and Heath (1992) put it this way: 

Awareness that there exists a speaker other than the parent reader or the pictured 

characters in the book is by no means a trivial accomplishment, since the child 

must realize that the words on the page not only do not originate with either the 

parent or the storybook character but come from an unseen source. (p. 66) 

 

In order to build consistency to make sense of the story, the readers of Yasmin’s Ducks 

are implied to be aware of the presence of the unseen speaker in the text. The instances of the 

text of Yasmin’s Ducks are: 

- Miss Rome’s class held up their work (p. 45);  

- Tim made pictures of fish with fins (p. 45);  

- Kate made fire trucks with big hoses (p. 46);  

- Yasmin held up her ducks (p. 48) and  

- When they got home, Yasmin got out her book on ducks (p. 54).  

  

Nodelman (1996) has pointed out the speakers implied by the text reveal attitudes 
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through their tone, their choice of whether events are of significance and also in terms of their 

relationship to the events they describe. A first-person narrator 93describes the events from 

his/her own subjective point of view whereas third-person narrator94

Throughout the story, this narrator is taking a stable third-person point-of-view to 

describe the events without adding information about the emotional state oriented to the 

individual character/s. For example on page 45, the narrator merely reports as an outside 

observer. Firstly, the narrator describes Tim’s completion of his homework without saying 

how he feels about it (i.e., Tim made pictures of fish with fins.) The reader only can guess 

what the characters think from what he/she is told of Tim’s action. This “limited-omniscient”, 

or “concealed narrator view”, to some extent, invites the readers to be more imaginative and 

yield closer identification with the individual characters (Nodelman, 1996, p. 28). For 

example, the readers will/have to imagine and guess why Tim drew fish; how Tim liked his 

drawing and so forth. Then, the narrator is presenting the story with a shifting point-of-view. 

That is, the first-person point-of-view in the narrative “I like to make my fish with lots of 

colors” is oriented to Tim whereas the third-person “Tim” accounts for the narrator’s 

objective viewpoint. To account for such shifting point-of-view in a text, the readers of 

Yasmin’s Ducks are implied to acknowledge the difference between who speaks and who is 

being told. That is, the implied readers will be able to recognize when the narrator reports the 

event objectively and when the narrator describes the story characters’ feelings instead.  

 reports the events as an 

outside observer. Yasmin’s Ducks has a third-person narrator.  

 

 Visual Element 

Features of the text 
CBAs and implied attributes assigned to the assumed 

reader “Child-Student of the Text” 

(1) Artistic style: Fictional realism (e.g., images - Implied reader will understand pictures convey a 

                                                 
93 “In the language of grammar, the first person is “I” or “We” (Nodelman, 1996, p. 59). 
94 In the language of grammar, the third person is “he”, “she”, “it” or “they” (Nodelman, 1996, p. 59).  
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presents natural forms and provide accurate 
representations without idealization) 

 
(2) Medium: Crayon  
 
 
(3) Pictorial dynamics: two-dimensional effects 
 Size: illustration of characters as the focal 

points 
 
 
 Shape: Complexity (rounded and angular) 
 
 
 Location and Composition: characters are 

placed in the centre 
 
 Colour: warm end of the color chart  

- Hue: wide range of spectrum  
- Shades: opaque 
- Saturation: saturated, intense colors, vibrant, 

highly assertive  

sense of reality to the story 
- Implied readers will be able to read the images as 

supplementary and/or complementary to the text.  
- Implied readers possess familiarity with such 

material or relate personal preference to such 
material  

 
- Implied readers will be able to understand the 

images mostly focus on story characters and 
concentrate less on the objects/setting around 
them.  

- Implied readers will be able to understand picture 
aids accommodating interpretation in relation to 
written texts 

- Implied readers will be able to understand the 
layout indicates emphasis on the highlighted 
objects/person(s) 

- Implied reader will be able to understand the mood 
of Yasmin’s Ducks as calm and contentment  

- Implied reader possesses the proclivity for 
diversity of visual elements  

 

Just as there are elements of writing such as plot, theme and characters, there are a 

variety of visual elements that an illustrator employs to describe his/her artistic work. The 

illustrator of Yasmin’s Ducks uses realistic style 95  (i.e., fictional realism) through the 

medium96

The style of picture books allows the reader to draw upon the connotations that reside in 

stylistic conventions. For example, readers may expect illustrations in a style of cartooning to 

be exaggeratedly funny. In a similar sense, the readers of Yasmin’s Ducks are assumed to be 

able to understand that pictures in a style of fictional realism convey a sense of reality to the 

 of crayon and two-dimensional effects.  

                                                 
95 It’s the effect of all the aspects of a work considered together, the way in which an illustration or 
text seems distinct or even unique” (Nodelman, 1996, p. 225).  
96 The type of material out of which a visual depiction is made. Media include pencil, watercolor, oil 
paint, wood block printing and so on (Nodelman, 1996, p. 293).  
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story. Further, they are able to read the images as supplementary and/or complementary to the 

written texts.  

Gombrich (1961) noted in Standards of Truth, “The image cannot give us more 

information than the medium can carry” (p. 248). In this respect, the medium of crayon used 

by the illustrator of Yasmin’s Ducks is associated with specific ideas or emotions. That is, the 

choice of crayon implies the readers may possess familiarity with the material and/or relate 

personal preference to the material. In addition, the child characters drawings on pages 45, 46 

and 61 are crayon-like. These instances may imply that the reader is at a similar age to the 

child characters and may also have a preference for crayon while drawing.  

Nodelman (1996) proposed Pictorial dynamics to account for the ways in which the 

various objects depicted in an image relate to each other. Yasmin’s Ducks describes the 

relationships between the objects on the two-dimensional plane of the pictures’ surface. This 

two-dimensional effect is exercised in terms of size, shape, layout and colour. In most of the 

pages in Yasmin’s Ducks, the size of characters depicted in the illustrations is proportionately 

big compared to the setting behind and the objects around them. That is, characters are 

portrayed as a big shape to reveal their significance as the focal points. This effect implies the 

readers will be able to understand the images mostly focus on the characters themselves and 

cast less attention to the objects/settings around them. Further, the illustrator employs a 

variety of shapes to indicate complexity. Rounded shapes refer to accommodating, softness 

and yielding whereas angular shapes suggest rigidity and orderliness. For example, the child 

characters are portrayed with rounded cheeks whereas Yasmin’s Mom, Miss Rome and the 

male adult on page 55 are depicted with less rounded cheeks. This may be understood, for 

example, that the illustrator portrays the adults as being stricter in order to sustain the 

authoritative status ascribed to them. In this respect, the readers are assumed to be able to 

understand pictures as accommodating interpretation. 

The location of an object on the picture plane indicates its specific emphasis. A figure at 



 255 

the center of a picture, like the character Kate on page 46, tends to establish her as of more 

significance than those on the sides (i.e., Miss Rome and Tim). This image implies the readers 

will be able to understand Kate’s location and composition as indicating she is the highlighted 

person in a purposeful manner (i.e., the current speaker to demonstrate show-and-tell). 

Moreover, the images in Yasmin’s Ducks produce their effect also through predominating 

hues97 across a wide range of spectrum, opaque shades98 and saturation99

In section 5.3, the Category Analysis has investigated the Category Reader of the Text as 

textually and visually portrayed and assumed by examining different literary features of the 

text of Yasmin’s Ducks. Crucially for our analysis here, each reading of a particular feature 

orients to a different version of the Category Reader of the Text. In the following discussion, 

the categorization analysis turns to the classroom talk and concentrates on the Category 

Systems as achieved in the classroom talk of the two teachers, Foreign English-teaching 

Teacher (FT) and Chinese English-teaching Teacher (CT). The findings are summarised in 

Figure 5-3, illustrated in section 5.4 that follows.  

 of colours. Of 

particular importance, the illustrator selects the colors from the warm end of the color chart 

(i.e., reds, oranges, and yellows) to strengthen the emotional warmth of the story. The 

illustrator’s choice assumes the reader will be able to understand the mood of Yasmin’s Ducks 

is that of calm and contentment and further assumes the readers possess the proclivity for 

diversity of visual elements.  

 

5.4 Categories and Category Systems as achieved in the talk 

Figure 5-3: Summary of Category Systems as achieved in the talk 

Categories & Category systems achieved in the talk Segments of talk Segments of talk 

                                                 
97 Hues are classifications of colors, like “red” or “blue”, that refer to different parts of the spectrum 
(Nodelman, 1996, p. 222).  
98 Shades are degrees of brightness and darkness (Nodelman, 1996, p. 223).  
99 Saturation is the relative intensity of colors – the degree to which they have been mixed with white 
(Nodelman, 1996, p. 223).  
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in FT’s lessons in CT’s lessons 

 Child 1 1 

 Child-Student 11 1 

 Teacher 1 0 

 Classmate-Friend 5 1 

 Cohort of Class 2 1 

 Cohort of Classmate-Friend 1 0 

 Parent-Mother 0 1 

 Fireman 0 1 

 Mom-Daughter SRP 2 1 

 Parent-Child SRP 1 0 

 Knowledge Giver-Knowledge Receiver SRP 1 0 

 Teacher-Student SRP 0 1 

 Classmate-Friend - Classmate-Friend SRP 1 0 

 

Figure 5-3 reveals that the majority of Categories achieved in the classroom talk support 

our earlier MCA examination of the text/image, discussed in section 5.2100

Sequence 1-1: Category Child-Student as achieved in the talk 

. In this section, the 

category analysis documents the accomplishment of the categories achieved in the nominated 

segment of classroom talk together with the categories going together in the Category 

Systems of SRPs. Rather than detail each category as tabulated here (Figure 5-3), the analysis 

presented here demonstrates those categories that are relevant to discussion. The more 

extensive analysis of the achievement of each category is available in Table 5-2 (see 

Appendix N). Crucially for our analysis here, the category elaboration of each segment of 

classroom talk establishes a different rendition of the sets of categories established in the 

previous MCA examination of the text/image.  

Line 304 FT : First of all you can (0.3) can you say a short version of this story? ↑ 

                                                 
100 Recall that the analysis in section 5.2 outlines the categories as achieved in the text are Category 
Adult, Category Parent, Category Child, Category Knowledge Giver, Category Knowledge Receiver, 
Category Teacher, Category Student, Category Child-Student, Category Fireman, Category 
Classmate-Friend, Cohort of Class, Cohort of Children and Cohort of Classmate-Friend. In this section 
5.4, the categories and category systems as achieved in the text and elaborated here are the ones 
relevant to discussion.  
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(1.0) there is a girl who likes ducks (0.5) she draws a picture for 
school show-and-tell (0.5) Her frien:::ds ask her about the ducks (0.3) 
and she said many cool things about ducks (0.3) and after that her 
friends like ducks (0.5) right that’s a very very short story of 
[Yasmin’s Ducks] 

   Excerpt from Lesson Nine 

In this stretch of talk, FT is guiding the students to write a short version of Yasmin’s 

Ducks. In her own version, she established the child character Yasmin as a member of the 

Category Child-Student. Drawing a picture based on personal liking is readably a CBA that 

maps Yasmin onto the Category Child. Further, completing a drawing specifically for school 

show-and-tell recognizably establishes Yasmin’s membership of the Category Student. In a 

word, FT’s statement “there is a girl who likes ducks (0.5) she draws a picture for school 

show-and-tell” warrantably establishes Yasmin as a member of the Category Child-Student. 

Of particular significance, FT constructs Yasmin in the public sphere wherein friends and 

school are relevant and parents are absent. The CBA “keeping interpersonal relationships with 

friends, classmates and teacher” thus orients two possible readings of the Category 

Child-Student as represented by the FT’s rendition of child character Yasmin:  

- Yasmin is constructed in the institutional sphere (i.e., “She draws a picture for 

school show-and-tell”) 

- Yasmin maintains an interpersonal relationship with friends (i.e., “Her friends ask 

her about the ducks” & “after that her friends like ducks”) 

 

Given the assignment of category-bound activities, the child character Yasmin achieved 

as the Category Child-Student is attributed as “a member of a social world through keeping 

interpersonal relationship with friends, classmates and teacher”.  

Sequence 1-2: Category Teacher as achieved in the talk 

Line 188 FT : You? (0.5) Really? (0.5) So what do you think the teacher think? (0.3) 
Is the teacher? (0.3) what does the teacher think? Here (0.3) is the 
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teacher is like um oh cool (0.3) or it’s like um::m bad? 
   Excerpt from Lesson Nine 

In this sequence of classroom talk, FT’s statements “what does the teacher think?” and 

“it’s like um::m bad?” hearably renders two possible readings of the character Miss Rome as 

relevant to the accomplishment of the Category Teacher in terms of the CBAs “assessing 

students’ work based on both performance and emotional criteria”. The use of “cool” and 

“bad” as indicating the teacher’s emotional state, respectively imply the character Miss Rome 

as attributed as being “linked to a less institutional circle (i.e., assess student’s work as 

cool/boring)” and “linked to the institutional circle (i.e., assess student’s work as bad/good)”.  

Sequence 1-3: Category Classmate-Friend as achieved in the talk 

Line 325 Z : Then she drew a picture go to school 
Line 326 FT : So she took her picture to school (0.3) WHY? ↑ 
Line 327 Z : Because  
Line 328 FT : Because [[she just wanna see her friends? ↑]] 
Line 329 Z : [[for show and tell]] 
Line 330 FT : For school show-and-tell good (0.3) so next sentence you can say 

(0.5) She took her::er pictur:::re to school (1.0) WHY? ↑for::r 
show-and-tell 

   Excerpt from Lesson Nine 

 

In this stretch of talk, FT constructed the child characters as classmates well as friends to 

each other in the institutional sphere (i.e., school). The statement “she took her picture to 

school” readily constructs Yasmin as a student who presumably has classmates in school. 

Further, the statement “she just wanna see her friends?” can be understood that Yasmin treats 

her classmates in school as her friends. Taking a picture to school for show-and-tell and 

expecting to see her friends in school hearably establishes Yasmin’s achievement of the 

Category Classmate-Friend in terms of the CBAs “constructing the child characters as 

classmates as well as friends in the institutional sphere”. The category elaboration of the 

Category Classmate-Friend ascribed to Yasmin in this classroom talk is available through 
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documenting the CBAs “classmate and friends are both attributed with affectionate and 

institutional traits” and “classmates who study together are also understood to be friends who 

enjoy seeing each other on daily basis”. Of significant importance, this classroom talk 

recognizably builds and sustains a certain version of the Category Classmate-Friend within 

the social order. That is, classmates who study together in the school sphere are taken to be 

friends as well as co-participants in both learning and playing.  

Sequence 1-4: Cohort of Class as achieved in the talk 

Line 34 CT : Do you remember::er what’s her classmate’s name? (0.5) Yasmin has 
a lot of classmates (0.3) what their:r (.) what’s their name? (0.3) yeah 
just one of them (0.5) huh:::h (.) do you remember? ↑ 

Line 55 CT : No no no (0.2) put away your book (0.3) so only three classmates? ↑ 
Line 56 Ss : >YES< 
Line 57 CT : All right 
Line 58 A : And the teacher. 
Line 59 CT : ((Teacher chuckled)) Thank you (0.4) What’s the teacher’s name? 

(0.2) Miss:::s 
   Excerpt from Lesson Three 

 

In this stretch of classroom talk, CT is initiating a question in line 34 to elicit the 

information about Yasmin’s classmates (e.g., their names, how many are they). Then in the 

following lines, 39, 43 & 52, the students provide answers which were evaluated by CT as 

accurate. In line 58, Student A established the teacher character Miss Rome as a member of 

the same group – Yasmin’s class. Including Miss Rome as a member of Yasmin’s class is 

hearably mapping Miss Rome as a member of the Cohort of Class in terms of the CBAs 

“ signaling Miss Rome’s institutional role (i.e., as a teacher)” and “establishing all 

participants in Yasmin’s class as members of the same, current, particular group.  

Sequence 1-5: Cohort of Classmate-Friend as achieved in the talk 

Line 283 FT : Everybody has a picture (1.0) to show (0.3) Look at the last page 
Line 284 A : ((Allen is mumbling)) 
Line 285 FT : What did everybody have? ↑ (0.3) okay maybe it’s rocket ship again 
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((refer to Mack’s picture)) (0.5) Okay on the last page (0.3) What’s 
everyone talking about? ↑ 

Line 286 M : Ducks 
   Excerpt from Lesson Nine 

 

In line 283, FT rendered the interpretation of the texts on pages 60-61 in the statement 

“Everybody has a picture to show”. There was no response from the students in the 

subsequent line 284 and then FT formulated the question in the statements “What did 

everybody have?” & “What’s everyone talking about?” in line 285. The CBAs “completing a 

new drawing on the same topic of ducks” and “showing the new picture and talking about it” 

are readably as relevant to Cohort of Classmate-Friend. These readily map each of the child 

characters onto the Cohort of Classmate-Friend in terms of a CBA “acting in a cohorted 

manner”.  

Sequence 1-6: Category Fireman as achieved in the talk 

Line 1087 CT : Hospital (0.3) all right (.) usually a fire fighter is very = 
Line 1088 M : >BRAVE< 
Line 1089 CT : = brave (.) because they are not afraid of fire 
Line 1090 A : Come on (.) he wears something fireproof 
Line 1091 Z : He has to wear the fireproof clothing 
Line 1092 CT : Hey (.) if you want to (.) want to save people (.) you cannot die 

((teacher chuckled)) so you have to protect yourself (.) so that you 
can save others  

Line 1093 K : He won’t be afraid because he puts on the fireproof clothing 
Line 1094 CT : If you want to protect others, then you should firstly protect 
Line 1095 Z : Yourself 
Line 1096 CT : 

Otherwise you cannot protect others (0.3) okay?↑ 

   Excerpt from Lesson Three 

 

In this stretch of talk, CT and the students respectively render different interpretations of 

a fireman. In lines 1087 and 1088, CT and Student M both establish a fire fighter as being 

attributed with the virtuous trait of bravery. In line 1089, CT provides a further explanation of 
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the grounds of her interpretation of a fireman in the statement “because they are not afraid of 

fire”. Student A and Student K, however, offer an alternate version of Category Fireman in the 

statements “Come on, he wears something fireproof” in turn 1090 and “He won’t be afraid 

because he puts on the fireproof clothing” in line 1093. They seem to be suggesting that a 

fireman is not “brave” as he is not actually in danger. Of particular significance, the use of 

intensifier term “Come on” signals Student A’s disagreement with CT and Student M’s 

interpretation. “Orienting to a fireman’s bravery in terms of his fireproof equipment” may be 

read as the CBA of Category Fireman in that a fireman is constructed as “insecure and afraid 

without the fireproof equipment” and “flesh not immortal”. Further, another version of 

Category Fireman rests on the readings in lines 1091 & 1095 wherein Student Z portrays the 

Category Fireman as achieved in terms of specific job description. The statements “He has to 

wear the fireproof clothing” and “(Firstly protecting) yourself” hearably explain the CBAs 

“wearing fireproof apparel is required” and “keep oneself protected before carrying out the 

fire rescue” together with the implied predicate “fulfillment of ethics and obligation ascribed 

to a fireman”.  

Sequence 1-7: Mom-Daughter SRP as achieved in the talk  

Line 1243 CT : Do you think (.) Yasmin’s mother likes the picture? ↑ 
Line 1244 Ss : [[Yes]] 
Line 1245 K : [[No]] 
Line 1246 CT : Somebody said no (0.5) Hey (.) any answer is possible (.) So you 

just guess (.) all right 
   Excerpt from Lesson One 

 

This sequence of talk presents an account of a relationship insofar these two characters, 

Yasmin and Mother, embody the SRP Mom-Daughter in the MCD ‘Family’ in terms of the 

CBAs “intimate relationship”, “frequent contact” and “interactive”. In line 1244, the students 

establish that Yasmin’s Mom provided positive feedback towards her drawing whereas in line 

1245 Student K described Yasmin’s Mom in terms of her inclination of providing negative 
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comment. “Providing (her child) positive feedback” and “Providing (her child) negative 

comment” are read as relevant to the CBAs of Category Parent-Mother ascribed to Yasmin’s 

Mom in relation to Yasmin’s SRP partner Category Child-Daughter. Note that with respect to 

the discussion of category assembly here, the turn 1246 establishes the point of the activity to 

be ‘giving an answer’, rather than ‘giving a correct answer’. 

Sequence 1-8: Knowledge Giver-Knowledge Receiver SRP achieved in the talk 

Line 410 FT : What did they learn? (0.5) They learn that it’s true (0.5) right (0.5) 
What else did Yasmin tell them about ducks? (1.0) She told them 
water and oil don’t mix but she also told them something else 

   Excerpt from Lesson Nine 
 

FT here constructs the child characters Yasmin and her pals as portraying a particular 

Knowledge Giver-Knowledge Receiver SRP in this segment of classroom talk. The statement 

“She told them water and oil don’t mix” accomplishes Yasmin as demonstrating the CBA 

“imparting knowledge to others in a teacher-like manner” recognizably relevant to the 

Category Knowledge Giver. Further, the statements “What did they learn?” & “They learn 

that it’s true” hearably construct other child characters (e.g., Yasmin’s pals) as Category 

Knowledge Receiver in terms of the CBA “acquiring knowledge from Yasmin in a 

student-like manner”. The Knowledge Giver-Knowledge Receiver SRP partnership portrayed 

here constructs Yasmin as the Category Knowledge Giver through the assignment of 

teacher-like behaviour – “the act of displaying particular knowledge of ducks” and meantime 

establishes Yasmin’s pals as the Category Knowledge Receiver through the ascription of 

student-like behaviour – “the act of learning”.  

Table 5-2 summarises of the categories and Category Systems as achieved in the 

classroom talk (see Appendix N). We now turn to analysis of the categories achieved by the 

classroom talk. 
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5.5 Categories and Category Systems as achieved by the talk 

A body of scholars have demonstrated the explanatory value of MCA as an analytic 

approach in explicating the accomplishment of the categories ‘teacher’ and ‘students’ as 

negotiated in interactional exchanges within classroom setting (Austin et al., 2003, Freebody, 

2003, Hester & Eglin, 1997; Psathas, 1999). Specific forms of classroom interaction yield 

interesting insights into the social processes at work within lesson boundaries. The discussion 

that follows examines the category analysis of classroom talk as it has established the central 

categories of ‘Child-Student’, ‘Teacher’ and ‘Cohort of Class’. Also, different sets of 

Standardized Relational Pairs Teacher-Student SRP and Knowledge Giver-Knowledge 

Receiver SRP are made available in relevant exchanges. The findings are summarised in 

Figure 5-4 as follows.  

Figure 5-4: Findings of Categories & Category Systems as achieved by the talk 

Categories & Category systems achieved by the talk 
Segments of talk 
in FT’s lesson 

Segments of talk 
in CT’s lesson 

 Child-Student 2 8 

 Teacher 1 1 

 Cohort of Class 3 3 

 Teacher-Student SRP 4 2 

 Knowledge Giver-Knowledge Receiver SRP 0 1 

 

Austin, Dwyer and Freebody (2003) have detailed the documentable ways in which 

precompetence was consistently made relevant to the Categories Child and Student in a 

primary school classroom. In an unremarkable way, participants (teachers and students) 

recognizably oriented to the accomplishment of student action as resting on the display of 

‘trying to do’. Further, student knowledge is achieved as partial and precompetent in relation 

to the teacher’s competent and complete knowledge. Simply put, in the matter of 

precompetence, the double incumbency of Category Child-Student is readily accomplished in 

the course of ordinary classroom interaction. Of particular significance, our analytic work 
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here is recognizably in accordance with Austin, Dwyer and Freebody’s examination. For 

instance, the discussions of Sequence 2-1 and 2-2 below support the accomplishment of 

Category Child-Student in terms of the assigned CBAs of being “precompetent”; “in need of 

guidance”; “existing in the realm of trying” and “on the developmental continuum”.  

Sequence 2-1: Category Child-Student as achieved by the talk 

Line 987 CT : or a girl’s name (.) Allen (.) What is the book title? 
Line 988 A : Yum Duck ((Allen mumbled)) 
Line 989 CT : Yum Duck? ((Allen pronounced Yasmin like Yum) 
Line 990 Ss : ((Students chuckled)) 
Line 991 CT : No way (0.5) Yasmin’s = 
Line 992 Ss : Yasmin’s 
Line 993 CT  

& A 
: = [[Ducks]] 

Line 994 A : Yasmin’s Ducks 
Line 995 CT : Good (.) Yasmin’s Ducks 
   Excerpt from Lesson One 

 

In line 987, CT initiates a question directed to Allen. Allen then provides an answer 

“Yum duck” in line 988. “Responding to the teacher through providing an answer” is readily a 

CBA relevant to the Category Student. Then, in line 989, CT evaluates Allen’s answer as 

incorrect through repetition together with an upward tone, suggesting CT’s disapproval and 

dissatisfaction. Being assessed as inaccurate in terms of form, CT provides the clue as partial 

answer “Yasmin’s” conceivably an attempt to elicit the correct answer. In line 994, Allen 

articulates the correct answer “Yasmin’s Ducks” retrospectively confirming line 991 as an 

attempt with the word ‘Yasmin’ provided by other students in line 992. Recognizably, Student 

Allen achieves his membership of the Category Child-Student by demonstrating the CBAs 

“displaying ‘trying’ to reach the correct answer” and “constructing knowledge in a 

collaborative manner” (i.e., with the help from his classmates). These hearably map Allen 

onto the Category Child-Student in terms of the CBAs of being “precompetent” (i.e., not yet 
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competent and in need of guidance and assistance), “on a developmental continuum” and “on 

a trajectory towards competence”.  

In Sequence 2-2 that follows, a different version of the Category Child-Student is 

achieved insofar the students’ knowledge is achieved as competent.  

Sequence 2-2: Category Child-Student as achieved by the talk 

Line 1561 CT : All right (.) salad (.) salad (0.5) what else can you see on the table? 
Line 1562 Z : >the milk< 
Line 1563 CT : Milk (.) very good (.) milk milk milk 
Line 1564 Z : He squandered the milk. 
Line 1565 CT : Are you sure it’s that MILK? ↑ 
Line 1566 Z : Then what it would be? 
Line 1567 CT : Are you pretty pretty sure? ↑ 
Line 1568 Z : YES ↓ 
   Excerpt from Lesson One 

 

In this stretch of talk, Student Z establishes his self-mapping of the Category 

Child-Student in a distinctive way in which he is demonstrating the construction of 

knowledge with confidence. In line 1562 Student Z displays his understanding of the content 

of CT’s utterance in line 1561, through providing an answer, “milk”. Firstly, CT evaluates the 

answer as adequate in line 1563 with the positive feedback “very good” and repetition of 

“milk”. Then, in lines 1565 & 1567, CT states her argument through initiating Yes-No 

questions in an attempt to elicit further explanations from Student Z. In line 1566, Student Z 

offers the explanation on the grounds of his own knowledge/understanding “Then what it 

would be?” and then restates his argument “Yes” with the downward intonation, signaling an 

assertive emotional state. Student Z here is providing his own answer with confidence and 

justifying his own answer which implies the CBAs “assertive”, “content and confident with 

own knowledge” and “display competence”. In terms of the readings of Sequence 2-1, the 

student’s knowledge base was achieved as assertive, competent and complete knowledge. 

This can be understood as a quite different rendition of the Category Child-Student insofar the 
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students’ knowledge is achieved as competent rather than precompetent as described in Austin, 

Dwyer and Freebody (2003).  

Sequence 2-3: Category Teacher as achieved by the talk 

Line 1376 CT : All right (.) now (.) look at page forty-nine (.) Where are they? 
Line 1377 M : They are in the park 
Line 1378 CT : Park? ↑ (.) or::r can we have another answer? 
Line 1379 Ss : [[school]] 
Line 1380 CT : School (.) Where is the um where? 
Line 1381 M : In the park 
Line 1382 CT : Do you know [[there is a]] = 
Line 1383 J : It’s not the park 
Line 1384 CT : = place you can play swing [[and slide]] 
Line 1385 M : [[playground]] 
Line 1386 CT : and jungle gym? 
Line 1387 A : Park 
Line 1388 CT : Where 
Line 1389 M : Playground 
Line 1390 Z  : Playground 
Line 1391 CT : Who said playground? 
Line 1392 M : Teacher (.) I just said 
Line 1393 Z  : We both said that 
Line 1394 CT : All right (.) Michell and Zebulon (.) Play:::::ground 
Line 1395 CT : When you are in the playground (.) you can play::ay swing [or um 

slide] 
   Excerpt from Lesson One 

 

In line 1376, CT asks for information regarding the image on page 49. Student M takes 

the subsequent turn to offer the answer “They are in the park” in line 1377. In line 1378, CT 

assesses Student M’s answer as inaccurate or incomplete by demanding an alternative answer 

in the statement “can we have another answer?” In line 1379, the students simultaneously 

provide an answer “school”, which is evaluated as relevant but inadequate in line 1380. In 

line 1381, Student M restates his previous answer. Then CT elaborates the question by adding 

relevant contextual information in lines 1382, 1384 & 1386. After a series of question-answer 
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turns, Student M and Student Z reach what turns out to be the expected answer “playground” 

in lines 1389 & 1390. In line 1394, CT evaluates their answer as correct with positive 

feedback. Throughout this sequence of talk, the students are established as neither competent 

nor completely incompetent in the matter of reaching the expected answer “playground”. 

This example neatly exemplifies the establishment of Category Teacher as being “competent”, 

“complete” and “authoritative” in relation to the Students’ knowledge base as “incompetent”, 

“partial” and “manipulated”. “Enacting the question-initiator in classroom”, “adhering to own 

agenda of teaching”, “deciding what counts as knowledge” and “withholding answers instead 

of providing a negative evaluation” are recognizably CBAs that map CT as a member of the 

Category Teacher. In Austin, Dwyer and Freebody’s (2003) examination of classroom talk, it 

was established that students are talked to and listened to as one party. That is the students 

recognizably demonstrate their membership of a cohort – one body of persons as belonging to 

the same organization and acting and acted upon a cohorted manner. Of particular relevance 

in our analysis of Sequence 2-4, the students under study were accomplished as members 

within a cohort.  

Sequence 2-4: Cohort of Class as achieved by the talk 

Line 295 FT : Okay (0.2) You have a um assignment (0.2) that you have to write a 
story (.) right (0.3) You have to say the story in your own wor:::d (0.5) 
so I want you guys to write the story again (0.3) so we can write the 
story in our own word all together (0.3) Do you know the story? ↑ 
(0.3) You know that ↓ 

Line 296 Ss : [[YES]] 
   Excerpt from Lesson Nine 

 

The use of the lexical term “you”, “you guys” & “we” in line 295 customarily and 

routinely accomplishes the students as members associated with the same, current and 

particular group – here the term Cohort of Class is achieved in line with Payne and Hustler’s 

(1980) concept of cohort. Further, the use of the phrase “have to (rewrite the story)” 
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recognizably orients to the responsibility and obligation ascribed to members of the Cohort of 

the Class and implies the accomplishment of their membership as achieved through 

demonstrating the CBA “accountability” in that each member of this cohort is held 

accountable to act upon a cohorted manner. In responses to FT’s statement “You know that 

(the story)”, the students’ statement ”YES” in line 296 can be read as the accomplishment of 

their membership in that the students are held accountable to display the cohorted knowledge, 

that is, to display having had learned in this group. These facets combine and complement 

each other to establish each student as being a member of this particular cohort throughout 

this sequence of classroom talk.  

As established in this sequence of classroom talk, a member within the Cohort of the 

Class is held accountable to displaying the cohorted knowledge. Sequence 2-5 that follows 

exemplifies the establishment of the Cohort of the Class as achieved through demonstrating 

the CBA “carrying out the act of remembering”, signaling specific version of ‘learning’.  

Sequence 2-5: Cohort of Class as achieved by the talk 

Line 34 CT : Yes (.) all right (0.3) Do you remember::er what’s her classmate’s 
name? (0.3) Yasmin has a lot of classmates (0.2) what their:r (.) what’s 
their name? 

   Excerpt from Lesson Three 

 

In line 34, CT orients to her students’ membership ascribed to the Cohort of the Class by 

documenting the CBA “displaying cohorted knowledge through the act of remembering”. 

CT’s utterance “Do you remember what’s her classmate’s name?” hearably implies the 

achievement of membership within this current cohort in terms of the CBA “displaying 

experience of having had learned”. That is, any member who fails to fulfill the 

accomplishment of cohorting is constructed as ‘forgetting’ (not remembering known 

information) rather than ‘not knowing’ given information.  
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Sequence 2-6: Teacher-Student SRP as achieved by the talk 

Line 91 FT : What are these made from? 
Line 92 Ss : ((students don’t respond)) 
Line 93 FT : Is this a paper duck? 
Line 94 A : Yes 
Line 95 FT : paper? ↑ 
Line 96 Z : No 
Line 97 FT : Is that plastic? ↑ (0.3) It is the plastic ((FT showed the class a plastic 

box)) (1.0) Is that wood? ↑ (0.5) Made from wood? ↑ 
Line 98 Z : No 
Line 99 FT : you don’t know (0.3) what is it made from? 
Line 100 M : Toy 
Line 101 FT : yes (0.3) but um (.) what is it made from? 
Line 102 Z : Umm:::m 
Line 103 FT : Yasmin’s duck is wood (0.3) yes it’s wood (0.5) all right (.) you guys 

turn to page forty one (0.3) forty one (0.5) Okay (0.3) take a look at 
page forty two (0.5) Here is the girl (0.3) what is she doing? 

   Excerpt from Lesson Nine 

 

In line 91, FT initiates a question. In the subsequent line, 92, the students fail to provide 

any specific answer. Then, in turn 93, FT reformulates the question by offering a Yes-No 

question. This may be read as an attempt to minimize the linguistic demand for the students. 

After further formulation of the question, Student A reaches the answer “yes” in line 94. 

Student A’s answer is soon evaluated as incorrect in line 95. In turn 97, FT further 

reformulates the context of the question by providing the possibilities of answers “plastic” 

and “wood”. Through lines 98 to 102, there is no correct answer forthcoming. Then in turn 

103 FT provides the correct answer “Yasmin’s duck is wood” together with the use of 

pre-closer “all right”, signaling the closure of the current topic and the beginning the next 

topic. This segment of classroom talk exemplifies the accomplishment of the Teacher-Student 

SRP in terms of institutional relevance. “Initiating a question” is readily the CBA of Category 

Teacher and indicates the classroom talk is organized into a two-party system of talk. 
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Enacting the main question initiator in classroom orients FT to accomplishment of the CBAs 

“conducting a specific form of Socratic teaching”, “engaging the students in the lesson” and 

“eliciting expected answers from the students”.  

In lines 93 and 97, FT offers clues relevant to the context of the question. Provision of 

clues to elicit correct answer is relevant to the Category Teacher in terms of the CBA 

“expecting students to follow teacher’s line of thinking”. Through lines 91 to 102, the topic of 

discussion concentrates on the question “What is Yasmin’s duck made of?” and in line 103 FT 

leads the students to engage in a new topic “What is the girl (Yasmin) doing?” Recognizably, 

FT is constructed as having an authoritative status in the context of the classroom and this 

warrantably maps FT onto the Category Teacher in terms of the CBA “in control of 

knowledge”. In line 100, Student M reaches an answer “toy” which is evaluated as correct 

but irrelevant in line 101. “Providing approval of students’ contribution” is recognizably the 

CBA of Category Teacher and implies the teacher as attributed as “the commentator”, 

“supportive” and “responsive”. In line 103, FT offers the correct answer which finalizes the 

current conversation as there is no accurate answer forthcoming in lines 92 through to 102. 

The CBAs “getting the lesson back to the right track (i.e., keeping lesson according to the 

planned sequence) and “treating current conversation as causing ‘derailment’ (Allright & 

Bailey, 1991, p 4)” warrantably establish FT’s membership associated with Category Teacher.  

Throughout this sequence of classroom talk, FT demonstrates the CBAs of Category 

Teacher. The SRP partner Category Students were accomplished as having the responsibilities 

to do the following: 

- take the passive role of answering questions 

- respond to teacher 

- follow the teacher’s line of thinking 

- pick up the clues provided by the teacher  

 



 271 

Through demonstrating the CBAs, the students are attributed as “passive learner”; 

“discipline-oriented”; “held accountable to the answer”; “incompetent”; “reduced control of 

topic” and “in need of modified question or clarification”.  

Sequence 2-7: Knowledge Giver–Knowledge Receiver SRP achieved by the talk 

Line 857 CT : Page fifty-two (0.5) yeah (.) Ryan and Anita listen (1.0) which 
sentence is very important. 

Line 858 D : Ah::::h uh I got it. 
Line 859 K : A duck [has oil] 
Line 860 CT : [Janet please] help Anita and Kenny help Ryan (0.4) help (.) help (0.2) 

or Allen helps Ryan (0.4) and [Michell helps Michell] 
   Excerpt from Lesson Seven 

 

In this segment of talk the central Standardized Relational Pair Knowledge 

Giver-Knowledge Receiver is achieved. In line 857, CT initiates a question aimed at Ryan and 

Anita in particular. Then, Student D and Student K respectively take the subsequent turns to 

offer the answers. There are no forthcoming response from Ryan and Anita. CT then assigns 

classmates to help each other, specifically, assigning helpers to Ryan and Anita and thereby 

giving them permission to resort to external help from their classmates. The statement in line 

860 “Janet please help Anita and Kenny help Ryan” hearably establish Janet and Kenny as 

the Category Knowledge Giver whereas Anita and Ryan are achieved as the Category 

Knowledge Receiver. These two categories are readily identifiable in the CBAs “rendering 

assistance to accomplish the in-class task” ascribed to Janet and Kenny and “depending on 

external help to accomplish the in-class task” assigned to Anita and Ryan. Assisting Anita and 

Ryan to accomplish the task hearably establish Janet and Kenny as associated with the 

attribute “classmates as knowledge givers” whereas Anita and Ryan are assumed to be 

attributed with the CBA “enacting the knowledge receivers”.  

Table 5-3 included in Appendix N outlines the detailed analysis of Categories and 

Category Systems as established in different segments of classroom talk along with the 
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assigned CBAs. Next, the discussion is concerned with the accomplishment of Category 

Reader of the text as achieved by the students under study. Figure 5-5 illustrated in section 5.6 

outlines the findings. 

 

5.6 Category Reader of the Text as achieved by the students 

Membership categorization analysis of the classroom talk in both the FT and CT’s 

lessons documents the Category Child-Reader-of-the-Text and the Category 

Non-Western-Child-Reader-of-the-Text as achieved by the students. According to Figure 5-5, 

Category Child-Reader-of-the-Text is achieved by the students in 8 segments of the 

transcripts of lesson nine (FT) and in 28 segments of the transcripts of CT’s lessons. Table 5-4 

(see Appendix N) summarises the category analysis of the classroom talk in which the 

Category Reader of the Text is achieved by the student under study.  

Figure 5-5: Findings of Categories Reader of the Text as achieved by the students 

Category Reader of the Text achieved by the students 
Segments of talk 
in FT’s lessons 

Segments of talk 
in CT’s lessons 

Child-Reader-of-the-Text 8 28 

Non-Western-Child-Reader-of-the-Text 0 1 

 

Recall the MCA task undertaken in Section 5.3, the implied reader, Category 

Child-Student of the Text as achieved by the text of Yasmin’s Ducks is located through the 

examination of nine distinctive features which the implied readers draw from to make 

meaning of the texts. These various features account for the reader’s specific interpretive 

repertoire of gap-filling/consistency-building strategies called upon while responding to the 

texts. Of particular significance, our MCA examination of the lesson transcripts reveals these 

features are especially relevant to the category elaboration of the Category 

Child-Reader-of-the-Text as achieved by the students. What follows is an examination of 

different segments of the classroom talk wherein the Category Child-Reader-of-the-Text is 
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achieved by the students under study. The MCA task undertaken here centers on documenting 

the CBAs oriented to the students while they respond to various literary elements.  

As examined earlier in section 5.3, Yasmin’s Ducks is categorized as a Picture Storybook 

specifically tailored for children with readability in 1/2 grade level and 6/7 age level. 

Furthermore, Yasmin’s Ducks is especially used for pedagogical purposes in the 

English-teaching classroom. Of particular relevance in this case, the students under study are 

using the book to learn English. Sequence 3.1 demonstrates the way students make sense of 

the feature “format” – specifically by locating the CBAs relevant to Category 

Child-Reader-of-the-Text.  

Sequence 3-1: Format 

Line 874 CT : Let’s read together (0.3) just one page (.) okay (1.0) ready GO 
Line 875 CT  

&  
Ss 

: [[These are the best ducks I have ever made (0.3) said Yasmin (0.5) 
I can just see them in the lake (0.5) They swim around and quack 
(0.3) quack (.) quack (.) quack (0.3) said Yasmin]] 

Line 876 CT : All right 
Line 877 Ss : [[Ducks (.) Ducks (.) ducks] 
Line 878 CT : [>STOP<] 
Line 879 Ss : [[said Ben (0.3) I like your ducks]] 
Line 880 CT : I said only one page 
Line 881 A : One page is what this image shows us (in pages 42-43) 
Line 882 CT : No (0.3) page (.) one page (0.3) page forty-two (.) only.  
   Excerpt from Lesson Three 

 

In line 874, CT requests the class to read the written texts on page 42 in chorus 

(achieving the class as Cohort). The utterances in lines 875, 877 and 879 indicate that the 

students read the written texts on pages 42-43 verbatim. The students are recognizably 

constructed as Category Child-Reader-of-the-Text by demonstrating a CBA of being “flexible 

and experience readers” in that the students deal with the image together with the written texts 

on pages 42-43 as a meaningful whole. Knowing texts can be read independently on one page 

or in relation to the next page can be understood as displaying the achievement of Category 
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Child-Reader-of-the-Text in terms of the CBA “possessing particular formalities applying to 

reading a double spread text in English (e.g., read left to right, from top to bottom)”. Further, 

in line 881, student Allen draws from contextual information (i.e., the illustrations) to make 

sense of the written texts on pages 42-43. Allen’s account “This (texts on pages 42-43) is one 

page to me” hearably constructs Allen as particular Category Child-Reader-of-the-Text in 

terms of his display of the CBA “calling upon gap-filling strategy” in that Student Allen is 

incorporating the image (i.e., the contextual information) together with the written texts in 

order to build the consistency and thus make sense of the texts on pages 42-43 as a whole.  

Sequence 3-2: Setting 

Line 1205 CT : Where are they? 
Line 1206 Z : They are in the studio 
Line 1207 CT : [Oh::h] 
Line 1208 D : [They are in the house] 
Line 1209 CT : Yeah (.) Where in the house? 
Line 1210 A : Inside 
Line 1211 K : Bedroom 
Line 1212 CT : Which part of the house? 
Line 1213 Z : A study room 
Line 1214 CT : Because you can see::e a lamp (.) a table (.) a sofa (.) some books  
Line 1215 J : Living room 
Line 1216 CT : [[And a]] 
Line 1217 A : [[living room]] 
Line 1218 M : Study room 
Line 1219 CT : A mat (.) [right] 
Line 1220 M : [Living room or kitchen] 
Line 1221 CT : So is it possible in the kitchen? 
Line 1222 Ss : [[no]] ((students are chuckling)) 
Line 1227 CT : In the living room (.) or::r in the [[bedroom]] 
   Excerpt from Lesson One 

 

In line 1205, CT initiates a question about the contextual information on pages 42-43. 

Then the students render different answers individually in line 1206 (i.e., studio), line 1208 
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(i.e., house), line 1210 (i.e., outside), line 1211 (i.e., bedroom) and line 1213 (i.e., study 

room). In line 1214, CT reformulates the question by providing the clues relevant to the 

question. The answer “living room” and/or “bedroom” is evaluated as sufficient in line 1227. 

Students J, Student A and Student M arrive at the answer “living room” individually in line 

1215, line 1217 & line 1220. In this segment of classroom talk, the students are readably 

achieved as Category Child-Reader-of-the-Text through demonstrating the CBA “interpreting 

the images on pages 42-43 in terms of different contextual information”. “Orienting to a 

specific setting by building the consistency of various concrete objects relevant to the 

context” recognizably implies the CBA assigned to the students insofar as they call upon 

vicarious experience of the literary world and relate it to own life in the real world. 

Sequence 3-3: Characters 

Line 133 FT : Is this Yasmin’s brother? ↑ 
Line 134 Ss : [[no]] 
Line 135 FT : is he her friend? 
Line 136 A : Brother 
Line 137 FT : okay we don’t know (0.3) we can say (0.3) Yasmin and her brother 

(0.3) Yasmin and her friend (0.3) or a boy and a girl ar::::re playing 
o::r talking? ↑ 

Line 138 D : I am positive he is her brother.  
Line 139 FT : brother? ↑ 
Line 140 K : He is the last person to be her [friend] 
Line 141 FT : [Where] are they? 
Line 142 A : They are talking 
Line 143 FT : Where? 
Line 144 A : They are in the living room 
   Excerpt from Lesson Nine 

 

In line 133 and line 135, FT initiates a Yes-No question with regard to the assumed 

identity ascribed to Ben in relation to Yasmin. In line 136 Student A offers a definite answer 

in the statement “(Ben is Yasmin’s) brother”. Without providing any specific evaluation of 

Student A’s answer, FT renders a number of possibilities of identities oriented to Ben in line 
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137. In line 138, Student D provides an assertive answer in the utterance “he (Ben) is her 

brother”. In line 140, Student K subjectively accounts for his understanding of the sibling 

relationship between Ben and Yasmin in the statement “He is the last person to be her friend” 

(the underlined words suggest Student K’s subjective state). In Line 142 and line 144, Student 

A orients to Ben’s identity in relation to Yasmin according to the situated activity (i.e., talking) 

relevant to the context of home setting (i.e., living room). The act of pairing Ben and Yasmin 

in terms of sibling relationship by incorporating the contextual information with their situated 

activities/actions readably documents the students’ achievement of the Category 

Child-Reader-of-the-Text in terms of the CBAs “calling upon characterization” and “evoking 

vicarious experience” in that the students gain perspective on the interpersonal relationship 

between the child characters through literary experience and relate the child characters’ 

immediate circle of life to their own in real world.  

Category Child-Reader-of-the-Text as achieved by the students can also be seen in the 

following sites:  

- Lines 1187-1199 in Lesson One 

- Lines 1680-1695 in Lesson One 

- Lines 36-41 in Lesson Three 

- Lines 929-936 in Lesson Three 

- Lines 588-595 in Lesson Five 

- Lines 869-871 in Lesson Five 

- Lines 142-146 in Lesson Ten 

 

Sequence 3-4: Plot 

Line 373 FT : >After class they play and talk outside and they ask about ducks< 
((Abi is reading fast)) (0.8) Now (0.2) what did she tell them?  

Line 374 M : Teacher (0.2)Yasmin said (0.3) she like ducks 
Line 375 FT : Yeah but::t WHY? ↑  (0.5) Why did she want to draw a picture (0.3) 
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does she think it’s cool (0.3) or she just said (0.2) I like ducks (.) 
That’s it? ↑ 

Line 376 Z : Yes 
Line 377 FT  No:::o (.) that’s not it (0.6) What did she say? ↑ 
Line 378 M : She said (.) um (.) she read a good book about ducks 
Line 379 FT : Yeah (.) but WHY? ↑ (0.3) She said > do you know< that 
Line 380 M : Ducks don’t get wet 
   Excerpt from Lesson Nine 

 

In line 373, FT firstly establishes the contextual information (i.e., outside the classroom) 

wherein the child character Yasmin takes a major part in the specific event (i.e., carrying over 

the topic of ducks) and then initiates a question that encourages the students to imagine a 

specific activity ascribed to Yasmin (“what did she say to them?”). In line 374, Student M 

displays his understanding in the statement “Yasmin said she likes ducks”. FT evaluates 

Student M’s answer as partially relevant but later reformulates the context of the question 

with further explanation in the statement “Ducks don’t get wet”. In line 376, Student Z fails to 

reach the correct answer and in line 377 FT repeats the question. In line 378, Student M 

further displays his understanding of the question in the statement “she read a good book 

about ducks”. In line 379, FT evaluates Student M’s answer as relevant but incorrect along 

with the provision of clue to the answer (“do you know that”). In line 380, Student M arrives 

at the correct answer in the statement “Ducks don’t get wet”. Student M’s utterances in line 

374, line 378 & line 380 hearably accomplish him as a member of Category 

Child-Reader-of-the-Text in terms of the CBA “referring to fragmentary information in the 

text (about Yasmin) to account for one particular event” in that Student M calls upon 

retrospective interpretation to make sense of the chorological episodic plot displayed 

throughout Yasmin’s Ducks.  

As established earlier in section 5.3, the sequence of story events in Yasmin’s Ducks is 

organized into a “chronological episodic plot”. Simply put, current event precedes the next. 
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The time relationships among each event oriented to Yasmin can be chronologically 

documented as follows: 

- Event 1: Yasmin makes a picture of ducks based on personal liking (p. 48) 

- Event 2: Yasmin likes ducks because she read a good book about ducks (p. 50) 

- Event 3: Yasmin learns the fact that ducks don’t get wet (p. 51) 

 

The statements in lines 374, 378 & 380 can be read as Student M’s accomplishment of 

the Category Child-Reader-of-the-Text by demonstrating the CBAs “calling upon 

interpretative repertoire of plot patterns” in that Student M is displaying his own 

understanding of the time relationship among the events.  

Sequence 3-5: Theme  

Line 229 FT : That’s right (0.3) and ducks have oil right (0.3) on their feathers? ↑ 
and so:::o she thinks it’s very cool (0.3) even though they are in the 
water every day (0.5) they don’t get wet↑ (0.5) Do you think it’s cool? 

Line 230 M : No 
Line 276 FT : Yeah (.) everybody likes ducks (0.3) Before only Yasmin likes ducks 

(0.2) now everyone likes ducks (0.3) what do you think (0.2) you like 
ducks now? ↑ 

Line 267 Z : >NO< 
   Excerpt from Lesson Nine 

 

In this segment of classroom talk, FT establishes the contextual information insofar as 

Yasmin’s pals increasingly developed a fondness for ducks in the way that Yasmin did. In line 

229, FT accounts for Yasmin’s positive evaluation of ducks in terms of the facts about ducks 

and in line 276 she establishes that Yasmin’s pals recognize it is worthwhile to develop a 

fondness for ducks. FT adds a further question “Do you think it’s cool?” in line 229 and “you 

like ducks now?” in line 276. These questions can be understood as inviting the students to 

evoke vicarious experience, that is, to walk into the child characters’ shoes. However, in lines 

230 & 267, Student M and Student Z both fail to perceive the child character as himself and 
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respectively provide a negative feedback “No”.  

As established earlier in section 5.3, text conveys significance such as 

culturally-perceived morals. In this segment of classroom talk, FT establishes that the child 

character Yasmin reads to acquire factual knowledge about ducks and then becomes fond of 

ducks in terms of their unique ability (i.e., don’t get wet). Other child characters develop a 

fondness for ducks as Yasmin does. Student M and Student Z here do not perceive the child 

character’s traits as desirable, in this way the Category Child-Reader-of-the-Text as 

constructed by these students engages with the text to construct their own perceptions and 

evaluations rather than adopt those of the child characters. 

Sequence 3-6: Symbolism 

Line 1072 CT : And usually what color is the fire truck? 
Line 1073 A : Red 
Line 1074 Z : red  
Line 1075 CT : It’s red (.) all right 
Line 1076 D : But there is one white car (in Mandarin) 
Line 1077 CT : Can you say that in English? ↑ 
Line 1078 D : I don’t know.  
Line 1079 CT : Ambulance (.) ambulance  
Line 1080 A : What is the ambulance? 
Line 1081 CT : The car with white color  
Line 1082 D : Is that called ambulance? 
Line 1083 T : Yeah  
Line 1084 D : All I know is you dial One-One-Nine (119) (in Mandarin) 
   Excerpt from Lesson Three 

 

In line 1072, CT initiates a question about the colour of a fire truck. Student A and 

Student Z reach the correct answer respectively in line 1073 and line 1074. In line 1075, CT 

firstly assesses their answer as accurate through repetition and further uses a pre-closer “all 

right” as a closure for the current topic to signal the end of a sequence of talk. However, in 

this case Student D extends the context of the previous question and continues a topic to 
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consider vehicles other than a fire truck used in emergencies in line 1076. The statements 

“But there is one white car” in line 1076 and “All I know is you dial One-One-Nine” in line 

1084 readably establish Student D’s membership of Category Child-Reader-of-the-Text. 

Student D can be understood to demonstrate the CBA of being “a comprehensive and flexible 

reader” in that he is displaying knowledge of an ambulance in terms of its colour, its function 

and its representative number. Hearably, Student D documents his construction of the 

Category Child-Reader-of-the-Text by relating personal life experience (i.e., thinking of other 

vehicles for emergency use) to the literary experience (i.e., seeing/reading a read fire truck). 

Being conscious of the messages that lie beneath the concrete objects establishes Student D as 

the Category Child-Reader-of-the-Text in terms of the CBAs “calling upon symbolism” 

through “incorporating abstract/figurative meanings (i.e., white ambulance & red fire truck) 

in addition to its literal meanings (i.e., dial 119)”.  

Sequence 3-7: Cultural context of the text 

Line 1314 FT : Yeah (.) This is show-and-tell (.) all right (.) What is this picture 
about? 

Line 1328 M : I see a fire truck 
Line 1329 CT : Fire truck (.) very good 
Line 1330 J : I see a (.) um hose 
Line 1331 K : I see a ((mumbled)) 
Line 1332 Z : I see a blonde girl 
   Excerpt from Lesson One 

 

As established earlier in section 5.3, the text crafters of Yasmin’s Ducks, both the 

illustrator and author, are western people. Of particular importance, Yasmin’s Ducks is used to 

teach English language in a cultural context (i.e., Taiwan) different to its production (i.e., 

America). In this sense, the reader of Yasmin’s Ducks is implied to be “specifically culturally 

literate”. That is, the reader as a Non-Western Reader will be able to have specific 

intercultural understanding in order to make sense of the text. Take an example illustrated in 

sequence 3.7. In the earlier line 1314, CT asks the students what Kate’s picture is about. In 
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lines 1328 and 1330, student M and student J respectively arrive at different answers relevant 

to the context of the question. Note that the statement “I see a blonde girl” in line 1332 can 

be read in this context to map Student Z onto the Category 

Non-Western-Child-Reader-of-the-Text and implies the CBA “enacting as a cultural outsider” 

in that Student Z is aware of the remarkableness of the child character Kate’s blonde hair. 

Blonde hair is remarkable on this context as it is different to his or his classmates’ hair color. 

This constructs Student Z as the Category Reader of the Text by the demonstration of the 

CBAs “being specifically culturally literate”; “gaining perspective on a culture different from 

his own through literary experience” and “possessing multicultural understanding of the text”. 

Sequence 3-8: Multiple literary elements (plot, characters, theme) 

Line 704 CT : Of course not (0.2) What can ducks do? 
Line 705 Z  : Ducks can fly 
Line 710 CT : of course I know ducks can fly (0.3) But::t it’s not in the book 

(0.5) Ducks can fly ↑okay all right (0.3) [only one point] 
Line 719 A : Ducks can catch a fish. 
Line 725 CT : Okay (0.5) What is the very important thing that [you learned 

from the book] 
Line 728 D : = Ducks can ea:::t bugs  
Line 729 Z : Ducks can drive a fire truck 
Line 736 D : Ducks [can drive] = 
Line 739 D : = a rocket ship  
   Excerpt from Lesson Ten 

 

Sequence 3.8 provided a rich resource of the instances wherein the students draw from 

various literary elements to call upon interpretative repertoire while working through the text 

in a comprehensible way. In line 704, CT asks the students to display their knowledge of 

ducks through gathering pieces of information acquired in the text. In line 705, Student Z 

provides an answer “Ducks can fly” which is assessed as accurate but irrelevant to the context 

of the question initiated in line 704. Then, CT elaborates the question by noting specific 

criteria of the question in her statement “it’s not in the book”. In this, CT demands 
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information about ducks that is actually written in the book. In lines 719, 728, 729, 736 and 

739, students provide different answers based on individual interpretation of the visual texts 

on pages 60-61. The display of individual understanding/knowledge of what ducks can do 

both from written and visual texts recognizably establishes the students’ accomplishment of 

the Category Child-Reader-of-the-Text and implies the CBA “being comprehensive and 

experienced readers”.  

The statement in line 705 “Ducks can fly” establishes Student Z is demonstrating the 

CBA “displaying sophisticated literary experience of reading” in that Student Z is drawing 

from retrospective interpretation (i.e., gather images of flying ducks on pages 58, 60 and 61). 

In line 729, Student Z’s statement “ducks can drive a fire truck” hearably maps him onto the 

Category Child-Reader-of-the-Text in terms of the CBAs “perceiving himself as Kate” in that 

Student Z calls upon “identification” of the child character Kate and “evoking the vicarious 

experience of Kate’s behaviour” in that Student Z calls upon “manipulation” of the child 

character Kate. These CBAs imply Student Z can be manipulated in a certain way. That is, if 

he were Kate, he would have portrayed different facets about ducks, be it real or with fantasy. 

Further, the statement “ducks can catch a fish” in line 719 accomplishes Student A as the 

Category Child-Reader-of-the-Text oriented to the CBAs “incorporating meanings offered 

from images and written texts” in that Student A is reading the visual texts as supplementary 

information to the written texts. In lines 736 & 739, Student D provides an imaginative 

rendition of ducks in the statement “ducks can drive a rocket ship”. Interpreting ducks in an 

unrealistic way recognizably constructs Student D is demonstrating the CBA “possessing the 

proclivity for novelty and fantasy”.  

In the following section 5.7, the discussion considers the accomplishment of Category 

Child-Reader-of-the-Text as constructed by the teacher/s. Mercer’s (1995) concept of ‘the 

guided construction of knowledge’ is particularly useful as a frame for considering the 

accomplishment of Category Child-Reader-of-the-Text. Mercer’s concept of ‘the guided 
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construction of knowledge’ accounts for two particular communication processes ‘teaching’ 

and ‘learning’. These processes are relevant in institutional settings in which teachers use 

certain kinds of guidance strategies and language techniques to develop and guide knowledge 

construction with their students. 

 

5.7 Category Reader of the Text as constructed by the teachers  

Mercer (1995) argued that the heart of education is in these two particular 

communication processes teaching and learning in which one person helps/guides another to 

develop communal knowledge and understanding. Of particular significance, within 

classroom settings, teachers are the people who are held responsible for guiding their students 

to develop understanding and knowledge. Simply put, teachers are held accountable to bear 

the authoritative status to decide what counts as knowledge in classroom settings (Austin et 

al., 2001, 2003; Baker & Freebody, 1989). Recall in section 5.3, Nodelman (1996) noted that 

the interpretative repertoire of the child reader varies from the adult. In recognizing Yasmin’s 

Ducks as a text specifically tailored for children, this study argues that the teacher enacted the 

Adult-Reader as responding to the text differently from the one of students as Child-Reader. 

Crucially relevant in this respect, the categorization analysis of classroom talk documents the 

accomplishments of Category Reader of the Text as constructed by the teacher and as 

achieved by the students.  

Sequence 4.1 that follows demonstrates Mercer’s concept of ‘the guided construction of 

knowledge’ in which CT helps students to develop their understanding and in which 

knowledge is jointly constructed. In sequence 4.1 CT guides the students in developing a 

particular version of educational knowledge of Yasmin’s Ducks. Through documenting her act 

of guiding students to make sense of the text we see how CT and her students together 

construct the Category Reader of the Text. 

The following analysis demonstrates the construction of the Category Reader of the Text 
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by firstly using examples of teachers helping the students make sense of the text of Yasmin’s 

Ducks and then examining particular conversational sequences (e.g., sequences 4-3 to 4-6) to 

describe some of the guiding strategies which are commonly used by the teacher for guiding 

the construction of knowledge with the students. Table 5-5 (see Appendix N) is an overview 

of the Category Reader of the Text as constructed by the teachers.  

Sequence 4-1: the guided construction of knowledge  

Line 1205 CT : Where are they? 
Line 1206 Z : They are in the studio 
Line 1207 CT : [Oh::h] 
Line 1208 D : [They are in the house] 
Line 1209 CT : Yeah (.) Where in the house? 
Line 1210 A : Inside 
Line 1211 K : Bedroom 
Line 1212 CT : Which part of the house? 
Line 1213 Z : A study room 
Line 1214 CT : Because you can see::e a lamp (.) a table (.) a sofa (.) some books  
Line 1215 J : Living room 
Line 1216 CT : [[And a]] 
Line 1217 A : [[living room]] 
Line 1218 M : Study room 
Line 1219 CT : A mat (.) [right] 
Line 1220 M : [Living room or kitchen] 
Line 1221 CT : So is it possible in the kitchen? 
Line 1222 Ss : [[no]] ((students are chuckling)) 
Line 1227 CT : In the living room (.) or::r in the [[bedroom]] 
   Excerpt from Lesson One 

 

In line 1205, CT initiates a question about the contextual information of the text on 

pages 42-43. In the subsequent line 1206, Student Z offers an answer “They are in the studio” 

though CT withholds the evaluation in line 1207 (i.e., CT did not provide a negative nor 

positive feedback). In line 1208, Student D reaches an answer “They are in the house” 

evaluated as relevant but not yet correct in line 1209. In recognizing Student D’s contribution 
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with positive feedback, CT further asks questions which extend the meanings that Student D 

has already introduced. In the subsequent lines 1210, 1211 & 1213, Allen, Student K and 

Student Z respectively reach an answer relevant to the context of the second question “Where 

in the house?” (i.e., ‘inside the house’, ‘bedroom’, ‘study room’). CT then provides other 

contextual information relevant to the question (i.e., ‘a lamp’, ‘a table’, ‘a sofa’, ‘some books’ 

in line 1214 & ‘a mat’ in line 1219) rather than simply telling the students about the accurate 

answer. Given the supplementary information, Student J, Allen and Student M arrive at what 

turned out to be the expected answer “living room” in lines 1215, 1217 and 1220. Through 

this communication process, students gain new knowledge as well as check, refine and 

elaborate what they already know. CT learns about what the students already know and can 

adjust her teaching strategy accordingly. 

In this stretch of classroom talk, we can see CT orients to the contextual information 

regarding pages 42-43 of Yasmin’s Ducks based on the interior details, that is, the furniture. 

CT constructs the CBA of the Category Reader of the Text as “calling upon specific 

gap-filling strategies to make sense of the text”. That is, CT hearably calls upon the 

gap-filling strategy to derive the meanings of the contextual information on pages 42-43. In 

this sequence, CT guides the students to develop the understanding of pages 42-43 through 

relating the sofa and lamp to a living room.  

In the next example the discussion concentrates on the construction of knowledge of 

‘fireman’ which takes place in a particular sequence of classroom talk wherein CT guides the 

students to develop understanding of the context of being a fireman. This excerpt 

demonstrates how a guided version of knowledge is constructed. 

Sequence 4-2: the guided construction of knowledge 

Line 1087 CT : Hospital (0.3) all right (.) usually a fire fighter is very = 
Line 1088 M : >Brave< 
Line 1089 CT : = brave (.) because they are not afraid of fire 
Line 1090 A : Come on (.) he wears something fireproof 
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Line 1091 Z : He has to wear the fireproof clothing 
Line 1092 CT : Hey (.) if you want to (.) want to save people (.) you cannot die 

((teacher chuckled)) so you have to protect yourself (.) so that you 
can save others  

Line 1093 K : He won’t be afraid because he puts on the fireproof clothing 
Line 1094 CT : If you want to protect others, then you should firstly protect 
Line 1095 Z : Yourself 
Line 1096 CT : 

Otherwise you cannot protect others (0.3) okay?↑ 

Line 1097 Ss : [[YES]] 
   Excerpt from Lesson Three 

 

Here we can see CT is guiding the students to develop a shared version of knowledge of 

the context of being a fireman. Through line 1087 to line 1089, CT and Student M have 

established a fire fighter as having the attribute of “bravery”. Further, in line 1098, CT orients 

to her specific understanding of being a brave fireman in the statement “not afraid of fire”. In 

line 1090, Student A offers his individual understanding of being a brave fireman in the 

statement “he (fireman) wears something fireproof”. In the subsequent line 1091, Student Z 

renders his particular knowledge of being a brave fireman in terms of the job description – 

“He (fireman) has to wear the fireproof clothing”. Also in line 1093, Student K supports 

Student A’s specific understanding of being a fireman in the statement “He (fireman) won’t be 

afraid because he puts on the fireproof clothing”. Student Z and K here seem to be 

disagreeing with CT, asserting that as the fireman wears fireproof clothing he/she is safe and 

therefore does not need to be brave as there is no danger. In line 1092 and line 1094, CT 

provides further explanations of the context of being a fireman through the statements “you 

(fireman) have to protect yourself so that you can save others” & “If you want to protect 

others, then you should firstly protect (yourself)”. Of particular importance in this case, it is 

noted that the participants within this communication process have self-awareness about their 

respective states of knowledge. This communication process therefore is acting out of their 
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different states of knowledge. Through line 1094 to line 1097, CT and students reconstruct the 

bravery of the fireman around protecting others rather than confronting fire – hence a guided 

version of knowledge of the context of being a fireman is produced – that is, fireman has to 

wears fireproof apparel so that he/she can protect himself/herself and hence be brave and 

protect others.  

In this sequence CT guides the students to develop a particular version of knowledge of 

context of being a fireman in the following sites: 

- orient to a fireman in terms of virtuous traits – ‘bravery’ 

- establish a fireman as physically and psychologically fit to perform fire-rescuing (i.e., 

‘well-equipped’ and ‘not afraid of fire’) 

- imply that people who are psychologically independent (i.e., brave and capable of 

saving others) and physically fit (i.e., properly-quipped) help others in need 

 

The CBAs of the Category Reader of the Text inferred are “subjective (i.e., the use of 

very)” and “gaining perspectives on the context through literary experience”. Note that 

Sequence 4-2 is useful for illustrating the particular power of relationships involved in the 

construction of knowledge. Schools and other educational institutions are special due to their 

explicit purposes – teaching and learning. We see here the enactment of power and 

responsibility as vested in CT as she controls access to the ‘right answers’, evaluating the 

students’ progress and guiding the students to follow her line of thinking in order to establish 

one specific version of knowledge (i.e., in this case relating to the bravery of firemen). 

The conversational sequences 4-1 and 4-2 discussed above have some features in 

common in terms of the construction of knowledge: 

- the participants appear to establish some shared understandings;  

- some participants claim their intellectual authority during the events;  

- the participants are in joint pursuit of some kind of learning;  
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- the participants use language in construction of knowledge, and,  

- knowledge is shaped by the participants’ communicative actions. 

 

The analysis of sequences 4.3 below demonstrate some of the strategies which the 

teachers employ in order to represent and emphasise what counts as knowledge in this 

classroom. Mercer (1995) noted teachers may not be self-consciously aware of the 

strategies/techniques they use and they may vary as to how much and how well they use any 

of them. In attempting to guide learning, the teachers are doing three things as follows 

(Mercer, 1995, p. 25-26): 

- eliciting relevant knowledge from students, this reveals to teachers what students 

already know and understand and also creates the knowledge then constructed as 

‘owned’ by students as well as teachers; 

- responding to things that students say, which provides student feedback on their 

attempts and enables the teacher to incorporate what students say into the following 

interaction, for example, gathering students’ contributions together to construct more 

generalized meanings; 

- describing the classroom experience that they share with students in such a way that 

educational significance of those joint experiences is revealed and emphasised. 

 

Sequence 4-3: (a) Eliciting knowledge from students 

Line 266 FT : Page fifty-eight and fifty-nine (0.3) what are they doing? 
Line 267 Z : They are drawing 
Line 268 FT : They are drawing (0.2) and they are talking abou::t? 
Line 269 M : >DUCKS< 
Line 270 FT : about ducks (0.3) and what they do in the fall time (.) right↑ (0.7) so 

what do ducks do in fall? 
Line 271 D : They fly south 
Line 272 FT : Yeah you know (0.3) In the fall time (0.3) they fly south (0.3) 
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>WHY?< ↑ 
Line 273 Z : Becaus:::se the lake (0.3) lake is cold 
Line 274 FT : Yeah you know ducks fly south because they are too cold (.) right 

(0.3) In Taiwan (0.3) there are many birds flying south (0.5) no:::ow 
what about the rest of her friends (0.3) Do her friends thin::::k ducks 
are um cool? ↑ 

Line 275 Ss : [[YES]] 
   Excerpt from Lesson Nine 

 

This stretch of talk is organized into the question-answer sequences (or we may call 

them I-R-E exchanges as explained in Section 2.6). In lines 266 through to 275, FT asks a 

series of questions concerning the text on pages 58-59. The students reach a “right” answer in 

each subsequent line. It seems FT asks for information that the students could be expected to 

know. This provides a gauge for the teacher in determining how well the students are 

progressing in the activities. FT recognizably resorts to what Edwards and Mercer (1987) 

called “cued elicitation” (also in Mercer, 1995, p. 26). This is a way of drawing out from 

students the information they are seeking – the ‘right’ answer to their question – by providing 

strong visual clues and verbal hints as to what answer is required. It is worth noting here in 

Sequence 4-3 that FT avoids continuous monologue or the mere provision of the correct 

answer. FT achieves the cued elicitation through wording a series of questions in a way that 

she invites the students to take an active part in this conversation. She thereby achieves a joint 

guided construction of knowledge.  

Classroom question-and-answer routines like Sequence 4-3 can be used as one very 

effective strategy for guiding the construction of knowledge. We see here FT’s questions are 

not just assessment rather they are part of their ‘teaching’. She is not only using 

question-answer sessions to monitor the students’ progress but also to guide the construction 

of knowledge. There is some controversy in education research about the use of questions as a 
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strategy for guiding the construction of knowledge101

In guiding the construction of knowledge of the text on pages 58-59, FT demonstrates 

the following activities: 

. Wood (1986, 1992) argued that by 

requiring short and factual information, FT may actually inhibit pupils’ intellectual activity. 

Note that in line 174 (above), FT refers to information from the students’ experiences outside 

school in the statement “In Taiwan, there are many birds flying south”. By relating the 

students’ background knowledge of climate to the context of the migratory birds in Taiwan, 

the students are invited to contribute to the guided construction of knowledge, however their 

contribution is within very tight parameters determined by the teacher questions. 

- providing the instance of migratory birds that the students can see/observe locally 

(i.e., the geographic proximity – Taiwan);  

- providing an explanation of the cause-effect situation that the ducks would encounter 

(i.e., lack of food caused migration), and, 

- inviting the students to walk into the child characters’ shoes (i.e., develop interest in 

ducks like the child characters of the text do).  

 

This constructs the Readers of the Text (both FT and students) as: 

- having knowledge of climate and orientations related to the place they live in 

- being observational and eco-friendly 

- constructing their own knowledge of migratory birds 

- developing mental images about ducks (i.e., the way the fly south when winter 

                                                 
101 See for example, Gall, M. D. (1970). The use of questioning in teaching. Review of Educational 
Research 40, 707-21; Dillon, J. J. (1982). The multidisciplinary study of questioning. Journal of 
Educational Psychology 74, 147-65; Dillon, J. J. (1988) (Ed.), Questioning and Discussion: A 
Multidisciplinary Study. London: Croom Helm. Also see Levinson, S. (1992). Activity types and 
language. In P. Drew & P. Heritage (1992) (Eds.), Talk at work: Interaction in Institutional Settings. 
Cambridge: Cambridge University Press; Wood, D. (1986). Aspects of teaching and learning. In M. 
Richards & P. Light (Eds.), Children of Social Words (p. 209). Cambridge: Polity Press. Wood, D. 
(1992). Teaching talk. In K. Norman (Ed.), Thinking Voices: The Work of the National Oracy Project. 
London: Hodder and Stoughton.  
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comes) 

- able to view things from the perspectives other than their own (i.e., recognize ducks 

as cool) 

Sequence 4-3 above demonstrates FT is incorporating the knowledge/understanding that 

the students have introduced into the conversation as an element of the teaching-learning 

process. There are a number of other techniques in guiding knowledge construction, including 

confirmation, rejection, repetition, paraphrasing or reformulation and elaboration. Sequences 

4-4 & 4-5 below exemplify some of these techniques.  

Sequence 4-4: (b) Responding to what students say: confirmation & elaboration 

Line 872 CT : Fine means (0.3) They are fine ducks (.) That means (.) they are::re 
Line 873 M : Good 
Line 874 CT : yeah good (.) If you don’t know (.)[rem(ember) write it down] 
Line 875 M :                             [TEACHER] what about better? 
Line 876 CT : Better? ↑ (0.3) Better is better than good (0.3) Better is one term of 

the comparatives. 
Line 877 K : 

°butter°↑ 

Line 878 CT : That’s butter (0.2) good (.) better (.) the best (0.3) so (.) Yasmin said 

(.) these are the > BEST <ducks I have ever made↓.  

   Excerpt from Lesson One 

 

In line 872, CT initiates a question without nominating anyone to answer. In the 

subsequent line 874, CT picks up Student M’s statement “good” in line 873 with confirmation 

by a repetition of “good”. Then, Student M takes the subsequent turn to initiate a question 

oriented to CT in the statement “what about better?” In line 876, CT firstly offers the 

explanation in the statement “Better is better than good” and then explains the significance of 

the context of Student M’s question in the statement “Better is one term of the comparatives”. 

Student K subsequently articulates his understanding of the comparatives by ‘trying’ to repeat 

CT’s explanation in line 878. Student K’s statement is assessed as wrong in line 879 wherein 
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CT further elaborates the three terms of the comparatives in the statement “good (.) better (.) 

the best” together with an example borrowed from the text on page 42 “these are the >BEST< 

ducks I have ever made↓”. CT recognizably emphasises the importance of the word “BEST” 

with a raised volume and concludes with a downward arrow, suggesting the importance of 

quoting this senesce. In this stretch of talk, CT is hearably demonstrating the CBA “guiding 

the students to construct knowledge of the comparatives in terms of assessing/evaluating” in 

that the Category Reader of the Text as constructed by CT will require and/or build up certain 

vocabulary through the act of reading. That is, the reader will be able to build the link 

between different lexical terms which can be used to assess quality.  

Teachers often use paraphrasing or reformulation of the students’ remarks. This offers 

the class a “revised, tided-up version of what was said which fits in better with the point that 

the teacher wishes to make” (Mercer, 1995, p. 32). Sequence 4-5 exemplifies the strategies of 

repetition and reformulation used by the teacher in the guided construction of knowledge.  

Sequence 4-5: (b) Responding to what students say: repetition & reformulation 

Line 173 FT : no (0.3) you look at the picture and what can you see? 
Line 174 K : I see a (0.5) fire truck 
Line 175 FT : okay a fire truck (0.3) but what are they doing? (0.3) this is the 

teacher ((pointed to the teacher)) (0.3) this is the student ((pointed to 
the student)) (0.3) here they are doing show-and-tell 

Line 176 K : I see a teacher 
Line 177 FT : yeah I see a teacher (0.3) but that’s not the only thing in this picture 

(0.3) I see a boy (.) a girl (0.3) I see a picture (0.3) what are they 
doing? ↑ 

   Excerpt from Lesson Nine 

 

In line 173, FT initiates a question “you look at the picture and what can you see?” 

directed to Student K. In line 174, Student K offers an answer “I see a fire truck”. In line 175, 

FT firstly evaluates Student K’s answer as relevant with a repetition of “a fire truck” and 

further reformulates the context of her previous question in the statement “but what are they 
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doing?” together with the provision of contextual information which seems to provide an 

answer (doing show and tell) in the statement “this is the teacher (0.3) this is the student (0.3) 

here they are doing show-and-tell”. Student K then contributes a further answer “I see a 

teacher”. In line 177, FT positively assesses Student K’s contribution with repetition of his 

remark “I see a teacher” and then reformulates the context of her previous question through 

the statement “but that’s not the only thing in this picture … what are they doing?”. FT in this 

interaction recognizably demonstrates the CBA “deriving meaning by examination of the 

images” (i.e., people: teacher and students; place: classroom; event: show-and-tell). This 

constructs the Reader of the Text as able to do the following: 

- read illustration as auxiliary text 

- utilise pictorial information to respond to written texts 

- relate personal experience of the social world to the literary world (i.e., if you were a 

student, you would know the way that show-and-tell takes place in that image) 

 

Mercer (1995) argued that education “must be a developmental process in which earlier 

experiences provide the foundations for making sense of later ones” (p. 33). For participants 

involved in two specific communication processes ‘teaching’ and ‘learning’, the shared 

classroom experience is one of the most widespread and long-established resources available 

to the guided construction of knowledge. Of particular importance, the use of specific lexical 

term “we” here in Sequence 4-6 is used by FT to interpret that shared experience and use it as 

the basis for future talk, activity or learning.  

Sequence 4-6: (c) Describing shared classroom experience: ‘we’ statement 

Line 324 FT : Yes you can write it on the back (0.3) this gonna be our story (0.2) our 
story (0.2) our class story together (0.3) because we write it together 
(0.3) What did she do next (.) what did she do next? (0.3) One day she 
drew picture (.) then what?↑ 

Line 338 FT : Because he has the fish Okay (0.3) when she:::e (0.5) so everybody in 
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her class drew a picture right? (0.5) everybody in her class (0.3) so 
who is one friend with =  

Line 340 FT : = Tim (0.2) Okay how we say her friend (0.3) instead of her classmate 
(0.5) Her friend Tim drew a (picture) 

   Excerpt from Lesson Nine 

 

This classroom talk starts with an activity initiated by FT, that is, to rewrite Yasmin’s 

Ducks in a collaborative manner. In line 340, FT uses ‘we’ to represent past experience as 

relevant to the present activity (i.e., in this statement FT is saying to the class “we have had 

the experience of rewriting Yasmin’s Ducks together”). The use of ‘we’ illustrates the way FT 

guides her students to construct knowledge through having had the significant past experience 

in common. This collective understanding of past experience can be drawn upon to govern 

further activities. For example, in line 338, FT establishes the other child characters in 

Yasmin’s class as Yasmin’s friends and further in line 340 FT orients to the child character 

Tim as a friend in relation to Yasmin in the statement “we say her friend instead of her 

classmate”. Here in line 340 FT recognizably uses ‘we’ to mark recent past experience as the 

joint construction of knowledge (i.e., the identity of Yasmin’s classmates as also her friends). 

We can see that this specific technique serves as a way to guide the students to understand the 

relevance of the continuity of their experiences (past, present and future) to the shared version 

of knowledge.  

In Sequence 4-6, FT draws from the students’ existing knowledge achieved in line 338 

to establish other child characters as Yasmin’s friends rather than just her classmates. FT 

guides the student to develop a shared understanding of the child characters of the text. 

Readers of the Text then are constructed as sharing this understanding of children and of 

childhood (i.e., a child’s classmates in school is taken as well as his/her friends).  

The analysis of the interactional sequences above demonstrated the enactment of the 

Category Reader of the Text by examining the interactions in terms of Mercer’s (1995) 
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concept of the guided construction of knowledge. In participating in guiding knowledge 

construction the teacher and students together construct a particular Reader of the Text – 

having the attributes of: 

- calling upon specific gap-filling strategy to make sense of the text (e.g., build the 

consistency);  

- gaining perspectives on the characters through literary experience (e.g., their social 

conduct, underlying moral traits, interpersonal relationship with others);  

- develop the mental images through literary experience (i.e., being imaginative);  

- possess set of interpretive strategy to respond to visual texts (i.e., comprehensive and 

experienced reader);  

- build the link between the pictorial information with the written texts (i.e., 

incorporate meanings offered both from images and texts), and,  

- relate personal experience of social to the literary world (i.e., evoke vicarious 

experience).  

 

5.8 Concluding Comments 

This chapter has presented the category analysis and findings of the six nominated 

lessons transcripts which are crucial to this study’s focus on the classroom talk of children’s 

literature in an EFL context. These category analyses afford significant insight into the 

teaching of a text produced by western people in an EFL classroom: the distinctive way that 

CT and FT construct the text of Yasmin’s Ducks in and through classroom talk. Section 5.2 

documented a number of Categories as both textually and visually achieved in the text of 

Yasmin’s Ducks. Section 5.3 was concerned with the reader as textually and visually portrayed 

and assumed by the text of Yasmin’s Ducks. The analysis revealed that each of the nine 

literary features of the text of Yasmin’s Ducks that the implied readers call upon to make sense 

of the text orients to a particular version of the Category Reader of the Text. The analysis 
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outlined in section 5.4 revealed that the majority of Categories as achieved in the classroom 

talk support the findings in section 5.2. Section 5.5 was concerned with the Categories and 

Category systems as achieved by the classroom talk and the analysis established three central 

categories of ‘Child-Student’, ‘Teacher’ and ‘Cohort of Class’ and two sets of Standardized 

Relational Pairs Teacher-Student SRP and Knowledge Giver-Knowledge Receiver SRP. 

Section 5.6 documented two different versions of Category Reader of the Text as achieved by 

the students: the Category Child-Reader-of-the-Text and the Category 

Non-Western-Child-Reader-of-the-Text. Section 5.7 was concerned with the distinctive way 

that the teachers approach to the text of Yasmin’s Ducks in and through their classroom 

interaction with their students. The analysis revealed that the teachers were mapped onto a 

particular version of Reader of the Text in that the teachers adopted a number of guiding 

strategies to apprentice their students to the text of Yasmin’s Ducks.  

The following Chapter 6 is concerned with the implications raised by the findings 

presented in Chapter 4 and 5 of this study in terms of EFL teaching, theory, policy, 

methodology as well as practice.  
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CHAPTER SIX 

DISCUSSION 

 

6.1 Introduction 

The analyses and findings outlined in Chapter Four and Chapter Five provide the 

empirical data underpinning the research focus of this study. Recall that (section 1.3) the 

research question of this study lies in the distinction between ‘what texts are’ and ‘what texts 

may afford’ That is, through detailed systemic-functional analyses of the grammatical and 

visual features of Yasmin’s Ducks, significant insight into ‘what texts in Yasmin’s Ducks are’ is 

available. Further, through detailed membership categorization analysis of both the Chinese 

English-teaching Teacher (CT) and Foreign English-teaching Teacher’s (FT) classroom 

talk-in-interaction, particular insights regarding ‘what texts in Yasmin’s Ducks may and do 

afford’ in the EFL context are available. In the following section, 6.2, the discussion focuses 

on the noteworthy insights gained from Chapter Four and Chapter Five. That is, ‘what texts in 

Yasmin’s Ducks are’ and ‘what texts in Yasmin’s Ducks may afford’. These insights include:  

• the nature of the language used in the written texts in Yasmin’s Ducks (section 

6.2.1.1);  

• the nature of the language used in the illustrations in Yasmin’s Ducks (section 

6.2.1.2); 

• the nature of the Categories & Category Systems as achieved in Yasmin’s Ducks 

(section 6.2.2.1); and  
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• the nature of the literary features in Yasmin’s Ducks (section 6.2.2.2).  

 

Furthermore, Ethnomethodological investigation of the classroom interaction regarding 

the text of Yasmin’s Ducks, revealed remarkable and noteworthy insights about the distinctive 

ways that the teachers and the students approached the text. These insights are explained in 

section 6.3.1 and section 6.3.2. These insights include examination of 

• teacher-centered lessons (section 6.3.1.1);  

• student-centered lessons (section 6.3.1.2); 

• the teachers’ approaches to teaching elements of genre in the written texts (section 

6.3.1.3);  

• the teachers’ approaches to the visual texts (section 6.3.1.4); 

• the teachers’ approaches to the guided construction of knowledge (section 6.3.1.5); 

and 

• the students’ approaches to the literary features in Yasmin’s Ducks (section 6.3.2).  

 

The findings outlined in Chapter Five also afford significant insights into the nature of 

teaching practice in a specific context, in this case, the English language teaching in an EFL 

classroom context (section 6.3.3). Finally, section 6.4 concludes this chapter.  

 

6.2 What texts are and what texts may afford 

The Text (i.e., Yasmin’s Ducks) forms the core of this research study. Systemic 

Functional Linguistics and Functional Visual Grammar revealed features of the language used 

in Yasmin’s Ducks: ‘what texts in Yasmin’s Ducks are’ in terms of the written texts and 

illustrations. In addition, MCA enabled significant insights into ‘what texts in Yasmin’s Ducks 

may afford’ on two aspects: the Categories and Category Systems as achieved in the text and 

the literary features of Yasmin’s Ducks. These two issues are considered in the following 
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sections, 6.2.1 and 6.2.2.  

 

6.2.1 The nature of ‘what texts in Yasmin’s Ducks are’ 

Yasmin’s Ducks is a children’s picturebook that conveys messages through two media, 

the art of illustration and the art of written texts (recall section 5.3). In addition, Yasmin’s 

Ducks, in packaging and marketing, is designed as a trade book for children as well as a 

reading textbook, which in this instance is used in an English language classroom for 

language teaching/learning. In short, Yasmin’s Ducks can be used and read for personal 

fulfillment (e.g., aesthetic & literary reading or pleasure) and academic gains (e.g., learn to 

read and learn about children’s literature and English language). Through the findings of the 

systemic-functional analyses outlined in Chapter Four, two significant insights into the nature 

of ‘what texts in Yasmin’s Ducks are’ were explicit (discussed below in relation to the 

language used in the written texts, section 6.2.1.1 and the language of the visual texts, section 

6.2.1.2).  

 

6.2.1.1 The nature of the language used in written texts 

Recall that section 4.2 presented a genre analysis of Yasmin’s Ducks. Figure 4.1 below 

diagrammatically summarises the range of genres of written texts used in Yasmin’s Ducks.  

Figure 4.1: Overview of the range of genres in Yasmin’s Ducks 

42 43 44 45 46 47 48 49 50 51 52 52/53 54 55 56 57 58 59 60 61 

 Explanation Information 

Report 

Explanation Procedure Information 

Report 

  

 

Recount 

 

This genre analysis revealed that the overall genre of Yasmin’s Ducks is Recount and it 

has a number of genres embedded within it. These are Theoretical Explanation, Information 

Report and Procedure. Each genre functions to fulfill specific social purposes. Of particular 
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significance, the distinctive purposes, generic structures, linguistic features and grammatical 

patterns of each genre within Yasmin’s Ducks are germane to the construction of 

factual/scientific knowledge.  

As noted in section 4.2, primary literacy education does not just teach certain linguistic 

skills but it also introduces students to a social reality as presented in the text. That is, through 

the texts in textbooks and in literature, students are apprenticed into social/cultural, logical 

and/or scientific meanings (Baker & Freebody, 1989). The SFL analysis revealed that the 

language in Yasmin’s Ducks played a crucial role in the construction, (re)production and 

interpretation of factual knowledge, in this case, scientific meanings (Halliday & Martin, 

1993). Figure 6.1 below demonstrates a structure that models the recontextualization of 

scientific discourse in the language of Yasmin’s Ducks. The discussion that follows explains 

the diagram and discusses the nature of the relationship between the construction of scientific 

meanings and language used in Yasmin’s Ducks. 

Figure 6-1: Domains of scientific languages use in Yasmin’s Ducks 
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Achieving with Language of Science refers to the process of reproducing scientific 

knowledge through language use insofar as specific grammatical patterns occur in relation to 

a particular text type (i.e., Experimental Report) in order to fulfill a particular purpose, that is, 

the construction of scientific meanings. Note that this process of reproducing scientific 

knowledge is often very different from the process of creating scientific knowledge in the 

laboratory or applying scientific knowledge in industry (Veel, 1997). Within the context of 

scientific discourse, students are often presented with “bodies of facts” (Veel, 1997, p. 166). 

Of particular significance, particular genres such as ‘Report’ and ‘Explanation’ are 

deliberately applied to the production of scientific knowledge. Both text types document 

information as ‘factual’ and ‘well-established’. Among many forms of written texts, the 

Experimental Report genre exemplifies this phenomenon. As Bazerman (1988) put it: 

Experimental reports tell a special kind of story, of an event created so that it might 

be told. The story creates pictures of the immediate laboratory world in which the 

experiment takes place, of the happenings of the experiment, and of the larger, 

structured world of which the experimental events are exemplary. The story must 

wend its way through the existing knowledge and critical attitude of its readers in 

order to say something new and persuasive, yet can excite imaginations to see new 

possibilities in the smaller world of the laboratory and the larger world of nature. 

And these stories are avidly sought by every research scientist who must avidly 

keep up with the literature. (p. 59) 

 

From Bazerman’s perspective, Experimental Report is intrinsically ‘story-like text’ and 

‘persuasive’, ‘exemplary’ and ‘informative’ in function through the use of scientific language. 

Genre analysis of Yasmin’s Ducks identifies the general text type ‘Story Recount’ intertwined 

with ‘Experimental Report’ which achieves the particular social purpose of reproducing 

factual knowledge. The following discussion is concerned with these persuasive, exemplary 
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and informative functions which are demonstrated in the various domains of language use to 

achieve the language of science.  

Organising Factual Information refers to the way that language is used to present 

‘bodies of facts’ and thus construct certain kinds of ‘scientific knowledge’. The most 

recognizable written genre which achieves these functions in Yasmin’s Ducks is Report. Of 

particular importance, the Factual Information Report has the specific pedagogical function 

of introducing the reader to scientific knowledge. In a similar manner to Explanation, Report 

functions to explore specific topic/s. As Veel (1997) noted, Report functions to present “the 

way the world is” – a static, synoptic snapshot of an area of scientific knowledge whereas 

Explanation introduce “how/why the world behaves” – a dynamic and unfolding 

interpretation of science knowledge (p. 168).  

Explain Events Scientifically refers to the way that language constructs scientific 

knowledge by explaining events on the basis of experimentation. Generally speaking, science 

curricula in schools are deliberately designed to apprentice the students to logical reasoning: 

for instance, cause-and-effect relationships, conditional (if/then) relationships and 

abstract/theoretical principles. Researchers have established six types of Explanation genre 

which achieve these functions in school science. They are sequential explanations; casual 

explanations; theoretical explanations; factual explanations; consequential explanations and 

explanations (Veel, 1997). In the genre analysis of Yasmin’s Ducks, we locate two specific 

explanation genres – Transitional Explanation and Theoretical Explanation – which function 

to apprentice the readers into logical ways of documenting events.  

Doing Scientific Activity refers to the construction of scientific knowledge through 

demonstrating particular scientific activity. It is often achieved through organized experiments 

designed to test hypotheses. The language associated with ‘doing scientific activity’ usually 

documents the occurrence of certain kinds of scientific activity in terms of where such 

activity is taking place; participants who are involved; the methods applied; the equipment 
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required, and so forth. The genre analysis of Yasmin’s Ducks shows that the two genres which 

achieve these functions are Procedure and Procedural Recount.  

In examining the domains of scientific language use in Yasmin’s Ducks, this study 

identifies a number of genres that function to recontextualize scientific knowledge. Each of 

these genres works to fulfill a distinct pedagogical purpose, together apprenticing the readers 

in scientific language and thus apprenticing them to achieve ‘logical’, ‘rational’, and 

‘scientific’ ways of making sense of the world.  

 

6.2.1.2 The nature of the language used in illustrations 

The visual analyses outlined in section 4.3 elucidates the way that various visual 

elements appear in the illustrations throughout Yasmin’s Ducks; the way these visual elements 

project different kinds of meanings and how these meanings are organized through 

representational, interactive and compositional structures. Through the visual analyses of 

Yasmin’s Ducks, the nature of the language used in illustrations is explicit: 

• Yasmin’s Ducks delivers a medium level of reality  

Yasmin’s Ducks adopts a Naturalistic Coding Orientation to convey a sense of reality. 

That is, the contexts of the illustrations throughout Yasmin’s Ducks can be understood 

commonsensically and naturalistically. Most of the represented participants are human or 

have human-like feature/s. No abstract or symbolic features prevail except the duck-pattern 

along the bottom of every page spread. Further, the analyses show most of the characters are 

depicted with the finest pictorial details (i.e., visual facial expression and moving gestures) 

and viewed from the frontal angle, representing optical reality and the focus of the reading 

path (i.e., from the most salient features to the less salient ones). Moreover, most of the 

images are portrayed with contextualized representations, in this case, a detailed background 

with full colour saturation. A lack of contextualized background then conceivably invites the 

reader to develop imagination or alternative readings. Some of the characters are portrayed 
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with shading and shadowing. The display of shading and shadowing provides these images 

with an aura of realism.  

• The representational structure realizes material meanings 

The representational meanings are realized through the use of narrative process as 

representing the nature of events occurring in the illustrations (i.e., what is actually happening) 

and the story characters involved (i.e., who participated in these events) through 

demonstrating the physical acts of ‘doing’, ‘looking’, ‘interacting’ and so on.  

• Character Cat is depicted to provide contextual information  

Narrative interpretation of Yasmin’s Ducks also reveals that the character Cat is 

portrayed in distinctive ways throughout the illustrations. In particular, the images on pages 

43, 44, 54, 60 display the character Cat blended with the contextualized backgrounds. This 

suggests the character Cat is conventionally associated with particular symbolic values, that is, 

the presence of Cat gives contextual information (recall section 4.3.2).  

• Yasmin’s Ducks invites interpretation manipulation 

The images throughout Yasmin’s Ducks establish indirect connection with the 

viewer/reader, as suggesting uninvolved as well as contemplative viewing. In addition, most 

of the images are viewed either from a horizontal or a vertical angle, as positioning the 

viewer/reader in a subjective and detached point of view towards the represented participants. 

Moreover, most of the human represented participants (i.e., story characters) are framed at a 

medium-long shot, as suggesting a general social distance with their viewer/reader. That is, 

the readers/viewers may create more distance and less engagement with the represented 

participants. Of particular significance, the visual analysis of the compositional structures 

throughout Yasmin’s Ducks (recall section 4.3.4) shows that an Ideal-Real structure prevails. 

That is, the illustrations placed in the position of Ideal afford the viewer/reader with the 

opportunity to read imaginatively whereas the verbal texts placed in the position of Real 

provide factual information to interpret the images in terms of reality. 
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• Character Duck is portrayed with symbolic meaning 

The character Duck, shown as either a concrete object or figurative, appears in many 

images such that it is portrayed with salience and symbolic value. For example, the 

duck-pattern along the bottom of every page spread throughout Yasmin’s Ducks gives itself 

symbolic value as both ancillary to meaning and as real and most salient (recall section 4.3.4). 

In addition, the duck-patterned wallpaper that appears on pages 42-43 also suggests its 

symbolic quality as ancillary and salient. Moreover, the duck figure appears repeatedly 

throughout the illustrations: on the cover page (i.e., two wooden ducks); pages 42-44 (i.e., 

Yasmin’s drawing of a toy duck); pages 48-50 (i.e., Yasmin’s drawing and a duck pattern on 

Yasmin’s cloth); page 52 (i.e., a duck pattern on Yasmin’s cloth); page 56 (i.e., a duck book), 

and, pages 57-61 (i.e., a duck book, drawings of ducks). The repetition of the duck figure also 

creates/suggests its salience and symbolic meanings.  

• The salient elements throughout Yasmin’s Ducks 

The visual elements with the most salience throughout Yasmin’s Ducks are: 

- those that are placed in the center of the spread (e.g., the child characters; 

drawings about ducks; books about ducks); 

- those represented as foreground objects (e.g., duck-pattern wallpaper; locative 

information – time, setting, space); 

- those positioned close to the top or the left of the spread (e.g., the characters & 

Yasmin in particular); 

- those depicted as larger in size (e.g., wooden ducks on the cover page; 

character’s facial expressions), and, 

- those portrayed with brightest colours or differentiated from any other element 

on the spread (e.g., some spreads have a plain background). 

 

6.2.2 The nature of ‘what texts in Yasmin’s Ducks may afford’ 
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Through the findings of the Ethnomethodological analyses explicated in Chapter Five, 

two remarkable insights into the affordances of the text of Yasmin’s Ducks are explicit. These 

two insights are discussed in the following sections, 6.2.2.1 and 6.2.2.2.  

 

 

6.2.2.1 The affordance of Categories and Category Systems in Yasmin’s Ducks 

Recall that section 5.2 presented a close membership categorization examination of both 

the written texts and visual texts in Yasmin’s Ducks. The category analysis located a number 

of categories as textually and visually achieved in the text of Yasmin’s Ducks (Table 5-1 

included in Appendix N summarises the findings). The findings provide insight into the nature 

of ‘what texts in Yasmin’s Ducks may afford’ in two regards: the different renditions of 

Categories, and, the Category Systems. These are elaborated in the following discussion. 

• different renditions of Categories as simultaneously achieved by the character/s 

The category analysis of Yasmin’s Ducks made it explicitly clear that both the written 

texts and visual texts oriented to the story characters in terms of their situated 

accomplishments of several different categories. For example, the child character Yasmin, 

was textually and visually constructed as a member of the Category Child as well as the 

Category Child-Student on page 42. On pages 50-51, pages 52-53 and pages 58-59, she was 

simultaneously accomplished as a member of the Category Child-Student as well as the 

Category Classmate-Friend. In the same manner, Miss Rome’s class recognizably oriented to 

their memberships of the Category Cohort of the Class as well as the Cohort of Classmates on 

pages 50-51. The story character’s simultaneously-achieved memberships of two different 

categories revealed significant insights into the nature of ‘what texts in Yasmin’s Ducks may 

afford’.  

• the Categories established in Category Systems of SRPs in Yasmin’s Ducks as 

relevant within different sets of MCDs  



 307 

The Category Analysis of Yasmin’s Ducks especially interpreted the Categories as 

textually and visually achieved in the texts as relevant to the central Category Systems 

wherein they are explicitly and/or implicitly referenced and implicatively achieved through 

the logic of SRP partnership. The Categories established in the Category Systems of SRPs in 

Yasmin’s Ducks are relevant within different MCDs as follows. A summary is outlined in 

Table 6-1 (see Appendix P).  

 Adult-Child SRP in the MCD ‘Stage of life’ 

On page 55, for example, the interaction between the child character, Yasmin, and 

the character, Man in the kitchen, presented an account of a relationship within the 

SRP Adult-Child. These two characters embody the SRP Adult-Child in the MCD 

‘Stage of life’.  

 Parent-Child SRP in the MCD ‘Family’ 

On page 44, the child character, Yasmin and her Mom portray a particular 

Parent-Child or more specifically Mom-Daughter relationship. These two 

characters can be textually and visually read in terms of the MCD ‘Family’. On 

page 46, the child character Kate and the character Kate’s father pictorially 

portrayed in her drawing can be implicatively described as the Parent-Child SRP 

within the MCD ‘Family’.  

 Sister-Brother SRP in the MCD ‘Family’ 

On pages 42-43, the child characters, Yasmin and Ben represent a version of 

childhood wherein children of similar age interacting in a home context are 

recognizably accomplished within the Sibling-Sibling SRP, or on this case more 

specifically, Sister-Brother SRP, in terms of the MCD ‘Family’.  

 Knowledge Giver-Knowledge Receiver SRP in the MCD ‘Participants in 

Knowledge Construction’ 

On pages 57, the child character Yasmin is demonstrating a teacher-like behaviour 
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towards her classmate-friends, Kate and Tim. Recognizably, Yasmin accomplishes 

the Category Knowledge Giver in relation to the SRP partner Knowledge Receiver. 

These two Categories can be understood as relevant within the MCD ‘Participants 

in Knowledge Construction’.  

 Teacher-Student SRP in the MCD ‘School’ 

On page 45, four child characters, Tim, Kate, Mack and Yasmin can be collected 

into the MCD ‘School’ because Miss Rome is visually portrayed and textually 

introduced as the Category Teacher in the context of a classroom, thereby 

categorizing Miss Rome as Teacher in relation to her SRP partners, the Students. 

 

6.2.2.2 The nature of literary features in Yasmin’s Ducks 

Having described the MCA analysis of different literary features in Yasmin’s Duck 

(recall section 5.3) as relevant to the nature of ‘what texts in Yasmin’s Ducks may afford’, the 

relationship between a particular version of the Category Child-Reader-of-the-Text and the 

students’ approaches to the text of Yasmin’s Ducks is explicit. In a nutshell, the version of the 

Category Child-Reader-of-the-Text as assumed and portrayed by the different literary features 

in Yasmin’s Ducks rests on specific interpretive strategies called upon by the readers in order 

to derive different layers of meanings from the texts. The analysis outlined in section 5.3 

reported that the Child-Student as reader of Yasmin’s Ducks is assumed to 

- read for personal fulfillment as well as academic gains;  

- be categorizable as a level 1/2 grade reading skill and 6/7 age level (recall Fry’s 

Readability Graph included in Appendix O);  

- require certain formalities applying to reading of print in English (e.g., read the 

written texts from left to right, from top to bottom);  

- have specific cultural literacy (e.g., knowing the differences between the literary 

world and their own real life);  
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- be able to evoke vicarious experience (e.g., relate to the child characters in the 

literary world);  

- be able to perceive the child characters as oneself (e.g., call upon identification of 

the characters);  

- read the written texts and images as complementary to each other;  

- be progressing on a continuum of language development;  

- possess the proclivity for artistic appreciation, and,  

- be able to tolerate shifting viewpoint in meaning making. 

 

Of particular significance, the Category Analysis also draws our attention to the 

accomplishment of one specific Category of Child-Reader-of-the-Text, that is, the 

Non-Western-Child-Reader-of-the-Text. The Non-Western-Child-Reader-of-the-Text as 

assumed by the texts has the following characteristics: 

- specifically culturally literate (i.e., view the text as a mirror of their own culture or 

otherwise have capacity to read the text as a cultural outsider); 

- bilingually literate (i.e., possess a certain level of bilingual proficiency), and, 

- be able to gain understanding of a culture different from his/her own through the 

literary experience.  

 

Through the Category Analysis of the literary features in Yasmin’s Ducks, this study 

recognizes that the Category Child-Reader-of-the-Text and the Category 

Non-Western-Child-Reader-of-the-Text as portrayed and assumed by the text work together in 

interesting ways such that in order to make sense of the Text, the reader of Yasmin’s Ducks 

enacts a specific version of Category Reader of the Text as both interpretatively and culturally 

literate.  
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6.3 Classroom interaction with the text of Yasmin’s Ducks 

This study involves two investigations: text and talk about text. The systemic-functional 

and Ethnomethodological investigation of the text of Yasmin’s Ducks revealed certain insights. 

This section now discusses the Ethnomethodological investigation of the classroom teaching 

of the text of Yasmin’s Ducks in the EFL context. Membership Categorization Analysis of the 

teachers’ talk-in-interaction reveals three significant sets of findings: 

• the CT and FT’s teaching approaches to the text of Yasmin’s Ducks;  

• the students’ approaches to the text of Yasmin’s Ducks, and,  

• the nature of Teaching Practice. 

Each of these three issues is elaborated in the following sections, 6.3.1, 6.3.2 and 6.3.3.  

 

6.3.1 Teacher’s approaches to the text of Yasmin’s Ducks 

Drawing from the findings detailed in Chapter Five, the analyses of both the CT and 

FT’s classroom talk have revealed significant insights into the classroom teaching of the text 

of Yasmin’s Ducks. CT and FT organized their lessons by adopting a variety of teaching 

methods/approaches. It is worth briefly pausing here to note that the following discussion 

does not aim to demonstrate the superiority of one teaching approach over another for either 

CT or FT. The discussion below describes the nature of classroom teaching of the text of 

Yasmin’s Ducks. Investigation of the effectiveness of one method compared to another is not 

the business of this research. 

The analyses of classroom talk revealed that the teachers’ approaches to the classroom 

teaching of the text of Yasmin’s Ducks were inconsistent. CT adopted particular teaching 

approaches to conduct teacher-centered lessons (described in section 6.3.1.1) whereas FT 

recognizably implemented the Direct Method and the Communicative Language Teaching 

Approach to organize student-centered lessons (explicated in section 6.3.1.2). In addition, the 

findings outlined in Chapter Five revealed that CT’s genre-based approach to the written texts 
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in Yasmin’s Ducks was different from FT’s (elaborated in section 6.3.1.3). Furthermore, both 

the way that CT and FT approached to the illustrations throughout Yasmin’s Ducks was 

consistent and at times at variance with the way that the visual elements are structured within 

the illustrations (in section 6.3.1.4). The findings also revealed that both the CT and FT 

employed a specific set of strategies to achieve their pedagogical goal, in this case, to guide 

their students to construct the knowledge of Yasmin’s Ducks (described in section 6.3.1.5).  

 

6.3.1.1 Teacher-centered Lessons 

Recall that Table 2-1 included in Appendix A elaborated the different principles 

underpinning specific language teaching methods/approaches relevant to this study. The 

analyses of CT’s lesson talk showed that CT implemented a teacher-directed lesson format in 

which she constructed the text of Yasmin’s Ducks through employing a number of teaching 

approaches: mostly the Grammar-Translation Method along with Total Physical Response 

Method and at times with the Communicative Language Teaching Approach. These 

approaches were employed in CT’s lessons in distinctive ways.  

Mostly CT adopted a Grammar-Translation method to facilitate her teaching of the 

target language (i.e., English). The students were constructed as recipients of knowledge 

concerning the grammatical aspects of the texts. Most of the time, the students were presented 

with target-language reading passages and held accountable to answer questions that followed. 

CT sometimes translated literary passages from English to Mandarin as a way to help her 

students to memorize the grammar rules or native-language equivalents of the target language 

vocabulary (Larsen-Freeman, 1986). In addition, the vocabulary items of the text were taught 

in the form of lists of isolated words (Prator & Celce-Murcia, 1979). For example, CT often 

wrote the new vocabulary on the whiteboard and then instructed the students to read together. 

A vocabulary quiz was often held in the next lesson. In these grammar-based lessons, the text 

of Yasmin’s Ducks was used to apprentice the students into the lexical and grammatical 
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features of the English language. English was thus learned deductively on the basis of 

grammar rules as represented in the text of Yasmin’s Ducks. In addition, particular emphasis 

was placed on reading and writing practice rather than oral skills.  

The Total Physical Response Method was also commonly used by CT in her lessons. In 

these sequences, CT placed primary importance on listening and verbal comprehension of 

English language. She implemented this method by incorporating games or physical activity 

into the regular curriculum. These educational activities evaluated the students’ linguistic 

competence as well as creating a fun environment to learn English. That is, the students use 

English, be it spoken or in written form, to accomplish a task in a relaxed manner. Students 

were recognizably highly motivated and actively engaged in the activity and they were 

rewarded if they displayed better performance and/or succeed in the game. In particular, the 

students were represented as active learners constructing knowledge by enacting the role of 

‘order taker’ and ‘performer’ whereas the teacher is the ‘commander’ and ‘action monitor’ 

(Asher, 1982). The following segment of classroom talk exemplifies how CT implemented 

this teaching approach to extend the students’ understanding of the context of rocket ships.  

Line 1105 CT : He made a rocket ship (.) okay (.) What is go around the globe and 

back? Everyone (.) Who can go to the fan (.) go around the fan and 

back? 

Line 1106 Ss : ((Some students are going around the fan and back to their seat)) 

Line 1107 CT : Haha:::ha Thank you rocket ships (.) very good 

Line 1108 Ss : One more time please 

Line 1109 CT : All right 

Line 1110 Ss  ((Students go around the fan again with noise)) 

Line 1111 CT : Thank you orange rocket ships ((Michael is in orange)) (1.0) STOP 

(.) rocket ship (0.5) so what color is our rocket ship? (.) Yeah orange 
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(.) orange rocket (0.5) Do you like rocket ship? ↑((Students are still 

making noise)) 

Line 1112 M : Yes 

Line 1113 A : I don’t. 

Line 1114 Z : I don’t. It might not be able to land safely. (spoken in Mandarin,) 

Line 1115 CT : Hey guys (0.2) do you have a globe in your house? ↑ (0.5) Do you 

have a globe in your house? ↑ (0.3) Globe is a ball (.) um actually it 

is the earth  

   Excerpt from Lesson Three 

In this stretch of classroom talk, CT not only focused on the students’ understanding of 

the text of Yasmin’s Ducks (i.e., Line 1105: He [Mack] made a rocket ship) but also extended 

the context of rocket ships by incorporating the students’ physical contributions (i.e., Line: 

1105: Who can go to the fan, go around and back?) and relating to the students’ own personal 

life experience outside the classroom (i.e., Line 1111: Do you like rocket ship?). However, CT 

failed to provide any specific evaluation regarding Student M, Student A and Student Z’s 

responses. In particular, Student Z offered a statement to explain why he did not like rocket 

ships. However, the CT’s utterance in line 1115 revealed her reluctance to engage in the 

current topic. Recognizably in line 1115, CT controlled the introduction of a new topic 

through the use of prefatory comment “hey guys” which signaled an immediate context for an 

“account and normal ‘next’ option” (Austin et al., 2003, p. 190). In this stretch of talk, CT 

established her role as topic allocator by coordinating the closure of the current topic and the 

beginning of the next one (i.e., the context of the globe). This achieved CT’s teaching as 

centrally about language literacy education not the students’ personal perspectives. Note that 

Student Z’s response in line 1114, which conceivably engaged personal meaning making 

strategies, was not taken up by CT. This contrasts with FT who routinely elaborated such 

responses from students (e.g., FT’s frequent use of “do you” as a way to engage the students 
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in negotiating meanings of the text). That is, the focus of the question and what constituted an 

appropriate answer relevant to the context of the question was determined by the CT. There 

was no negotiation of personal perspectives on the context of rocket ships in this stretch of 

classroom talk.  

In a nutshell, the analyses of the CT’s classroom talk showed that CT’s teaching 

approaches to the text of Yasmin’s Ducks were implemented to develop language literacy in 

particular. 

 

6.3.1.2 Student-centered Lessons 

In FT’s lessons where the Direct Method was centrally implemented, the students 

received the concept or meaning of the text of Yasmin’s Ducks directly through the target 

language, English, without any translation. FT often physically demonstrated or showed 

objects or pictures to teach concrete vocabulary while abstract vocabulary was taught by 

providing extended description of ideas closely associated with the abstract vocabulary. In 

particular, the students were held accountable to use English to express and communicate, 

partly by learning how to ‘think’ in English and by involving their native/first language, 

Mandarin or Taiwanese very little. Simply put, both the teaching and learning of the text of 

Yasmin’s Ducks occurred in the target language, English, almost exclusively. Grammar, in this 

case, was learnt inductively and it was less emphasized (Larsen-Freeman, 1986) than in CT’s 

lessons. Of particular importance, FT at times combined the Direct Method with the Grammar 

Translation Method perhaps to provide a ‘holistic’ approach to teaching the language. This 

was explicitly exemplified in the following segment of classroom talk.  

Line 42 FT : Hey boys↑ (0.2) Can you::u tell me one kind of oil? ↑ 

Line 43 Ss : [[SALAD OIL]] 

Line 44 FT : Salad oil (0.3) what else? 
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Line 45 M : Flower oil 

Line 46 FT : Flower oil (0.3) vegetable oil (0.5) Do you know olive oil? ↑ (0.3) 橄欖

油 (olive oil, spoken in Mandarin) 

   Excerpt from Lesson Nine 

In this segment of classroom talk (above), FT was not only concerned with the students’ 

understanding of ‘different kinds of oil’ but also with the way they related to their own 

personal life experience outside the classroom. The provision of ‘olive oil’ in the students’ 

native language enabled the students to build the link between ‘kinds of oil’ and ‘olive oil’. In 

particular, the students were encouraged to contribute to the process of learning. FT’s 

feedback towards the students’ contributions clearly highlighted the students’ active role in 

the construction of knowledge (Diller, 1978).  

The analyses of FT’s classroom talk also revealed that the Communicative Language 

Teaching Approach prevailed in her student-centered lessons. Throughout FT’s lessons, she 

continually initiated questions with “Do you…”. This acted as an instruction that called on the 

student’s communicative competence as well as their construction of knowledge by 

negotiating meanings with her. FT’s continuous use of “Do you…” was apparent throughout 

her lessons as exemplified in the following: 

Line 61 FT : What else do you wipe? (0.3) Do you wipe your window clean? ↑ 

…    

Line 110 FT : What mix do you like? 

…    

Line 156 FT : Girls (0.3) do you like salad? ↑ (0.3) Do you like chicken salad? ↑ 

…    

Line 342 FT : Plant (0.3) So do you have plant in your house? ↑ (0.5) Does your 

house have plant? ↑ (0.5) [You can have a] 
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…    

Line 385 FT : Do you smile in a picture? ↑(.) Did you smile? ↑ ((Abby looked at the 

students and asked)) 

   Excerpt from Lesson Six 

Line 114 FT : maybe it is after school (0.3) do you think every day after school (0.3) 

she draws a picture? ↑ 

Line 123 FT : I think he is um you think he is sad? ↑ (0.5) no (0.3) I think he has the 

little smiling like this ((doing a smiling look)) (0.5) what do you think? 

↑what is he doing? ↑ 

…    

Line 151 FT : She drew a picture (0.5) Mom looks at the picture and::d she:::e (0.3) 

smile (0.3) yes she is happy (0.5) I think it’s a excellent um::m an 

excellent picture (0.3) do you think this is a good picture? 

…    

Line 164 FT : [[show and tell]] (0.3) and do you have show-and-tell day in school? ↑ 

…    

Line 189 FT : You? (0.5) Really? (0.5) So what do you think the teacher think? (0.3) 

Is the teacher? (0.3) what does the teacher think? Here (0.3) is the 

teacher is like um oh cool (0.3) or it’s like um::m bad? 

…    

Line 229 FT : That’s right (0.3) and ducks have oil right (0.3) on their feathers? ↑ and 

so:::o she thinks it’s very cool (0.3) even though they are in the water 

every day (0.5) they don’t get wet↑ (0.5) Do you think it’s cool? 

…    

Line 276 FT : Yeah everybody likes ducks (0.3) Before only Yasmin likes ducks (0.3) 
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now everyone likes ducks (0.3) what do you think (0.5) you like ducks 

now? 

…    

Line 287 FT : Abi: Ducks (0.3) and what about ducks? ↑ (0.5) The ducks are what? ↑ 

(0.5) They think they are cool (0.3) One person said two bad (0.3) we 

are not ducks (0.5) Do you want to be a duck? ↑ 

   Excerpt from Lesson Nine 

Different segments of classroom talk above demonstrate how FT facilitated students’ 

learning by setting up communicative situations relevant to the context of the text. In these 

communicative situations, the students are represented as communicators, actively engaged in 

negotiating meanings. In these lessons, especially, the students were held accountable to 

become communicatively competent and able to use English appropriate for a given social 

context to manage the process of negotiating meaning with their teacher (Brumfit & Johnson, 

1979; Littlewood, 1981; Savignon, 1983). The act of initiating “Do you…” questions 

constructed the students as not only knowing and understanding the language used in Yasmin’s 

Ducks but as able to couple this knowledge with an ability to convey extended meanings, 

especially meanings related to their own life experience.  

In these student-centered lessons where FT centrally implemented the Communicative 

Language Teaching Approach, language is employed to teach the students literacy and also 

used to develop their linguistic competence for communication. Of particular significance, the 

analyses revealed FT’s construction of herself as a person who shares frequent contact with 

her students and bears fewer social constraints than CT. She was not only concerned with the 

student’s academic development but also with relating to their own life experiences outside 

the classroom. That is, her lessons constructed her theory of language learning: entailing 

language literacy and relating knowledge to personal as well as school contexts.  

In reviewing the analyses of both the CT and FT’s lessons from an Ethnomethodological 
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perspective with the research question outlined in section 1.3, In what way does the classroom 

talk reflect or respond to the text itself as constructed by its crafter?, two significant insights 

are made available. CT’s classroom talk revealed that her EFL lesson imparts particular 

knowledge of language-in-use of Yasmin’s Ducks (e.g., grammatical features, phonics, reading, 

writing, oral competence and so forth). Students are held accountable to construct factual 

knowledge of the text of Yasmin’s Ducks by demonstrating their linguistic competence. The 

teaching focus of Yasmin’s Ducks here is very much on the factual information rather than the 

social or cultural context of the story. On the other hand, FT’s classroom talk revealed that her 

EFL lesson not only imparts the linguistic knowledge available in Yasmin’s Ducks but also 

focuses on particular social and cultural concepts embedded in the texts. The students are 

guided to call upon vicarious experience and to some extent relate to the story characters. 

That is, students are held accountable to gaining perspectives on life through the literary 

experiences. 

 

6.3.1.3 Genre-based approach to the written texts 

The analyses of the classroom talk revealed that CT and FT’s approaches to teaching the 

elements of genre in the written texts in Yasmin’s Ducks were different. CT’s approach to 

constructing the factual knowledge was consistent with the nature of language used in 

Yasmin’s Ducks. The way that CT apprenticed her students into constructing the ‘logical 

and/or scientific’ meanings of the factual text of Yasmin’s Ducks was explicit in the following 

ways:  

- CT directed task-based learning  

- CT adopted a genre-based learning approach 

 

The following segment of classroom talk, extracted from Lesson Ten, exemplifies the 

distinctive way that CT organized a task-based lesson by playing a game such that her 
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students achieved the task by answering the questions in accurate linguistic form and structure 

as well as content. Further, CT adopted a genre-based learning approach to guide her students 

to construct the factual knowledge in the text of Yasmin’s Ducks by organizing and gathering 

different bits of factual text into a text type with specific generic structure – an Information 

Report.  

Line 42 CT : Who (0.3) When (0.2) Where (0.5) Why (0.3) What (0.3) How 

…    

Line 110 CT : For example ((teacher threw the sticky ball to the word WHAT)) 

(0.7) WHAT (0.3) And I will ask you a question about (0.2) start 

with WHAT (0.5) For example (0.2) WHAT IS YOUR NAME? 

((teacher talks to Zachary)) 

…    

Line 687 CT : Three sentences (0.3) three sentences (0.2) You can get (0.5) three 

points ((students are excited and shouting)) Okay (0.3) tell me 

according to the book (0.3) what did you learn (0.3) What can ducks 

do? (0.2) What can ducks do? 

…    

Line 693 CT : of a (0.7) Ducks can swim to the (0.5) bottom (0.5) of a very deep 

lake ((Teacher is writing the answers on the whiteboard) 

…    

Line 705 CT : fly south [in the fall] 

…    

Line 722 CT : of course I know (0.2) ducks can fly (0.5) But::t (0.3) it’s not in the 

book (0.3) Ducks can fly ↑ (0.2) okay (.) all right [only one point] 

…    
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Line 737 CT : Okay (0.3) What is the very important thing that [you learned form 

the book] = 

…    

Line 759 CT : Ducks will not get wet (0.3) This is the very important thing (0.5) 

[so so] = 

…    

Line 800 CT : Okay (0.3) everyone take out your book 

…    

Line 803 CT : [turn to page]fifty-two (1.0) fifty-two 

 

In this stretch of classroom talk, CT organized a task-based lesson by playing a game 

with her students. The primary focus of this classroom activity (i.e., game) is the task of 

gathering information from the text and English language is the instrument which her students 

used to complete it. In this task-based lesson, the teacher initiated a game which created a 

need for her students to learn and use English.  

In classroom interaction questions are frequently used to check students’ comprehension 

and to keep the students focused. Questions can also be used to move the lesson forward and 

to exercise disciplinary control (i.e., classroom management) (Baker, 1992; Fassinger, 1995; 

Mehan, 1985; Tsui, Carter & Nunan, 1995). Of particular significance in CT’s task-based 

lesson, questions here function with a pedagogical goal, that is, to have the student use the 

target language, English, to practice a certain linguistic competence and also to display factual 

knowledge. Barnes (1969) has suggested a common way of classifying questions by looking 

at the question word used. For example, questions that begin with ‘what’, ‘when’, ‘who’ and 

‘where’ are considered ‘factual questions’ while those that begin with ‘how’ and ‘why’ are 

identified as ‘reasoning questions’. The ‘wh-questions’ initiated in Line 687 exemplified the 

way that CT adopted a genre-based learning approach to guide her students to construct the 
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factual knowledge of Yasmin’s Ducks. That is, through gathering the three pieces of factual 

information about ducks from the book, the students demonstrated their construction of 

factual knowledge by identifying or getting familiar with a specific text type – the 

Information Report embedded in Yasmin’s Ducks.  

The way that CT employed a genre-based approach to construct the factual knowledge 

of Yasmin’s Ducks was made explicit in another segment of classroom talk in this task-based 

lesson. Below are listed several utterances wherein CT oriented the students to the factual 

knowledge available in the text in the interactive context of the Wh- and How Game.  

Line 188 CT : How do they know water and oil don’t mix? 

Line 189 D : Because they did an experiment (spoken in Mandarin) 

Line 190 CT : How do they know? 

Line 191 K : Because ducks [don’t get wet] 

Line 192 CT : [Not because] (0.3) I ask HOW (0.3) HOW (.) How 

do they know?  

Line 193 

… 

Z : Because Yasmin read the book 

 

Line 197 CT : No (0.2) Wow (.) I wonder water and oil don’t mix (0.5) You have to 

tell me the steps 

…    

Line 207 

 

Z : They put water (0.6) one bag oil (0.5) and one bag water (0.3) and::d 

hahah:::haha 

…    

Line 212 CT : Yeah Zachary is right (0.5) But::t (0.3) Can you say that one more 

time? 

Line 213 Z : They take two bag:::g 
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Line 214 CT : They take two bags 

Line 215 Z : and one bag 

Line 216 CT : One bag 

Line 217 Z : put water  

Line 218 CT : put water 

Line 219 Z : One bag::g 

Line 220 CT : One bag 

Line 221 Z : put oil  

Line 222 CT : put oil  

Line 223 Z : And oil (0.3) and oil huh::h (0.7) and oil and water don’t mix 

Line 224 CT : Yeah so:::o 

Line 225 Z : So the bag is not wet 

   Excerpt from Lesson Ten 

In line 188, CT initiated a question “How do they know water and oil don’t mix” which 

is relevant to the first stage ‘Goal’ of the text type ‘Procedure’. In the subsequent lines 189 to 

193, no accurate answer was forthcoming. Then, in line 197, CT formulated the question by 

the provision of the clue which was relevant to the generic structure ‘Steps’ of the text type 

‘Procedure’. Given the clue, Student Z arrived at the answers by stating the ‘material’ 

required together with an elaboration of ‘steps’ taken to achieve the goal (e.g., in line 207, 213, 

215, 217, 219 & 221). In line 223, Student Z articulated the result of the experiment. 

Throughout this sequence of classroom talk, the teacher’s genre-based approach to the text 

type ‘Procedure’ was consistent with the language of Yasmin’s Ducks and relevant to the 

nature of factual knowledge constructed in Yasmin’s Ducks.  

The analyses of classroom talk revealed that FT’s approach to constructing the factual 

knowledge in Yasmin’s Ducks is less direct than CT’s in that FT oriented her students to a 

negotiated construction of knowledge by engaging them in the lives and the characters in 
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Yasmin’s Ducks. For example: 

Line 410 FT : What did they learn? (0.3) They learn that it’s true (.) right (0.3) 

What else did Yasmin tell them about ducks? (0.5) She told them 

water and oil don’t mix but she also told them something else  

…    

Line 414 FT : yeah they fly to the south (0.3) fly to the south (0.5) they learn what? 
(0.7) they learn that ducks what? 

…     

Line 416 FT : What did they learn? 

…    

Line 418 FT : They learn ducks don’t get wet↑ (0.3) what else 

   Excerpt from Lesson Nine 

The segment of classroom talk above exemplifies FT’s frequent use of ‘what did they 

learn’ as a distinctive way to orient the students to the text of Yasmin’s Ducks as a context for 

relational, social and negotiated construction of knowledge. On the contrary, CT’s use of 

‘what did you learn according to the book’ recognizably orients her students to the text of 

Yasmin’s Ducks as a source of knowledge (see Line 687 in earlier excerpt of classroom talk).  

The way that FT apprenticed her students into a negotiated construction of knowledge of 

Yasmin’s Ducks was explicit in her tasked-based lesson in that FT engaged her students in 

writing a shortened version of Yasmin’s Ducks. Several segments of classroom talk extracted 

from Lesson Nine (from line 304 to line 434) exemplified the way that FT adopted a 

genre-based learning approach to guide her students to rewrite Yasmin’s Ducks into a specific 

generic structure – a Story Recount. Recall that section 4.2.1 elaborated four significant 

generic features that underpin the recount pattern. They are Orientation, Record of events, 

Reorientation and Coda (optional stage). By drawing from the students’ personal experiences 

and prior knowledge of Yasmin’s Ducks, the way that FT oriented her students to constructing 
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the written texts in Yasmin’s Ducks was explicit in the following sites: 

• FT used a number of behavioural processes oriented to the child characters (e.g., 

do, like, play, draw, talk, read and so on). FT’s utterances in line 304 “there is a 

girl who likes ducks” and in line 315 “one day Yasmin drew a picture” were 

recognizably consistent to the first stage of Recount, that is, the Orientation in that 

FT oriented her students to make sense of the interpersonal (i.e., the emotions 

associated with the characters – ‘like’) and experiential (i.e., what Yasmin’s did – 

‘drew a picture’) context of the story together with the introduction of the main 

character, Yasmin.  

• FT introduced the events of the story sequentially and chronologically in the 

‘Home-Away-Home structure’ – Yasmin’s home, Miss Rome’s class, the school 

playground and back to Yasmin’s home. This is recognizably the story genre 

ubiquitously employed in children’s literature (Nodelman, 1995). FT’s utterances 

in line 324 “what did she did next”, in line 330 “she took her picture to school”, in 

line 361 “after class … they go outside to play and talk” and in line 387 “then they 

went to Yasmin’s home to make a test” were explicitly relevant to the second stage 

of Recount, that is, the Record of events. Circumstantial and temporal terms were 

frequently used, which build up the students’ literary experience of Yasmin’s Ducks 

through a sequence of events taking place throughout the story. 

• FT concluded this writing task by elaborating the experiential meanings in relation 

to the context of ducks. FT’s utterances in line 410 “what did they learn…she told 

them water and oil don’t mix but she also told them something else”, in line 412 

“they can swim to deep water”, in line 414 “they fly to the south” and in line 418 

“they learn ducks don’t get wet” were particularly in accordance with the third 

stage of Recount, that is, the Reorientation. FT’s utterances recognizably 

functioned to bring the events full circle and brought her students back to the 
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starting point of the story – ducks.  

 

6.3.1.4 Teachers’ approaches to the visual texts 

CT and FT’s teaching approaches to the visual texts in Yasmin’s Ducks were consistent 

and both were at times at variance with the nature of the language used in the illustrations. 

This is elaborated in the following sites: 

- CT and FT’s approaches to discussion of the representational structures in Yasmin’s 

Ducks were consistent. .As described in section 4.3.2, the material meanings that the 

representational structures in Yasmin’s Ducks projected are realized through the 

frequent use of narrative processes (specifically Action and Relational processes). 

Processes are used to represent ‘what is actually happening in the image’. The 

human or human-like participants are portrayed as demonstrating the physical acts 

of ‘doing’. The analyses of the classroom talk revealed that both CT and FT often 

initiated questions regarding the nature of events occurring within the illustrations 

and the participants involved. For example: 

Line 

1187 

CT : [So what is Yasmin doing?] 

   Excerpt from Lesson One 

Line 590 CT : Okay who (0.3) Can you remember who::o dre::w the fish? 

Excerpt from Lesson Ten 

Line 162 FT : The children are in scho:::ol doing::::g 

…    

Line 173 FT : but what are they doing? (0.3) this is the teacher ((pointed to 

the teacher)) (0.3) this is the student ((pointed to the 

student)) (0.3) here they are doing show-and-tell 
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   Excerpt from Lesson Nine 

Neither CT nor FT approached the character Duck as potentially having symbolic 

meaning. As described in section 4.3.4 and section 6.2.1.2, the character Duck was 

portrayed with symbolic qualities and salience in terms of size and repetition. For 

example, in the illustrations on page 42 the toy ducks were represented in a similar 

size to the character Cat. That is, the character Duck was depicted as an object in a 

larger size in relation to other represented participants on the same page spread. This 

gives it symbolic meaning and salience. However, neither CT nor FT discussed this 

aspect in their lessons. Furthermore, the character Duck was represented as a 

recurring symbol throughout Yasmin’s Ducks. For instance, the duck-pattern along 

the bottom of every spread suggests its visual weight and salience compared with 

other visual elements. Neither CT nor FT’s classroom talk investigated the meanings 

of this visual feature might convey.  

- Analysis of both CT’s and FT’s classroom talk were consistent in general but at 

times inconsistent with the way that language is used in the illustrations. For 

instance, both CT and FT emphasized the visual elements placed in the center of the 

spread (e.g., the child characters, drawings about ducks); the foreground 

representations (e.g., the background objects – time and space) and detailed 

depiction (e.g., the characters’ visible facial expressions). However, the analyses of 

both the CT and FT’s lessons revealed no focus on the de-emphasised background 

on pages 44 to 48. On these pages the represented participants (i.e., the story 

characters) were shown in a decontextualized setting wherein the background is 

plain with unmodulated colours. In these cases, the backgrounds were portrayed as 

differentiated from any other visual elements on the same spread. This indicates 

their visual salience and suggests possibilities for the viewers’ interpretation 

manipulation. However, the analyses of the classroom talk showed neither CT nor 
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FT provided any specific interpretation of the background on these decontextualized 

spreads and nor did they encourage their students to display their own understanding 

of the decontextualized background/s.  

- CT’s approach to the character Cat was different to FT’s but was consistent with the 

nature of the visual language used in Yasmin’s Ducks. As described in section 4.3.2, 

the character Cat was a feature of the contextualized background. This suggesting 

its value as providing contextual information. In Lesson Six, FT emphasized the 

cat’s facial expression (i.e., a smiling face) and suggesting its emotional state (i.e., 

happy) and gender possibility (i.e., a boy). However, in CT’s lessons, the character 

Cat was interpreted in a different way in that the character Cat was used to represent 

specific contextual information. This was explicit in the segment of classroom talk 

abstracted from Lesson One as follows: 

Line 

1603 

CT : When you see the cat (.) That means you are in Yasmin’s 

house (.) yeah (.) only you are in Yasmin’s house (.) then you 

can see [the cat] 

   Excerpt from Lesson One 

 

6.3.1.5 Teachers’ approaches to the guided construction of knowledge 

The Membership Categorization Analysis outlined in section 5.7 revealed that both the 

CT and FT’s pedagogical goal was to help/guide the students to construct knowledge of 

Yasmin’s Ducks. To achieve this goal, both CT and FT adopted a number of guiding strategies: 

- Eliciting relevant knowledge from the students. This approach is recognized as 

“cued elicitation” (Mercer, 1995, p. 26). Both CT and FT made use of the students’ 

existing knowledge as a clue for further discussion, thus helping them to construct 

knowledge on the basis of what they know already and what they have observed. 

Both CT and FT incorporated the meanings offered by the students and this 
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provided significant insights for the nature of construction of knowledge in 

classroom interaction. That is, both the teachers and students are in joint pursuit of 

some kind of learning and knowledge as shaped by both the teachers and students’ 

communicative actions. 

- Responding to what the students said by using a number of “modification devices” 

such as Socratic questioning, comprehension checks, confirmation checks, repetition 

of requests, reformulation or paraphrasing the context of questions, 

elaboration/clarification and so forth (Tsui, et al., 1995, p. 17). In particular, the 

teachers often initiated comprehension check questions which function to check if 

the students have acquired the knowledge imparted. In the context of language 

lessons, this comprehension check has the additional function of getting the students 

to practice a certain linguistic item and/or to use the target language to communicate 

with the teachers. Further, the modification device used by the teachers to 

paraphrase and/or formulate the questions is especially relevant to the students’ 

production of the target language. That is, the modification of questions is to make 

them comprehensible to the students as well as to elicit responses from the students. 

It was recognizable that both CT and FT often modified their question from a 

wh-question (e.g., what, why, who, where and so on) to a yes-no question, which 

minimizes the linguistic demand made on the students. Although this kind of 

modification helps the students to produce a response, it is restrictive in terms of 

language production.  

- Describing shared classroom learning experience through the use of the collective 

terms ‘we’ and ‘you’. The use of a collective term presented a distinctive way that 

CT and FT guided their students to construct knowledge through having had the 

significant past experience in common. The statements “Do you rememb:::er what’s 

her classmate’s name?” extracted from Lesson Three (CT); “Can you remember 
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who::o dre::w the fish?” extracted from Lesson Ten (CT) and “this gonna be our 

story (0.2) our story (0.2) our class story together (0.3) because we write it 

together” extracted from Lesson Nine (FT) constructed the collective understanding 

of past experience as available to be drawn upon to govern future activities. Here, 

the findings revealed that this specific technique functions to guide the students to 

understand the relevance of the continuity of their learning experience (past, present 

and future) to the shared version of knowledge.  

 

6.3.2 Students’ approaches to the text of Yasmin’s Ducks 

Recall that section 5.6 presented a Membership Categorization Analysis of the 

classroom talk in both FT and CT’s lessons wherein one specific version of Category Reader 

of the Text was achieved by the students. Of particular significance, the way that the students 

approached the literary features in Yasmin’s Ducks is considered consistent with the findings 

outlined in section 6.2.2.2. This is explicit in two aspects: the enactment of Category 

Child-Reader-of-the-Text and the enactment of Category 

Non-Western-Child-Reader-of-the-Text. These two issues are discussed as follows: 

 

• Enactment of Category Child-Reader-of- the-Text 

The findings summarised in Table 5-4 documented that the students demonstrated a 

number of CBAs which oriented to their membership of the Category 

Child-Reader-of-the-Text:  

- Students called upon characterization assigned to the story characters  

- Students called upon gap-filling strategies to make sense of the texts (e.g., 

incorporate abstract meanings in addition to its literal meanings) 

- Students called upon retrospective interpretation to build the consistency and make 

sense of the story as a whole 
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- Students called upon certain formalities to read Yasmin’s Ducks (e.g., read from left 

to right; read the illustration with texts together) 

- Students at times called upon surreal interpretation (i.e., being imaginative and 

flexible readers) 

- Students evoked vicarious experience (e.g., relate the literary world to their own life 

in real world) 

- Students gained perspectives on the interpersonal relationship between the 

characters through literary experience 

- Students gained perspectives on the difference between the literary life and real life 

- Students were on the continuum of English language development (e.g., the students 

to somewhat linguistically literate but not yet competent) 

- Students at times failed to call upon identification (i.e., some students did not 

perceive the child characters as themselves and value their characteristics as 

worthwhile to develop in themselves) 

 

• Enactment of Category Non-Western-Child-Reader-of- the-Text 

In the students’ constructions of the Category Non-Western-Child-Reader-of-the-Text, 

the students as the cultural outsiders were distinctively demonstrating the CBAs in the 

following ways: 

- being specifically culturally literate (e.g., students engaged in culturally different 

constructions of the texts; for example, they revealed no surprise at the features of 

the story that are culturally unfamiliar such as differences between themselves and 

the child characters such as hair colour and after-school activity with classmates);  

- gaining perspectives on a culture different from their own through literary 

experience (e.g., the context of learning – the child characters display individual 

show-and-tell in school while the students under study do not), and, 
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- possessing intercultural/multicultural understanding to make sense of the text.  

 

The discussion here provides a significant insight into the relationship between the 

nature of literary features in Yasmin’s Ducks and the way the students construct their 

memberships of the Category Child-Reader-of-the-Text as well as Category 

Non-Western-Child-Reader-of-the-Text in and through classroom interaction. Simply put, the 

students’ approaches to the literary features in Yasmin’s Ducks were generally consistent with 

how the language is structured in Yasmin’s Ducks.  

 

6.3.3 The nature of Teaching Practice 

A number of scholars argue that classroom talk is distinctive from mundane 

conversation (Drew & Heritage, 1992; Freebody, 2003; Heritage, 1984, 2004; Heritage & 

Greatbatch, 1991; McHoul, 1978). Recall that the Membership Categorization Analysis 

outlined in Table 5-5 (see Appendix N) revealed that the interactive particularities that 

emerged in the CT and FT’s classroom talk constructed each of them as a particular version of 

Category Teacher. The CBAs associated with their teaching practices were made explicit in 

the following ways: 

• Both CT and FT recognizably directed the classroom talk on the basis of allocating 

speakership. This restricts one party to ask questions and another to answer. That is, 

both of CT and FT’s lessons were dominated by the Q-A turn-taking organisation 

wherein the teachers controlled the topics; enacted the majority of classroom talk 

through questioning; appointed subsequent speakers; evaluated answers and 

formulated the ongoing talk 

• A typical classroom interactional structure of I-R-E prevailed in the both CT and 

FT’s lessons. In the IRE sequence the “expert initiates - novice responds - expert 

evaluates” (Drew & Heritage, 1992, p. 40). Throughout this sequence teachers 
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“repeatedly reaffirm both their claims to superior knowledge and their role as 

testers of students” (Drew & Heritage, 1992, p. 41). In this sense, the teachers not 

only enact the educators but also the evaluators/testers. Of particular significance, 

both CT and FT oriented to themselves as a particular sort of teacher, that is, the 

dominant question-initiator in a form of Socratic teaching. In other words, the 

teachers explicitly maintained the initiative in determining (1) when a topic is 

satisfactorily concluded, (2) what the next topic will be, and (3) through the design 

of their questions, how that new topic will be shaped (Drew & Heritage, 1992; 

Mishler, 1984, as cited in Heritage, 2004, p. 237). This in turn accomplishes the 

students’ passive roles of answering questions and having reduced (or no) control 

of topic (i.e., students follow the teacher’s line of thinking). This thus indicated an 

asymmetrical relationship between the teacher and the students in classroom 

interaction in terms of participation, power, authority and the control of knowledge 

(Edwards & Westage, 1987; Heaps, 1985; Heritage, 200; McHoul, 1978).  

• Both CT and FT momentarily used the collective term (e.g., the pronouns ‘you’ & 

‘we’) to direct the speakership to one current and particular group within a 

two-party system of classroom talk. That is, the students were named as a cohort 

with shared accountability to answer/respond to the teacher. This also established 

the teacher’s role as interrogative and dominant.  

• Both CT and FT customarily and routinely used the “context-sensitivity of 

descriptions” (Heritage, 2004, p. 235) to orient to their roles within the same 

institutional setting by referring to themselves as ‘we’ rather than ‘I’ (see transcript 

excerpts in Table 5-5 in Appendix N). That is, in doing this, the teachers “involve 

an institutional over a personal identity, thereby indicating that they are speaking 

as representatives, or on behalf of, an organisation” (Drew & Heritage, 1992, p. 

30). The pronoun ‘we’ entailed both CT and FT’s enactments of their institutional 
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roles as it oriented to all the participants present in this classroom as members of 

the same institution. Simply put, this context-specific term ‘we’ can be heard as 

constructing the classroom as an institution and the teacher and all the students as 

members of that institution.  

• The analysis outlined in Table 5-5 demonstrated the way that both CT and FT’s 

lessons were organized in terms of what knowledge the various participants have at 

hand and in terms of the institutional roles or the categories the participants 

enacted, in this case, teacher-as-expert and student-as-novice. Of particular 

significance, in FT’s lesson (see section 5.4: Sequence 2-7), two students (Janet 

and Kenny) were temporarily enacting a teacher-like role to help their classmates 

(Anita and Ryan) to accomplish a specific in-class task. In this instance, the 

students Janet and Kenny displayed the CBAs more appropriate for a teacher-like 

category and/or a knowledge giver in relation to Anita and Ryan as a student-like 

and/or knowledge receiver category. In terms of the readings of Sequence 2-7 in 

section 5.4, Students Janet and Kenny’s knowledge base was achieved as 

competent. This can be understood as a quite different rendition of the nature of 

classroom interaction insofar the students momentarily orient to a unique status to 

decide what counts as knowledge. Here we see how distinctive it is that students’ 

roles can be oriented to as ‘powerful’ and ‘in control of knowledge’ in the 

classroom where the teacher’s authoritative status is more routinely recognized as 

guiding the students to construct knowledge.  

 

To sum up, both the CT and FT’s roles in their lessons were substantiated by the category 

analyses of their classroom talk in that both of them took on attributes associated with a 

specific version of the Category Teacher in that they: 

- were the major question-initiator in the classroom 
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- adhered to their own agenda of teaching 

- were in control of the topic 

- bore authoritative status to decide what counts as knowledge 

- were instruction-oriented 

- withheld negative feedback at times 

- maintained a didactic question-answer interactive routine 

- were the major commentator in the classroom 

- were the major performance assessor 

 

6.4 Concluding Comments 

 This chapter has presented a discussion of the findings explicated in Chapter Four and 

Chapter Five. The key findings summarised in the above section 6.2 afforded particular views 

regarding the nature of ‘what the texts in Yasmin’s Ducks are’ and ‘what the texts in Yasmin’s 

Ducks may and do afford’. Further, in section 6.3, the discussion of the findings of both the 

CT and FT’s lessons’ transcripts have revealed significant insights into the nature of 

classroom interaction in the EFL context. These findings offer insights relating to three facets 

of the context: 

• CT and FT’s teaching approaches to the text of Yasmin’s Ducks were different 

(recall section 6.3.1); 

• the students’ approaches to the literary features in Yasmin’s Ducks were relevant to 

their accomplishments of particular versions of the Category 

Child-Reader-of-the-Text and the Category Non-Western-Child-Reader-of-the-Text 

(recall section 6.3.2), and, 

• the interactive particularities that emerged in both CT and FT’s classroom talk 

were closely related to their specific enactments of the Category Teacher (recall 

section 6.3.3). 
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The following chapter, Chapter Seven, concludes this study, drawing together the 

findings and discussion, limitations and directions for further research. 

 
 

CHAPTER SEVEN 

CONCLUSIONS 

 

7.1 Introduction 

As explicitly noted in Chapter One, the central focus of this study was to investigate the 

distinction between ‘what texts are’ and ‘what texts may afford’ (recall section 1.3) in the EFL 

classroom context. To guide this investigation, this study considered: 

- How the text in a Western children’s picturebook (i.e., Yasmin’s Ducks) is 

constructed and how it conveys particular representations of social reality; 

- How the English-teaching teacher/s and the students construct meaning from the 

text in and through classroom interaction, and, 

- In what way the classroom talk reflects or responds to the text itself as constructed 

by its crafter. 

 

To explore these questions, this study investigated: 

- different aspects of the language used in Yasmin’s Ducks and  

- the classroom interaction as evidence of the teachers’ approaches to the text of 

Yasmin’s Ducks and as demonstration of the teachers’ and students’ meaning making 

through talk in the classroom. 

 

Given the theoretical review of the literature that underpins this study in Chapter Two, 

this study necessitated a research design that drew from two complementary methodological 
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perspectives to facilitate the investigation; the systemic-functional and Ethnomethodological 

perspectives together with their analytic techniques (as elaborated in Chapter Three). By 

drawing from the analyses outlined in Chapter Four and Chapter Five, Chapter Six elucidated 

the significant insights gained from the key findings. This concluding chapter, Chapter Seven, 

reviews five critical insights underpinning this study’s research focus, that is, the distinction 

between ‘what texts are’ and ‘what texts may afford’ (section 7.2). This chapter also presents 

a discussion of the limitations in terms of sampling, participants, methodology and EFL 

education (section 7.3). An equally critical issue, the directions for future research is also 

highlighted (section 7.4). Finally, section 7.5 concludes this research study.  

 

7.2  Summary of Key Findings 

Text, as topic as well as resource underpinned this research study. As noted in section 3.6, 

two corpora of data were collected: 

• texts (as topic) in a children’s picturebook (i.e., Yasmin’s Ducks), and, 

• the lesson transcripts of audio recordings of the classroom teaching of the texts in 

the chosen picturebook (as resource) in an EFL context.  

 

The analytic techniques guiding the investigation were drawn from two methodological 

perspectives: one was Systemic Functional Linguistics, SFL, (including a Visual Grammar) 

and the other was MCA, derived from Ethnomethodology. The systemic-functional 

investigation of the text of Yasmin’s Ducks was elucidated in Chapter Four. The findings 

outlined in Chapter Five presented the Ethnomethodological investigation of the classroom 

teaching of the text of Yasmin’s Ducks in the EFL context as exemplified in and through 

teaches’ talk-in-interaction with their students. By drawing together the text analyses outlined 

in Chapter Four and Chapter Five, Chapter Six discussed the significant insights that emerged 

from the findings. To sum up, there were five critical insights afforded by the study into the 
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classroom teaching of texts in children’s literature in the EFL context: 

1) The nature of the content of CT and FT’s lessons revealed inconsistent views 

regarding their teaching practice in EFL contexts. 

The analyses of CT and FT’s classroom talk showed that CT organized her 

teacher-centered lessons by adopting the Grammar-Translation Method together 

with the Total Physical Response approach in general, and at times the 

Communicative Language Teaching Approach was adopted in order to achieve a 

particular pedagogical goal, that is, to develop the students’ language literacy. FT’s 

approach was quite different. In the main, FT directed student-centered lessons in 

that she utilised the Direct Method and the Communicative Language Teaching 

Approach which achieved a negotiated construction of knowledge with her students. 

In a nutshell, the nature of the CT and FT’s teaching practices in EFL classroom 

context were different.  

2) The teachers’ approaches to teaching elements of genre in the written texts of 

Yasmin’s Ducks 

The nature of the language used in the written texts of Yasmin’s Ducks is closely 

associated with the construction of factual/scientific knowledge. Different segments 

of the factual texts in Yasmin’s Ducks are organized into specific genres; Information 

Report, Procedure and Experimental Report. CT’s approach to teaching elements of 

genre in Yasmin’s Ducks was explicit in her task-oriented lessons in that she 

apprenticed her students into constructing the scientific and logical meaning derived 

from the factual text of Yasmin’s Ducks. On the contrary, FT’s approach to teaching 

elements of genre in the text of Yasmin’s Ducks was to apprentice her students into a 

negotiated construction of the written texts in Yasmin’s Ducks by drawing from the 

students’ personal perspectives as well as their literary experience of Yasmin’s 

Ducks.  
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3) The teachers’ approaches to the visual texts in Yasmin’s Ducks were consistent and 

were at times variance with the nature of the language used in the illustrations. 

The investigation of the CT and FT’s constructions of the experiential and/or 

ideational, material and semiotic meanings derived from the visual texts in Yasmin’s 

Ducks revealed consistent views regarding the nature of the language used in the 

representational and compositional structures of the illustrations throughout 

Yasmin’s Ducks. With respect to the interactive meanings conveyed by the visual 

texts in Yasmin’s Ducks, the analyses of the classroom talk revealed that both the CT 

and FT’s approaches were inconsistent with the nature of the illustrations in 

Yasmin’s Ducks. That is, both the CT and FT showed reluctance to offer specific 

interpretation of the decontextualized background which enables the reader/viewer’s 

interpretation and/or manipulation. In particular, neither CT nor FT engaged their 

students in displaying individual construction of these decontextualized 

backgrounds. Simply put, neither teacher engaged in the construction and 

negotiation of meanings available from these decontextualized illustrations. In 

addition, neither CT nor FT engaged with the character Duck as having symbolic 

meaning which was conceivably and recognizably derived from the salience 

attached to it within the illustrations. Further, the CT and FT’s approaches to the 

character Cat were different. CT’s construction of the character Cat was consistent 

with the representational meaning derived from the contextual information 

associated with it, whereas FT approached the character Cat by articulating personal 

perspectives as well as experiential meanings pertaining to the cat’s recognizable 

facial expression. 

4) The students’ approaches to the text of Yasmin’s Ducks were consistent with the 

nature of literary features in Yasmin’s Ducks  

The way that the students approached to the literary texts in Yasmin’s Ducks was 
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made explicitly clear in their accomplishments of the Category 

Child-Reader-of-the-Text as well as the Category 

Non-Western-Child-Reader-of-the-Text in that the students demonstrated a number 

of CBAs closely associated with and appropriate for a certain version of readers of 

Yasmin’s Ducks. The CBAs oriented to their memberships of this specific rendition 

of Category Child-Reader-of-Yasmin’s Duck were explicit in the following ways: 

• the students acknowledged Yasmin’s Ducks is a children’s picturebook; 

• the students possessed familiarity with print in English (i.e., relevant to the 

literary feature ‘format’); 

• the students recognized its Home-Away-Home structure (i.e., relevant to the 

literary feature ‘context’; i.e., where Yasmin’s Ducks takes place); 

• the students recognized its chronological episodic plot (i.e., relevant to the 

literary feature ‘plot’); 

• the students called upon characterization (i.e., relevant to the literary feature 

‘character’); 

• the students possessed certain linguistic competence (i.e., relevant to the 

literary feature ‘structure’), and,  

• the students recognized the current speakership oriented to either the narrator 

or the story character/s (i.e., relevant to the literary feature ‘point-of-view’).  

5) The institutional particularities that emerged from CT and FT’s classroom talk 

oriented to their membership of a specific version of Category Teacher 

Through the analyses of the classroom interaction in both the CT and FT’s lessons, 

the institutional particularities ascribed to CT and FT were explicitly germane to a 

specific version of the Category Teacher. The CBAs associated with their 

membership were made apparent in the following ways: 

• both CT and FT dominated their lessons by allocating speakership; 
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• both CT and FT acted as question-initiator, knowledge-giver, evaluator and 

topic-controller, and,  

• both CT and FT oriented to their specific institutional roles in the classroom by 

customarily and routinely using the institution-specific description, that is, the 

collective term (e.g., pronoun ‘we’).  

 

To sum up, both CT and FT were accomplished as dominant, authoritative, informative, 

pedagogical, interrogative/questioning and institutional-specific in the classroom context 

under study.  

 

7.3 Limitations of this Study 

This study had the following limitations: 

• Sampling 

As noted in Chapter Three, section 3.4.2, this study employed purposive sampling to 

select a small sample based on specific research criteria: (1) teachers with adequate teaching 

experiences in teaching English as a foreign language; and (2) teachers with sufficient 

teaching experiences in using children’s picturebooks as teaching materials in EFL classroom 

contexts. Accordingly, the sample consisted of two respondents who satisfied the criteria. As 

this study focused on the detailed analysis of the classroom teaching of the texts in a 

children’s picturebook in and through teachers’ talk-in-interaction, this sample size made the 

study manageable and feasible and, more importantly, enabled the production of rich in-depth 

analysis (Patton, 1990). However, a small purposive sample can be a limitation. That is, the 

findings were situated to a very narrow context of these teachers in the areas of EFL teaching 

in Taiwan. Hence no attempt was made to generalize the results in similar settings across 

Taiwan or across the world. Others may benefit however from this close exploration of the 

nature of classroom teaching of a children’s picturebook in an EFL context and future 



 341 

research may adopt some of these research strategies.  

As this study considered children’s literature used as teaching material in the context of 

EFL classrooms, the sites where children’s literature was not a regular inclusion in language 

curriculum were not considered. 

• Participants 

This study was particularly interested in a detailed construction of English language 

teaching in a primary classroom, therefore, it has been limited in terms of participant numbers 

and participant selection. As Sarantakos (1998) stated, all social research has a “real life 

context” (p. 61) in that it presents a segment of real life which cannot be considered to 

represent all of life. As described earlier in section 3.4.2, this study has involved school 

children of a particular age group, in this case, primary school students at the age of 10-11 

years old. Children of this age range are considered to be journeying on a continuum in the 

areas of biological, cognitive and psychological development (Kegan, 1982). In this respect, 

this study has focused on a limited age range and therefore the findings were specific to that 

developmental age in this specific research setting. The findings cannot claim to represent all 

children of the same age who learn English as a foreign language in Taiwan or elsewhere in 

the world.  

Recall that section 3.1 described the background of the clientele of the research setting 

under study. The children selected in this study were all drawn from the eastern area of 

metropolitan Tainan City. This is a largely upper-middle class urban area and therefore it 

cannot provide a generalized view of the children across Tainan City and nor can it claim to 

be representative of typical primary school children throughout Taiwan. That is, children 

coming from rural areas, aboriginal communities, areas of high unemployment, newly-arrived 

immigrant communities or children within special education system were not represented.  

Another limitation of this study was the size of the research setting. This study was 

limited in the selection of participants from one school only. In particular, the research site 
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under study comes from the private system, Grand Future Private English School. This 

school was established with a specific focus on teaching English as a foreign language. 

Therefore, findings cannot claim to be generalizable to EFL education in the public system.  

 

• Methodology 

Halliday’s (1985) Systemic Functional Linguistics, Kress and van Leeuwen’s (1996) 

Visual Grammar and Garfinkel’s (1967/1964) Ethnomethodology provide the methodological 

perspectives underpinning this study. Each of these methodologies offers analytical 

instruments to analyze the data corpus central to this study: Systemic Functional Grammar 

(SFG), Functional Visual Grammar and MCA. As this study was concerned with a detailed 

analysis of the nature of classroom teaching of children’s literature, it has been limited to 

these three analytical instruments. However, this does not undermine the applicability and 

implementation of other analytical approaches or methods in future research.  

• EFL Education  

Text is the central focus of this study. Having described the pedagogical possibilities of 

the text of a picturebook in English language classrooms and EFL contexts in particular in 

section 1.4, section 2.1 and section 2.2, the text examined for this study was not considered as 

problematic. However, this study was limited in that only one text has been examined. The 

data collected was limited to the lesson interactions that occurred in one intermediate class 

within the English curriculum in the research site. In this respect, the findings cannot claim to 

represent the teaching practices in other intermediate EFL classes in all curriculum areas. Nor 

can this study claim to be generalisable to EFL teaching in all contexts internationally. 

 

7.4 Directions for Future Research  

In taking account of the limitations of this study, the findings of this study (summarised in 

section 7.2) have provided an insightful grounding for future research.  
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The focus of this research study was to investigate the nature of classroom teaching of 

children’s literature in the EFL context. Two English-teaching teachers’ lessons were recorded 

and examined. As noted in section 1.3, this study did not aim to explore the teachers’ teaching 

skills or their conceptual framework. Nor did it attempt to evaluate the superiority of one 

teacher’s teaching approach over the other. Rather, this study was particularly concerned with 

the distinctive ways that the teachers approached, and constructed, the texts in a Western 

children’s picturebook (i.e., Yasmin’s Ducks) in an EFL classroom as well as the ways that 

their constructions of the text of Yasmin’s Ducks revealed consistent and/or incongruous views 

of the nature language as used in Yasmin’s Ducks. Future research may be interested to 

evaluate the teacher’s skill and investigate the efficacy of one approach compared to the other. 

Interestingly in this context, the students engaged in the two approached side by side. Hence, 

future research might consider the efficacy of the co-occurrence of teaching approaches in 

this way.  

The finding that CT and FT employed different approaches in their construction of a 

Western children’s picturebook (recall section 6.3.1), raised some interesting questions for 

further research: were the differences between the Chinese English-teaching teacher (CT) and 

Foreign English-teaching teacher (FT) peculiar to them as individuals or were they culturally 

based? That is, is CT’s language literacy-oriented approach a cultural orientation to language, 

language teaching and text or is it a personal peculiarity. And, is FT’s social and personal 

context-based approach a cultural or personal feature of her teaching. Further research could 

take up this question, initially by gathering more data from both Chinese English-teaching 

teachers and Foreign English-teaching teachers. 

In light of this study’s findings which revealed the discrepancy between the teachers’ 

constructions of the text of Yasmin’s Ducks and the nature of how the language is used in 

Yasmin’s Ducks, an equally critical area requiring research emphases and interests is the 

application of different analytic methods which enable detailed, close and critical 
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investigation into the nature of the language used in children’s literature as well as the nature 

of teaching practices in EFL contexts. This study employed SFL and EM approaches to the 

text in the picturebook and to the teacher talk. While these methods were fruitful, further 

research that uses other qualitative and quantitative methods may give added insight. For 

example, by the nature of the methods employed here, small quantities of detailed data are 

analyzable. A quantitative review of a broader data base may give some insights into other 

areas of investigation. Take for example the question of whether the peculiarities of teaching 

approach are individual or cultural. A wider scale review of EFL classrooms employing 

teachers who are native speakers of English and teachers of the home tongue, who have 

themselves learnt English may give insight into the genesis of particular teaching orientations. 

In this context, then, the question of whether CT’s and FT’s orientation to teaching is 

culturally based might be approached through a wide scale exploration of Chinese 

English-teaching teachers in and Foreign (English-speaking) English-teaching teachers in 

Taiwan.  

 

7.5 Conclusion 

The research focus of this study was to explore the nature of classroom teaching of a 

Western children’s picturebook in the context of an EFL classroom in Taiwan. The 

systemic-functional perspective was applied to examine the nature of the language used in the 

given children’s picturebook, Yasmin’s Ducks, while the Ethnomethodological perspective 

was employed to explicate the nature of classroom talk around Yasmin’s Ducks. Its 

conclusions have revealed significant insights for this study’s research question – the 

distinction between ‘what texts are’ and ‘what texts may afford’.  

The systemic-functional investigation of ‘what texts in Yasmin’s Ducks are’ revealed the 

language-in-use of Yasmin’s Ducks is very much ‘pedagogical’ and ‘informative’ as it is 

concerned with the construction of factual knowledge and/or scientific meanings. In particular, 
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the language is organized into four specific text types with the generic characteristics 

pertaining to Recount, Theoretical Explanation, Information Report and Procedure. The 

Ethnomethodological investigation of ‘what texts in Yasmin’s Ducks may and do afford’ 

revealed remarkable insights on the teachers’ teaching approaches together with their 

accomplishments of the Category Teacher in the classroom. In addition, the analyses 

elaborated a specific rendition of the Category Child-Reader-of-the-Text as well as the 

Category Non-Western-Child-Reader-of-the-Text through the CBAs closely associated with 

the students’ approaches to the literary features of Yasmin’s Ducks. 

In particular, this study showed that the Chinese English-teaching teacher and Foreign 

English-teaching teacher’s teaching approaches to Yasmin’s Ducks were different. The 

Chinese English-teaching teacher and Foreign English-teaching teacher’s teaching approaches 

to the visual texts in Yasmin’s Ducks were consistent. They were consistent too in their 

absences, that is, neither utilised the visual element of background in their teaching and 

neither capitalized on the possible symbolic readings of the character Duck. Also, both the 

Chinese English-teaching teacher and Foreign English-teaching teacher’s pedagogical goal 

was to help/guide their students to construct knowledge of Yasmin’s Ducks. Of particular 

significance, the Chinese English-teaching teacher’s pedagogical goal was centrally 

concerned with language literacy whereas the Foreign English-teaching teacher constructed 

herself as a language teacher and also a person with fewer social constraints and high affect in 

relation to her students. In addition, the findings revealed inconsistent views regarding their 

approaches to elements of genre in the written texts in Yasmin’s Ducks in task-oriented lessons. 

The Chinese English-teaching teacher apprenticed her students to the text (recall that in this 

study ‘text’ refers to both written texts and visual elements of text) in Yasmin’s Ducks as a 

source of knowledge while the Foreign English-teaching teacher oriented her students to the 

text of Yasmin’s Ducks as a context for a negotiated construction of knowledge. In particular, 

the Chinese English-teaching teacher’s approach to elements of genre in the written texts in 
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Yasmin’s Ducks was consistent with the construction of factual knowledge through the 

language-in-use of Yasmin’s Ducks.  

English language is an increasingly critical and significant aspect of primary education 

in Taiwan. As there is a deliberate policy imposed on the selection of teaching material used 

for language teaching, this study acknowledged that the teaching possibilities that a children’s 

picturebook may afford are crucial to EFL education. Of particular significance, the 

implementation of the genre-based approach from the systemic-functional perspective is 

demonstrably appropriate, although CT and FT used different approaches to teaching 

elements of genre (CT was concerned with the construction of factual knowledge whereas FT 

was concerned with the context of the story and the characters; each apprenticed the students 

in valid sense-making strategies). Moreover, both Chinese English-teaching teachers and 

Foreign English-teaching teachers in the EFL educational system, be it public or private, 

should recognize these critical issues (that is, English language pedagogy; teaching practice in 

EFL contexts and the nature of the language itself) and respond to them in a reflective 

manner.  
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Appendix A 

Table 2-1 Summary of the principles of Language Teaching Methods 

Methods 
Categories 

Grammar Translation 
Method 

Direct Method Total Physical 
Response Method 

Communicative 
Language Teaching 

Theory  

of  

Language 

- language is a 

system of rules 

- literary language 

is superior to 

spoken language 

- language can be 

compared and 

contrasted 

- language is a 

system of habits 

- language is 

primarily speech 

Basically a 

structuralist, 

grammar-based view 

of language. 

- language is a 

system for the 

expression of 

meaning 

- the primary 

function of 

language is 

interaction and 

communication 

- the structure of 

language reflects 

its functional and 

communicative 

uses 

- the primary units 

of language are not 

merely its 

grammatical and 

structural features, 

but categories of 

functional and 

communicative 

meaning as 

exemplified in 

discourse 

Theory  

of  

- language learning 

is primarily 

- monolingual 

approach to 

- L2 learning is 

the same as L1. 

- activities involving 

real 
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Learning memorizing rules 

and facts in order 

to understand and 

manipulate 

structures of 

language  

- translation is used 

as a means of 

language 

learning. 

- learning is 

facilitated 

through attention 

to similarities 

between target 

language and 

native language 

language 

teaching. 

- grammar should 

be taught 

inductively. 

- Second language 

learning is the 

same as first 

language 

learning. 

- comprehension 

before 

production is 

“imprinted” 

through carrying 

out commands 

(right brain 

functioning). 

- reduction of 

stress 

- student can learn 

through 

observing 

actions as well 

as by performing 

actions 

themselves. 

- language 

learning is more 

effective when it 

is fun 

communication. 

- carrying out 

meaningful tasks 

- using meaningful 

language promotes 

learning. 

- language learning 

comes about 

through using 

language 

communicatively, 

rather than through 

practising language 

skills. 

Objectives - reading literature 

and doing 

translations in 

both directions 

- the goal of 

foreign language 

study is to 

appreciate 

literature and 

increase mental 

capacity. 

the purpose of 

language learning is 

communication 

teach oral 

proficiency to 

produce learners 

who can 

communicate 

uninhibitedly and 

intelligibly with 

native speakers. 

- objectives will 

reflect the needs of 

the learner 

- will include 

functional skills as 

well as linguistic 

objectives. 

Syllabus - structural 

- from simple to 

more complex 

- systematic 

presentation. 

- graded grammar. 

- systematic 

attention to 

pronunciation 

- everyday 

vocabulary and 

sentence-based 

syllabus with 

grammatical and 

lexical criteria being 

primary, but focus 

on meaning not 

- will include 

some/all of the 

following: 

functions, notions, 

themes, tasks. 

- ordering will be 
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structures 

- the syllabus is 

based on 

situations or 

topics, not 

usually on 

linguistic 

structures 

form. guided by learner 

needs. 

Learner Roles - tries to learn 

grammatical 

rules. 

- read and write. 

- translate 

- memorize rules. 

think in the target 

language, as soon as 

possible 

listener and 

performer, little 

influence over the 

content of learning. 

learners as negotiator, 

interactor, giving 

messages as well as 

taking them. 

Teacher Roles - authority in the 

classroom 

- grammar taught 

deductively 

- the teacher should 

demonstrate, not 

explain or 

translate. 

- the teacher must 

encourage direct 

and spontaneous 

use of foreign 

language 

- grammar taught 

inductively. 

active and direct role 

“the director of a 

stage play” with 

students as actors 

facilitator of the 

communication 

process, participant 

tasks and texts, need 

analyst, counsellor, 

process manager 

Language Skills - reading and 

writing in the 

target language 

- translation. 

- lessons should 

contain some 

conversational 

activity-some 

opportunity to use 

language in real 

contexts 

- students should 

be encouraged to 

speak as much as 

possible 

spoken language 

should be 

emphasised over 

written language. 

communication skills 

Activities - grammatical 

exercise and 

repetition imperative drills to 

elicit physical 

engage learners in 

communication, 
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translation 

- vocabulary lists 

to memorize 

actions. involve processes such 

as information sharing, 

negotiation of meaning 

and interaction 

Error Handling - mistakes are 

corrected 

immediately 

- self-correction 

facilitates 

language 

learning, so the 

teacher 

encourages the 

students to 

correct their 

mistakes 

self-correction 

facilitates language 

learning, so the 

teacher encourages 

the students to correct 

their mistakes 

students are 

expected to make 

errors when they first 

begin speaking. 

Teachers should be 

tolerant of them 

mistakes are tolerated, 

the emphasis being on 

the message and not on 

the form 

Materials - provides samples 

of literature 

- grammar taught 

inductively 

- teacher oriented 

- teacher prepared 

materials 

preferred to 

textbooks 

no basic text; 

materials and media 

have an important 

role later. Initially 

voice, action and 

gestures are 

sufficient 

− primary role of 

promoting 

communicative 

language use. 

− task-based 

materials. 

− authentic 
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Appendix B 

Table 3-2: Compatibility of SFL and EM/MCA 

Systemic Functional Linguistics/SFG EM/MCA 

Context  

- “Language choice is influenced by certain aspects of 

the context in which it is used” (Butt et al., 2000, p. 

3). 

- “SFL – the complete interconnectedness of the 

linguistic and the social” (Unsworth, 2001, p. 16). 

Context  

- People make sense of the social world by reference 

to the context in which it occurs.  

- “All action is consequential to its circumstances” 

(Austin et al., 2003, p. 39). 

Social reality  

- “SFL has an interest in “how people use language to 

produce meaning” (Ludwig & Herschell, 1995, p. 

3). 

Social reality 

- EM is concerned with how social members 

themselves make sense of the taken-for-granted 

social world (Baker, 2002). 

Culture in action  

- “SFL is concerned with ‘how people use language to 

achieve culturally recognized goals” (Eggins & 

Slade, 1997, p. 24).  

Culture in action  

- “Culture is internal to action and can be found in the 

course of membership categorisation work as well 

as in an array of other social practices” (Baker, 

2000, p. 12).  

Social action  

- What is actually taking place? 

- Language is used to accomplish social action. 

Social action  

- MCA is concerned with how people get things done. 

- Human actions are talk and text, where these are 

taken to be organized action.  

Social identity (Tenor) 

- “linguistic patterns both enact and construct 

dimensions of social identity and interpersonal 

relations” (Eggins & Slade, 1997, p. 47).  

Social identity (Categories/members) 

- Membership categories are descriptions and 

identifications of people (or collection of people) 

which are ascribed to members on a routine basis to 

organize the social world. 

Attribution (Attributes & Identity) 

- SFL analysis examines attributions/identities made 

to categories via attachment of processes and 

descriptors (Butt et al., 2000) 

Category Bound Activities (CBAs) 

- The use of CBAs is based on everyday 

understanding – certain activities are tied with 

particular categories because such people do such 
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things. 

Text as data  

- A text is a piece of language in use and language 

simultaneously performs within a meta-functional 

framework (i.e. ideational, interpersonal and textual) 

(Halliday and Hasan, 1985). 

Text as data  

- “Categorization practices go deep underneath the 

surface of words, ideas, and images that are produced in 

conversations, texts and dialogues” (Baker, 2000, p. 

111).  

Appendix C 

Table 3-3: Summary of process types and participant roles 

Process type Function Domain Participants 

Material to construe the material 

world 

Processes of concrete, real, 

tangible actions 

Actor  = doer 

Goal  = affected 

Range  = not affected 

Beneficiary = to/for 
 

Behavioural to construe conscious 

behaviour 

Processes of physiological 

and psychological 

behaviours 

Behavor = doer 

Behaviour/ 

Range 

= done 

 

Mental to construe and may 

project the inner world 

of consciousness 

the process which encode 

meanings of thinking or 

feeling 

Senser = doer 

Phenomenon = thing felt, 

perceived or 

thought 
 

Verbal to construe saying Processes of verbal action, 

saying, and its synonyms 

Sayer  = doer 

Verbiage = said 

Receiver = said to 

Target = said about 
 

Existential to construe existence There was/were  

Existent  

  
 

Relational 

Attributive 

to construe relationships 

of description 

Processes relate participant 

to its characteristics 

Carrier  = things described 

Attribute = description  

Relational 

Identifying 

to construe relationships 

or identification and 

equation  

Processes relate 

participants to its 

identification or meanings  

Identified = the identified 

Identifier = the new 

Token = form 

Value = function/role 
 

Adapted from Butt et al., (2000, p. 62-63) & Eggins (1994, p. 228-265). 
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Appendix D 

Table 3-4: Summary of Circumstance types 

Circumstance 
type 

Subcategory Answers the questions Examples 

Extent temporal How long (for) one hour 

Spatial How far (for) two miles 

Location temporal When? in the afternoon 

Spatial Where? at school  

Contingency condition under what conditions? in case of rain 

concession despite what? despite of rain 

default lacking what? lack of water supply 

Cause Reason why? because of the rain 

purpose what for for a chance 

Behalf On whose behalf on behalf of my client 

Accompaniment comitative who/what with? with David 

Additive and who/what else? as well as David 

Without but not who/what? instead of David 

Manner Means By what means? by car / with a hammer 

Quality How? quietly 

comparison What like? like a pro 

Matter  what about? about the money 

Role Guise what as? as a tourist 

Angle  says who? according to David 

Adapted from Butt et al., (2000, p. 65); Eggins (1994, p. 237) & Martin et al., (1997, p. 104) 
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Appendix E 

Table 3-7: Representational visual structures  

Representational 
Structures 

Narrative 
representations 

Processes 

- Actional (Actor + Goal + beneficiary) 
- Reactional (Reactor + Phenomena) 
- Speech & Mental 
- Conversion 
- Geometrical Symbolism 

Circumstances 
- Locative: Setting 
- Means 
- Accompaniment  

Conceptual 
representations 

Classificational 
Processes 

- Covert Taxonomy 
- Overt Taxonomy (Single or 

multi-leveled) 

Analytical 
Processes 

- Unstructured 
- Structured 
1. Temporal 
2. Exhaustive and inclusive 
3. Conjoined & compounded exhaustive 

structures 
4. Topographical and topological 

processes 
5. Dimensional and quantitative 

topography 
6. Spatio-Temporal  

Symbolic 
Processes 

- Attributive 
- Suggestive 

Adapted from The Grammar of Visual Design (Kress and van Leeuwen, 1996, 2006) 
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Appendix F 
Table 3-8: Interactional visual structure 

The position 
of Viewers 

Contact 

Image Act 
- offer (information) 
- Demand (goods/services) 

Gaze 
- Direct (degrees of Engagement) 
- Indirect (degrees of Disengagement) 

Social distance Size of Frame 
- Close (Intimate/Personal) 
- Medium (Social) 
- Long (Impersonal) 

Perspective 

Subjective image 

- Horizontal angle (including frontal and 
oblique point of view) 

- Horizontal angle defines degrees of 
involvement and detachment 

- Vertical angle (including high, low and 
eye-level angle) 

- Vertical angle defines the nature of power 
relations between visual and viewer 

Objective image 
- Action Orientation (frontal angle) 
- Knowledge Orientation (top-down angle) 

Modality 
Modality 
Markers 

Colour 
- Colour saturation 
- Colour differentiation 
- Colour modulation 

Contextualization 
- Complete absence of background 
- Full background (in detail) 

Representation 
- Maximum abstraction 
- Maximum representation 

Depth 
- Absence of depth 
- Maximally deep perspective 

Illumination 
- Full representation of light and shade 
- Absence of light and shade 
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Brightness 
- Maximum brightness 
- Black and White or shades of light grey 

and dark grey 

Coding 
Orientation 

- Scientific/ Technological coding orientation 
- Sensory coding orientation 
- Abstract coding orientation 
- Naturalistic coding orientation 

Appendix G 

Table 3-10: Compositional visual structures  

Compositional 
Structures 

Information 
Value 

Placement of image 
- Left and Right (horizontal axis) 
- Center and Margin (balancing) 
- Top and Bottom (vertical axis) 

Salience 

Relative size 
- larger (easily noticed) 
- smaller (easily ignored) 

Sharpness of focus 
- sharp focus (clearly seen) 
- less sharp focus (less noticed) 

Tonal contrast 

areas of high contrast  
- black borders denote higher 

salience 
- grey-shaded borders denote less 

salience 

Colour contrast 

- highly saturated colours 
- softer muted colours 
- contrast between red, white and 

blue 

Placement in the visual 
field 

Heavier object 
- placed close to the top 
- placed on the left 

Perspective 
- Foreground (more salient) 
- Background (less salient) 

Cultural-specific factor 
- Human figure 
- Potent cultural symbol 

Framing 

- Absence of framing: group identity 
- Presence of framing: individuality and differentiation 

Disconnected by lines (actual frame), shapes and/or white spaces 

Connected by overlapping, repetition, visual vectors (e.g., line) 
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Contrast: black/white, large/small, colour and black/white 

Changes of colour: discontinuities of colour hue or saturation 

Variations in visual shape 

Reading path 
- linear reading path 
- non-linear reading path 

Adapted from The Grammar of Visual Design (Kress and van Leeuwen, 1996, 2006) 

 

Appendix H 

Table 3-11: Validity Procedures within Qualitative Lens and Paradigm Assumptions 

Lens 
 

Paradigm 
Lens of researcher Lens of participants 

Lens of people 
external to the study  
(Reviewers Readers) 

Postpositivist 
paradigm 

Triangulation (e.g., Denzin, 
1970, 1978; Mathison, 1988, p. 
13; Healy and Perry, 2000);  

- Members check (e.g., 
Lincoln & Guba, 1985, 
p. 313-16) 

- respondent validation 
(e.g., Bloor, 1978, p. 
549 & 1983, p. 172; 
Abrams, 1984, p. 8; 
Pink, 2004, p. 395) 

The audit trail (e.g., 
Lincoln & Guba, 1985; 
Schwandt & Halpern, 
1988) 
 

Constructivist 
paradigm 

Disconfirming evidence / 
Negative evidence (e.g., Miles 
& Huberman, 1994)  

- Prolonged engagement 
in the field (e.g., 
Fetterman, 1989) 

- Low-inference 
descriptor 102

Thick, rich description 
(e.g., Denzin, 1989, p. 
83) 

 (Seale, 
1999) 

Critical 
paradigm 

- Researcher reflexivity 
(Moustakas, 1994) 

- the values of the researcher 
(e.g., Weber, 1949; Bodgan 
and Biklen, 1998) 

- ‘halo effect 103

- Collaboration  

 or 

 
Peer debriefing (e.g., 
Lincoln and Guba, 
1985) 
 

                                                 
102 Recording observations in terms that are as concrete as possible, including verbatim accounts of 
what people say, for example, rather than researchers’ reconstructions of the general sense of what a 
person said, which would allow researchers’ personal perspectives to influence the reporting (Seale, 
1999, p. 148). 
103 The halo effect occurs when an initial impression influences all subsequent observations, making 
them less accurate (Kumar, 2005, p. 116) 
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‘Hawthorne effect 104

Appendix I 

’ 
(Hammersley, 1990, p. 
80-2; Landsberger, 1958; 
Kumar, 2005, p. 102/116) 

Transcript Notation 

The form of transcript notation applied in this study is based on Atkinson and Heritage (1984, 

pp. ix-xvi). Following is an explanation of the symbols used to notate the classroom 

interaction under study.  

 
[[  Simultaneous utterances – Double left-hand brackets indicate where 

utterances start simultaneously.  
[  Overlapping utterances – Single left-hand brackets are used to show when 

overlapping utterances do not start simultaneously at the point where an 
ongoing utterance is joined by another.  

]  Overlapping utterances cease shown by single right-hand bracket.  
=  Contiguous utterances indicated by equal signs indicate where there is no 

interval between adjacent utterances, the second being latched immediately 
to the first (without overlapping it).  

(0.0)  Intervals within utterances indicated by numerals in brackets timed in tenths 
of a second.  

co::lons  Colons indicate an extension of the sound or syllable it follows. More 
colons prolong the stretch.  

↑↓  Upward and downward pointing arrows indicate rising and falling shifts in 
intonation.  

_____  Underlining indicates emphasis  
CAPITALS  Capital letters indicate an utterance or part thereof, that is spoken much 

louder than the surrounding talk.  
◦ ◦  Degree signs indicate a passage of talk that is quieter than the surrounding 

talk.  
(( ))  Double parentheses used to describe details of the scene ((telephone rings)) 

or characterisations of the talk ((whispered)).  

                                                 
104 When a change in the behaviour of persons or groups is attributed to their being observed it is 
known as the Hawthorne effect (Kumar, 2005, p. 102). The term gets its name from a factory called the 
Hawthorne Plant of the Western Electric Company in Cicero, Illinois where as series of experiments on 
factory workers were carried out by Harvard University Elton Mayo, Fritz Roethlisberger and William 
J. Dickson between 1924 and 1932 (Gillespie, 1991; Franke & Kaul, 1978, p. 623-43).  
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( )  Single parentheses indicate that what is enclosed is in doubt.. If they are 
empty, no hearing could be achieved for the talk.  

> <  Greater than and less than signs enclose talk that is noticeably faster than the 
surrounding talk.  

 

 
 
 

Appendix J: Consent Document 

INFORMATION SHEET 

 

Dear Principal,  
 
I, Mei-Tsun Kuo, am a doctor student in the Department of Education with a 
specialization in TESOL at Griffith University in Australia. I am doing a research 
study under the supervision of Dr Elizabeth Hirst and Dr Helena Austin.  
 
Description of Research Study 
The purpose of this study is to explore how text in children’s literature is constructed 
in an EFL classroom. I am interested in how the EFL teachers construct the language 
in a Western children’s picturebook to communicate a sense of the text to their 
students. Your students are selected as possible participant because your students are 
in the age range (10-12 years old) I am interested in studying. I would like to observe 
your class for this purpose. I understand that Grand Future Private English School has 
the primary responsibility to educate and nurture the students, it is important that 
observer does not interfere with classroom functioning. I sincerely ask that you read 
this form and ask any questions you may have before agreeing to allow me to conduct 
this research study.  
 
Terms of Participation 

A. Participation 
1. Any researcher involved in data collection and each day, will ask each 

participant concerned whether s/he agrees to being recorded and 
observed.  

2. All the content will be taught according to the modules or syllabus 
schedules that the teacher originally arranged. All of the class activities 
will be arranged as usual to facilitate students’ learning. I will not do 
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anything to influence students’ learning or interactions in class.  
3. The researcher will only enter the chosen classroom for observation. 

Interactions with students may occur if classes are entering/leaving their 
classrooms. For both physical and psychological safety of the children, 
the researcher should attempt to minimize contact with them.  

4. The researcher will sign in using the observation log book each time 
while entering the chosen class for observation. Requested information 
on the log book includes: 
i. Name 
ii. Class being observed 
iii. Starting time of observation 

B. Anonymity and Maintenance 
1. Complete anonymity is guaranteed. Any information obtained in 

connection with this study and that can be identified with the 
participants will remain confidential and will be disclosed only with 
permission.  

2. Data collected in class (recording and notes) are used for research 
purposes and are only seen by the investigator and research teams. 

3. In all publications resulting from the described study, participants (and 
any other identifying information) will be referred to by pseudonyms. 

4. All original records will be kept locked for 5 years until the completion 
of the described study.  

C. Results 
1. Results of the study will be made available to you at your request. 

D. Possible Risks/benefits 
1. There is no possible risk involved in this study. Each student 

participating in this study will receive a pocket-sized picturebook as 
reimbursement until the study is done.  

2. I believe that my study involving the observation of the storybook-based 
discourse will help the development of EFL classroom research and will 
benefit more EFL teachers while using early literature.  

E. Researcher 
The researcher conducting this study is Mei-Tsun Kuo. You may reach her at 
(06) 264-7303; at 0915-336-363 or Mei-Tusn.Kuo@student.griffith.edu.au. 
Please feel free to ask any questions you have now, or at any point in the 
future.  

 
 

mailto:Mei-Tusn.Kuo@student.griffith.edu.au�
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Appendix K: Reproduction of the text of Yasmin’s Ducks 

Full Written Texts 

Page 42-43 

“These are the best ducks I have ever made!” said Yasmin.  
“I can just see them in the lake. They swim around and quack. Quack, quack, quack,” said 
Yasmin.  
“Ducks, ducks, ducks!” said Ben.  
“I like your ducks.” 

Page 44 

“Look, Mom, do you like my ducks?” asked Yasmin.  
“Yes, they are fine ducks,” she said.  
“I will take them to class. It’s show-and-tell day,” said Yasmin.  

Page 45 

Miss Rome’s class held up their work. Tim made pictures of fish with fins.  
“I like to make my fish with lots of colors,” said Tim. “I have five blue and white fish at home. 
I hope to buy a red fish.” 

Page 46 

Kate made fire trucks with big hoses.  
“I like to make big, red fire trucks. My dad is a fireman. He is very brave,” said Kate.  

Page 47 

Mack said, “I like to make rocket ships. They can go around the globe and back!” 

Page 48 

Yasmin held up her ducks. “I like ducks the best,” she said. “I want to make ducks with wings 
that shine! I want to make ducks that swim and quack!” 

Page 49 

“Why do you like to make ducks?” Tim, Kate and Mack asked.  

Page 50-51 

“Well, I just read a good book on ducks. I found out a lot about them,” said Yasmin.  
“What did you learn?” Kate asked.  
“Did you know that ducks don’t get wet?” Yasmin asked.  
“Wow,” Yasmin’s pals said.  
“It’s no joke,” Yasmin added.  
“How come they don’t get wet?” Kate asked.  
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Page 52-53 

“A duck has oil next to its tail,” said Yasmin.  
“It wipes the oil all around its features. The duck’s features don’t get wet because water and 
oil don’t mix. The water rolls off its back,” Yasmin said.  
“That’s cool,” Mack said.  
“Let’s all go to my house after school,” Yasmin said. “I’ll show you how ducks don’t get 
wet.” 

Page 54-55 

When they got home, Yasmin got out her book on ducks.  
“We need two bags and salad oil,” said Yasmin.  
“First, you put the oil on one lunch bag. Then you put some water on both bags,” said Yasmin.  
“Look at that!” Tim said.  
“That bag isn’t wet,” Kate said.  
“The water drips off!” Tim said.  

Page 56 

“Water and oil really don’t mix,” Mack said.  

Page 57 

“What about this? Did you know that ducks can dive to the bottom of very deep lakes?” 
Yasmin asked.  
“And they don’t get wet!” Yasmin’s pals said.  
“Nope! They don’t,” Yasmin said.  

Page 58-59 

“Did you know that ducks fly south in the fall?” asked Yasmin.  
“When it’s fall, the ducks can’t get plants to eat because the lake is cold. They go south where 
they can eat.” 
“They fly in a big flock,” said Mack. “I saw them last fall.” 

Page 60-61 

“I think I like ducks, too,” Tim said.  
“Me, too. I wish I didn’t have to go home now,” said Kate.  
“It’s raining out,” Yasmin’s pals said. 
“Too bad we’re not ducks!” Tim said.  
“Then we would not get wet!” 
Yasmin and her pals smiled.  
“Quack, quack, quack, quack!” 
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Appendix K: Reproduction of the Selected Images of Yasmin’s Ducks 

Reproduction of the Cover page 
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Reproduction of the images on pages 42-43 
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Reproduction of the images on pages 45 
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Reproduction of the images on pages 54-55 
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Reproduction of the images on pages 60-61 
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Appendix L: Tables of extended analysis in SFL Study 

Table 4-1: Social purpose and generic structure of genres in Yasmin’s Ducks 

Genre Forms Social purpose Stages Location 

Recount - personal (story) 
 
 
 
- procedural recount 

To tell what happened; to 
document a sequence of events; 
to evaluate the significance in 
some way 
To recount in order and with 
accuracy of the aim, steps, 
results and conclusion of a 
scientific/experimental activity 

Orientation ^ 
Record of events ^ 
Reorientation ^ 
Coda 
Aim ^ Record of 
events ^ 
Conclusion  

p. 42-61 
 
 
 
p. 43-46 

     
Explanation - transitional 

 
- theoretical 

To tell or describe how/why the 
subsequent events occur 
To introduce and illustrate a 
theoretical principle  

Identify statement 
^ Explanation 
sequence / theory 

p. 49-40 
p. 46 
p. 42-43 

     
Report - information report  To present factual information 

about something 
General statement 
^ Description  

p. 41-42 
p. 47-49 

     
Procedure - instructions To enable scientific activity (e.g., 

experiment) 
Aim ^ Materials 
needed ^ Steps 

p. 44-46 

*** The symbol ^ means ‘followed by’  
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Table 4-2 Summary of metalanguage for lexicogrammatical analysis 

type of analysis Metalanguage 
constituency  Nominal group (ng), verbal group (vg), adverbial group (adv g), conjunction group 

(conj g), preposition group (pg), prepositional phrase (pg) 

 
experiential 

(transitivity) 

 

 

Choose Process: Participants follow choose Circumstance 

material 

behavioural 

mental 

verbal 

existential 

relational attributive 

relational identifying 

Actor, Goal, Range, Beneficiary  

Behaver, Behaviour, Range 

Senser, Phenomenon 

Sayer, Verbiage, Receiver, Target 

Existent 

Carrier, Attribute 

Identified, Identifier; Token, Value 

Extent: time, place 

Location: time, place 

Manner: means, 

quality, complement 

Angle 

Role 

Accompaniment 

Cause 

Contingency 

Matter 

 
interpersonal  Mood Block Residue 

  Subject Mood 

Adjunct 

Comment 

Adjunct 

Finite polarity Predicator Complement Adjunct 

 
textual  Theme Rheme 

  textual interpersonal topical 

 
logical  relations between clauses in clause complex 

relations between groups in group complex 

 
cohesion  links between clauses and ties between items in clauses 

 
appraisal  interpersonal appraisal motifs of attitude (judgement), engagement and graduation 
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Table 4-3 Summary of meta-meaning patterns across a text 

Above and below the clause 
Logical 

meanings 

 patterns of taxis across a text 

(i) between clauses 

(ii) between groups and phrases 

 
Summarising patterns in clauses 

Experiential 

meanings  

 process types across a text 

patterns of Circumstances across a text 

patterns of Participant across a text 

(i) large choices like what ng is Actor/Senser/Goal/Beneficiary 

(ii) smaller choices like whether ng are proper or common; abstract or concrete; 

animal, vegetable or mineral; young or old, male or female, ng or embedded 

clauses, and so on 

patterns of tense across a text 

patterns of pre-and postmodification 

patterns of groups/phrases simplex o complex 

 
Interpersonal 

meanings  

 mood choice and speech function across a text 

patterns of Subject choice 

patterns of primary tense 

patterns of modality 

patterns of polarity 

 
Textual 

meanings 

 patterns of thematic shift 

patterns of thematic progress 

 
Summarising patterns that only emerge in the whole 

Cohesion 

Appraisal 

Structure 

 the texture of a text – lexicogrammatical ties across the text 

attitudinal motifs across the text 

realisation of generic structure potential 
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Table 4-4: Genre analysis of Text 1 (Recount) 

Structural element Textual features Recount Grammatical features 
Orientation 
 Provides information 

about who, what, 

when & where 

Reference out into 

context (best ducks, I, 

class, show-and-tell 

day) 

“These are the best ducks 

I have ever made!” said 

Yasmin.  

“I can just see them in 

the lake. They swim 

around and quack. 

Quack, quack, quack”, 

said Yasmin.  

“I will take them to class. 

It’s show-and-tell day,” 

said Yasmin. 

Process type – mainly are 

Material with some  

Relational 

Actor is predominant 

Participant  

Circumstance is realized 

in Manner and Place 

Chains of declarative 

clauses to give 

information  

Modality is expressed by 

low and median Modal 

Finite and Mood Adjunct 

(intensity & usuality) 

Record of events 
 the order in which 

they occurred 

A sequence of events is 

linked to different 

settings and participants 

Temporal and spatial 

information (class, 

when,  home) are used 

to set the event in order 

‘Ducks’ lexical chain 

spans text (Yasmin’s 

work, make ducks, 

book on ducks, etc) 

Setting 2: “Miss Rome’s 

class held up their work”. 

Setting 3: “Why do you 

like to make ducks?” 

Tim, Kate, and Mack 

asked.  

Setting 4: When they got 

home, Yasmin got out 

her book on ducks. “We 

need two bags and salad 

oil”, said Yasmin. 

Mainly Material Process 

in the form of past tense  

Temporal circumstance is 

used to set the event in 

time 

Spatial circumstance 

underlines the shift of 

setting from event to 

event 

Different Subject/Finite 

relationship present 

declarative, interrogative 

and imperative mood 

The use of ‘we’ refers to 

both inclusive and 

exclusive  

Reorientation  
 rounds off the 

sequence of events 

Reference out into the 

context (1): the topic 

about ducks 

“They fly in a big flock,” 

said Mack. “I saw them 

last fall.” 

Material Process: fly, saw 

Participant: Actor/Goal 

(they, I) 

Circumstances are 

realized to set ‘time’ and 

‘manner’ in relation to the 
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context of ducks  
Coda 
 gives personal 

evaluation of the 

significance of the 

events 

References linking 

participants (Tim and 

Kate) and event 

(develop fondness of 

ducks) to Yasmin 

herself (what Yasmin 

likes about ducks in the 

onset of this story) 

 

“I think I like ducks, 

too,” Tim said. 

“Me, too. I wish I didn’t 

have to go home now,” 

said Kate. 

“Too bad we’re not 

ducks!” Tim said. “Then 

we would not get wet!” 

Yasmin and her pals 

smiled.  

“Quack, quack, quack, 

quack!” 

Participant Senser (Tim, 

Kate) with Present tense 

mental processes (think, 

like, wish, have to) 

projecting Phenomenon 

(ducks) 

Yasmin and her pals 

realized as Actor in 

Material Clause (Process: 

go; get) and as Behaver in 

Behavioural Clause 

(Process: smile). 

Relational process with 

appraisal to evaluate an 

event and give it 

significance (“Too bad 

we’re not ducks!”) 

Many appraisal resources 

used to construe  

positive evaluation of 

ducks 
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Table 4-5: Genre analysis of Text 2 (Theoretical Explanation) 
Structural element Textual features Explanation Grammatical features 

Statement of theory  
 To provide information 

about the phenomena 

to be explained 

Experiential 

meanings introduced 

(ducks, don’t get wet) 

Ducks don’t get wet  
“Did you know that 

ducks don’t get wet?” 

Yasmin said.  

Mental process in an 

interrogative clause to 

project a phenomenon 

“ducks don’t get wet” 

Elaboration 
 To set out the factors 

influencing the 

phenomenon in a 

logical sequence. 

Topical Theme 

(ducks, water and oil, 

water) predominantly 

spans text 

Lexical chains 

relating to ‘ducks’ 

and ‘water and oil’ 

position the reader’s 

attention on the 

elaboration of theory 

“A duck has oil next to 

its tail” 

“It wipes the oil all 

around its feathers.” 

“The duck’s feathers 

don’t get wet because 

water and oil don’t mix.”  

The water rolls off its 

back.” 

All declarative clauses to 

give information about 

the elaboration of theory  

All present tense Material 

process with participant 

as Actor  

No appraisal used to 

expression of attitude 
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Table 4-6: Genre analysis of Text 3 (Information Report) 

Structural element Textual features Information report Grammatical features 
General Statement 
 to identify and classify 

topic 

 systematically organize 

and record factual 

information to classify 

and describe a class of 

things 

‘I’ as Topical Theme  

Topic of ducks is 

introduced in the 

Rheme 

Ducks 
“Well, I just read a good 

book on ducks. I found 

out a lot about them” 

All past tense material 

process 

Nominal groups to build 

information about the 

topic: Epithet (adjective) 

to add description (good, 

a lot) 

Description 
 describing appearance 

 describing behaviour 

Information is 

organized in each 

paragraph 

Chain of lexical items 

relating to ducks 

spans text 

Duck/s is mostly 

repeated as Theme 

“Do you know that ducks 

don’t get wet?” 

“A duck has oil next to 

its tail,” 

“It wipes the oil all 

around its feathers.” 

“The duck’s feathers 

don’t get wet because 

water and oil don’t mix.” 

“The water rolls off its 

back,” 

“Do you know that ducks 

can dive to the bottom of 

very deep lake” 

“And they don’t get 

wet!” 

“that ducks fly south in 

the fall” 

“They fly in a big flock” 

All present tense material 

process 

Mainly ‘ducks’ as the 

participant  

Ducks are realized in 

different nominal group 

(i.e., ducks, a duck, it, 

duck’s feather) 

Circumstances are used to 

describe additional 

information about ducks 

in terms of time, place 

and manner 
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Table 4-7: Genre analysis of Text 4 (Procedure) 

Structural element Textual features Procedure Grammatical features 
Goal 
 what is to be 

achieved 

Core experiential 

meanings introduced – 

show, ducks don’t get wet 

Enable an experiment to 

test the hypothesis 

“I’ll show you how ducks 

don’t get wet” said Yasmin 

Material process clause 

with median modal Finite 

Actor and Beneficiary as 

Participant 

Material 
 what is needed 

to complete the 

task 

Lexical terms builds on 

‘experiment’ – two bags, 

salad oil 

“We need two bags and 

salad oil,” said Yasmin.  

Material process with an 

Actor and a Goal  

Imperative clause realized 

to demand services/goods 

Steps 
 in sequence 

Conjunction 

- series of clauses 

sequenced in order in 

which actions must 

be carried out 

- time sequence (first, 

then) 

Reference 

- out into the context 

(you) 

First, you put the oil on one 

lunch bag. Then you put 

some water on both bags,” 

said Yasmin.  

Conjunctive Adjuncts 

signpost the steps in 

sequence 

Imperative clauses used 

to demand the services 

/goods 

Vocative is addressed to 

instruct actions 

Result Experiential experience 

introduced (Look at that) 

Topical Theme are widely 

used (Look, That bag, The 

water, Water and oil) 

Reference out into the 

context (experiment) 

“Look at that!” 

“That bag isn’t wet,” 

“The water drips off!” 

“Water and oil don’t mix” 

Non-Subject clause in an 

imperative mood to 

demand services 

Relational Attributive 

process relate the 

participant to its 

description 

Appraisals used to 

construe positive attitude 

and graded up expression 
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Table 4-8 Register description of the texts: an overview 

Register 
variables 

Field Tenor Mode 

Text 1 - Recount text 

- Provide contextual 

information about the main 

character Yasmin, what 

happened to Yasmin 

throughout the story,  

- Recount a sequence of events 

occurred in a set of settings 

(home, class, playground) 

- Conclude the recount by 

giving an overall evaluation 

of the story (moral of the 

story) 

- relatively informal  

- a blend of equal and unequal 

power between the characters  

- unequal power between Miss 

Rome and her class 

manipulated to construct 

authoritarian solidarity 

- equal power between Yasmin 

and her pals manipulated to 

construct minimal social 

distance  

- a spoken text but written 

down to be read 

- Begin with monologic mode 

and then shift to interactive 

mode 

- A blend of dialogic and 

interactive mode across the 

text 

- Text is received as phonic 

- Moderate experiential 

distance between the text and 

the unknown readers 

- Low interpersonal distance 

between Yasmin and other 

characters 

- A literary text dealt with a 

less formal way  

Text 2 - Theoretical Explanation text 

- Explain why and how ducks 

don’t get wet 

- introduce a hypothesis ‘water 

and oil don’t mix’ to explain 

this phenomenon in a logical 

way 

- informal 

- relationship between 

friends/classmates 

- a shift from equal power (two 

interactants) to unequal 

(active vs. passive 

interlocutor)  

- unequal power manipulated 

to construct authoritarian 

distance  

- informal 

- relationship between 

friends/classmates 

- a shift from equal power (two 

interactants) to unequal 

(active vs. passive 

interlocutor)  

- unequal power manipulated 

to construct authoritarian 

distance  

Text 3 - Information report text 

- Identify and classify the topic 

of ‘ducks’ 

- Organize the factual 

information about ducks  

- Describe ducks’ appearance, 

habitant, migratory behaviour 

- informal 

- share frequent contact, 

face-to-face  

- unequal power 

- median social distance 

- Text is spoken but written 

down 

- Begins in monologic mode 

- Then blend of interactive and 

monologic mode 

- Text is received as phonic 

- An instructional text 

Text 4 - Procedure text - Informal, dealt with in a - role of language: constitutive 
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- Clarify the goal of testing the 

theory of ducks don’t get wet 

- Name the materials required 

- Elaborate a sequence of steps 

to be undertaken 

- Describe the outcome of the 

activity  

familiar way 

- Share frequent contact, 

face-to-face 

- a shift from unequal power to 

equal power 

- relationship between 

friends/classmates enable 

alternation of roles: elicitor 

becomes listener, speaker 

becomes respondent 

- Begin with monologic mode 

then become dialogic mode 

- Text is spoken but written 

down 

- Text is received as phonic 

- An instructional/procedural 

text 
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Table 4-9: An interpretative framework for reading visuals in Yasmin’s Ducks 

Extra-visual meanings: Social-Cultural Context 
What is the social context within the visual text/who is the target 
audience text aimed at? 

Brief description of the visual text 

VISUAL CODES - What's going on within the visual text? 
VISUAL REALIZATIONS – visual 
elements 

Representational 
meanings 

Is there a narrative or is the text about an idea 
or concept of both? 

Describe the choices of narrative or 
conceptual process used in the images 

Who or what are the represented participants? 
Who are what are they interacting with? Are the 
participants interacting? (vectors) 

Describe the choices of Participants 
(Actor/Goal/Beneficiary; 
Reactor/Phenomena) 

What action is taking place? Types of 
behaviours (e.g., gestures, facial expressions, 
physical moves)? 

Describe the choices of Narrative Processes 
(Are they Actional, Reactional, 
Speech/Mental or Conversion?) 

Where, who with, and by what means are the 
activities being carried out? 

Describe the choices of Circumstances  

Any specific qualities and/or characteristics of 
the participants? 

Describe the choices of Conceptual Processes 
(Are they Classificational, Analytical or 
Symbolic?)  

Interactive 
meanings 

Image act between the visual and its viewer 
(demand/offer) 

Describe the presence or absence of a gaze  

Gaze at the viewer (direct or indirect) Describe the emotion in the gaze – e.g., 
friendly, hostile, neutral etc. 

Varying degrees of affinity between visual and 
its viewer (the indicator of social distance) 

Describe the size of frame (Is it dealt with a 
close up, medium or long shot?) 

Any involvement & power exercised between 
the visual and its viewer? 
 

Describe the perspective aspects of the role of 
the horizontal angle (signify engagement or 
detachment) and vertical angle (signal power 
status) 

Action-oriented image: visual is viewed from 
the frontal angle 

Identify whether the viewer part of the 
represented participant’s world? Are the 
viewers included or excluded? 

Is the visual contextualize or 
non-contextualized? 

Is the visual with complete absence of 
background or with full background? 
Is the background realistic or abstract?  

How is colour used?  Describe the degrees of colour saturation, 
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differentiation and modulation 

How is illumination used? Describe the ways the visual composer use 
shade, shadow and light 

Modality - levels of reality  Describe the degree of representing details or 
abstracting details 

Coding orientation (is the visual 
scientific-specific, naturalistic, abstract or 
sensory encoded?)  

Describe the ways viewers make sense of the 
visuals  

Compositional 
meanings 

Information value: the point of the message 
delivered in the visuals (Are they New or 
Given? Ideal or Real? Subservient or 
Ancillary?)  

Describe the choices of the placement of 
visual image on one page (or double-spread 
pages): Top/Bottom, Right/Left and/or 
Center/Margin 

Salience: What is the salient image?  Describe the size of image (are they 
exceptionally large or small); any repetition 
of visual elements (e.g., recurring 
symbol/motif); foregrounding & 
backgrounding of visuals, contrast in tones 
and differences in sharpness of focus 

What is the distinction (e.g., a line of text or a 
horizontal line) between the real and the ideal?  

 

Framing: Does the framing suggest social 
distance? Does it imply the group identity or 
individuality? Private or public?  

Describe the visual elements that disconnect 
the represented participants (e.g., line, shapes 
or empty spaces) 
Describe the visual elements that connect the 
represented participants (e.g., overlapping, 
repetition or vectors) 
Describe the elements that create the framing 
(e.g., colour hue/saturation, thick borders, 
faded edges, variations in shapes) 

Reading path 

Where do the vectors take you eye? - Describe the reading path (linear or 
non-linear ways) 

- Are the illustrations double pages spread? 
Single page images? Or overlapping 
images? 

Visual/Text 
relation 

Where is the text located? Within the image? 
Separated by borders or white space and/or 
symbol? 

- Describe the placement of text and image 
in one page 
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Table 4-10 Narrative structures in Yasmin’s Ducks 

Page Processes Participants Circumstances 

42 Unidirectional action 

process in a transactional 

structure 

Actor: Yasmin 

Goal: a picture of ducks 

Means: a water-color paint brush 

Accompaniment: a toy duck, 

drawing tools 

42-43 Reactional process in a 

transactional action 

structure 

Reacter: Ben (gaze up at 

Yasmin) 

Phenomena: Yasmin 

Setting: a room, a mat, a lamp on a 

side table, a bookshelf with books, a 

sofa,  

Accompaniment: two toy ducks, a 

cat 

44 Reactional process in a 

transactional structure 

Reacter: Cat (gaze up at Yasmin) 

Phenomena: Yasmin 

Setting: a sofa 

44 
 

Reactional process in a 

transactional structure 

Reacter: Yasmin 

Reacter: Mom 

Phenomena: a picture of ducks 

Setting: a sofa 

44 Reactional process in a 

transactional structure 

Reacter: Tim, Kate, Yasmin, 

Mack & Miss Rome 

Phenomena: Tim’s picture 

Setting: chairs 

46 Reactional process in a 

transactional structure 

Reacter: Tim, Kate and Miss 

Rome 

Phenomena: Kate’s picture 

Setting: chairs 

47 Actional process in a 

non-transactional structure 

Actor: Mack (look away) Accompaniment: Mack’s picture (or 

Symbolic participant in Conceptual 

structure) 

48 Unidirectional action 

process in a transactional 

structure 

Actor: Yasmin 

Goal: a picture of ducks 

 

49 Reactional process in a 

transactional structure 

Reacter: Tim, Kate and Mack 

Phenomena: Yasmin (Being 

looked at) 

Setting: slide, bench, wood, sun, 

cloud, blue sky 

40-41 Reactional process in a 

transactional structure 

Reacter: Tim & Kate 

Phenomena: Yasmin 

Setting: swings, wood, grass, blue 

sky, trees 

42 Actional process in a 

non-transactional structure 

Actor: Yasmin (look away) Setting: swings, wood, grass, blue 

sky, sun, trees, sand playground 

42-43 Reactional process in a 

transactional structure 

Reacter: Tim & Mack 

Phenomena: Yasmin 

Setting: swings, wood, grass, blue 

sky, sun, trees, sand playground 

43 Bidirectional action process Actor/Goal: Tim and Kate (with Setting: swings, wood, grass, blue 
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in a transactional action 

structure 

a ball together) sky, sun, trees, sand playground 

Means: a beach ball 

44-44 Reactional process in a 

transactional structure 

Reacter: Tim, Kate, Mack, 

Yasmin and Male adult 

Phenomena: a paper bag with 

pouring water 

Setting: kitchen (fridge, sank, dining 

table, cupboard, broom, food) 

Accompaniment: a cat 

44 Unidirectional action 

process in a transactional 

structure 

Actor: Yasmin 

Goal: a paper bag 

Means: a jar filled with water  

46 Unidirectional action 

process in a transactional 

structure 

Actor: Yasmin 

Goal: a plate  

Means: a paper bag 

Accompaniment: A cat 

Reactional process in a 

transactional structure 

Reacter: Mack and cat 

Phenomena: a plate with water 

 

47 Reactional process in a 

transactional structure 

Reacter: Kate, Yasmin and Tim 

Phenomena: a book about ducks 

Accompaniment: some color pens 

48-49 Reactional process in a 

transactional structure 

Reacter: Yasmin and Mack 

Phenomena: Yasmin’s picture 

Setting: kitchen (sank, fridge, food, 

dining table, chairs) 

Accompaniment: a book about 

ducks,  drawing tools 

Unidirectional action 

process in a transactional 

structure 

Actor: Kate, Tim, Mack 

Goal: their picture 

Setting: kitchen (sank, fridge, food, 

dining table, chairs) 

Means: a water-color paint brush, 

crayon, color pen 

60-61 Reactional process in a 

transactional structure 

Reacter: Yasmin and Kate 

Phenomena: Tim 

Setting: kitchen (sank, fridge, food, 

dining table, chairs) 

Accompaniment: a cat 

61 Unidirectional action 

process in a transactional 

structure 

Actor: Mack 

Goal: his picture 

Setting: kitchen (sank, fridge, food, 

dining table, chairs) 
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Table 4-11: The use of modality markers in Yasmin’s Ducks 

Page Colour Contextualization Representation Depth Illumination/Brightness 

42-43 - full colour 

saturation 

- fully modulated  

- maximally 

diversified 

range of colours 

detailed background  maximum 

representation of 

pictorial details 

(facial expression, 

two-dimensional 

figures) 

frontal 

isometric 

perspective 

- modulated darkening of 

the shadowed areas 

- low brightness (e.g., lack 

of black and white) 

44 - medium colour 

saturation 

- medium 

modulated 

- medium 

diversified 

range of colours 

de-focused settings 

(e.g., unmodulated 

colour – white) 

maximum 

representation of 

pictorial details  

angular 

isometric 

perspective 

- modulated darkening of 

the shadowed areas 

- medium brightness (e.g., 

white space as 

background)  

44 - medium colour 

saturation 

- medium 

modulated  

- medium 

diversified 

range of colours 

de-focused settings 

(e.g., unmodulated 

colour – white) 

low level of 

representation of 

pictorial details 

(e.g., no visible 

facial expression) 

angular 

isometric 

perspective 

- hatching of the shading 

- medium brightness (e.g., 

white space as 

background) 

46 - medium colour 

saturation 

- medium 

modulated  

- medium 

diversified 

range of colours 

de-focused settings 

(e.g., unmodulated 

colour – a mix of 

light-grey and white 

space) 

medium level of 

representation of 

pictorial details 

(e.g., hair strand) 

frontal 

isometric 

perspective 

- medium modulated 

darkening of the 

shadowed areas 

- medium brightness 

47 - medium colour 

saturation 

- low modulated 

- medium range 

of colours 

de-focused settings 

(e.g., unmodulated 

colour – a mix of 

light-grey and white 

space) 

medium level of 

representation of 

pictorial details 

(e.g., visible skin 

texture) 

frontal 

isometric 

perspective 

- hatching of the shading 

- high brightness  

48 - medium colour 

saturation 

- low modulated 

de-focused settings 

(e.g., unmodulated 

colour – a mix of 

low level of 

representation of 

pictorial details 

frontal 

isometric 

perspective 

- hatching of the shading 

- high brightness  
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- low range of 

colours 

light-grey and white 

space) 

49 - full colour 

saturation 

- medium 

modulated 

- maximally 

diversified 

range of colours 

detailed background high level of 

representation of 

pictorial details 

(e.g., full figure, hair 

strand, visible facial 

expression) 

mix of 

frontal and 

angular 

isometric 

perspective

s  

- modulated darkening of 

the shadowed area 

- medium brightness  

40-41 - full colour 

saturation 

- full modulated 

- maximally 

diversified 

range of colours 

detailed background high level of 

representation of 

pictorial details 

mix of 

frontal and 

angular 

isometric 

perspective

s 

- hatching of the shading 

- low brightness (e.g., lack 

of black and white) 

42-43 - full colour 

saturation 

- full modulated 

- maximally 

diversified 

range of colours 

detailed background high level of 

representation of 

pictorial details 

mix of 

frontal and 

angular 

isometric 

perspective

s 

- hatching of the shading 

- low brightness (e.g., lack 

of black and white) 

44-44 - full colour 

saturation 

- full modulated 

- maximally 

diversified 

range of colours 

detailed background high level of 

representation of 

pictorial details 

mix of 

frontal and 

angular 

isometric 

perspective 

low brightness (e.g., lack of 

black and white) 

46 - low colour 

saturation 

- low modulated 

- low diversified 

range of colours 

de-focused settings 

(e.g., unmodulated 

colour – a mix of 

light-grey and white 

space) 

high level of 

representation of 

pictorial details 

frontal 

isometric 

perspective 

- hatching of the shading 

- medium brightness (e.g., 

white-grey space as 

background) 

47 - medium colour 

saturation 

- medium 

modulated 

- medium 

diversified 

de-focused settings 

(e.g., unmodulated 

colour – a mix of 

light-grey and white 

space) 

high level of 

representation of 

pictorial details 

frontal 

isometric 

perspective 

- hatching of the shading 

- medium brightness (e.g., 

white-grey space as 

background) 
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range of colours 

48-49 - full colour 

saturation 

- full modulated 

- maximally 

diversified 

range of colours 

detailed background high level of 

representation of 

pictorial details 

frontal 

isometric 

perspective 

low brightness (e.g., lack of 

black and white) 

60-61 - full colour 

saturation 

- full modulated 

- maximally 

diversified 

range of colours 

detailed background high level of 

representation of 

pictorial details 

frontal 

isometric 

perspective 

low brightness (e.g., lack of 

black and white) 
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Table 4-12: Interactive structures in Yasmin’s Ducks 

Page Contact Social distance Perspective 

42-43 - indirect connection between 

the visual and viewer 

(visual is to offer 

information) 

- Ben is gazing up at Yasmin 

- Yasmin is represented in a 

medium long shot (general 

social distance) 

- Ben is represented in a 

medium close shot (‘one of 

us’ social relation) 

- subjective perspective 

- both Yasmin and Ben are looked at 

from a horizontal angle (the oblique 

point of view) 

- the visual is not part of the world of 

the viewer 

44 - Indirect connection 

between the visual and 

viewer (visual is to offer 

information)  

- Yasmin and Mom are 

gazing downward the 

picture 

Yasmin, her Mom and the Cat 

are represented in a medium 

long shot (general social 

distance) 

- subjective perspective 

- both Yasmin and Ben are looked at 

from a horizontal angle (the oblique 

point of view) 

- viewer is positioned to adopt a 

detached point of view 

44 indirect connection between the 

visual and viewer (visual is to 

offer information)  

All the represented participants 

are depicted in full figures. 

Some are sitting and some are 

standing (general social 

distance)  

- subjective perspective 

- all the represented participants are 

viewed from a vertical angel (from a 

high angle) 

- the viewer is deemed to have a more 

powerful position  

46 - indirect connection between 

the visual and viewer 

(visual is to offer 

information)  

- Miss Rome, Kate and Tim 

are looking at the picture 

All the represented participants 

are depicted in full figures. Miss 

Rome and Kate are sitting 

whereas Tim is standing. 

(general social distance) 

- subjective perspective 

- all the represented participants are 

looked at from a horizontal angle 

(the oblique point of view) 

- viewer is positioned to adopt a 

detached point of view 

47 - indirect connection between 

the visual and viewer 

(visual is to offer 

information)  

- Mack is gazing at 

something and/or someone 

outside the frame 

Mack is portrayed in full figure 

from a medium long shot 

(general social distance) 

- subjective perspective 

- the represented participant is looked 

at from a horizontal angle (the 

oblique point of view) 

- the viewer is positioned to adopt a 

contemplative point of view 

48 - indirect connection between 

the visual and viewer 

(visual is to offer 

Yasmin is portrayed in full 

figure from a medium long shot 

(general social distance) 

- subjective perspective 

- the represented participant is viewed 

from a horizontal angle 
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information)  

- Yasmin is gazing 

downward her picture  

- the oblique point of view projects a 

message of exclusion 

- the viewer is not part of the world of 

the represented participant  

49 - indirect connection between 

the visual and viewer 

(visual is to offer 

information)  

- Yasmin is gazing upwards 

her pals 

- Yasmin’s pals are looking 

direct at Yasmin  

All the represented participants 

are portrayed in full figure from 

a medium long shot (general 

social distance) 

- subjective perspective 

- the represented participants are 

viewed from a horizontal angle 

- the oblique point of view projects a 

message of exclusion 

- the represented participants are 

‘them’ rather than ‘us’ in relation to 

the viewer 

40-41 - indirect connection between 

the visual and viewer 

(visual is to offer 

information)  

- Mack is looking 

downwards 

- Yasmin is gazing at 

Tim/Kate 

All the represented participants 

are portrayed in full figure from 

a medium long shot (general 

social distance) 

- subjective perspective 

- the represented participants are 

viewed from a horizontal angle 

- the oblique point of view projects a 

message of exclusion (minimum 

degree of engagement) 

- the viewer is not part of the world of 

the represented participants 

42-43 - indirect connection between 

the visual and viewer 

(visual is to offer 

information)  

- Yasmin is gazing to her left 

hand side 

- Tim and Mack are looking 

towards Yasmin 

- Yasmin is depicted from a 

close shot (personal social 

distance) 

- The other represented 

participants are portrayed in 

full figure from a medium 

long shot (general social 

distance) 

- subjective perspective 

- the represented participants are 

viewed from a horizontal angle 

- the oblique point of view projects a 

message of exclusion  

- the viewer is positioned as an 

detached onlooker  

44-44 - indirect connection between 

the visual and viewer 

(visual is to offer 

information)  

- all the represented 

participants are looking 

towards the paper bag with 

pouring water  

- The male adult and the Cat 

are portrayed in full figure 

from a medium long shot 

(general social distance) 

- The remaining represented 

participants are cut off from 

their waist (a medium close 

shot) 

- subjective perspective 

- all the represented participants are 

viewed above (a vertical angle) 

- the viewer is considered to have a 

more powerful position over the 

represented participants 

46 - indirect connection between 

the visual and viewer 

- Mack is cut off from his 

waist (a medium close shot) 

- subjective perspective 

- the represented participants are 
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(visual is to offer 

information)  

- both Mack and the Cat are 

looking downwards the 

plate with water 

- The Cat is represented from 

a very close shot (signal 

intimate social relationship 

with the viewer) 

viewed from a horizontal angle 

- the oblique point of view projects a 

message of exclusion (minimum 

degree of involvement) 

- the viewer is not part of the world of 

the represented participants 

47 - indirect connection between 

the visual and viewer 

(visual is to offer 

information)  

- all the represented 

participants are gazing 

downwards the book  

The represented participants are 

cut off from their waist (a 

medium close shot) 

- subjective perspective 

- the represented participants are 

viewed from a horizontal angle 

- the oblique point of view projects a 

message of exclusion  

- the viewer is not part of the world of 

the represented participants 

48-49 - indirect connection between 

the visual and viewer 

(visual is to offer 

information)  

- Yasmin and Mack are 

looking at Yasmin’s picture 

- Kate and Tim are looking at 

their own picture 

- The represented participants 

are cut off from their waist 

(a medium close shot)  

- a general social distance is 

established between the 

visual and viewer 

- subjective perspective 

- the represented participants are 

viewed from a horizontal angle 

- the oblique point of view positions 

the viewer to adopt a detached point 

of view 

- the body of represented participants 

are members of the world different 

from the viewer’s 

60-61 - indirect connection between 

the visual and viewer 

(visual is to offer 

information)  

- Mack is looking at his 

picture 

- Yasmin and Kate are 

interacting with Tim 

- The represented participants 

are cut off from their waist 

(a medium close shot) 

- a general social distance is 

established between the 

visual and viewer  

- subjective perspective 

- the represented participants are 

viewed from a vertical angle 

- the represented participants are 

viewed from below  

- the position of power between the 

represented participants and the 

viewer is unequal  
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Table 4-13: The relative placement of visual elements in Yasmin’s Ducks 

Page Information value 

42-43 - Yasmin, the toy duck and her drawing are placed on the left of the page 

- Ben and the Cat are placed on the right of the page 

44 - the represented participants (i.e., Yasmin, Yasmin’s Mom and the Cat) are placed on the top  

- the verbal text is placed between the represented participants and the ducks-pattern decoration which is 

placed on the bottom of the page 

44 - all the represented participants are placed on the top of the image 

- the represented participants (i.e., Yasmin and her classmates with their pictures) are placed on the 

upper-left of the image 

- the represented participants (i.e., Tim, his drawing & Miss Rome) are placed on the upper-right hand side 

46 - all the represented participants are placed on the top of the image 

- the represented participants (i.e., Tim with his picture and Miss Rome) are placed on the upper-left 

- the represented participants (i.e., Tim, his drawing and Miss Rome) are placed on the upper-right 

47 - The represented participants are placed on the top of the image 

- Mack and his drawing are placed on the central of the image 

48 - The represented participants are placed on the top of the image 

- Mack and his drawing are placed on the central of the image 

49 - all the represented participants are placed on the top of the image 

- Yasmin is placed below the other participants 

- Yasmin is placed on the lower-right  

40-41 - all the represented participants are placed on the foreground 

42-43 - the represented participant (Yasmin) is placed on the left hand side of the image 

- the other represented participants are placed on the right of the image 

- the represented participants (Locative Circumstances) are place on the background 

44-44 - the represented participants (the Cat, Tim, Kate and Mack) are placed on the left of the image 

- Yasmin and the male adult are placed on the right 

- the represented participants (i.e., book, oil, bags, pens) are placed on the bottom as well as foreground 

46 - the represented participants (Mack, the Cat, the bag) are placed as the background 

- the represented participants (the plate with water) is placed as the foreground and on the central  

47 - the represented participants are placed on the top of the image  

- the book is placed on the central and as foreground 

48-49 - the represented participants are placed as foreground 

- the represented participants (Locative Circumstances) are placed as background 

60-61 - the represented participants  (the drawings) are placed as foreground and on the central 

- the represented participants (Locative Circumstances & child characters) are placed as background 
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Table 4-14: The use of Salience indicators in Yasmin’s Ducks 

Page Salience 

42-43 - Toy duck is portrayed in a similar size to the Cat – high salience 

- Yasmin is placed on the upper-left of the spread 

- Foreground: Yasmin, Ben and Yasmin’s drawing, toy ducks 

44 - White space as the background – low salience 

- Yasmin’s drawing is placed on the foreground 

- repetition of visual element – ducks-patterned symbol on the bottom 

44 - White space as the background – low salience  

- repetition of visual element – ducks-patterned symbol on the bottom 

46 - Kate’s painting is easily noticed because of its size 

- Kate and her painting are placed on the top of the spread 

- Miss Rome is placed on the upper-left of the spread 

- repetition of visual element – ducks-patterned symbol on the bottom 

47 - Mack’s painting is large (demand the viewer’s involvement) 

- Mack’s painting is placed on the top of the spread 

- Mack’s painting is represented as the foreground 

- repetition of visual element – ducks-patterned symbol on the bottom 

48 - Yasmin’s painting is large (demand the viewer’s involvement) 

- Yasmin’s painting is placed on the top of the spread 

- Yasmin’s painting is represented as the foreground 

- repetition of visual element – ducks-patterned symbol on the bottom 

49 - the child characters are placed on the front – as foreground  

- softer muted colours – mild salience 

- repetition of visual element – ducks-patterned symbol on the bottom  

40-41 - the child characters are placed on the front – as foreground  

- highly-saturated colours (most salient) 

- the duck figure on Yasmin’s clothes is symbolic  

42-43 - Yasmin is portrayed bigger opposed to other participants 

- Yasmin is placed on the left of the spread 

- Yasmin is placed on the foreground 

- Yasmin’s facial expression is focused 

- The beach ball is place on the top of the spread and it is big 

44-44 - Water pouring from a jar overlaps the bag – most salient 

- the bag with water pouring from a jar is placed on the central, as foreground 

- the paper bags are big opposed to other elements on the spread 

46 - the plate with water is placed on the central and foreground 
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- white space as background – low salience 

- the bag with dripping water overlaps Mack – most salient 

- Mack and the bag are placed on the top of the spread  

- repetition of visual element – ducks-patterned symbol on the bottom 

47 - the book is placed on the central and the foreground 

- the book is big 

- repetition of visual element – ducks-patterned symbol on the bottom 

48-49 - Yasmin’s picture is placed on the left of the spread  

- Yasmin’s picture overlaps Yasmin – most salient 

- Yasmin’s picture is framed with black border – most salient 

- the child characters are placed on the front of the spread 

60-61 - Tim, Kate and Mack’s pictures are placed on the center and the foreground 

- Tim, Kate and Mack’s pictures are big and depicted with highly saturated colours  
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Appendix M 

Page-by-page Category Analysis of Yasmin’s Ducks 

[Page 42] Category Child 

Explanation of image CBAs Text  Explanation of text CBAs 

- Yasmin, a girl, is 

sitting on the 

floor while 

drawing 

- She is using a 

variety of 

painting tools 

(e.g., crayons, 

watercolours and 

markers) 

- carefree 

- relaxing 

 

 

- prone to be 

aesthetically 

creative and 

versatile 

“These are the 

best ducks I 

have ever 

made!” said 

Yasmin.  

- the child character 

is enthusiastic and 

confident about her 

drawing 

- Yasmin is capable 

of refining drawing 

skills (i.e., ever 

made) 

- possess an inclination 

of being proud, keen 

and satisfied 

 

- establish that Yasmin 

is on a continuum of 

development  

In this first page of the text (p. 42), both the visual and written texts accomplish Yasmin 

as hearably, or in this case, “readably” a member of the Category Child.  

Image In the image, a girl (presumably Yasmin) is sitting on the floor while drawing with a 

variety of painting tools. These are readably CBAs of the Category Child and imply this girl 

as “carefree”, “relaxing” in this activity. Using a variety of painting and drawing tools 

establishes this girl in terms of CBA of “aesthetically creative and “versatile”.  

Text The text below the image establishes that the child is Yasmin. She is enthusiastic and 

confident about her drawing. Yasmin’s implied enthusiasm hearably constructs her self 

assessment of her drawing in terms of the CBAs of being “proud”, “keen” and finding her 

achieved satisfied”. Further, “the best” constructs her as on a developmental continuum of 

improving drawing skills, and moreover she is able to articulate her progress on this 

developmental continuum with the implication of deliberate effort to progress on the 

continuum in the statement “These are the best ducks I have ever made!”  

The analysis that follows demonstrates that Yasmin’s construction/achievement of 

Category Child is very student-like – that is, to engage in student-like activity (i.e., seeking 
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evaluation based on performance criteria). That is, Yasmin simultaneously enacts the 

attributes of Category Child and Category Student. Here I adopted the term “Child-Student” 

to capture the sense of “double incumbency” (Austin et al., 2003). 

 

[Page 42] Category Child-Student 

Explanation of image CBAs Text  Explanation of text CBAs 

Yasmin is using the 

ducks as model for 

drawing (i.e., 

drawing likeness of 

ducks) 

learning via 

imitation 

 

“These are the 

best ducks I 

have ever 

made!” said 

Yasmin. (p. 

42) 

- Productive of 

particular set of task 

- Place herself on the 

developmental 

continuum  

- Adopting external 

gaze on work (i.e., 

assess and evaluate 

her own work in a 

school-like manner) 

- Showing her own 

work with pride 

- competent but still 

on continuum 

 

 

 

- in need of being 

assessed by 

performance 

criteria  

 

- satisfied 

Yasmin is showing 

(to Ben) and talking 

about the picture 

- display of 

verbal 

competence  

- sharing 

- imaginative 

- self-assessing  

“I can just see 

them in the 

lake. They 

swim around 

and quack. 

Quack, quack, 

quack,” said 

Yasmin (p. 42)  

- display of particular 

knowledge about the 

ducks (e.g., their 

habitats, habitual 

behaviours and 

sounds)  

 

 

 

 

 

- In the text, Yasmin 

enacts a duck by 

‘quacking’. That is, 

the text constructs 

the character Yasmin 

as dramatizing a 

duck.  

- possessed a 

proclivity for 

being informative 

and informed  

- sharing / showing 

in a school-like 

manner  

- partial knowledge 

display (e.g., later 

she demonstrated 

more knowledge) 

- imaginative 

- possessed a 

predilection for 

caring for, being 

interested in and 

fond of animals 
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Image In this image the child, Yasmin, is referring to the toy duck as a model for drawing and 

then showing and talking about her drawing with joy. Her drawing approach is recognizably 

identifiable as a category-bound activity of a child, that is, a person who would 

commonsensically be “imitating”. Her drawing likeness of ducks is readably a CBA of the 

Category Child and implies Yasmin “imitate to learn”. Also, showing to someone (identified 

as Ben in the text on page 43) and talking about her own picture can warrantably activate the 

relevant invocation of the category Child-Student in references to the implied CBAs of 

“imaginative”, “self-assessing” and “display of verbal competence”. These assignable 

attributes can readily map Yasmin onto the category Child-Student.  

Text Yasmin's statement “These are the best ducks I have ever made!” establishes her as a 

member of category Child-Student in terms of the CBAs as being “competent” and “on a 

developmental continuum” in that she is being productive of particular set of tasks”. Further, 

the statement “the best” constructs Yasmin is recognizably demonstrating the CBAs of 

“showing her own work with pride” and “satisfied”. Instead of saying “This is the most fun 

I’ve ever had!”, Yasmin assesses and evaluates her own work in the school-like manner. That 

is, adopting external gaze on her own drawing hearably implies Yasmin as being “in need of 

being assessed by performance criteria”. Moreover, the statement “I can just see them in the 

lake. They swim around and quack. Quack, quack, quack,” establishes Yasmin as readably a 

member of Category Child-Student. She is demonstrating particular display of knowledge 

about the ducks. Her account of ducks’ habitats, habitual behaviour and sounds implies the 

CBAs of “possessing a proclivity for being informative and informed”, “showing and sharing 

own work in a school-like manner” and “demonstrating partial knowledge display”. Further, 

attributes of the category Child-Student can be understood in the CBAs of being 

“imaginative”, “caring for, interested in and fond of animals” in that Yasmin is enacting a 

duck by ‘quacking’. That is, the text constructs the character Yasmin as dramatizing a duck. 

Some pages in Yasmins’ Ducks are displayed and read as double page spread. Texts in 
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these pages function together. These will be noted on pages 42-43, pages 50-51, pages 52-53, 

pages 54-55, pages 58-59 and pages 60-61. Hence, the analysis of the images/texts on page 42 

and 43 made the readings relevant and understandable as a whole.  

 

[Page 42/43] Implied Sister-Brother SRP 

Explanation of image CBAs Text  Explanation of text CBAs 

- One girl and one 

boy are talking 

to each other 

- Interaction 

occurs in the 

home setting 

which includes a 

pet, a sofa, a 

mat, wooden 

floor, book shelf 

and lamp.  

- speakers have 

frequent contact 

(i.e., talking, 

playing and 

discussing etc) 

- implying SRP 

sibling-sibling 

(Sister-Brother) 

 

“These are the 

best ducks I 

have ever 

made!” said 

Yasmin (p. 42) 

Yasmin is showing 

her own work with 

pride 

- sharing  

- seeking approval 

(from Ben) 

“Ducks, ducks, 

ducks!” said 

Ben. “I like 

your ducks” 

(p. 43) 

- Ben shows 

engagement in 

conversation 

with Yasmin 

- positive 

opinion-giver 

- Ben readable 

younger (e.g., 

using simple, 

short sentence 

with repetitive 

utterances) 

- participating and 

interactive 

- supportive 

 

- implying SRP 

sibling-sibling 

(Sister-Brother) 

Image The images on page 42 and page 43 may serve as the demonstration of the occasioned 

organization of category – the implied SRP Sister-Brother embedded within the contextual 

environment referenced by the occurrence of interaction in an informal mode between a girl 

and a boy, ostensibly of similar age, in a home-like setting where a pet, a sofa, a mat, the 

wooden floor, a book self and a lamp are seen. The categorization of these two characters in 

reference to the enactment of SRP Sister-Brother logically provides for the relevance of 

commonsensically evaluation of paired individuals (i.e., sister-brother) in terms of the 

performance of a CBA “share frequent contact with each other at a home setting”.  

Text Through the straightforward reading of the conversation between Yasmin and Ben, the 
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texts on pages 42 and 43 apparently present quite considerable categorization work insofar as 

a cast of characters is introduced but their relations with one another is not explicitly given. It 

is possible to map Yasmin and Ben onto various sets of SRPs, such as category Girl-Yasmin 

in relation to the unproblematically SRP partner, Category Boy-Ben; SRP in the form of 

sibling-sibling (or more specifically SRP Sister-Brother) within MCD ‘Family’ and/or SRP 

friend-friend partnership. These relations between Yasmin and Ben in this instance are derived 

by ascribing category-bound activities and predicates from the surface clues in relation to 

commonsensical knowledge of culture and the local production of categories. The warrant for 

this assertion is found in the CBAs of “being sharing” and “seeking approval from Ben” in 

that Yasmin is showing her picture with pride.  

On the other hand, Ben can be understood as SRP partner Brother in relation to Yasmin 

through associating with clusters of category-related predicates of being “supportive” by 

enacting the positive opinion-giver (i.e., “I like your ducks.”) and “participating and 

“interactive” in that he is engaging in the conversation with Yasmin. Ben may also be heard to 

be younger as described in terms of his display of unsophisticated linguistic proficiency. That 

is, Ben’s display of simple and short sentence with repetitive utterances (i.e., “Ducks, ducks, 

ducks!”) in contrast to Yasmin’s account of ducks on page 42 (i.e., “I can just see them in the 

lake. They swim around and quack. Quack, quack, quack, said Yasmin”) recognizably 

constructs Ben and Yasmin as SRP in the form of sibling-sibling through mapping Ben onto 

the younger brother in relation to Yasmin.  

In depicting Yasmin and Ben’s situated conduct at a home setting, the relevance for SRP 

partnership Sister-Brother is made available in and through the texts. Next, the analysis of 

page 44 renders the constructions of the Category SRP Parent-Child as well as the Category 

Child-Student.  

 

[Page 44] Category Parent-Child SRP 
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Explanation of image CBAs Text  Explanation of text CBAs 

A female adult is 

sitting on the sofa 

while a girl is 

standing in a home 

setting.  

unequal power 

status (i.e., 

sitting vs. 

standing) 

 

“Look, Mom, 

do you like my 

ducks? Asked 

Yasmin” (p. 

44) 

 

- Yasmin requests 

parental approval / 

assessment 

- Yasmin possesses a 

predilection for 

sharing & seeking 

approval 

- seeked positive feedback 

(the mental/emotional 

criteria) 

- potential advice-receiver 

- in need of company, 

support, social sharing, 

collaboration and 

communication 

“Yes, they are 

fine ducks,” 

she said (p. 

44). 

- Mom enacts the 

positive commentator 

 

 

- Mom is identified as 

the firsthand 

opinion-giver 

- caring 

- supportive 

- responsive to demand 

(i.e., “Look”) 

- participant of the child’s 

world (e.g., learning) 

Image In this image the child, Yasmin, is standing beside a seated adult, showing her the 

drawing of ducks. As noted earlier, retrospective readings are made available as the reader 

progresses through a text. The text on page 42 and 43 has established its contextual 

information pertaining to the home setting where the conversation between Ben and Yasmin 

occurred. Drawing on the retrospective interpretation, the relevance – home as the backdrop 

setting – is pertinent on page 44 wherein the unequal power exercised between an adult and a 

child become available and recognizable in the category-bound activity “sitting on a sofa” 

accorded to category Adult and “standing while an adult is talking” oriented to the category 

Child in home setting.  

Text The text “Look, Mom, do you like my ducks? asked Yasmin.” establishes the Adult-Child 

SRP as Mother-Child or Mother-Daughter. These two categories are readably the SRP 

Parent-Child, or more specifically, Mother-Daughter, in the MCD ‘Family’. Yasmin names 

herself as a daughter in relation to a mother (i.e., naming someone “Mom” directly). Yasmin’s 

construction of the category Child can be understood in terms of the CBAs of “seeking 

positive feedback” in that she is requesting parental assessment/approval on the 
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affective/mental level (i.e., the use of an emotional lexical term “like”) rather than a 

performance measure (e.g., good or bad). Further, possessing a predilection for sharing and 

seeking approval from her mother hearably constructs Yasmin as Child-Daughter in terms of 

the CBAs of “being the potential advice-receiver” and “in need of support, social sharing, 

collaboration and communication”.  

As the SRP partner to the Category Child-Daughter in the device ‘Family’, the Category 

Parent-Mom can be heard to have the partner attributes as she is enacting the positive 

commentator towards her child’s drawing together with the implied predicates of being 

“caring”, “supportive”; “responsive to the child’s demands” (as available in the child’s 

demand “Look, Mom, do you like my ducks?” and the mother’s response “Yes, they are fine”) 

and “being the (co-)participant of her child’s world” (as available in the child’s account “I will 

take them to class.”) in that Yasmin’s Mom is serving as the first-hand opinion-giver. 

Category Parent-Mom referenced as the first-hand opinion-giver can be understood on the 

grounds wherein “home” is constructed as the initial/primary context of experience (including 

any forms of learning). This is made available to the theorists of early childhood who argued 

children learn first in the home settings (see Backe-Hansen, 2002 and Corsaro, 1997). The 

Category-Attribute system constructed here for Parent-Child may be also readable and 

understandable as referencing a theory of child learning that posits the home-like setting and 

particularly the relation between child and the primary care giver, as the first and a very 

important context of learning and of development of self. A warrant for this reading 

possibility is that, in the context of teaching, it is a routine understanding of Developmental 

Psychology that the home/family context is the first and most important learning context.  

The Parent-Child SRP partnership achieved here constructs Yasmin as Child-Daughter 

and Mom as Parent-Mother both in the visual and written texts.  

 

[Page 44] Category Child-Student 
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Explanation of 

image 

CBAs Text  Explanation of text CBAs 

Recognizably, 

the girl is 

schoolchild age.  

- in need of 

schooling  

- has 

homework 

- has 

classmates 

“I will take them 

to class. It’s 

show-and-tell 

day” said 

Yasmin (p. 44) 

- Yasmin is a participant 

in school learning (i.e., 

student) 

- Yasmin is drawing for 

school show-and-tell.  

 

- has obligation and 

right to accomplish 

- task-oriented  

- productive of the set 

task  

- displays competence  

Image The girl (in this case, recognizably Yasmin) can be understood as category 

Child-Student from the image on page 44 in that her youth can be identified on the basis of 

physical insignia (i.e., appearances, apparel, height and so forth). These insignia uphold an 

intersubjective basis for categorization of a schoolchild. Category Child-Student is achieved 

through the references to the assignment of the category attributes of “requiring schooling”; 

“having homework” and “having classmates”.  

Text Yasmin is warrantably heard as category Child-Student through her utterances “I will 

take them to class. It’s show-and-tell day” orienting to the right and responsibilities this 

membership involves. That is, being a member of the category Child-Student, his/her 

membership involves accomplishing a drawing for school show-and-tell. Being a participant 

in school learning establishes Yasmin’s membership of Category Child-Student in the CBAs 

of “having obligation/responsibilities to accomplish”, “task-oriented”, “being productive of 

the set task” and “display of competence”. “Drawing” conventionally appears to be the 

activity routinely assigned to membership category of children unless marked, for example, 

‘artist/painter’. In this case, the activity conveyed the sense of being oriented to category 

Student on the basis of production of drawing as “task-oriented homework”. Now, the earlier 

examination invites review. That is, the activity (i.e., drawing for school task) associated with 

Yasmin suggests the category-relevance (i.e., category Child-Student). Also, assessment on 

developmental criteria is now contextualized to school. Simply put, school has performative 

criteria whereas affective criteria prevail at home. For example, mother’s account “Yes, they 
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are fine ducks” on page 44 sustained her emotional state “like Yasmin’s drawing” on the basis 

of affective criteria. Yasmin’s initial self-assessment of her drawing (i.e., “These are the best 

ducks I have ever made!”) is now available to be read retrospectively as a school-type 

relevance brought into home.  

Both the visual and written texts map Yasmin onto category Child-Student in terms of 

locally situated conditions of relevance, activity and context.  

 

[Page 45] Category Teacher-Students SRP 

Explanation of image CBAs Text  Explanation of text CBAs 

The teacher is 

standing in class 

while the students are 

seated. 

- authoritative 

status  

“Miss Rome’s 

class held up 

their work” (p. 

45)  

- Miss Rome is in 

charge of the class 

 

 

- Miss Rome is 

demonstrating a 

task-oriented 

lesson 

- Tim is standing 

and holding up his 

picture in the class 

- authoritative status 

- provision of the 

proximal context 

(i.e., classroom) 

- collaborative 

accomplishment of 

learning 

Student who stood in 

class were held 

accountable to 

perform a particular 

set of task otherwise 

as marked as “out of 

order” 

- inferior status 

- disciplined 

and 

well-behaved 

Image The image on page 45 establishes that the categories Students and Teacher are 

unproblematically evoked and described in terms of stereotypical attributes. That is, these two 

characters warrantably embodied the SRP Teacher-Students. The category attributes oriented 

to category Teacher can be understood in reference to their presences in the context of 

classroom. That is, their construction of category Teacher and Student are culturally claimable 

and assignable. Simply put, the teacher is routinely held accountable to be the stander in class. 

This is readably a CBA of the Category Teacher and implies the attribute “authoritative 

status”. Category Students are recognizably attributed with “inferior status” as they are 

enacting the sitters in the classroom in a “disciplined” and “well-behaved” manner. Housley 
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and Fitzgerald (2007, p. 66) have noted “categorization can often be articulated within easily 

identifiable parameters of normativity”. The doing of “sitting” in the context of the classroom 

is warrantably taken to be constitutive of, or tied to, the category Student, unless marked. That 

is, the normativity or norms in action are contingent upon occasioned circumstances (e.g., the 

relevance, activity and context) together with “stocks of commonsense knowledge” (Housley 

and Fitzgerald, 2007, p. 66). For example, the student who is standing in class is held 

accountable to perform a particular set of tasks otherwise they would be labeled as “out of 

order”.  

Text The statement “Miss Rome’s class held up their work” is replete with categorization 

work wherein the facets of membership categories are referenced in terms of 

“inference-richness” (i.e., presumptive relevance) and “category-bound activity” (Schegloff, 

2007: 469-470). Simply put, categories and their category-bound activities may be understood 

to be situated interactional achievements through the locally emergent production and 

deployment of categories in context. The category pair Miss Rome-Her class can be 

immediately identified as an SRP Teacher-Students on the grounds of their categorical 

incumbencies in the reading of the text. The existence of Miss Rome as the categorical 

incumbent of category Teacher implies the existence of ‘her class’ associated with certain 

rights and obligations accorded to the members of the category Students. In depicting Miss 

Rome-Her class as an SRP Teacher-Student, the relevance for the proximal context (i.e., the 

classroom setting) in this instance is reflexively reinforced. 

If one used the device ‘classroom’ and heard Miss Rome as a teacher, then, the use of 

“Miss Rome’s class” can be understood as the intended recipients for directives. It 

categorically positions Miss Rome as the one entitled to the activity of making the directive 

“held up the work” though it is not explicitly stated in this instance. This statement “held up 

their work” categorized the action of the recipients as the same which describes the students 

as category members of a collective (Payne & Hustler, 1980). The right to tell others to “act in 
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a cohorted manner” is available as a reference to the members of certain category and hence 

one can warrantably hear Miss Rome as a member of the category Teacher in the context of 

classroom. In relation to Miss Rome, her SRP partner, Student, is achieved his/her 

membership by involving holding up his/her work to display the self as the participant in the 

task-oriented lesson. Significantly, the teacher and students, embodying the SRP 

Teacher-Students, can be understood in the implied CBA of being “collaborative 

accomplishment of learning”.  

This text can be seen and read as providing an elaborated version of two institutional 

categories, Teacher and Students in the context of classroom. In Silverman’s (1993, p. 114) 

terms, the text assembles connections between cultural particulars.  

 

[Page 45] Category Cohort of Class 

Explanation of 

image 

CBAs Text  Explanation of text CBAs 

Every student in 

Miss Rome’s class 

has his/her own 

picture for 

show-and-tell.  

- completion of the 

specific 

homework for the 

class (i.e., the 

picture) 

- members within 

class-as-a-cohort 

engaged in the 

cohorted action 

(i.e., 

show-and-tell) 

“Miss Rome’s 

class held up 

their work” (p. 

45)  

- The class is 

named as a 

particular and 

current group 

(i.e., a cohort) 

- This group is 

accomplishing a 

particular task 

(e.g., holding up 

their work) 

- students are 

accomplished as 

members of the 

same group 

 

- have right and 

obligation to 

accomplish  

Image The earlier examination of categorization work has established the category relevance 

for SRP Teacher-Students in the context of the classroom. The image on page 45 shows every 

student in Miss Rome’s class with his/her own picture for show-and-tell. “Every student” 

warrantably categorizes the actions of the recipients as the same, which described the 

children/students as category members of a collective. To use a term coined by Payne and 
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Hustler (1980), they are accomplished as a “cohort” (p. 59). This is routinely held by the 

participants in the classroom where students, as one body of persons, are brought together and 

act in a cohorted manner. The boy, as the stander in the image, thereby is mapped onto 

category class-as-a-cohort in terms of occasioned conditions of categorical relevance (i.e., a 

student in Miss Rome’s class), activity (i.e., the doing of homework involved drawing a 

picture for show-and-tell) and context (i.e., Miss Rome’s class). Drawing on relevant category 

and activity, the boy engaged in producing the behaviours recognizable as momentarily 

“being looked at” and “being listened to” insofar the kind of “right” and “obligations” 

accorded to one’s being a member of category class-as-a-cohort is made relevant his 

membership of that cohort.  

Text The collective form of address “Miss Rome’s class” readily mapped every student in 

Miss Rome’s class into the category class-as-a-cohort insofar as the use of possessive “their” 

oriented the students as being incumbents of this “particular” and “current” group together 

with the responsibility/obligation to carry out the relevant category-bound activities. As a 

member of that cohort, thereby he/she is held accountable to “have his/her work” to “hold up”. 

Having a work to hold up is warrantably heard as the category-bound activity that students of 

Miss Rome’s class should be doing in this instance. Drawing on what Schegloff (2007, p. 

469-470) termed “protected against induction”, if one ostensible member of a category 

appears to breach what is “known”, “held accountable” about members of the category, then 

people do not revise that knowledge but rather take the person as “an exception”, “different” 

or even a “defective member” of the category. That is, the unremarkable orientation to people 

as being “non-cohorted” members is achieved by invoking “out-of-order behaviour” (i.e., 

failed to have his/her work to hold up). As can be seen from the image, nobody in this picture 

is NOT in cohort (i.e., Nobody in this class does NOT have his/her own work to hold up). 

Simply put, being a member of the Category Student in Miss Rome’s class amounts to acting 

in accordance with the cohort. The text accomplishes “Miss Rome’s class” as a named, 
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current and particular cohort referenced by invoking engagement in the cohorted action (i.e., 

“having a picture” to “hold up”).  

[Page 45] Category Child-Student 

Explanation of 

image 

CBAs Text  Explanation of text CBAs 

- Standing in 

front of the 

class, a boy 

holds up a 

picture.  

- Other students 

place their 

pictures face 

down (i.e., 

non-revealing 

pictures)  

- stander as the 

current speaker 

- display of 

task-oriented 

activity  

- possessed a 

proclivity for 

being excitable 

and kept in 

‘suspense’ and 

‘surprise’ 

“Tim made 

pictures of fish 

with fins. I like 

to make my fish 

with lots of 

colors,” said 

Tim … I hope to 

buy a red fish” 

(p. 45).  

- Tim is completing 

a picture for school 

show-and-tell  

- Tim is drawing for 

fun and based on 

his liking 

- Tim is capable of 

using a variety of 

colours 

- Tim is a fish lover 

- competent (i.e., 

finishing 

homework) 

- excitable  

- personal choice of 

drawing topic 

- artistic 

competence 

 

- caring and fond of 

animals 

Image In the classroom, the situatedness relevant to particular category is warrantably 

sustained by the teacher and students. In this image, the boy is understood as a member of the 

category Child-Student in the context of the classroom in reference to the CBAs of “being the 

current speaker” and “displaying task-oriented activity in that the boy is standing in front of 

the class and holding up a picture for show-and-tell. As noted earlier, a student who stood in 

the class may be marked as deviant unless he/she was held accountable to undertake that 

particular set task. The boy is thereby simultaneously accomplished as a member of category 

Child-Student in terms of the CBA of “having the right to be the current speaker”. Given the 

turn to speak, the student, standing, momentarily has the speaking rights in contrast to the 

seated students who do not. Note that students other than the current speaker put their pictures 

face down. These non-revealing pictures recognizably mapped the students onto the category 

Child-Students together with the implied attributes of being “excitable” and “susceptible to 

suspense and surprise” (Austin et al., 2003).  

Text Tim is demonstrating a number of the CBAs accorded to Category Child-Student. The 
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statement “Tim made pictures of fish with fins” oriented to his membership of category 

Child-Student with the implied attribute of being competent in terms of performance criteria. 

That is, the doing of homework (in this case, drawing a picture for school show-and-tell) is 

taken to be constitutive of, or associated with, a category such as a student. Tim is further 

attributed with “having fun” in doing homework. The simultaneous category Child-Student is 

thereby made relevant to the connection of school context with home context in reference to 

Tim’s account “I like to make my fish with lots of colors”. That is, school work can be taken 

for fun and fun/like is relevant to school. Moreover, this statement establishes Tim’s artistic 

competence in drawing in terms of his capability of using a variety of colours and personal 

choice of drawing topic (i.e., fish) in references to the implied attributes of being “artistic” 

and “animal-caring”.  

The visual and written texts on page 45 accomplish a certain version of the category 

Child-Student with the implied attributes as requiring “discipline” (i.e., take turn to speak); 

“susceptible to excitement and suspense” (i.e., non-revealing pictures); “being competent” 

(i.e., completion of homework for show-and-tell), “artistic” (i.e., use a variety of colors) and 

“caring for animals” (i.e., draw fish and have fish at home).  

 

[Page 46] Category Child-Student 

Explanation of image CBAs Text  Explanation of text CBAs 

A girl, standing, 

holds up a picture 

and talks about it 

(e.g., visual facial 

expression).  

- categorical 

situatedness 

- displayed 

task-oriented 

activity 

- routinely-achieved 

discipline” (i.e., 

take turn to speak) 

“Kate made 

fire trucks with 

big hoses.” 

“I like to make 

big, red fire 

trucks”  

- Kate is completing a 

picture for school 

show-and-tell 

- Kate is drawing for fun 

and based on her liking 

- Kate is the current 

speaker  

- competent 

- task-oriented 

 

- having fun 

- independent 

- sequential 

organization 

of classroom 

interaction  

Image In the image, a girl is standing, holding up a picture and talking about it (e.g., visual 
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facial expression shown on the illustration). The earlier examinations on page 45 rendered 

retrospective readings. These are readably CBAs of the Category Child-Student in terms of 

her “categorical situatedness” (i.e., a student in Miss Rome’s class). Further, this girl is 

identified as the current speaker in the context of classroom wherein the reasonable warrant 

for being the “current speaker” requires accomplishing the CBA “routinely-achieved 

discipline” – take turn to speak.  

Text The text “Kate made fire trucks with big hoses.” I like to make big red fire trucks.” 

establishes Kate as hearably a member of the Category Child-Student. She is attributed as 

being “competent”, “task-oriented”, “excitable” and “independent” in that she is 

demonstrating her competence of completing a picture for school show-and-tell. Drawing a 

picture of a favorite topic for school show-and-tell implies the CBAs of being “having fun” 

and “independent”. Moreover, the display of turn-by-turn show-and-tell establishes her as the 

current speaker which is “integral to the moment-by-moment organization of the interaction” 

in the context of classroom (Zimmerman, 1998: 90). That is, drawn from routinely-achieved 

classroom disciplines, Kate’s enactment of the category Child-Student references her 

speaking right by engaging in the turn-by-turn show-and-tell, which immediately orients to 

the sequential organization of classroom interaction – the two-party system of talk.  

 

[Page 46] Category Teacher 

Explanation of image CBAs Text  Explanation of text CBAs 

The teacher is standing by the student 

who performs show-and-tell. 

The teacher is looking at Kate’s picture 

- silent participant 

- attentive to students  

None None None specific to 

Category Teacher 

Image Classroom interaction highlights the very important relationship between discourse 

features and aspects of personal and institutional identity (Zimmerman, 1998). In the image, 

Miss Rome, presumably the teacher is standing behind Kate and appears patient and attentive 

while Kate is demonstrating show-and-tell. Ostensibly from the visual text, the teacher takes 
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on the role of “listener” in this instance rather than her culturally assignable and claimable 

role of “dominant speaker” (McHoul, 1978 and Mehan and Griffin, 1980). The teacher is 

enacting the role of a “listener”, signaling a distinctive development in the interactional 

patterning of this class. An important distinction that needs to be drawn at this point is that the 

instance of show-and-tell offers very different interactional possibilities between the teacher 

and student. This is reflexively available in this text: that is the text draws on it to make sense 

and constructs this as a possibility. These different interactional possibilities imply the CBA 

assigned to teacher as a “silent participant” in class whereas the student momentarily as a 

“dominant speaker”. Student Kate has established her membership as a “current speaker” in 

the class and thereby opened up the possibility that Miss Rome will orient to herself as a 

“listener” rather than a teacher who is routinely held as the “dominant speaker”.  

 

[Page 46] Category Cohort of Class 

Explanation of image CBAs Text  Explanation 

of text 

CBAs 

- Every student in Miss 

Rome’s class has/her 

picture for show-and-tell. 

- One girl is demonstrating 

show-and-tell while one 

boy is seated and listening.  

- competent (i.e., Completion of 

a picture for school 

show-and-tell) 

- engaged in the cohorted action 

(i.e., show-and-tell) 

- participating & attentive (i.e., 

listening to the current 

speaker) 

None None None specific to 

Category Cohort 

of Class 

Image The image here shows every student in Miss Rome’s class has his/her own picture for 

show-and-tell. Further, Student Kate is demonstrating show-and-tell while Student Tim is 

seated and listening. The earlier examination of categorization work has established that every 

student with his/her own picture for show-and-tell warrantably categorizes the actions of the 

recipients as the same and thereby this cohorted action constructs “every student” as category 

members of a collective. That is, every student with a picture for show-and-tell in Miss 
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Rome’s class constructs his/her membership of the Cohort of Class in terms of the CBAs of 

“being competent” and “engaging in a cohorted action”. Moreover, the text on page 45 has 

established Student Tim as a member of category class-as-a-cohort. Student Tim demonstrates 

the CBAs “being looked at” (i.e., presenting show-and-tell) and then “being participating and 

attentive” (i.e., listening to the current speaker, Kate). This “cohorted action” and “obligation” 

accords to membership of the category Class-as-Cohort makes relevant Tim’s membership of 

that cohort. Both Kate and Tim accomplish their membership with the Category Cohort of 

Class in terms of the CBAs “having a picture for show-and-tell”; “momentarily being looked 

at and listened to” and “participating” and “being attentive to the current speaker”.  

 

[Page 46] Category Adult (MCD ‘Stage of life’) / Category Fireman (MCD ‘Occupation’) 

Explanation of 

image 

CBAs Text  Explanation of text CBAs 

A fireman is in 

charge of a fire 

truck with a big 

hose and wailing 

siren in motion 

- fireman identity is 

assignable according to 

physical insignia 

- driving a fire truck as 

adult-oriented job 

- specialized skill 

required during the 

course of a fire-rescuing 

- attributed as being 

competent, brave, 

independent and skilled 

in dealing with a fire 

incident 

“My dad is a 

fireman. He 

is very 

brave,” said 

Kate (p. 46) 

- Kate describes 

her father’s job is 

a fireman 

- Kate describes 

his father in 

terms of his  

profession, work 

and moral virtues  

- particular set of 

occupations require 

age suitability 

- skilled person 

- courageous 

- fire-fearless 

- virtuous (Helping 

people stuck in a 

fire) 

- renders a sense of 

safety 

- Dad as well as 

Fireman is the 

role-model  

Image In Kate’s drawing, two fire trucks with big read hoses and wailing sirens are in motion 

and a fireman is apparently in charge of one fire truck. Driving a fire truck is readably the 

category-bound activity associated with Category Fireman and constructs the fireman as “an 

adult-oriented job” in terms of “physical insignia”. Moreover, “being a fireman” is 
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commonsensically oriented to as having the CBAs of “specialized skill required” and being 

“competent”, “brave”, “independent” and “skilled”.  

Text The statement “My dad is a fireman.” establishes that Kate’s father is simultaneously 

demonstrating the CBAs of the Category Parent-Father and Category Fireman. “Being a 

fireman” is understood to be an adult-oriented job and a professional in terms of the implied 

CBA of “requiring age suitability and skills”. Moreover, the text “He is very brave.” 

constructs Kate’s father as having the attributes “brave” and “skilled” in that he performs 

fire-rescuing task. In this statement “My dad is a fireman. He is very brave,” Kate’s account 

constructs her father as the “role-model” in terms of the implied attributes of being “brave”, 

“virtuous”, “skilled”, and “a safety-provider”. Kate’s drawing references symbols (i.e., a fire 

truck with wailing siren and big red hoses evidenced the occurrence of a fire accident) and 

most importantly a moral order. A fireman is described as “brave” referencing a moral order 

in which saving people’s life is virtuous. Moreover, Kate’s picture implies category father is 

made relevant in work sphere. 

 

[Page 46] Parent-Child SRP 

Explanation of image CBAs Text  Explanation of text CBAs 

Kate holds up a 

picture of a fire 

truck. The figure in 

that fire truck isn’t 

identifiable. Text 

identifies figure as 

probably Kate’s 

father.  

Not specific to 

Parent-Child 

SRP 

“I like to make 

big, red fire trucks. 

My dad is a 

fireman. He is 

very brave,” said 

Kate (p. 46) 

- Family member made 

relevant in homework (i.e., 

fireman, fire truck as topic 

of drawing) 

- Parent (Dad) has a decent 

job 

- Parent (Dad) as the role 

model 

- Parent (Dad) as a brave 

person. 

- Parent as the 

participant of 

child’s learning 

 

- Contributive to 

the society 

- With moral 

virtues  

- Courageous  

Text In the image, Kate holds up a picture of a fire truck. The figure in that fire truck is not 

identifiable. Text identifies figure as probably Kate’s father. In the text, Kate’s statement “My 
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dad is a fireman” establishes the Adult-Child SRP as Parent-Child or more specifically 

Father-Daughter in this case. Kate’s self-mapping as “someone’s daughter” made the mapping 

of the other partner in relation to Father-Daughter SRP within the same device ‘family’ 

programmatically relevant. Kate’s enactment of the SRP partner Child-Daughter can be 

understood as Kate is making family members relevant to her homework. This establishes 

Kate’s father as “the (co-)participant of his child’s learning”. Further, Kate’s constructions of 

the Category Parent/Dad in relation to the SRP partner Father/Daughter is constructed in 

terms of a cluster of category-related predicates “has a decent job”, “act as the role model” 

and “being a brave person”. These readably imply Kate’s father as being “contributive to the 

society”, “virtuous” and “courageous”.  

The Parent-Child SRP partnership achieved here constructs Kate as Child-Daughter and 

her father as Parent-Father in the written texts.  

 

[Page 47] Category Child-Student 

Explanation of image CBAs Text  Explanation of text CBAs 

A boy holds up a 

picture of rocket 

ships cruising in the 

cosmos and talks 

about it.  

- being somewhat 

knowledgeable 

(i.e., knowing 

non-frequently 

seen rocket ships 

in daily life; the 

earth covered 

with water; other 

planet existing in 

the universe) 

- possessed a 

proclivity for 

being eager for 

macro-knowledg

e 

Mack said, “I like 

to make rocket 

ships. They can 

go around the 

globe and back!” 

(p. 47) 

- Mack is drawing 

is for fun and 

based on 

personal liking 

- Mack displays 

particular 

knowledge of 

rocket ships (i.e., 

functions and 

cruising route) 

- Mack displays 

particular 

knowledge of the 

universe  

- excitable 

- independent  

 

 

- informative 

- display of a 

particular sort of 

student – student 

as competent and 

knowledgeable 

- enactment of 

childhood as full 

of potential and 

adventure 

Image In this image, a boy holds up a picture of rocket ships cruising in the cosmos and talks 



 446 

about it. As noted in our previous examinations of page 45-46, the retrospective readings of 

contextual information are made available on this page. The backdrop setting where the boy 

demonstrates show-and-tell can be warrantably identified as Miss Rome’s class although there 

is no teacher, classmate or chair seen in sight. The boy is holding up a picture for 

show-and-tell and this is readably the CBA of the Category Child-Student. Moreover, his 

picture establishes the boy with a new attribute. That is, the picture introduces new context 

other than home or school. This new context implies school is not just about personally 

contextualized experience but also about knowledge outside immediate personal experience – 

Category Child-Student is represented as capable of conceptually sophisticated understanding 

of the universe. The boy can be understood in terms of a CBA of “knowledgeable” in that he 

displays a picture of the non-frequently seen rocket ships in daily life wherein the earth is 

represented as covered with water together with other planets existing in the universe. 

Demonstrating a show-and-tell to display own knowledge of the universe can be hearably the 

CBA of “possessing a proclivity for being eager for macro-knowledge”.  

Text The statement “I like to make rocket ships. They can go around the globe and back!” 

portrayed Mack primarily in terms of attributes associated with Category Child-Student. 

These attributes are expressed in many ways. Drawing for fun and based on favorable topic 

constructs Mack’s membership of Category Child-Student in terms of the CBAs of “being 

excitable” and “independent”. Further, displaying particular knowledge of rocket ships 

implies the CBAs of being “informative”, “competent” and “knowledgeable”. Moreover, 

demonstrating particular knowledge of the universe makes the reading understandable that 

Mack presents the prospects of the enactment of childhood as “full of potential” and 

“adventurous”.  

 

[Page 48] Category Child-Student 

Explanation of image CBAs Text  Explanation of text CBAs 
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- Yasmin holds up 

a picture of 

ducks and talks 

about it.  

- Yasmin is the 

current speaker 

informative  & 

competent (i.e., 

display  

knowledge of 

ducks  

“I like ducks 

the best”, she 

said. “I want 

to make ducks 

with wings 

that shine! I 

want to make 

ducks that 

swim and 

quack!” (p. 

48).  

- Yasmin is 

enthusiastic 

about ducks 

 

- Yasmin is 

visualizing and 

animating the 

characters (i.e., 

ducks) in the 

drawing 

- enactment of childhood 

as being subjective; 

imaginative; energetic 

and animal-caring  

- forward-looking (i.e., I 

want to…) 

Image In the image, Yasmin holds up her picture of ducks and talks about it. This visual text 

establishes Yasmin’s membership of Category Child-Student in terms of the CBAs of being 

“informative” and “competent” in that she is enacting the current speaker to demonstrate a 

show-and-tell of her drawing in the context of the classroom. Further, being the current 

speaker establishes a two-party system of talk wherein the rest of the class, including the 

teacher, formed one body of interlocutors in relation to the current speaker.  

Text The statement “I like ducks the best”, she said. “I want to make ducks with wings that 

shine! I want to make ducks that swim and quack!” depicts Yasmin’s implied enthusiasm 

about her drawing of ducks. This establishes Yasmin as hearably demonstrating the CBA of 

the Category Child. Further, Yasmin’s constructions of the Category Child can be understood 

in terms of her category-bound activities “visualizing and animating the characters (i.e., the 

ducks) in her picture”. The implied attributes of these assigned CBAs construct the enactment 

of childhood as being “subjective”, “imaginative”, “energetic”, “animal-caring”, “forward- 

looking” and “highly experientially contextualized”.  

The visual and written text here can be seen and read as providing an elaboration of the 

relevance of both the Category Child and the Category Student as represented by Yasmin. In 

depicting Yasmin’s situated conduct (i.e., show-and-tell) in the context of the classroom and 

the implied enthusiasm about her drawing, the readings of Category Child-Student is made 
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available in and through the text.  

The images through page 49 to page 53 depict a group of children playing and talking in 

a playground. The setting is recognizably NOT the classroom although the group of children 

is recognizing as the same group as on pages 45 to 48. The text of the conversation between 

these children is recognizable extension of the activity of “show-and-tell” in the previous 

pages. The topic of ‘Yasmin’s drawing about ducks” is a carry over from the classroom 

activity/relevance. In this way, the children depicted are achieved as the same group of 

children, that is, the class-as-a-cohort. The text describes the children as ‘Yasmin’s pals and 

thereby construct a conflation/equivalence of the categories Classmates and Friends. The 

image and text simultaneously construct several possible category relevances: 

- Cohort of Class 

- Category Child 

- Category Child-Student 

- Category Classmate/Friend  

- SRP Classmate/Classmate  

- SRP Friend/Friend 

- SRP Classmates/Friend-Classmate/Friend  

All these possible categories and category system work to achieve the similar outcome 

that classmates who work together are also friends who play together, be it in the school 

playground or other than school playground.  

 

[Page 49] Category Child or Classmate-Friend SRP 

Explanation of image CBAs Text  Explanation of text CBAs 

A group of 

schoolchildren are 

talking to each other 

and playing in a 

- carefree & 

playful  

- assignable 

activity oriented 

“Why do you 

like to make 

ducks?” Tim, 

Kate and Mack 

- Yasmin’s pals are 

providing peer 

opinions 

 

- enactment of 

childhood as being 

subject to peer 

influence 
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playground in the 

daytime. 

to children (e.g., 

playing in the 

playground) 

asked (p. 49) - Yasmin’s pals are 

taking 

knowledge 

curiosity outside 

classroom 

- children as being 

curious, 

participating and 

inquiring  

Image In this image, a group of children are playing and talking to each other in a playground 

in the daytime. Playing in the playground is readably mapping this group of children onto 

Category Child in terms of the CBAs of being “carefree” and “playful”. Drawing on a 

retrospective interpretation, the children depicted here are achieved as the same group of 

children in Miss Rome’s class. The image thereby accomplishes these children’s memberships 

of the Category Student or Category Classmate. 

Text Our previous examination of the visual text has established that the backdrop setting is 

recognizably NOT the classroom but the playground, presumably in school. The statement 

“Why do you like to make ducks?” Tim, Kate and Mack asked” accomplishes the text of the 

conversation between these children is as recognizable extension of the activity of 

show-and-tell in the previous pages (p. 48). That is, the topic of Yasmin’s drawing of ducks is 

being made relevant outside the classroom. These are readably CBAs of the Category 

Classmate. Providing peer opinions alludes to the CBAs “an assumed susceptibility to peer 

influence” ascribed to this group of children and moreover taking knowledge curiosity outside 

classroom implies these children is attributed with the CBAs of being “curious”, 

“participating” and “inquiring”.  

 

[Page 49] Category Cohort of Classmate-Friend  

Text  Explanation of text CBAs 

“Why do you like to 

make ducks?” Tim, 

Kate and Mack asked 

(p. 49) 

Yasmin and her pals are 

carrying knowledge out of the 

classroom (i.e., topic of 

‘ducks’) 

- display of cohorted knowledge  

- accountability  

- questioning (i.e., request of 

clarification) 

Text Our previous examination has established that the conversation between these children is 
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recognizably an extension of the activity of “school show-and-tell”. Moreover, this group of 

children depicted here is constructed as the same group of classmates in Miss Rome’s class. 

That is, these children are achieved as members within the Category Class-as-a-cohort/Cohort 

of Classmates. Drawing on a retrospective interpretation, being a member of this cohort 

involves engaging in the cohorted action, that is, show-and-tell. One important facet of 

cohorting of the classmates is the accountability of each individual student to display the 

class’ cohorted knowledge (Austin et al., 2003: 66). Simply put, the ascription of an activity 

that the cohort had experienced establishes each member within the class-as-a-cohort as being 

accountable for having had the experience and for being able to display their knowledge of 

that experience. In such an environment, Yasmin’s account for show-and-tell is achieved as 

the “cohorted knowledge”. Tim, Kate and Mack’s statement “Why do you like to make 

ducks?” demonstrates their orientation to the Category Cohort of Classmates/Class. Carrying 

knowledge out of classroom hearably establishes their construction of Category Cohort of 

Classmates/Class in the CBA “displaying the cohorted knowledge” in that these children 

display their accountability to having heard such cohorted knowledge (i.e., attention to 

Yasmin’s show-and-tell) and being able to display their knowledge of that learning experience 

(i.e., provision of question about ‘ducks’).  

 

[Page 50/51] Category Cohort of Classmate-Friend & Cohort of Child-Student 

Explanation of 

image 

CBAs Text  Explanation of text CBAs 

A group of 

children are 

playing swings 

and talking in a 

playground  

- carefree & playful  

- enactment of childhood as 

being gregarious (i.e., 

engage in and enjoy group 

activity  

- simultaneously enactment 

of multiple identities  

“Wow,” 

Yasmin’s 

pals said. 

(p. 51) 

- Yasmin’s pals 

reveal excitement 

& admiration  

- Yasmin’s pals are 

providing 

positive peer 

opinion  

- excitable 

- admiring 

 

- supportive 

Image In the image, a group of children are playing on a swing and talking to each other in a 
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playground. As noted earlier, this group of children depicted here is established as the same 

group of classmates in Miss Rome’s class. These children, as readably and recognizably, are 

achieved as members of the Category Cohort of Classmates or the implied Cohort of 

Classmate-Friend. “Playing swings” and “talking to each other” can be understood as the 

CBAs of the Category Cohort of Classmate-Friend together with the implied attributes as 

being “carefree” and “playful”. Further, playing in group alludes to the enactment of 

childhood as “being gregarious” and “engaging in and enjoying group activity”. Moreover, 

this image constructs these children as enacting multiple identities and this implies their 

categorical membership in terms of “friends”, “classmates” and “students”.  

Text In the statement “Wow,” Yasmin’s pals said”, the lexical choice “pals” readably 

establishes Kate, Tim and Mack are Yasmin’s friends rather than her classmates. Kate, Tim 

and Mack are constructed as members of Category Cohort of Classmate-Friends in terms of 

the CBAs of being “excitable”, “admiring” and “supportive” in that they are revealing 

excitement and admiration by the use of colloquial term “wow” and providing Yasmin 

positive peer opinion.  

 

[Page 50/51] Category Child-Student & Category Classmate-Friend 

Explanation of 

image 

CBAs Text  Explanation of text CBAs 

Yasmin is playing 

on a swing and in 

conversation with 

Kate, Tim and 

Mack in a 

playground.  

- carefree, 

having fun, 

energetic 

- fond of group 

activity  

- communicative 

(i.e., having 

conversation 

with her 

classmates 

and/or friends) 

“Well, I just 

read a good 

book on ducks. 

I found out a lot 

about them,” 

said Yasmin. (p. 

50) 

- Yasmin presents a 

particular version 

of childhood (i.e., 

children’s assess to 

the social world 

through text) 

 

- Yasmin enacts a 

particular version 

of leaner 

 

- childhood oriented 

to different facets 

of “learning” (e.g., 

reading)  

- reading is achieved 

as being literary 

and informative  

- Self-motivated 

(i.e., habit of 

reading outside the 

classroom) 
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- in need of 

extracurricular 

materials 

- prone to be eager 

for knowledge  

“Did you know 

that ducks don’t 

get wet?” 

Yasmin asked. 

(p. 51) 

Yasmin is asking a 

known-answer question 

to display particular 

knowledge (i.e., a fact 

about ducks) 

 

 

 

- confident 

- satisfied 

- persuadable (i.e., 

book-believer) 

- pretending 

- being keen on 

exchanging 

knowledge  

- reveals uniqueness 

(i.e., her own 

understanding of 

ducks) 

“It’s no joke,” 

Yasmin added. 

(p. 51) 

Yasmin values what’s 

been told in the book  

- assertive (i.e., 

book-believer)  

- demonstrates more 

confidence outside 

the class (i.e., 

compare 

classroom context 

to playground 

context)  

Image In this image, Yasmin is playing on a swing and having a conversation with Kate, Tim 

and Mack in the playground. Drawing on a retrospective interpretation, Kate, Tim and Mack 

are achieved as Yasmin’s classmates and friends. The conflation of the categories Classmate 

and Friend forms a double category incumbency Category Classmate-Friend here. That is, 

Yasmin can be constructed as a member of Category Child-Student in terms of CBAs 

“carefree”, “having fun” and “energetic” in that Yasmin is talking and playing in the 

playground and also can be understood as a member of Category Classmate-Friend in terms 

of the CBAs of being “communicative” and “fond of group activity”. That is, having a 
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conversation with her pals, Kate, Tim and Mack, recognizably establishes Yasmin’s 

construction of the Category Classmate-Friend.  

Text In the statement “Well, I just read a good book on ducks”, Yasmin is demonstrating the 

CBA oriented to the Category Child-Student. Reading outside the school establishes Yasmin 

as presenting a particular version of childhood wherein children access social world through 

text. This implies the CBAs “childhood involves many facets of learning” (e.g., reading) and 

“reading is achieved as being literary and informative”. Further, the statement “I found out a 

lot about them” can be understood to present Yasmin as enacting particular version of learner. 

That is, Yasmin is readably mapped onto the Category Child-Student in terms of the CBAs 

“self-motivated”, “in need of extracurricular materials” and “eager for knowledge”. Our 

previous examination of visual text has established that Kate, Tim and Mack are Yasmin’s 

classmates and also can be her friends. In the statement “Did you know that ducks don’t get 

wet?” Yasmin is hearably demonstrating the CBAs of the Category Classmate-Friend. Asking 

a known-answer question to display particular knowledge implies the CBAs of being 

“confident”, “satisfied”, “persuadable”, “pretending”, “keen on exchange of knowledge” and 

“revealing uniqueness”. Moreover, the statement “It’s no joke” constructs Yasmin as a 

book-believer who values what’s been told in the book and this implies the CBAs of being 

“assertive” and “more confident outside the class”.  

 

[Page 50/51] Category Child-Student & Category Classmate-Friend  

Explanation of image CBAs Text  Explanation of text CBAs 

Kate is playing on a 

swing and in 

conversation with 

Yasmin, Tim and 

Mack in the 

playground. 

- carefree, having 

fun, energetic 

- fond of group 

activity  

- communicative 

(i.e., having 

conversation 

“What did you 

learn?” Kate 

asked. (p. 50) 

Kate enacts the 

frequent questioner  

being inquiring, curious, 

and concerned  

“How come 

they don’t get 

wet?” Kate 

asked. (p. 51) 

Kate demands 

exchange of 

knowledge  

- curious and impatient  

- peer participants 

contribute to a 

particular course of 
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with her 

classmates 

and/or friends) 

learning  

- possessed a proclivity 

for being kept in 

“suspense” and “doubt” 

Image In this image, Kate is playing on a swing and having a conversation with Yasmin, Tim 

and Mack in the playground. Drawing on a retrospective interpretation, Kate is recognizably 

producing the behaviour (i.e., playing swing in a playground), that is, an attribute (i.e., 

carefree, having fun and energetic) associated with the Category Child-Student. Moreover, 

Kate can be also understood as a member of the Category Classmate-Friend in terms of the 

CBAs of being “fond of group activity” and “communicative” in that she is having a 

conversation with her pals, Tim, Yasmin and Mack.  

Text In the text, the statement “What did you learn?” and “How come they don’t get wet?” 

hearably establish Kate as a frequent questioner during the course of conversation with her 

pal, Yasmin. The act of questioning Yasmin constructs Kate as “inquiring”, “curious” and 

“concerned”. These are readably the CBAs of the Category Classmate-Friend. Further, Kate’s 

account “How come they don’t get wet?” can be read and understood to involving demanding 

exchange of knowledge and implies the CBAs of being “curious” and “impatient”. Kate’s 

constructions of the Category Classmate-Friend can also be understood in terms of her 

category-bound activities “contribute to a particular course of learning” and “possess a 

proclivity for being kept in suspense and doubt”.  

 

[Page 52/53] Category Child-Student & Category Classmate-Friend 

Explanation of image CBAs Text  Explanation of text CBAs 

Yasmin is talking to 

Tim, Kate and Mack 

with agreement and 

enjoyment and 

gesturing in the 

playground.  

- happy and 

excitable  

- in need of 

listeners and/or 

company  

“A duck has oil 

next to its tail,” 

said Yasmin …. 

“The water rolls 

off its back,” 

Yasmin said. (p. 

- Yasmin productively 

displays particular 

knowledge of ducks 

- Yasmin verbally 

presents an individual 

speech  

- informative  

- knowledgeable  

 

- eloquent 

- influx of knowledge  

- organized  



 455 

52) 

“Let’s all go to 

my house after 

school,” Yasmin 

said. “I’ll show 

you how ducks 

don’t get wet.” 

(p. 53) 

- Yasmin is initiating 

an invitation for 

after-school activity 

- Yasmin is organizing 

the after-school 

activity  

- friendly 

- hospitable 

 

- task-oriented  

- independent and 

confident  

Image In the image, Yasmin is recognizably talking with apparent enjoyment and also she is 

gesturing. Talking enthusiastically and happily can be read as the CBA assigned to the 

Category Child-Student and implies Yasmin as being “happy”, “excitable” and “in need of 

listeners and/or company”.  

Text In the statement “A duck has oil next to its tail…. The water rolls off its back” Yasmin is 

productively displaying particular knowledge of ducks and verbally presenting an individual 

speech. These are readably the CBAs of the Category Child-Student in terms of the implied 

attributes as “informative”, “knowledgeable”, “eloquent”, “influx of knowledge” and 

“organized”. Further, the statement “Let’s all go to my house after school,” Yasmin said. I’ll 

show you how ducks don’t get wet.” establishes that Yasmin is demonstrating an individual 

speech to her classmates rather than the monologue (e.g., the use of imperative sentence and 

first-person pronoun). The statement “Let’s all go to my house after school,” signals the 

relationship between Yasmin and her classmates is extended into the context of Yasmin’s 

home in order to accomplish the after-school activity. This establishes that “classmates” in the 

playground can also be read as “friends” outside school. The statement readably constructs 

Yasmin as a member of the Category Classmate-Friend. She is oriented to the CBAs of being 

“friendly”, “hospitable”, “task-oriented”, “independent” and “confident” in that Yasmin is 

initiating an invitation for after-school activity and organizing the after-school activity”.  

 

[Page 52/53] Category Child-Student & Category Classmate-Friend 
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Explanation of image CBAs Text  Explanation of text CBAs 

Mack is with his 

classmates/friends in 

the playground. 

Mack seems like he is 

jogging/running.  

- carefree 

- playful 

- gregarious 

(i.e., in 

group) 

“That’s cool,” 

Mack said. (p. 53) 

- Mack reveals 

excitement & 

admiration  

- Mack is 

providing 

positive peer 

opinion  

- excitable and 

admiring 

 

- possessed the 

proclivity for 

serendipity and 

novelty  

Image The image shows a group of children playing and talking in a playground. Tim and 

Kate are playing with the beach ball. Yasmin is talking while Mack seems to be in motion. 

The visual text establishes Mack’s membership of the Category Classmate-Friend in terms of 

the CBAs of being “carefree”, “playful” and “gregarious”.  

Text In the statement “That’s cool, Mack said”, Mack is revealing excitement and admiration 

towards Yasmin through providing the positive peer opinion. These are recognizably the 

CBAs of the Category Classmate-Friend and imply the CBAs of being “excitable”, 

“admiring” and “possessing the proclivity for serendipity and novelty”.  

On pages 52-53, both the visual and written texts construct Mack as a member of several 

categories: “friend”, “classmate”, “child” and “student”. In the images and text that follow on 

pages 54-55, the same group of children is depicted extending the topic of ducks into the 

context of the home. They are performing an experiment at Yasmin’s home in order to 

demonstrate the principle she outlined in the context of ducks (i.e., Oil and water do not mix; 

ducks keep dry by having their feathers covered in oil). This image and text then establish 

retrospectively that the ‘classmates’ in the school playground can also be understood and read 

as ‘friends’ outside school. Interestingly the activity they are engaged in is a very ‘school like’ 

didactic experiment. The context of friends outside school then is constructed as an extension 

of school like learning. The Category Child is achieved as a very student-like person. That is, 

the conflation of the categories Child and Student can be read to form a double category 

incumbency Child-Student (in a similar way to Category Classmate-Friend).  
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[Page 54/55] Category Cohort of Classmate-Friend  

Explanation of image CBAs Text  Explanation of text CBAs 

A group of children 

is doing an 

experiment together 

at Yasmin’s home.  

- after-school 

activity 

- task-oriented 

- self-motivated in 

learning 

- precompetent (i.e., 

trying, 

experimenting) 

- collaborative 

“When they got 

home, Yasmin got 

out her book on 

ducks.” 

“We need two bags 

and salad oil,” said 

Yasmin. (p. 54) 

The children who 

participated in this 

experiment are 

named as a 

group/collection.  

- current 

- exclusive 

- participative 

- contributive 

- collaborative 

Image In the image, the same group of children in the school playground is doing an 

experiment at Yasmin’s home. Doing a “school-like experiment” in the context of home is 

readably the CBAs of the Category Cohort of Classmate-Friend and orients to these children 

in terms of the attributes as “task-oriented”, “self-motivated in learning”, “precompetent”, 

“collaborative” and “independent”.  

Text The statements “When they got home, Yasmin got out her book on ducks” and “We need 

two bags and salad oil” establish this group of children as members of the Category Cohort 

Classmate-Friend. The participants orient to themselves as members of a category Cohort. 

This is available in the use of the collective term “they” and “we”. Going to Yasmin’s home 

together and preparing two bags and salad oil for the experiment hearably achieve the action 

as the accomplishment of all the participants as a collective with the implied CBAs of being 

“exclusive”, “current”, “participative”, “contributive” and “collaborative”. 

 

[Page 54/55] Category Child-Student 

Explanation of 

image 

CBAs Text  Explanation of text CBAs 

Yasmin is 

demonstrating an 

experiment at her 

home.  

- preoccupied 

- independent 

- active in learning 

- self-motivated in 

When they got home, 

Yasmin got out her 

book on ducks. (p. 

54) 

- Yasmin prepares 

materials for the 

experiment 

- Yasmin is doing 

builds the link 

between domestic 

sphere (home) and 

external sphere 
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learning  a after-school 

activity  

(school) 

“We need two bags 

and salad oil,” said 

Yasmin. (p. 54) 

“First, you put the oil 

on one lunch bag. 

Then you put some 

water on both bags,” 

said Yasmin. (p. 55) 

Yasmin explains and 

demonstrates the 

procedure of doing 

the experiment  

 

- well-resourced  

- organized (i.e., 

step- by-step) 

- competent 

Image In the image, Yasmin is holding a jar full of water and pouring the water into a paper 

bag. This is readably a CBA of the Category Child-Student. Her construction of the Category 

Child-Student can be understood in a CBA “demonstrating an experiment in a school-like 

manner” together with the implied attributes of being “preoccupied”, “independent”, “active 

in learning” and “self-motivated in learning”.  

Text The statement “When they got home, Yasmin got out her book on ducks.” establishes that 

these children are doing the experiment at Yasmin’s home. Yasmin is recognizably preparing 

materials for the experiment and doing an after-school activity. These are readably the CBAs 

of the Category Child-Student and imply Yasmin is “building the link between domestic 

sphere (home) and external sphere (school)”. Further, in the statements “We need two bags 

and salad oil” and “First, you put the oil on one lunch bag. Then you put some water on both 

bags,” the Category Child-Student is made available in terms of Yasmin’s accomplishment of 

the CBAs of being “well-resource”, “organized” and “competent” in that she is explaining 

and demonstrating the procedure of how to do an experiment.  

 

[Page 54/55] Category Child-Student & Category Classmate-Friend 

Explanation of image CBAs Text  Explanation of text CBAs 

Tim, Kate and Mack 

observed Yasmin’s 

demonstration of an 

- attentive 

- participative  

- self-motivated 

- “Look at that!” 

Tim said.  

- “That bag isn’t 

- Yasmin and her 

pals participate 

in the 

- participative  

- possessed a 

predilection for 
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experiment  in learning 

(i.e.,  

after-school 

activity)  

wet,” Kate 

said.  

- The water 

drips off!” Tim 

said. (p. 55) 

after-school 

activity  

- Tim and Kate 

are enthusiastic 

about the 

results  

serendipity  

 

- excitable and 

satisfied  

Image In the image, Tim, Kate and Mack are observing Yasmin’s demonstration of an 

experiment at her home. The reading of the Category Classmate-Friend is made relevant by 

the home context. Further, the understandings of these children’s constructions of the 

Category Child-Student in this image are recognizably available and achieved in terms of the 

implied CBAs “attentive”, “participative” and “self-motivated in learning”.  

Text In the text, these children’s constructions of the Category Classmate-Friend are 

elaborated in terms of the CBAs “participative” in that Yasmin’s pals are participating in the 

after-school activity. Further, showing enthusiasm about the result of the experiment readably 

implies the CBAs “possessing the predilection for serendipity” and “being excitable and 

satisfied”.  

 

[Page 55] Adult-Child SRP 

Categories achieved in 

the image 

Explanation of image CBAs 

Adult-Child SRP A man is holding a bowl of salad and 

observing the experiment carried out by 

Yasmin.  

observing in a non-intrusive but an attentive 

manner 

Yasmin demonstrated an experiment 

without adult’s help. 

- independent 

- competent  

Image In the image, a male adult is observing Yasmin performing an experiment in the 

kitchen without intervention (e.g., no provision of help). The image here establishes that the 

categories Adult and Child are unproblematically evoked and achieved in terms of the 

“assignable attributes” (i.e., physical insignia) and “contextual information” (i.e., Yasmin’s 

home). These two characters can be understood to enact the SRP Parent-Child in the context 
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of home. The category attribute attached to the implied category Adult/Parent is available in 

terms of CBAs “observing in a non-intrusive but an attentive manner” in that the male adult 

enacts an outsider without providing help. Recognizably achieved as SRP partner Child in 

relation to that man, Yasmin is demonstrating the experiment without help and this 

accomplishes Yasmin’s construction of SRP partner Child in terms of the CBAs of being 

“independent” and “competent”.  

In depicting Yasmin and the man’s situated behaviours at a home setting, the relevance 

for SRP partnership Adult-Child or Parent-Child can be read as available and understood in 

the image.  

 

[Page 56] Category Child-Student 

Explanation of image CBAs Text  Explanation of text CBAs 

Mack is carefully 

inspecting the paper 

bag used for 

experiment.  

- participative 

- being curious 

- kept in doubt 

“Water and oil 

really don’t 

mix,” Mack said 

(p. 56).  

Mack inspects with 

excitement and 

articulate the result 

of the experiment 

- surprising 

- excitable 

- believing (To see is 

to believe) 

Image In the image, Mack is pouring the water out of the paper bag used for the experiment. 

Carefully inspecting the bag readably establishes Mack’s construction of the Category 

Child-Student in terms of the CBAs of being “participative”, “curious” and “kept in doubt”.  

Text In the statement “Water and oil really don’t mix” the use of “really” describes Mack 

inspects the bag with excitement and meantime articulates his own understanding of the 

experiment result. These can be understood as being consistent with categories Child and 

Student, that is, Mack is behaving in a way that has been identified as typical of children’s 

reaction in relation to an experiment. The implied attributes of these assigned CBAs are 

“surprising”, “excitable”, “believing” and “informative”.  

 

[Page 57] Category Classmate-Friend 
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Explanation of image CBAs Text  Explanation of text CBAs 

Yasmin is showing 

Kate and Tim the 

book on ducks and 

talking about it.  

- informative 

- verbal 

competence 

- sharing 

- interactional  

- particular 

version of 

learning (i.e., 

peer influence)  

“What about 

this? Did you 

know that 

ducks can dive 

to the bottom 

of very deep 

lakes?” Yasmin 

asked  

 

 

Yasmin is initiating 

the known-answer 

question to display 

particular 

knowledge  

- pretending 

- keen on 

exchanging 

knowledge 

- with pride 

- reveals her 

uniqueness (i.e., 

know something 

her classmates 

don’t) 

“Nope! They 

don’t,” Yasmin 

said (p.57). 

Yasmin is 

responding to Tim 

and Kate’s 

statement 

informal (i.e., colloquial 

term, Nope) and/or 

equal to some extent  

Image In the image, Yasmin is showing an illustrated book of ducks to Kate and Tim and 

talking about it (i.e., visible facial expression). These are readably the CBAs of the Category 

Classmate-Friend and construct Yasmin as being “informative”, “verbally competent”, 

“sharing” and “interactional”. Moreover, reading a book together hearably orients to three of 

them in terms of “a particular version of learning”.  

Text The text here establishes Yasmin, Tim and Kate’s orientation to multiple categories – 

students (e.g., engage in a school-like discussion), children (e.g., their physical appearance), 

classmates (e.g., extension of topic of ducks) and friends (e.g., after-school activity). In the 

text, Yasmin asks Tim and Kate a known-answer question “What about this? Did you know 

that ducks can dive to the bottom of very deep lakes?” Initiating a known-answer question 

constructs Yasmin’s membership of the Category Classmate-Friend in terms of the CBAs of 

being “pretending”, “keen”, “satisfied”, “with pride” and “unique”. Moreover, Yasmin’s 

implied confidence about her understanding of ducks can be read retrospectively as a 

school-type relevance (i.e., topic of ducks) brought outside the classroom. Further, using the 

colloquial term “Nope” in Yasmin’s statement “Nope! They don’t,” to respond to Tim and 

Kate constructs their relationship as being “informal” and/or “equal”. These implied CBAs 
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makes the relevance of the commonsense categories child, student, classmate and friend 

available. 

 

[Page 57] Implied Knowledge Giver-Knowledge Receiver SRP & Implied Teacher-Student SRP 

Explanation of image CBAs Text  Explanation of text CBAs 

Yasmin showed Kate 

and Tim the book on 

ducks and talked 

about it. 

- dominant 

speaker 

- knowledge 

provider 

- informal 

show-and-tell 

presenter (i.e., 

with book)  

“What about this? 

Did you know 

that ducks can 

dive to the 

bottom of very 

deep lakes?” 

Yasmin asked. 

- Yasmin is 

asking a 

known-answer 

question 

- she displays 

particular 

knowledge of 

ducks  

- confident  

- question initiator 

 

 

- knowledge giver 

- informative  

“Nope! They 

don’t,” Yasmin 

said.  

Yasmin is 

providing a positive 

feedback  

responding (to Tim 

and Kate) 

Kate and Tim are 

listening to Yasmin 

carefully. Tim slightly 

leaned against Yasmin 

and focused on the 

book.  

- attentive 

- interested  

- passive (i.e., 

Message 

receiver) 

- kept in 

suspense  

“And they don’t 

get wet!” 

Yasmin’s pals 

said.  

Yasmin’s pals are 

providing partial 

knowledge of ducks  

- pre-comprehend 

- pre-competent 

- informed  

Image In the image, Yasmin is showing Tim and Kate a book about ducks and talking about it. 

“Holding up a book to talk about it” and “Having an audience” can be read as the CBAs 

accorded to members of certain SRP partnership such as Presenter-Audience, 

Knowledge-Giver – Knowledge-Receiver, Classmate-Classmate, Classmate-Friend – 

Classmate-Friend, Storyteller-Listener and even Teacher-Student or Parent-Child and so forth. 

In this case, Yasmin maintains the relationship with Tim and Kate as their “classmate” and 

“friend”. Further the contextual environment of Yasmin’s home where this conversation 

occurred, hearably achieves the category relevance for SRP Classmate-Friend – 

Classmate-Friend. Our earlier examination of page 55 has established that Yasmin 
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demonstrated an experiment to display her knowledge of ducks (i.e., Ducks don’t get wet). 

Drawing on a retrospective interpretation, Tim and Kate demonstrate their accountability to 

the cohorted knowledge, that is, “Ducks don’t get wet!” Therefore one can read or see Yasmin 

as the one who is achieved as displaying her own understandings and knowledge of ducks 

(i.e., through previous experiment and show-and-tell here) as a member of the implied 

Category Knowledge-Giver. Readably Yasmin is showing and talking about a book to targeted 

audiences and this implies the CBAs of being a “dominant speaker”, “knowledge provider” 

and “informal show-and-tell presenter”.  

 Further, in this image, Kate is standing beside Yasmin while Tim is slightly leaning 

against Yasmin. Both of them are focusing on the book and seem to listen to Yasmin carefully. 

These can be understood as the CBAs of the implied Category Knowledge-Receiver in terms 

of the implied attribute as “attentive”, “interested”, “passive” and “kept in suspense”. The 

implied Knowledge-Giver – Knowledge-Receiver SRP partnership achieved here constructs 

Yasmin as Knowledge-Giver and Tim and Kate as Knowledge-Receiver in the image. 

Text Our earlier examination established the SRP partnership in the visual text wherein 

Yasmin is constructed as Category Knowledge-Giver and Tim and Kate as Category 

Knowledge-Receiver. The Knowledge-Giver – Knowledge-Receiver SRP partnership 

portrayed here also constructs Yasmin as an implied diminutive “teacher” in terms of the 

CBAs of being “confident”, “informative”, “a question initiator”, “a knowledge giver” and “a 

feedback respondent”. In relation to Yasmin, the SRP partner, Category Knowledge-Receiver 

achieved here constructs Tim and Kate as on the enactment of “students” oriented to the 

implied CBAs of being “pre-comprehending”, “precompetent” and “informed”. In the 

statement below, Yasmin (the implied Category Teacher) and Tim and Kate (the implied 

Category Student) together participated in enactments of the students as “precompetent” (i.e., 

partial knowledge of ducks – “don’t get wet”), “participating” (i.e., engage in the 

conversation) and “pre-comprehending” (i.e., build the connection between “ducks don’t get 
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wet” with “dive to the bottom of very deep lakes”). That is, Yasmin and Tim and Kate 

together construct Tim and Kate as participating by “striving for competence” and “trying to 

comprehend”.  

(1) Yasmin: “Did you know that ducks can dive to the bottom of very deep lakes?” 

(2) Tim & Kate: “And they don’t get wet!” and  

(3) Yasmin: “Nope! They don’t,” 

In depicting Yasmin, Tim and Kate’s situated conduct, the text orients to SRP partnership 

Knowledge-Giver – Knowledge-Receiver and/or Teacher-Student.  

 

[Page 57] Category Cohort of Classmate-Friend 

Text  Explanation of text CBAs 

“And they don’t get 

wet!” Yasmin’s pals 

said (p. 57). 

Yasmin’s pals 

simultaneously display 

of the cohorted 

knowledge (i.e., Ducks 

don’t get wet.) 

- accountability (i.e., certain responsibilities 

and obligation to fulfill)  

- members within the cohort had the 

learning experience (i.e., the experiment) 

Text The repetition of “pals” as in the playground on page 51 offers the cohesive device in 

interpreting the text here, echoing the cohesion of these children’s constructions of the 

Category Cohort of Classmate-Friend we met on page 51. Display of the cohorted 

knowledge” readably maps Tim, Kate and Yasmin onto the members of the Category Cohort 

of Classmate-Friend and implies the CBAs of “being held accountable for certain 

responsibilities and obligation” and “having the cohorted learning experience”.  

 

[Page 58/59] Category Classmate-Friend & Category Child-Student 

Explanation of image CBAs Text  Explanation of text CBAs 
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Yasmin is drawing with 

her classmate/friends at 

her home and then 

showing them her 

drawing about a flock 

of ducks flying in the 

sky in fall.  

- artistic 

- sharing 

- seeking 

approval  

- excitable  

- gregarious (in 

group) 

“Did you know 

that ducks fly 

south in the fall?” 

asked Yasmin (p. 

58).  

Yasmin is initiating 

the known-answer 

question to display 

particular 

knowledge  

 

- pretending  

- being keen on 

exchanging 

knowledge 

- confident  

- with pride  

“When it’s fall, 

the ducks can’t 

get plants to eat 

because the lake 

is cold. They go 

south where they 

can eat” (p. 58). 

Yasmin displays 

particular 

knowledge of 

ducks (i.e., Their 

emigrating 

behaviour is 

influenced by 

climate change) 

- knowledgeable 

(i.e., Knowledge of 

ecological 

environment for 

ducks) 

- informative 

Image In the image, Tim, Kate and Mack are drawing at Yasmin’s home and Yasmin is 

showing them her drawing about a flock of ducks flying above in the sky in fall. Drawing 

with classmates/friends is recognizably the CBA of the Category Classmate-Friend. Further, 

showing own picture to classmates/friends recognizably constructs Yasmin as being attributed 

with the implied CBAs “artistic”, “sharing”, “seeking approval”, “excitable” and 

“gregarious”.  

Text In the text, Yasmin asks Tim, Kate and Mack a known-answer question “Did you know 

that ducks fly south in the fall?” to display her understanding of ducks’ habitual behaviour. 

Initiating a known-answer question constructs Yasmin as a member of the Category 

Child-Student as well as Category Classmate-Friend in terms of the CBAs of being 

“pretending”, “keen”, “confident”, “satisfied” and “with pride”. Further, in the statements 

“When it’s fall, the ducks can’t get plants to eat because the lake is cold. They go south where 

they can eat”, Yasmin is demonstrating particular knowledge of ducks – sources of food, 

habitat and migration behaviour. This can be read as the CBA of the Category Child-Student 

and orient to Yasmin in the CBAs of being “knowledge” and “informative”. Of particular 

significance, the reading of this text suggests Yasmin is demonstrating a teacher-like 
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behaviour as well as a student-like behaviour.  

Yasmin’s constructions of the Category Classmate-Friend and Category Child-Student 

can be understood in the image and text respectively.  

 

[Page 58/59] Category Child-Student & Category Classmate-Friend 

Explanation of image CBAs Text  Explanation of text CBAs 

Mack is drawing with 

Yasmin, Kate and 

Tim.  

Mack is looking at 

Yasmin.  

- participative 

- carefree 

- gregarious 

- interactive 

- attentive  

“They fly in a 

big flock,” said 

Mack. “I saw 

them last fall” 

(p. 59). 

- Mack responds to 

Yasmin 

- Mack displays 

own knowledge of 

ducks  

- Mack is 

incorporating 

personal life 

experience  

- interactional  

- observational 

- flexible and 

comprehensive 

thinking  

- ecological 

awareness (i.e., 

animals and 

humans) 

Image The previous examination has established Yasmin, Kate, Tim and Mack are drawing at 

Yasmin’s home. Each of them works individually. In the image, Mack is holding a crayon and 

looking at Yasmin or Yasmin’s drawing. Drawing with classmates/friends hearably maps 

Mack onto the Category Classmate-Friend together with the CBAs as being “participative”, 

“carefree” and “gregarious”. Further, “having the eye contact with Yasmin” or “looking at 

Yasmin’s drawing” establishes Mack as being “interactive” and “attentive”.  

Text Mack’s statement “They fly in a big flock … I saw them last fall” is readably taken as 

responding to Yasmin’s statement “Did you know that ducks fly south in the fall?” Hearably 

Mack is demonstrating his construction of the Category Classmate-Friend through responding 

to Yasmin, displaying own knowledge of ducks and incorporating personal life experience. 

These imply Mack as “interactional”, observational”, “possessing flexible and comprehensive 

thinking” and “ecological awareness”.  

 Both the image and written texts here accomplish Mack as hearably and readably a 

member of the Category Classmate-Friend.  
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[Page 60/61] Category Child-Student & Category Classmate-Friend 

Explanation of image CBAs Text  Explanation of text CBAs 

Tim is holding up and 

talking about his 

drawing of a duck 

and fish swimming in 

the water.  

- sharing 

- imaginative 

(i.e., ducks 

swim with 

fish) 

- satisfied 

- excitable  

“I think I like 

ducks, too.” 

Tim said. (p. 

60) 

Tim is providing 

positive attitude 

towards ducks  

possesses an assumed 

susceptibility to peer 

influence 

Kate is holding up 

and talking about her 

drawing of ducks & 

firemen in a fire 

truck.  

- sharing 

- imaginative 

- excitable  

“Me, too. I 

wish I didn’t 

have to go 

home now,” 

said Kate. (p. 

60) 

- Kate is providing 

positive attitude 

towards ducks  

- Kate enjoys the 

time with 

classmate/friends  

- subjective to peer 

influence  

 

- fond of group 

activity 

- in need of 

company 

Image In the image, Tim and Kate are showing and talking of their drawings of ducks. Tim is 

drawing a duck with some fish swimming in the water and Kate is presenting a picture where 

ducks are impersonating as firemen in a fire truck. Tim and Kate can be understood as 

members of the Category Classmate-Friend in terms of the CBAs as being “sharing”, 

“excitable” and “imaginative”.  

Text The text establishes Tim and Kate’s membership oriented to the Category 

Classmate-Friend. Tim’s statement “I think I like ducks, too” and Kate’s statement “Me, too” 

are readably the CBA “posses an assumed susceptibility to peer influence” in that Tim agrees 

with Yasmin’s point-of-view and Kate provides positive opinion towards ducks. Moreover, in 

the statement “I wish I didn’t have to go home now” constructs Kate enjoys the time with 

classmates/friends and this implies the CBAs of being “fond of group activity” and “in need 

of company”.  

 
[Page 61] Category Child 

Categories achieved 

in the text 

Text  Explanation of text CBAs 
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Child “Too bad we’re not ducks!” 

Tim said. “Then we would 

not get wet!” (p. 61) 

Build a certain version of the 

Category Child (i.e., wish to have the 

ability that ducks have) 

- childish 

- imaginative 

 

Text In the text, Tim’s statement “Too bad we’re not ducks … Then we would not get wet!” 

builds and sustains a certain version of the Category Child, that is, the child’s relations with 

animals. Admiring and wishing to have the ability that ducks have can be understood as the 

CBA of the Category Child in terms of the implied attributes as being “imaginative” and 

“childish”.  

 

[Page 61] Category Cohort of Classmate-Friend 

Categories 

achieved in the text 

Text  Explanation of text CBAs 

Cohort of 

Classmate-Friend 

Yasmin and her pals 

smiled. “Quack, quack, 

quack, quack!” (p. 61) 

Engagement in a synchronized 

action (i.e., imitating ducks’ 

sound in chorus) 

- Accountability 

- Members within the cohort 

act upon a cohorted manner 

Text Drawn on a retrospective interpretation, the repetition of “pals” here establishes the 

cohesion of the Category Cohort of Classmate-Friend achieved on pages 51 and 57. Imitating 

ducks’ sound in chorus hearably accomplishes this group of classmates-friends as acting in a 

synchronized action and implies the CBAs “accountability” and “behaving in a cohorted 

manner”.  
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Appendix N 

Tables of extended analysis in MCA Study 

Table 5-2: Categories & Category Systems as achieved in the talk 

Category Child as achieved in the talk 

Transcripts Explanation of talk CBAs 

Line 287  

FT: Ducks (0.3) and what about ducks? 

↑ (0.5) The ducks are what? ↑ (0.5) They 

think they are cool (0.3) One person said 

too bad (0.3) we are not ducks (0.5) Do 

you want to be a duck? ↑ 

From Lesson Nine 

FT is analyzing how the child character, 

Tim, in the text developed imagination to 

become a duck or wanted to possess an 

ability that only ducks have  

- childish 

- imaginative 

- fond of uniqueness  

Line 1258 

CT: So are you::u say (.) they are very 

curious about um how come they don’t 

get wet (.) how come means  

 

 

 

 

From Lesson three 

This talk is about the character, Yasmin, 

who read about the fact that ducks don’t 

get wet in a book and shared with her pals 

who doubted and became concerned with 

curiosity and interests.  

CT is asking the students if they know 

‘how come’ means ‘why’ (constructing 

students as learners and also constructing 

the character in the book as ‘curious’) 

- children are curious 

- children possess the capacity for 

being doubtful or questioning 

(e.g., of information in books, 

their pal’s knowledge) 

Category Child-Student as achieved in the talk 

Transcripts Explanation of talk CBAs 
112. FT: = a girl is playing (0.5) She is 

playing (0.3) maybe this is fun for 

her (0.3) all right (0.5) a girl named 

Yasmin is drawing a duck or::r she 

is not really drawing a duck (0.3) 

she is drawing a picture with ducks 

(0.3) right (.) what else can you 

say? (1.0) It is afternoon:::n (0.3) 

she is um it is Wednesday afternoon 

(0.3) she has no school (0.3) so she 

can draw a picture.  

FT is analyzing the first page of Yasmin’s 

Ducks. She described Yasmin in different 

ways: 

- Yasmin is playing 

- Yasmin treats drawing tools as toys  

- Yasmin draws for fun 

- Yasmin’s drawing activity is not 

school-oriented  

 

- Yasmin draws occasionally (i.e., she 

does not draw every day after school) 

 

 

 

- carefree 

- mischievous  

- excitable 

- separating domestic sphere (i.e., 

home) from external sphere (i.e., 

school) 

- child as impatient 

- easily gets bored of routine 



 470 

113. Allen: after school 

114. FT: maybe it is after school (0.3) do 

you think every day after school 

(0.3) she draws a picture? ↑ 

From Lesson Nine 

- possesses the proclivity for 

change/novelty 

160.  FT: okay (.) on page forty five 

(0.3) where are they?  

161.  M: They are tell um::m they are 

show and tell. 

162.  FT: The children are in scho:::ol 

doing::::g  

163.  Ss: [[show and tell]] 

164.  FT: [[show and tell]] (0.3) and do 

you have show-and-tell day in 

school? ↑ 

165.  Z: no 

From Lesson Nine 

FT is analyzing the text on page 45 

wherein the child characters are 

described: 

- being related to school sphere  

 

 

 

 

- to fulfill a task-oriented activity in 

school  

 

 

 

- children need education 

- children as students in school 

sphere 

- part of childhood is being 

institutionalized 

- children follow/need discipline 

- children learn through individual 

activity in a collaborative 

manner  

194.  FT: turn to page forty eight (0.3) 

Yasmin:::n is showing:::g and 

telling:::g her picture:::re (0.3) and 

she is happy about it? ↑ 

195.  Allen: Yes 

196.  FT: It looks like um I think she 

likes her pictures (0.3) She likes 

um:m look ↑ everyone (0.3) these 

are my ducks (0.5) okay (0.3) page 

forty nine what are the children 

doing Ryan? ↑ 

From Lesson Nine 

FT is analyzing the text on page 48 in 

which Yasmin is described as: 

- showing her picture happily and with 

satisfaction 

- demonstrating show-and-tell with 

confidence  

- trying to draw everyone’s attention 

(i.e., Look!) 

 

 

- satisfied 

- happy 

- confident 

 

- in need of attention 

- sharing 

198.  FT: What are they doing? (0.3) 

eating? ↑ writing homework? ↑ 

watching [TV] 

199.  K: [playing] 

200.  FT: Yeah you can say um they are 

playing in:::n the park yeah (0.3) 

they are playing (0.3) one boy is 

sliding (0.3) one boy has a ball::l 

(0.3) one girl is sitting (0.3) so on 

FT is analyzing the text on page 49 

wherein the child characters appeared in a 

park/playground. In this stretch of talk: 

- The teacher provides a list of 

child-oriented activities done in the 

home context  

- Child characters are described as 

talking and playing in a park and/or 

playground, sliding, playing with a 

 

 

 

- links domestic sphere  (i.e., 

home) to external sphere (i.e., 

school) 

- carefree, playful, talkative, 

energetic, gregarious, in need of 

company 
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page forty nine (0.2) what sentence 

can you say? (0.3) The children 

are:::re 

201. Allen: playing  

202. FT: are playing yeah (0.3) you can 

say outside (0.3) they’re playing in 

the playground (0.3) And I think 

they are doing a little bit::t  

203. D: ((mumbling)) 

204. FT: blah blah blah blah blah (0.3) I 

think they are talking (0.5) They’re 

playing and talking about um about 

(0.3) about the show-and-tell (0.5) 

Okay (0.5) page fifty Angel (0.3) 

What are they doing? (1.0) on page 

fifty and fifty one (0.3) what are 

they doing? 

From Lesson Nine 

ball with other children of similar age  

- Child characters are described as 

extending topic of in-class activity 

and discussing it in their free time  

 

- on a continuum of learning (i.e., 

carry topic of show-and-tell 

outside the classroom) 

- self-motivated in learning  

- flexible learners (e.g., play and 

learn simultaneously) 

- possesses the proclivity for 

being carious and inquiring  

206. FT: not sliding (0.3) they are 

swinging (0.3) this is sliding (0.5) 

they are swinging and::::d  

207. Z: talking 

208. FT: talking about show-and-tell (.) 

exactly (0.5) Do you::u swing and 

talk? ↑ 

209. M: No 

210. FT: with your friends? ↑ (0.3) No? 

↑Your school (0.3) Does your 

school have swing? 

From Lesson Nine 

FT is analyzing the text on page 50. FT 

explains that the child characters are 

simultaneously ‘playing’, ‘talking’, and 

‘learning’. 

- flexible learner 

- energetic  

- playful 

218.  FT: A ball (0.3) very good (0.5) 

What does Yasmin have on her um 

on her (0.3) she has a duck? 

219.  Z: Yes 

220.  FT: Wow she really likes ducks 

(1.0) Did she draw that on that? ↑ 

221.  M: No  

222.  FT: No (0.3) this is on her shirt 

FT is analyzing the text on pages 52-53. 

FT is especially concerned with Yasmin 

in terms of the duck figure on her clothes. 

This duck figure is attributed with 

symbolic meaning, as one of Yasmin’s 

personal favorites.  

- in need of being 

recognized/identified 

- sharing 

- to some extent, showing off 

- feels proud of personal choice 

(i.e., accredit sentimental value) 
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(0.5) okay and what are they 

talking about 

From Lesson Nine 

Line 226 

FT: And oil (0.3) yeah you’re right (0.3) 

they said oh how did you draw ducks? ↑ 

all right (0.3) and she said duck is very 

cool (0.5) Why does she think ducks so 

cool? ↑ 

 

From Lesson Nine 

FT is analyzing the text on pages 52-53. 

FT is concerned with the positive way 

Yasmin feels about ducks. FT explained 

in terms of 

- Yasmin is fond of cool things 

- Yasmin is fond of animals 

 

 

 

 

- showing high self-esteem (i.e., 

person who likes cool things is 

cool herself) 

- animal-caring 

229.  FT: That’s right (0.3) and ducks 

have oil right (0.3) on their 

feathers? ↑ and so:::o she thinks it’s 

very cool (0.3) even though they 

are in the water every day (0.5) 

they don’t get wet↑ (0.5) Do you 

think it’s cool? 

230.  M: No. 

231. FT: But do her friends think it’s 

cool? ↑ (0.5) Even Mack said that’s 

cool::l (0.5) Let’s all go to my 

house (0.3) so they are talking 

about ducks and going for an 

experiment (0.3) Janet (.) Janet and 

Angel turn to page fifty four and 

fifty five (1.0) What you see? (0.3) 

now where are they?  

From Lesson Nine 

FT is analyzing the text from page 42 to 

page 55. This talk establishes Yasmin’s 

pal, Mack, has developed a fondness of 

ducks in terms of the cool things about 

ducks Yasmin told him.  

Then, FT explains why and what 

happened on pages 54-55 in that Yasmin 

initiated an invitation to her classmates 

for an after-school activity. 

- susceptible to peers influences  

- children as vulnerable 

- children as undetermined 

- open-minded to everything new 

to them 

- extend the relationship between 

her and classmates (i.e., develop 

more frequent contact) 

- hospitable 

- confidence (i.e., showing with 

pride) 

240.  FT: Salad salad (0.3) And what 

they have on the table? 

241.  M: Oil  

242.  FT: They have oil  

243.  K: Salad oil  

244.  FT: They have duck books (0.3) 

they have markers (0.3) they have 

bags  

245.  Z: Paper  

FT is explaining what the child characters 

are doing on pages 54-55. In this talk, the 

child characters are: 

- preparing many things for an 

experiment, and,  

- Yasmin is demonstrating the 

experiment while her pals are 

observing carefully  

 

 

 

 

- organized  

- well-prepared 

- task-oriented 

- competent to demonstrate 

experiment independently 

- attentive 
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246.  FT: paper bags now (0.3) one girl 

is pouring what into the bag 

247.  K: Oil  

248. FT: Pouring oil (0.3) And the other 

girl is pouring what into the bag 

249. Ss: [[water]] 

250. FT: water excellent (0.3) so now 

they are doing a little experiment 

(0.3) who can say a sentence for 

this 

From Lesson Nine 

 

- Yasmin is conducting the experiment 

step by step (i.e., referring to the 

directions in her duck book) 

 

- Yasmin is creating a context of the 

experiment similar to the context of 

ducks’ (i.e., ducks with oil around the 

feathers = a bag with water and oil) 

- collaborative 

- in need of guidance  

(e.g., from the book & the 

standard of procedure of an 

experiment) 

- flexible learner 

Line 304 

FT: First of all you can (0.3) can you say 

a short version of this story? ↑ (1.0) 

there is a girl who likes ducks (0.5) she 

draws a picture for school show-and-tell 

(0.5) Her friend:::ds ask her about the 

ducks (0.3) and she said many cool 

things about ducks (0.3) and after that 

her friends like ducks (0.5) right that’s a 

very very short story of [Yasmin’s 

Ducks] 

From Lesson Nine 

FT is guiding the students to write a short 

version of Yasmin’s Ducks. In her own 

version, she orients to the child character 

Yasmin in the public sphere (i.e., no 

parents but friends and school only) 

Children as members of a social 

world through interpersonal 

relationships with friends, classmates 

and teacher. 

387.  FT: Yeah then they went to 

Yasmin’s home:::me to (0.3) to 

what (2.0) Then they went to 

Yasmin’s home (1.0) to::o make a 

test right (0.3) Why they go to 

Yasmin’s home  

388.  Z: To make a DIY 

389.  FT: Or to try um to try  

390.  M: if water and oil don’t mix 

391.  FT: Okay they went to Yasmin’s 

home to see (0.5) to see:::e if oil 

and water mix (0.3) sorry don’t mix 

(0.7) Then they went to Yasmin’s 

home to see if oil and water don’t 

mix 

FT is asking the students why the child 

characters went to Yasmin’s home in 

order to elicit the gist of the text on pages 

54-55. To guide the students to arrive at 

the answer, FT describes the child 

characters as: 

- carrying out a task-oriented activity 

after school 

- demonstrating an experiment through 

‘trying’ 

 

 

 

 

 

 

- Child-Student learns in the 

context of the home setting 

- Child-Student is on a continuum 

of development (e.g., trying) 

- Child-Student displays 

precompetence through trying  
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From Lesson Nine 

937.  CT: Why does (.) um why did 

Yasmin draw the picture about 

ducks? 

938.  Z: Because she:::e show a duck 

[an:::d tell] 

939. CT: [And take it to class?] (0.3) 

Why (.) why did Yasmin (.) Why 

did Yasmin draw the picture and 

take it to the class? (.) Why? 

940.  M: She:::e 

941.  CT: Because there is a  

942.  Z: tell day 

943.  CT: What tell day? 

944.  Z: Show [[and tell day]] 

945.  Allen: [[show and tell]] 

946.  CT: Thank you (.) Because there 

is a show-and-tell day (0.3) 

show-and-tell day. 

947.  CT: What did they do in um on 

the show-and-tell day? (.) [What do 

they do?] 

948.  K: [((Kenny is mumbling)) 

949.  CT: They show the pictures 

and:::d 

950.  Ss: [[tell]] 

951.  K: [[tell]] 

952.  CT: And tell about it (.) right (.) 

this is show-and-tell 

From Lesson three 

CT is storytelling Yasmin’s Ducks in that 

the character Yasmin is introduced in 

terms of the things she did.  

- Yasmin drew a picture based on a 

specific topic – ‘ducks’ 

 

 

 

- Yasmin took this picture to class 

- Yasmin drew a drawing especially 

for school show-and-tell 

 

- Yasmin has a picture to show the 

class and tell them about it  

 

 

 

- task-oriented (i.e., work on 

specific topic) 

- task oriented (in this case 

drawing) for a specific purpose 

(i.e., school-like task) 

- has institutional identity 

- fulfill category-bound 

obligations (i.e., students finish 

their homework) 

- independent (i.e., individual 

presentation) 

- displays verbal competence 

- displays artistic competence 

Category Teacher as achieved in the talk 

Transcripts Explanation of talk CBAs 
Line 188  

FT: You? (0.5) Really? (0.5) So what do 

you think the teacher think? (0.3) Is the 

teacher? (0.3) what does the teacher 

think? Here (0.3) is the teacher is like 

FT is analyzing the text on page 45 in that 

FT constructs the teacher character as 

assessing the students’ work based on 

both performance criteria and emotional 

criteria.  

The institutional circle (performance 

criteria) and less institutional circle 

(affective criteria) are linked 
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um oh cool (0.3) or it’s like um::m bad? 

From Lesson Nine 

Category Classmate-Friend as achieved in the talk 

Transcripts Explanation of talk CBAs 
Line 226 

FT: And oil (0.3) yeah you’re right (0.3) 

they said oh how did you draw ducks? ↑ 

all right (0.3) and she said duck is very 

cool (0.5) Why does she think ducks so 

cool? ↑ 

From Lesson Nine 

FT is analyzing the text on pages 52-53 in 

that FT is establishing Yasmin’s pals are 

curious about Yasmin’s particular interest 

in ducks.  

- inquiring  

- curious 

- in need of feeling involved in the 

classmate-friend circle 

- attentive to Yasmin’s 

show-and-tell 

234.  FT: They are in Yasmin’s house 

(0.3) What room? 

235.  Ss: [[kitchen]] 

236.  FT: [[the kitchen]] (1.0) What 

does her father have? 

237.  Z: Salad 

238.  FT: What is this? 

239.  Z: Salad 

From Lesson Nine 

FT is talking about the setting on pages 

54-55 by initiating a question. In this talk, 

FT is establishing the child characters 

- as being classmates as well as friends 

in the domestic sphere 

 

- as classmates-friends gathering 

together both for fun and learning  

 

 

 

- enactment of childhood as 

having different participants in 

their immediate circle  

- learns/plays in a collaborative 

manner  

240.  FT: Salad salad (0.3) And what 

they have on the table? 

241.  M: Oil  

242.  FT: They have oil  

243.  K: Salad oil  

244.  FT: They have duck books (0.3) 

they have markers (0.3) they have 

bags  

245.  Z: Paper  

246.  FT: paper bags now (0.3) one girl 

is pouring what into the bag 

247.  K: Oil  

248.  FT: Pouring oil (0.3) And the 

other girl is pouring what into the 

bag 

249.  Ss: [[water]] 

250.  FT: water excellent (0.3) so now 

FT is explaining what the child characters 

are doing on pages 54-55. In this talk, the 

child characters are: 

- preparing many things for an 

experiment 

- Yasmin is demonstrating the 

experiment while her pals are 

observing carefully  

 

 

- Yasmin is conducting the experiment 

step by step (i.e., referred to what’s 

told in a duck book) 

- Yasmin is creating a context of the 

experiment similar to the context of 

ducks’ (i.e., ducks with oil around the 

feathers = a bag with water and oil) 

 

 

 

- organized  

- well-prepared 

- task-oriented  

- competent to demonstrate 

experiment independently 

- attentive 

- collaborative 

- in need of guidance  

(e.g., book & standard of 

procedure of an experiment) 

- flexible learner 

- routinely engages in classmate 

type activity in the context of 

friendship (at home after school) 
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they are doing a little experiment 

(0.3) who can say a sentence for 

this 

From Lesson Nine 

325.  Z: Then she drew a picture go to 

school  

326.  FT: So she took her picture to 

school (0.3) WHY? ↑  

327.  Z: Because  

328.  FT: Because [[she just wanna see 

her friends? ↑]] 

329.  Z: [[for show and tell]] 

330.  FT: For school show-and-tell 

good (0.3) so next sentence you 

can say (0.5) She took her::er 

picture:::re to school (1.0) WHY? 

↑for::r show-and-tell … 

From Lesson Nine 

FT constructs the child characters as 

classmates as well as friends in the 

institutional sphere (i.e., school) 

- classmate and friends are both 

attributed with affectionate and 

institutional traits  

- classmates who study together 

are also friends who love to see 

each other on daily basis 

358.  M: After class (0.5) they asked 

Yasmin (1.0) why she drew her 

ducks  

359.  FT: good after school (0.3) huh::h 

you can even say um after class the 

her friends asked her::er about:::t 

ducks right (0.3) and what else they 

talked about outside? 

360.  Allen: show and tell um::m (1.0) 

after class  

361.  FT: After class (0.3) what did they 

do? (0.5) They go outside to play 

right (0.3) and talk (0.3) so after 

class (1.0) how about um::m they 

play  

362.  Z: they play and talk 

363.  FT: they play and talk (1.0) they 

play and talk outside ((FT is 

writing on the whiteboard)) (0.5) 

After class (0.5) they play and talk 

FT constructs the child characters as 

classmate-friend in following sites: 

- Classmates as friends reveal concern 

about each other’s everyday life 

 

- Classmates as friends talk to each 

other both in class and after class  

 

- Classmates as friends play together 

after school  

 

 

- classmate-friend is a routine 

feature of childhood (including 

learning) 

- classmates-friends have frequent 

contact (i.e., communicative, 

sharing, interactive) 

- classmates-friends are 

gregarious and work/play in 

groups 
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(.) outside (1.5) what else? 

From Lesson Nine 

1039.  CT: Huh? ↑ Who (0.3) Who has 

to go home now 

1040.  Z: Yasmin’s pals 

1041.  CT: Yasmin’s pals or you can 

say Yasmin’s  

1042.  M: friends 

1043.  CT: or you can say [Yasmin’s 

classmates] 

 

From Lesson seven 

CT is analyzing the text on pages 60-61 

in that the child characters Kate, Tim and 

Mack are established in terms of multiple 

roles in relation to Yasmin: pal, friend, 

classmate 

- classmates who study together in 

school are friends in domestic 

sphere 

- classmates-friends are 

participants in a child’s life - 

both in learning and playing 

- children develop interpersonal 

relationships in their immediate 

circle both in domestic and 

public sphere 

Cohort of Class as achieved in the talk 

Transcripts Explanation of talk CBAs 
166.  FT: no (0.3) how many students 

are in the class? 

167.  M: four  

168.  FT: only four (0.3) a very small 

class (0.3) that’s right (0.5) so::o 

okay (0.3) now this is Yasmin? 

169.  Ss: [[no]] 

170.  Allen: classmate 

171.  FT: so::o Yasmin’s classmates 

have show-and-tell (0.5) excellent 

(1.0) okay look at page forty six 

(0.3) Kenny can you make a 

sentence 

From Lesson Nine 

FT establishes that the child characters’ 

cohorted behaviour contributes to their 

membership within the same group  

Members within the same group are 

held accountable to act in a cohorted 

manner 

Line 182 

FT: Show-and-tell (0.3) that’s right (0.3) 

they are showing their pictures right 

(0.5) they say LOOK here is my fire 

truck (0.3) fire trucks are red blah blah 

blah ((FT is miming a kid’s voice)) (0.5) 

so each student has show-and-tell right 

(0.3) if it’s your turn (0.3) you have to 

show (0.5) you have to tell  

FT establishes the child characters as 

members within the Cohort of Class in 

the following sites: 

- They have responsibilities to the 

Cohort (i.e., showing his/her picture 

and talk about the picture) 

 

- Each child has being given the same 

expectations and rights 

 

 

 

- are held accountable to have had 

experience of doing 

show-and-tell and pay attention 

to other’s show-and-tell 

- there is equal status among 

members within the same cohort  
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From Lesson Nine 

- each member has to verbally 

demonstrate show-and-tell 

- cohort members are 

task-oriented 

34. Do you remember::er what’s her 

classmate’s name? (0.5) Yasmin has a lot 

of classmates (0.3) what their:r (.) what’s 

their name? (0.3) yeah just one of them 

(0.5) huh:::h (.) do you remember? ↑  

55. CT: No no no (0.2) put away your 

book (0.3) so only three classmates? 

↑ 

56.  Ss: >YES< 

57.  CT: All right. 

58.  A: And the teacher.  

59.  CT: ((Teacher chuckled)) Thank 

you (0.4) What’s the teacher’s 

name? (0.2) Miss:::ss 

From Lesson three 

CT is initiating a question to elicit 

information about Yasmin’s classmates 

(e.g., name, how many). 

Student Allen establishes the teacher as a 

member of Yasmin’s class.  

The inclusion of Miss Rome 

accomplishes all participants in 

Yasmin’s class as members of the 

same, current, particular group 

Cohort of Classmate-Friend as achieved in the talk 

Transcripts Explanation of talk CBAs 
283.  FT: Everybody has a picture (1.0) 

to show (0.3) Look at the last page  

284.  Allen: ((Allen is mumbling)) 

285.  FT: What did everybody have? ↑ 

(0.3) okay maybe it’s rocket ship 

again ((refer to Mack’s picture)) 

(0.5) Okay on the last page (0.3) 

What’s everyone talking about? ↑ 

286.  M: Ducks 

From Lesson Nine 

FT is analyzing the text on pages 60-61 in 

that all the child characters are described 

as completing a new drawing about ducks 

and talking about it  

Members within the cohort act in a 

cohorted manner  

Category Parent-Mother as achieved in the talk 

Transcripts Explanation of talk CBAs 
Line 418 

CT: How (0.2) How did Yasmin’s 

mother feel about the duck? 

CT describes Yasmin’s mother as 

providing emotional evaluation towards 

her child’s work (i.e., “feel about”) 

- affectionate 

- emotional  
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From Lesson Ten 

Category Fireman as achieved in the talk 

Transcripts Explanation of talk CBAs 
1087.  CT: Hospital (0.3) all right (.) 

usually a fire fighter is very =  

1088.  M: >BRAVE< 

1089.  CT: = brave (.) because they are 

not afraid of fire  

1090.  Allen: Come on, he wears 

something fireproof.  

1091.  Z: He has to wear the fireproof 

clothing.  

1092.  CT: Hey (.) if you want to (.) 

want to save people (.) you 

cannot die ((teacher chuckled)) so 

you have to protect yourself (.) so 

that you can save others. 

1093.  K: He won’t be afraid because 

he puts on the fireproof clothing. 

1094.  CT: If you want to protect 

others, then you should firstly 

protect 

1095.  Z: Yourself 

1096.  CT: Otherwise you cannot 

protect others (0.3) ?↑ 

1097.  Ss: [[YES]] 

From Lesson three 

CT and the students render different 

interpretations of a fireman.  

- Student M orients to a fireman as 

brave 

- Student Allen & K orient to a 

fireman’s bravery in terms of his 

fireproof equipment  

 

- Student Z orients to a fireman’s 

bravery in terms of the job 

description (i.e., wearing fireproof 

apparel is required & keep yourself 

protected first before carrying out the 

fire rescue) 

 

 

 

- attributed with moral order 

 

- fireman will feel insecure and 

afraid without fireproof 

equipment 

- fireman is flesh, not immortal  

- a fireman fulfills the ethics and 

obligation ascribed to a fireman  

Mom-Daughter SRP as achieved in the talk 

Transcripts Explanation of talk CBAs 
145.  FT: … Okay (0.3) who is sitting 

in the chair? ↑ what (.) can you 

make a sentence? (0.5) what 

sentences can you make? 

146.  J: Mom likes his ducks  

147.  FT: Okay (0.5) Mom likes:::es 

this um her ducks? ↑ (0.3) very 

FT is analyzing the text on page 44 in that 

FT constructs the female adult character: 

- identified as Yasmin’s Mom 

 

 

 

- providing comments on a basis of 

 

 

- Mom is relevant to the home 

context  

- Mom keeps young children 

company 

- Mom as supportive  
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good (0.3) what else can you say? 

Ryan (.) can you give me a 

sentence (0.3) Mom::m likes 

her::er ducks (0.5) you can even 

say Mom drew a picture of ducks 

(0.3) maybe it this Mom’s picture? 

↑ or her (Yasmin) picture 

From Lesson Nine 

emotional criteria  

 

 

Given alternative interpretation, FT 

constructs the adult character is holding 

her picture and showing it to Yasmin. The 

talk establishes that drawing can be an 

activity that an adult will do in daily life 

- Mom as affectionate  

- Mom provides sentimental 

evaluation 

- Parent in need of her child’s 

participation in her life 

- Drawing is enjoyed by everyone 

(i.e., include a wide rage of age) 

148.  M: Mom likes her picture 

149.  FT: Huh? ↑ (0.3) Mom likes her 

picture:::e excellent (0.3) what 

else? (0.5) what else can you say? 

(1.0) look at Mom’s face (1.0) she 

sad? ↑  

150.  Z: no 

151.  FT: She drew a picture (0.5) Mom 

looks at the picture and::d she:::e 

(0.3) smile (0.3) yes she is happy 

(0.5) I think it’s a excellent um::m 

an excellent picture (0.3) do you 

think this is a good picture? 

 

 

From Lesson Nine 

FT establishes Yasmin’s Mom positively 

evaluates Yasmin’s picture.  

- Mom assesses her daughter’s 

painting in terms of emotional 

criteria 

- Mom provides positive feedback 

both verbally and physically  

 

 

- Mom pays attention to her daughter’s 

painting 

 

- Mom highly evaluates her daughter’s 

work 

 

 

- supportive 

- affectionate 

- wholehearted  

- satisfied with her child’s 

painting: to some extent assess 

in terms of performance (i.e., 

good/excellent) 

- maintain harmonious 

parent-child relationship  

- attentive  

- reliable commentator 

- participant in her child’s learning 

and upbringing  

- accredit sentimental value  

1235.  CT: She is Yasmin’s [[mother]] 

1236.  Ss: [[mother]] 

1237.  CT: And::d can you tell me what 

are they doing? 

1238.  M: They are talking.  

1239.  CT: They are talking their (.) 

about the::e [[picture]]  

1240.  Ss: [[picture]] 

1241.  CT: They are talking about the 

picture (.) [and] 

1242.  Allen: She said she made a good 

picture. 

1243.  CT: Do you think (.) Yasmin’s 

mother likes the picture? ↑ 

CT establishes the female character on 

page 44 as Yasmin’s mother in terms of 

the interaction between Yasmin and her 

Mom. This mother-daughter relationship 

is established as  

- Yasmin is showing a picture to her 

mother and they talk about the 

picture 

 

 

 

 

 

- Mother-Daughter relationship is 

intimate and with frequent 

contact 

- interactive 

- Mother is providing positive 

feedback  

- Mother may comment negatively 

Parent-Mom provides her child both 

the affectionate feedback and 

disapproval 
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1244.  Ss: [[Yes]] 

1245.  K: [[No]] 

1246.  CT: Somebody said no (0.5) Hey 

(.) any answer is possible (.) So 

you just guess (.) all right. 

From Lesson One 

Parent-Child SRP as achieved in the talk 

Transcripts Explanation of talk CBAs 
234.  FT: They are in Yasmin’s house 

(0.3) What room? 

235.  Ss: [[kitchen]] 

236.  FT: [[the kitchen]] (1.0) What 

does her father have? 

237.  Z: Salad 

238.  FT: What is this? 

239.  Z: Salad 

From Lesson Nine 

FT establishes the male adult character on 

page 55 as Yasmin’s father in terms of his 

presence in the kitchen in the home 

context 

- Participative 

Knowledge Giver – Knowledge Receiver SRP as achieved in the talk 

Transcripts Explanation of talk CBAs 
Line 410  

FT: What did they learn? (0.5) They 

learn that it’s true (0.5) right (0.5) What 

else did Yasmin tell them about ducks? 

(1.0) She told them water and oil don’t 

mix but she also told them something 

else  

From Lesson Nine 

FT establishes Yasmin is demonstrating a 

teacher-like behaviour (i.e., imparting 

knowledge to others) 

Yasmin enacts Category Knowledge 

Giver (i.e., the act of ‘displaying 

particular knowledge of ducks\) 

FT establishes Yasmin’s classmates is 

demonstrating a student-like behaviour 

(i.e., acquiring knowledge from Yasmin) 

Yasmin’s classmates enact Category 

Knowledge Receiver (i.e., the act of 

‘learning’) 

Teacher-Student SRP as achieved in the talk 

Transcripts Explanation of talk CBAs 
1288.  CT: Stop (.) And who is the 

woman? 

1289.  Z: teacher 

1290.  M: teacher 

1291.  CT: Yeah (.) She is a teacher (.) 

and they are::re [[students]] 

CT is analyzing the text on page 45 in 

that a Teacher-Student relationship is 

achieved in the following sites: 

- naming someone as Teacher in a 

classroom warrantably establishes 

other participants as students 

 

 

 

- paired relational categories 

constitute particular set of rights 

and obligations oriented to both 
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1292.  Z: [[students]] 

1293.  CT: What is the boy doing? 

1294.  Z: Announce something. 

1295.  CT: Everyone say show-and-tell. 

1296.  Ss: [[show-and-tell]] 

1297.  CT: Yeah. 

1298.  K: [[I see a teacher]] 

1299.  Z :[[A red fish]] 

1300.  CT: The boy draws a picture (.) 

and showed (.) he showed to 

every body (.) and tell about it (.) 

tell about the picture (.) This is 

show-and-tell (.) all right (.) turn 

to next page.  

From Lesson One 

of them 

- students display individual 

knowledge of show-and-tell in 

response to teacher’s instruction 

- Students in this classroom are 

demonstrating show-and-tell 

- competent in fulfillment of 

category-bound rights and 

obligations (e.g., draw a picture, 

being in the class and 

demonstrate show and tell) 

Classmate-Friend – Classmate-Friend SRP as achieved in the talk 

Transcripts Explanation of talk CBAs 
Line 383 

FT: Exactly so she:::e said ducks don’t 

get wet↑ (1.0) She said ducks don’t get 

wet↑ (0.5) and after she said that (0.3) 

her classmates said WOW REALLY? ↑ 

(0.3) that sounds really cool 

 

 

 

 

 

 

 

 

 

 

 

From Lesson Nine 

In this talk, FT is establishing the 

relationship between Yasmin and her pals. 

Yasmin is constructed as a 

classmate-friend to her pals as she 

- displays particular knowledge of 

ducks 

- provides information with confidence 

and pride  

- shares cool things with her 

classmates 

 

 

 

 

- informative 

 

- confident 

- satisfied 

- unique 

- sharing 

FT establishes Yasmin’s pals as 

classmate-friend to Yasmin as they 

- respond to her  

- reveal excitement about the context 

of ducks 

 

- think ducks are cool as Yasmin does 

 

 

- interactive 

- reveal interest and/or admiration 

towards Yasmin (e.g., her 

particular knowledge of ducks) 

- susceptible to peer influences  

- possess a proclivity for novelty 
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Table 5-3: Categories & Category Systems as achieved by the talk 

Category Child-Student as achieved by the talk 

Transcripts Explanation of talk CBAs 

151.  FT: … do you think this is a good 

picture? 

152.  Ss: [[no]] 

153.  FT: you think this is okay?  

154.  K: okay 

155.  FT: can you draw a picture like this? 

156.  Z: [[yes]] 

157.  Allen: [[no]] 

158.  FT: no:::o 

From Lesson Nine 

The students’ evaluation of 

Yasmin’s drawing constructs 

themselves as: 

- thinking highly of their 

drawing performance 

- competing with the fictional 

character 

 

 

 

- high self-esteem  

 

- possess the proclivity for 

competing with the children of a 

similar age  

- reveals inclination for peers rivalry 

Line 304 

FT: First of all you can (0.3) can you say a 

short version of this story? ↑ (1.0) there is a 

girl who likes ducks (0.5) she draws a 

picture for school show-and-tell (0.5) Her 

friend:::ds ask her about the ducks (0.3) and 

she said many cool things about ducks (0.3) 

and after that her friends like ducks (0.5) 

right that’s a very very short story of 

[Yasmin’s Ducks] 

From Lesson Nine 

FT is guiding the students to 

rewrite a short version of Yasmin’s 

Ducks 

possesses limited linguistic capacity 

(i.e., not writing a long story) 

987.  CT: or a girl’s name (.) Allen (.) What 

is the book title? 

988.  Allen: Yum duck ((Allen mumbled)) 

989.  CT: Yum Duck? ((Allen pronounced 

Yasmin like Yum)) 

990.  Ss: ((Students chuckled)) 

991.  CT: No way (0.5) Yasmin’s = 

992.  Ss: Yasmin’s 

993.  CT & Allen: = [[Ducks]] 

994.  Allen: Yasmin’s Ducks 

995.  CT: Good (.) Yasmin’s Ducks 

From Lesson One 

Allen establishes his membership 

of the Category Child-Student in 

the following sites: 

- providing an answer 

appropriate in terms of form 

but inaccurate in terms of 

content 

- displaying ‘trying’ of reaching 

the correct answer 

- constructing knowledge 

through classmates and the 

teacher’s assistance 

 

 

 

- incompetent (i.e., request the 

teacher’s provision of assistances) 

 

 

- not yet competent 

 

- collaborative in learning  



 484 

1307.  CT: Now (.) one more time (.) tell 

me what is the girl doing? 

1308.  Ss: [[show-and-tell ((mumbling))]] 

1309.  M: [[Show and talking]] 

1310.  CT: Huh? ↑ (.) show and talking? 

1311.  Ss: [[show and tell]] 

1312.  CT: Yeah (.) This is show-and-tell 

(.) all right (.) What is this picture 

about? 

From Lesson One 

Student M displays his own 

understanding of show-and-tell 

which is different from the others’ 

and the teacher’s (i.e., use different 

term to define) 

- possesses the proclivity for novelty 

and uniqueness 

- flexible learner (e.g., showing and 

talking are intrinsically accorded 

with “show-and-tell”) 

1561.  CT: All right (.) salad (.) salad (0.5) 

what else can you see on the table? 

1562.  Z: >the milk< 

1563.  CT: Milk (.) very good (.) milk milk 

milk  

1564.  Z: He squandered the milk. 

1565.  CT: Are you sure it’s that MILK? ↑ 

1566.  Z: Then what it would be? 

1567.  CT: Are you pretty pretty sure? ↑ 

1568.  Z: YES ↓ 

From Lesson One 

Student Z responds to the teacher’s 

question and provides his answer 

with confidence 

- assertive 

- content with own knowledge  

- confident with own answer  

- displays competent knowledge  

1068.  CT: is a fireman (.) all right (.) Her 

father is a fireman 

1069.  Allen: Teacher, can I use the term, 

fire fighter? 

1070.  CT: Excellent (.) yes (.) also a fire 

fighter  

From Lesson three 

Allen displays his own 

understanding/knowledge of a 

fireman in terms of different 

lexical terms.  

- flexible learner 

- competent 

- possesses specific linguistic 

competence 

- reveals specific literary experience 

(i.e., Allen didn’t acquire the term 

“fire fighter” in this class) 

1104. CT: He made a rocket ship (.) okay 

(.) What is go around the globe and 

back? Everyone (.) Who can go to 

the fan around (.) go around the fan 

and back? 

1105. Ss: ((Some students are going around 

the fan and back to their seat)) 

1106. CT: Haha:::ha Thank you rocket 

ships (.) very good 

From Lesson three 

Some students pretend to be rocket 

ships and demonstrate the way 

rocket ships will function in the 

cosmos.  

- imaginative 

- creative 

- improvising 

- interested in learning through 

physical activity  
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1343. CT: This is the tail ((teacher is 

humming)) 

1344.  M: ((Michel is making noise)) 

1345.  CT: It wipes the oil (0.5) all round 

its feathers ((some students are 

making noise)) 

1346.  Allen: Allow me to show you the 

way a duck moves ((Allen is 

demonstrating)) 

1347.  CT: Thanks for playing the duck.  

From Lesson three 

Allen pretends he is a duck and 

demonstrates the way a duck will 

move and wipe away the oil over 

its tail.  

- improvising 

- imaginative 

- competent (i.e., display of 

knowledge of ducks & display 

particular knowledge through  

physical demonstration) 

772.  D: Huh? ↑ um::::m Yasmin (0.5) 

Yasmin (0.5) Yasmin’s classmates  

773.  CT: ask [her] 

774.  M: [question] 

775.  D: Yasmin’s classmates ask her 

um::m ask her why she::e why she 

draw a duck 

776.  CT: Why did her draw a duck? (0.3) 

hey listen (0.3) David is very very 

good (.) he [said a very very long 

sentence]  

777.  Z: Didn’t you just hope for a shorter 

sentence? Why do you prefer a long 

sentence now? 

778.  CT: No (.) but::t it is hard::d to say 

this in one sentence (0.3) But  

779.  Z: Isn’t it should be the shorter the 

better? 

780.  CT: But David did it (.) David is very 

good (0.3) I’ll give David two points 

From Lesson seven 

- David displays his 

understanding of page 49 with 

one sentence with a tag 

question  

 

 

 

- Zebulon feels confused about 

the rule applying to 

accomplish the current task 

(i.e., using one short sentence 

for one page) 

- competent (i.e., using one long 

sentence ) 

- flexible, independent and able to 

improvise (e.g., not utterly in 

directive to the teacher’s 

instruction – one short sentence to 

describe page 49) 

- students need/follow the 

explicitly-stated rule/discipline to 

carry out the in-class activity 

- possesses the proclivity for 

stability (i.e., not familiar with 

modification or change; dare not to 

challenge) 

796.  K: Yasmin found out a lot abou:::t 

ducks  

797.  CT: Yasmin found out a lot about 

ducks (0.5) [Is i:::t] 

798.  M: [No] 

799.  CT: It is good ↑ (0.3) but who can 

Student K retells page 50 with one 

sentence but the teacher requests a 

better sentence 

- on a developmental continuum 

(i.e., Student K’s answer is good 

but the teacher expects a better 

one) 

- student demonstrates his/her 

competence through ‘trying’ 
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read a better sentence [[to:::o]] 

From Lesson seven 

821.  CT: Anita (.) you need to try 

822.  Anita: [I don’t know] 

823.  CT: [You need to try] (0.3) Listen (.) 

if you can’t make your own word (.) 

you can find one sentence from here 

(book) (0.3) one::e find one very 

important sentence from this page 

(0.3) just one sentence  

From Lesson seven 

- CT encourages Anita to try 

and use one sentence to 

describe one page  

 

- CT provides a hint to help 

Anita accomplish this task 

(i.e., ‘one very important 

sentence’)  

- child-student demonstrates his/her 

competence through ‘trying’ 

- child-student learns through 

‘trying’ 

- needs clues and guidance to 

accomplish the in-class activity 

- student as incompetent 

Category Teacher as achieved by the talk 

Transcripts Explanation of talk CBAs 
151.  FT: do you think this is a good 

picture? 

152.  Ss: [[no]] 

153.  FT: you think this is okay?  

154.  K: okay 

155.  FT: can you draw a picture like this? 

156.  Z: [[yes]] 

157.  Allen: [[no]] 

158.  FT: no::o 

From Lesson Nine 

- FT disapproves of students’ 

overt confidence  

- FT negatively comments on 

students’ ability to do a good 

drawing 

- students as incompetent 

- students require frustration 

- students should be humble 

- students should learn to show their 

appreciation of others’ artistic 

works 

1376.  CT: All right (.) now (.) look at page 

forty-nine (.) Where are they? 

1377.  M: They are in the park. 

1378.  CT: Park? ↑ (.) or::r can we have 

another answer? 

1379.  Ss: [[school]] 

1380.  CT: School (.) Where is the um 

where? 

1381.  M: In the park 

1382.  CT: Do you know [[there is a]] = 

1383.  J: It’s not the park. 

1384.  CT := place you can play swing 

[[and slide]]  

1385.  M: [[playground]] 

- CT initiates a question along 

with a number of questions in 

relation to the same topic 

followed by further 

formulation of the first 

question 

- CT has an ideal answer to the 

question in her mind (i.e., the 

playground instead of a park) 

- CT indirectly disapproves 

Student M and Student Allen’s 

answers.  

- Teacher as the question-initiator in 

classroom  

- Teacher adheres to her agenda of 

teaching (e.g., in control of the 

topic) 

 

- authoritative status to decide what 

counts as knowledge 

 

- withholding answer and avoid 

giving negative evaluation  
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1386.  CT: and jungle gym? 

1387.  Allen: park 

1388.  CT: Where? 

1389.  M: playground 

1390.  Z: playground 

1391.  CT: Who said playground? 

1392.  M: Teacher (.) I just said. 

1393.  Z: We both said that. 

1394.  CT: All right (.) Michell and 

Zebulon (.) Play:::::ground  

1395.  CT: When you are in the 

playground (.) you can play::ay 

swing [or um slide] 

From Lesson One 

Cohort of Class as achieved by the talk 

Transcripts Explanation of talk CBAs 
Line 295 

FT: Okay (0.2) You have a um assignment 

(0.2) that you have to write a story (.) right 

(0.3) You have to say the story in your own 

word:::d (0.5) so I want you guys to write 

the story again (0.3) so we can write the 

story in our own word all together (0.3) Do 

you know the story? ↑ (0.3) You know that↓ 

Line296 

Ss: [[YES]] 

From Lesson Nine 

- Students are named as the 

members within the same 

group  

- Each student has to rewrite the 

story in his/her own words  

 

- Each student has to display the 

cohorted knowledge (i.e., 

understanding of the story) 

- accountable to fulfill cohort 

responsibilities and obligations 

 

- members within this cohort are 

assumed to act in a cohorted 

manner 

- accountable to display experience 

of having had learned in this group  

Line 300 

FT: Okay (0.5) Let’s rewrite the story 

together (0.5) in our own word (1.0) 

Zebulon can you take out this paper please? 

From Lesson Nine 

FT uses “Let’s” to indicate the 

participants’ membership ascribed 

to the same, current and particular 

cohort (including the teacher) 

Members of this group have to act in a 

cohorted manner (i.e., collaboratively 

accomplish specific set of task – 

rewriting of the story) 

Line 324 

FT: Yes you can write it on the back (0.3) 

this gonna be our story (0.2) our story (0.2) 

our class story together (0.3) because we 

write it together (0.3) What did she do next 

FT uses “our”, “together” and “we” 

to indicate the participants’ 

membership belonging to the same, 

current and particular cohort 

(including the teacher)  

Members of this group have to act in a 

cohorted manner (i.e., collaboratively 

accomplish a specific task – rewriting 

of the story)  
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(.) what did she do next? (0.3) One day she 

drew picture (.) then what?↑ 

From Lesson Nine 

987.  CT: or a girl’s name (.) Allen (.) What 

is the book title? 

988.  Allen: ((Allen mumbled)) 

989.  CT: Yum Duck? ((Allen pronounced 

Yasmin like Yum)) 

990.  Ss: ((Students chuckled)) 

991.  CT: No way (0.5) [[Yasmin’s]] 

992.  Ss: [[Yasmin’s]] 

993.  CT & Allen: [[Ducks]] 

994.  Allen: Yasmin’s Ducks 

995.  CT: Good (.) Yasmin’s Ducks 

From Lesson One 

Allen is asked to display the 

knowledge that has been 

established earlier (i.e., the title) 

held accountable to display the 

cohorted knowledge and the experience 

of having had learned  

 

Line 34 

CT: Yes (.) all right (0.3) Do you 

remember::er what’s her classmate’s name? 

(0.3) Yasmin has a lot of classmates (0.2) 

what their:r (.) what’s their name? 

From Lesson three 

CT requests the students to display 

the cohorted knowledge through 

the act of ‘remembering’ 

Member who fails to fulfill the 

enactment of Cohort of Class is taken 

‘forgetting’ rather than ‘not knowing 

given information’. 

Line 590 

CT: Okay who (0.3) Can you remember 

who::o dre::w the fish?  

From Lesson ten 

CT requests the students to display 

the cohorted knowledge through 

the act of ‘remembering’.  

Members who fail to fulfill the 

enactment of Cohort of Class are 

oriented to as ‘forgetting’ rather than 

‘not knowing given information’. 

Teacher-Student SRP as achieved by the talk 

Transcripts Explanation of talk CBAs 
91. FT: what are these made from? 

92. Ss: ((students didn’t respond)) 

93. FT: Is this a paper duck? 

94. Allen: yes 

95. FT: paper? ↑ 

96. Z: No 

97. FT: Is that plastic? ↑ (0.3) It is the 

plastic ((FT showed the class a plastic 

box)) (1.0) Is that wood? ↑ (0.5) Made 

from wood? ↑ 

- FT enacts the question initiator  

 

- FT provides clues to elicit 

correct answer 

- FT is in control of the topic  

 

 

 

 

- FT approves student’s 

- enact a form of Socratic teaching 

(i.e., didactic question-answer) 

- aim to have students engage in the 

lesson 

- the teacher expects students to 

follow her line of thinking 

- the teacher is authoritative (i.e., in 

control of knowledge) 

- instruction-oriented 

- supportive 
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98. Z: no 

99. FT: you don’t know (0.3) what is it 

made from?  

100. M: toy 

101. FT: yes (0.3) but um (.) what is it made 

from? 

102. Z: Umm:::m 

103. FT: Yasmin’s duck is wood (0.3) yes 

it’s wood (0.5) hey you guys turn to 

page forty one (0.3) forty one (0.5) 

Okay (0.3) take a look at page forty 

two (0.5) Here is the girl (0.3) what is 

she doing?  

 

 

From Lesson Nine 

contribution although it was 

irrelevant  

- FT provides the correct answer 

to finalize current 

conversation 

- responsive 

 

- the teacher gets the lesson back to 

the right track (keep lesson 

according to the planned sequence) 

- treat the conversation causes 

“derailment” (Allwright & Bailey, 

1991, p. 4) 

- Students take the passive role 

of answering questions  

- Students responds to CT 

- Students follows CT’s line of 

thinking 

- Students picks up the clues 

provided by CT 

The students are: 

- passive learners 

- discipline-oriented 

- accountable to answer (i.e., carry 

out teacher’s instructions) 

- incompetent 

- in need of modified question or 

clarification  

116. FT: … Okay (0.3) look at page forty 

three (0.3) what else sentences can you 

make? Hale (0.3) Is a girl or a boy? 

((the cat on the couch)) 

117. H: girl 

118. Z: ((chuckled)) 

119. FT: I think [that’s a boy] 

120. Allen: [boy (.) boy] 

121. FT: if you have no word to say (0.3) 

you don’t know what the story is about 

(0.3) what sentences can you make? 

122. M: The cat is sad. 

123. FT: But (.) I think he is um you think 

he is sad? ↑ (0.5) no (0.3) I think he 

has the little smiling like this ((doing a 

smiling look)) (0.5) what do you 

think? ↑what is he doing? ↑ 

124. K: I think:::nk he is sleeping 

125. FT: Okay (0.3) so the cat is sleeping 

on the chair (0.3) the boy is what? ↑ Is 

he playing? ↑ 

From Lesson Nine 

- FT disapproves Student Hale’s 

answer without providing an 

explanation  

- FT does not incorporate 

meanings offered by Student 

M but provides her own 

explanation 

Teacher is: 

- authoritative  

- in control of topic 

- dominant (i.e., decides what counts 

as knowledge and what does not) 

- Student H elaborates his 

viewpoints of the cat’s gender 

- Student Allen follows FT’s 

line of thinking  

- Student M forms a mental 

picture about cat’s behaviour  

Students are: 

- lack in production of target 

language (i.e., English) 

- lack flexible and/or comprehensive 

thinking 

- revealing a conception of their 

inferior status in classroom context 

- using the teacher’s knowledge as 

the basis of constructing their 

knowledge  

- calling upon the strategy of 

concretization  



 490 

266.  FT: Page fifty-eight and fifty-nine 

(0.3) what are they doing? 

267.  Z: They are drawing  

268.  FT: They are drawing (0.2) and they 

are talking abou::t? 

269.  M: >DUCKS< 

270.  FT: about ducks (0.3) and what they 

do in the fall time (.) right↑ (0.7) so 

what do ducks do in fall?  

271.  D: They fly south 

272.  FT: Yeah you know (0.3) In the fall 

time (0.3) they fly south (0.3) 

>WHY?< ↑ 

273.  Z: Because:::se the lake (0.3) lake is 

cold 

274.  FT: Yeah you know ducks fly south 

because they are too cold (.) right (0.3) 

In Taiwan (0.3) there are many birds 

fly south (0.5) now:::ow what about 

the rest of her friends (0.3) Do her 

friends thin::::k ducks are um cool? ↑  

275.  Ss: [[YES]]  

From Lesson Nine 

- FT initiates a question-answer 

conversation with the students  

 

 

- FT repeats Student Z’s answer 

and further initiates a question 

extended from the context of 

the previous question  

- Teacher as question initiator in the 

context of the classroom  

- presenting a form of Socratic 

teaching  

- Teacher as commentator 

- Teacher as performance assessor 

Students participates in this 

conversation by offering the 

correct answer or at least through 

the act of trying 

- Students as precompetent 

- Students follow the teacher’s 

instruction and line of thinking 

Line 304 

FT: First of all you can (0.3) can you say a 

short version of this story? ↑ (1.0) there is a 

girl who likes ducks (0.5) she draws a 

picture for school show-and-tell (0.5) Her 

friend:::ds ask her about the ducks (0.3) and 

she said many cool things about ducks (0.3) 

and after that her friends like ducks (0.5) 

right that’s a very very short story of 

[Yasmin’s Ducks] 

From Lesson Nine 

FT is explaining the in-class 

activity – to rewrite Yasmin’s 

Ducks and then provides an 

example of how to do it. 

- Students require an example to 

follow 

- Students lack creativity 

- Students need instruction/education 

12. CT: Um::m who can tell me what is our 

story title? 

13.  K: Yas (.) duck 

14.  CT: Yasmin’s Ducks 

- CT initiates a question without 

assigning the subsequent turn 

at talk.  

 

- signal two-party system of talk 

- Teacher reveals her situated 

identity (i.e., question initiator in 

classroom) 
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15.  K: Yasmin’s Ducks 

16.  CT: Good (0.3) an::d who (0.2) what’s 

the girl’s name? (0.2) Steve 

 

 

 

 

 

 

From Lesson Three 

- CT evaluates Student K’s 

second answer as correct and 

provides a positive feedback.  

- authoritative status to decide what 

counts as knowledge 

- encouraging 

- Student K spontaneously 

provides an answer indirectly 

evaluated as inaccurate. 

 

- Student K repeats teacher’s 

answer.  

- precompetent but not yet 

competent (i.e., be able to 

articulate an answer, but 

inaccurately) 

- demonstrating ‘trying’ 

- on a continuum of development 

- requires collaborative learning  

796.  K: Yasmin found out a lot about:::t 

ducks  

797.  CT: Yasmin found out a lot about 

ducks (0.5) [Is it:::t] 

798.  M: [No] 

799.  CT: It is good ↑ (0.3) but who can 

read a better sentence [[to:::o]] 

 

814. K: Yasmin just read::d a good book 

on:::n ducks  

815.  CT: Very good (.) that’s the main idea 

(0.3) Yasmin just read a good book on 

ducks 

From Lesson seven 

- Teacher assesses student K’s 

answer as correct but requests 

a better one 

- Teacher later evaluates student 

K’s second answer as a better 

one.  

- Teacher has the authoritative status 

to decide what counts as the ideal 

answer  

- Teacher holds high expectations 

towards students 

- encouraging in a moderate way 

(i.e., avoid negative feedback) 

- Student K provided an answer 

evaluated as correct but not 

good enough 

- Student K provided his second 

answer evaluated as a better 

one  

Students: 

- on a developmental continuum 

- precompetent but not yet 

competent 

- display competence through 

‘trying’ 

Knowledge Giver – Knowledge Receiver SRP as achieved by the talk 

Transcripts Explanation of talk CBAs 
857.  CT: Page fifty-two (0.5) yeah (.) 

Ryan and Anita listen (1.0) which 

sentence is very important. 

858.  D: Ah::::h uh I got it. 

859.  K: A duck [has oil] 

860.  CT: [Janet please] help Anita and 

Kenny help Ryan (0.4) help (.) help 

(0.2) or Allen helps Ryan (0.4) and 

[Michell helps Michell]  

From Lesson seven 

- Anita and Ryan respectively 

are asked to accomplish this 

activity with external help.  

- Janet and Kenny/Allen are 

respectively asked to help 

Anita and Ryan to accomplish 

the task.  

Classmates who study and learn 

together can be momentarily achieved 

as knowledge givers & knowledge 

receivers as well 
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Table 5-4: Category Reader of the Text as achieved by the students 

Transcripts Explanation of talk CBAs 
133. FT: Is this Yasmin’s brother? ↑ 

134. Ss: [[no]] 

135. FT: is he her friend?  

136. Allen: brother 

137. FT: okay we don’t know (0.3) we can 

say (0.3) Yasmin and her brother (0.3) 

Yasmin and her friend (0.3) or a boy and 

a girl ar::::re playing o::r talking? ↑ 

138. D: I am positive he is her brother.  

139. FT: brother? ↑ 

140. K: He is the last person to be her 

[friend] 

141.  FT: [Where] are they? 

142.  A: They are talking 

143.  FT: Where? 

144.  A: They are in the living room 

From Lesson Nine 

Students match Yasmin with a 

brother at a home setting (i.e., living 

room) rather than a friend  

The Readers: 

- call upon characterization  (i.e., 

build the link between the 

characters and the events they take 

part in) 

- evoke vicarious experience (i.e., 

relate the character’s immediate 

circle of life to their own in real 

life) 

- gain perspectives on the 

interpersonal relationship between 

Yasmin and Ben through literary 

experience 

159.  FT: … do you think this is a good 

picture? 

160.  Ss: [[no]] 

161.  FT: you think this is okay?  

162.  K: okay 

163.  FT: can you draw a picture like this? 

164.  Z: [[yes]] 

165.  Allen: [[no]] 

166.  FT: [[no]] 

From Lesson Nine 

Students compete with the fictional 

character 

The Readers: 

evoke characterization assigned to the 

child characters (e.g., the students treat 

the child characters as someone they 

know in real world) 

162.  FT: The children are in scho:::ol 

doing::::g  

163.  Ss: [[show and tell]] 

164.  FT: [[show and tell]] (0.3) and do you 

have show-and-tell day in school? ↑ 

165.  Z: no 

From Lesson Nine 

Student Z recognizes the child 

characters have different kinds of 

school life / learning life than his.  

The Reader is: 

able to appreciate  the difference 

between literary life and real life  

173.  FT: no (0.3) you look at the picture and Student K displays his The Reader: 
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what can you see? 

174.  K: I see a (0.5) fire truck  

175.  FT: okay (0.3) but what are they 

doing? (0.3) this is the teacher ((pointed 

to the teacher)) (0.3) this is the student 

((pointed to the student)) (0.3) here they 

are doing show-and-tell 

176.  K: I see a teacher. 

177.  FT: yeah I see a teacher (0.3) but that’s 

not the only thing in this picture (0.3) I 

see a boy (.) a girl (0.3) I see a picture 

(0.3) what are they doing? ↑ 

From Lesson Nine 

understanding of the text on page 46 

with the focus on the concrete 

objects – fire truck, teacher.  

- requires gap-filling strategies to 

make sense of the texts  

- requires a repertoire of literary 

knowledge to make sense of the 

unwritten/un-given contextual 

information  

232.  FT: That’s right (0.3) and ducks have 

oil right (0.3) on their feathers? ↑ and 

so:::o she thinks it’s very cool (0.3) even 

though they are in the water every day 

(0.5) they don’t get wet↑ (0.5) Do you 

think it’s cool? 

233.  M: No. 

234. FT: But do her friends think it’s cool? ↑ 

(0.5) Even Mack said that’s cool::l (0.5) 

Let’s all go to my house (0.3) so they 

are talking about ducks and going for an 

experiment (0.3) Janet (.) Janet and 

Angel turn to page fifty four and fifty 

five (1.0) What you see? (0.3) now 

where are they?  

From Lesson Nine 

Student M fails to perceive the child 

character as himself (i.e., Michelle 

did not think ducks are cool as the 

child characters do) 

The Reader: 

identifies with characters  (in this case  

the characteristics attributed to Yasmin 

imply that the readers of similar age 

should be perceived in the same way) 

276.  FT: Yeah (.) everybody likes ducks 

(0.3) Before only Yasmin likes ducks 

(0.2) now everyone likes ducks (0.3) 

what do you think (0.2) you like ducks 

now? ↑ 

276.  Z: >No< 

277.  FT: [[no]] 

From Lesson Nine 

Student Z does not perceive the 

child character’s traits as valuable 

and worth trying to develop in 

himself 

The Reader is: 

capable of display his own perception / 

evaluation of ducks and/or child 

characters 

335.  M: Made a picture of um pictures and Student M recognizes the child The Reader as the child character Tim 
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fish  

336.  FT: Why? 

337.  M: Because he has the fish  

From Lesson Nine 

character Tim extends personal life 

(i.e., hobby, pet) to school 

homework  

will be able to build a connection 

between domestic sphere and 

institutional sphere during the course of 

learning.  

373.  FT: >After class they play and talk 

outside and they ask about ducks< ((FT 

is reading fast)) (0.8) Now (0.2) what 

did she tell them?  

374.  M: Teacher (0.2)Yasmin said (0.3) she 

like ducks  

375.  FT: Yeah but::t WHY? ↑ (0.5) Why did 

she want to draw a picture (0.3) does 

she think it’s cool (0.3) or she just said 

(0.2) I like ducks (.) That’s it? ↑ 

376.  Z: Yes  

377.  FT: No:::o that’s not it (0.6) What did 

she say? ↑ 

378.  M: She said (.) um (.) she read a good 

book about ducks 

379. FT: Yeah (.) but WHY? ↑ (0.3) She said 

> do you know< that  

380. M: ducks don’t get wet 

From Lesson Nine 

- Student M refers to fragmentary 

information about Yasmin to 

account for one particular event 

(i.e., personal liking, reading a 

book on ducks)  

- Student M displays own 

understanding of time 

relationship among events  

The Reader is: 

- able to call upon retrospective 

interpretation to build consistency 

and make sense of the story as a 

whole  

- able to call upon an interpretive 

repertoire of plot patterns (i.e., 

chorological episodic plot)  

1085.  CT: Look at page forty-two (.) [and 

forty-three] 

1086.  M: [These are the best ducks] 

1087.  CT: Sh::h (0.5) What can you see in 

the picture? 

From Lesson One 

Student M displays his 

understanding of the text on pages 

42-43 through reading the written 

text 

The Reader: 

- has specific literary experience  

- is verbally competent 

- is to some extent linguistically 

literate  

1169. CT: Wait wait (.) Now I’m asking 

question (.) Who is Ben? (.) [[Is he]] 

1170. Z: [[>HER BROTHER<]] 

1171. CT: Is he Yasmin’s father? 

1172. Ss: [[no]] 

1173. CT: Ya um (.) Steve (.) He is Yasmin’s 

1174. M: Ah (.) I got the answer (.) classmate 

1175. K: friend 

1176. CT: Are you sure? 

Students provide a number of 

possibilities of Ben’s identity in 

relation to Yasmin 

The Readers: 

- call upon vicarious experience of 

their immediate circle in childhood 

life  

- read alternatively  
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1177. K: Yes 

1178. CT: [Is um is he] 

1179. M: [>her brother<] 

1180. CT: How many people think um he is 

Yasmin’s friend? (.) Raise your hand 

(.) You think he is Yasmin’s friend (.) 

Raise your hand (0.5) Nobody? ↑ (.) 

You think he is Yasmin’s [[brother]] 

1181. Ss: [brother]] 

1182. M: Yeah 

1183. CT: You think (.) I don’t know because 

I don’t know the story (.) I don’t know 

(.) Raise your hand. 

1184. CT: All right (.) That’s okay (.) you 

just guess (.) That’s okay.  

From Lesson One 

1205.  CT: Where are they? 

1206.  Z: They are in the studio.  

1207.  CT: [Oh::h] 

1208.  D: [They are in the house] 

1209.  CT: Yeah (.) Where in the house? 

1210.  Allen: inside 

1211.  K: Bedroom 

1212.  CT: Which part of the house? 

1213.  Z: A study room 

1214.  CT: Because you can see::e a lamp (.) 

a table (.) a sofa (.) some books  

1215.  J: Living room 

1216.  CT: [[And a]] 

1217.  Allen: [[living room]] 

1218.  M: study room  

1219.  CT: A mat (.) [right] 

1220.  M: [Living room or kitchen] 

1221.  CT: So is it possible in the kitchen? 

1222.  Ss: [[no]] ((students are chuckling)) 

1223. T: In the::e  

1224. Z: In the Barbara Bottner 

1225. T: Zebulon (.) There is no Barbara 

Students interpret the image on 

pages 42-43 through different 

contextual information (i.e., building 

the consistency of the various 

concrete objects relevant to the 

specific setting) 

The Readers: 

can call upon vicarious experience of 

literary world and relate to own life in 

real world  
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Bottner inside. 

1226. Allen: In the lake 

1227. T: In the living room (.) or::r in the 

[[bedroom]] 

From Lesson One 

1334.  CT: What is the girl (.) What is the 

picture about? 

1335.  Z: The fire is go outside. 

1336.  CT: The fire truck (.) All right (.) 

Turn to page forty-seven. 

From Lesson One 

Student Z builds the link between a 

fire truck and a fire (e.g., there is no 

sign of a fire in Kate’s drawing)  

The Reader: 

can relate the literary experience to 

personal life experience  

1336.  CT: The fire truck (.) All right (.) 

Turn to page forty-seven. 

1337.  K: That is the earth. 

1338.  CT: What is the [picture about?] 

1339.  Z: A brunette boy 

1340.  D: I see Taiwan. 

1341.  CT: Taiwan? ↑ (.) [[Are you sure?] 

1342.  Z: I see a brunette boy 

1343.  CT: Very good  

1344.  Z: I see a rocket shell. 

1345.  CT: Stop (.) Who say earth? 

1346.  K: Huh? ↑ 

1347.  CT: Michell (.) good. 

1348.  K: I see a star. 

1349.  CT: Star (.) very good. 

From Lesson One 

 

- Student K identifies the planet 

in the picture is the earth and 

further identifies a star in the 

cosmos 

- Student D identifies Taiwan as 

part of the earth though the 

illustration of the earth hardly 

shows any specific country or 

continents. 

The Reader is: 

- equipped with macro-knowledge 

relevant to the text 

 

 

- creative but not imaginative (e.g., 

seeing an existing country Taiwan 

unseen on a picture of the earth) 

- drawing from personal life 

experience to make sense of the text 

1680.  CT: So (.) what are they doing? 

1681.  M: They are eating. 

1682.  CT: They are eating? ↑ 

1683.  Allen: Cooking 

1684.  CT: Are they cooking? ((Teacher 

chuckled)) 

1685.  M: No (.) They are talking. 

1686.  CT: I know [they are talking.] 

1687.  Z: They are doing the experiments. 

1688.  CT: They are doing the::e 

1689.  Z: They are doing the 

Students orient to the child 

characters according to a number of 

activities relevant to and/or 

understandable in the context of a 

kitchen (e.g., eating, cooking, 

talking, drinking milk, 

day-dreaming)  

The Readers: 

- imaginative (i.e., the image does not 

show the characters are eating, 

cooking) 

- comprehensive and flexible in 

reading (i.e., ‘eating’ and ‘cooking’ 

are activities relevant to the context 

of kitchen) 

- able to read the images divergently  

- possess a prediction for novelty (i.e., 

students did not refer to the written 
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1690.  M: They are wondering around. 

1691.  Z: They are drink milk. 

1692.  CT: Mm::m ((Teacher sneered)) 

1693.  D: They are doing experiments. 

1694.  Z: They are doing experiments. 

From Lesson One 

text but formed mental picture 

instead) 

1. CT: Yasmin (.) yes (0.5) An::d what’s 

her brother’s name? 

2. Z: >BEN< 

3. CT: Angel 

4. A: Ben 

5. CT: Ben (.) that’s right 

From Lesson three 

Ben is established as Yasmin’s 

brother in this class (for Zebulon, 

Angel & teacher) although there is 

no specific elaboration of Ben’s 

identity in relation to Yasmin in the 

text in pages 42-43.  

The Reader: 

- needs and/or possesses specific 

knowledge of the character to 

proceed to reading the texts (i.e., 

unknown characters hinder the act of 

reading). Otherwise, he/she may fill 

the gap based on own interpretation. 

36.  CT: Yeah just one of them (0.3) 

Hm::::m um (.) do you remember? 

37.  M: Yes 

38.  CT: Michell 

39.  M: Tim 

40.  CT: >TIM< (0.2) Thank you   [ 

41.  M: ◦Tim has rocket ships◦ 

From Lesson three 

Child reader Tim is oriented to as 

understandable to the readers 

through his role (i.e., a student) and 

the event by which he evoked (i.e., 

drawing / show-and-tell) 

The Reader calls upon characterization 

of specific child character 

874.  CT: Let’s read together (0.3) just one 

page (.) okay (1.0) ready GO 

875.  CT & Ss: [[These are the best ducks I 

have ever made (0.3) said Yasmin (0.5) I 

can just see them in the lake (0.5) They 

swim around and quack (0.3) quack (.) 

quack (.) quack (0.3) said Yasmin]] 

876.  CT: All right. 

877.  Ss: [[Ducks (.) Ducks (.) ducks] 

878.  CT: [>STOP<] 

879.  Ss: [[said Ben (0.3) I like your ducks]] 

880.  CT: [I said only one page] 

881.  Allen: This (texts on pages 42-43) is 

one page to me.  

882.  CT: No (0.3) page (.) one page (0.3) 

page forty-two (.) only.  

From Lesson three 

- Students deal with the texts on 

pages 42-43 as a whole (i.e., in 

a form of doublespread)  

 

 

 

 

 

 

- Student A reads the illustrations 

on pages 42-43 as a whole 

The Readers: 

- flexible and experienced readers 

(i.e., knowing texts can be read 

independently on one page and/or in 

relation to the next page) 

- possess particular formalities 

applying to reading a doublespread 

text (e.g., read from left to right; 

from top to bottom) 

- call upon gap-filling strategies to 

make sense of the visual and written 

texts (i.e., drawing from contextual 

information to build the consistency) 
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929.  CT: So why do (.) why did Yasmin 

draw a duck? 

930.  M: She likes (.) she likes ducks.  

931.  CT: She likes ducks (.) what else? (.) 

[what other reasons?] 

932.  Allen: Ducks are her babies. 

933.  CT: Ducks are her babies? ↑ (.) no  

934.  Ss: ((Students are chuckling))  

935.  CT: Hey  

936.  Z: Because she look a good book on 

ducks.  

From Lesson three 

- students recognize drawing is 

based on personal liking 

- students orient to ducks with 

impersonated attributes  

- student Z recognizes Yasmin is 

interested in things that is 

positively described in books  

The Readers: 

- evoke vicarious experience of life 

(in this case of the child character’s, 

for example, being fond of animals, 

emotional) 

- call upon surreal interpretation (i.e., 

ducks as Yasmin’s babies) 

- are imaginative 

- explore possibilities through literary 

experience (i.e., reading) 

1072.  CT: And usually what color is the fire 

truck? 

1073.  Allen: red 

1074.  Z: red  

1075.  CT: It’s red (.) all right 

1076.  D: But there is one white car 

1077.  CT: Can you say that in English? ↑ 

1078.  D: I don’t know.  

1079.  CT: Ambulance (.) ambulance  

1080.  Allen: What is the ambulance? 

1081.  CT: The car with white color  

1082.  D: Is that called ambulance? 

1083.  CT: Yeah  

1084.  D: All I know is you dial 

One-One-Nine (119) (in Mandarin) 

From Lesson three 

Student D displays his own 

knowledge of particular vehicle used 

in emergencies in relation to a fire 

truck (i.e., he knows its colour, its 

function and its representative 

number 119) 

* 119 is the emergency number both 

called for fire-rescuing and hospital 

service in Taiwan.  

The Reader is: 

- comprehensive / flexible reader (i.e., 

relate to personal life experience in 

real world through literary 

experience) 

- calling upon symbolism: incorporate 

abstract / figurative meanings (white 

ambulance & red fire truck) in 

addition to its literal meaning (119) 

1112. CT: Yeah orange (.) orange rocket (0.5) 

Do you like rocket ship? ↑((Students 

are still making noise)) 

1113. M: Yes [ 

1114. Allen:  I don’t like it. 

1115. Z: It is no 100% guaranteed that the 

rocket ship can go back.  

 

 

 

Student Z displays particular 

knowledge of rocket ships – the 

safety consideration of  driving a 

rocket ship  

The Reader is: 

- knowledgeable 

- informed / informative 

- able to incorporate abstract 

meanings (in this case of rocket and 

how low the accident rate is) in 

addition to its literal meaning (i.e., 

rocket ship is specifically and 

mechanically designed to cruise in 

the cosmos) 
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From Lesson three -  aware of concept of death and life  

1175. CT: [[So]] Why do um why do the 

wings that shine? ↑ (.) Why do the 

wings shine? 

1176. Z: because the sun 

1177. CT: Yeah (.) because of the sun (.) 

because they swim in the sun (.) so 

[their wing go shining shining shining] 

1178. Z: That’s because that the water 

reflects.  

1179. CT: Oh  

1180. Z: In the sun 

1181. CT: [The sun shines (.) shine on the 

lake (.) so the sun reflects to the wings] 

From Lesson three 

Students call upon personal life 

experience to build consistency 

between ‘shining wings’ and 

‘sunlight reflection’. 

The Readers: 

- call upon gap-filling strategy to 

make sense of the text 

- require life experience to enrich 

reading (in this case, of having had 

observed something in the 

water/lake reflected by the sunlight) 

- relate literary experience to real life  

588.  CT: So do you know what’s going on 

on this page? ↑ 

589.  Z: Yes 

590.  J: Yes 

591.  CT: What’s going on? 

592.  Z: They [go to Yasmin’s home] 

593.  M: [They are ((mumbling))] 

594.  CT: They go to Yasmin’s house and::d  

595.  Z: doing an experiment 

From Lesson five 

Students display their understanding 

of child characters through the 

contextual information (i.e., 

Yasmin’s home) and situated 

activities (i.e., doing an experiment) 

The Readers: 

- call upon characterization of 

characters 

- are comprehensive (i.e., look for a 

combination of character’s actions, 

dialogue, motivation and 

personalities) 

824.  CT: who do they fly south? ↑ (0.2) in 

the fall 

825.  K: [they want to eat] 

826.  M: [the lake is cold]  

827.  Z: because it is fall 

828.  CT: because it is fall (0.3) why? (0.5) 

because the lake is [[cold]] 

829.  Ss: [[cold]] 

830.  CT: they cannot get (.) get food (0.2) 

they cannot get food (0.5) why do they 

go to south? ↑ (0.2) Is it cold in south? 

831.  Z: Yes 

832.  CT: Huh? ↑  

Students draw from various pieces  

of contextual information to make 

sense of the ducks’ migrating 

behaviours in fall  

The Readers: 

- incorporate contextual information 

(in this case in relation to ducks’ 

migrating behaviour ) 

- have geographical understandings to 

relate to text (in this case of climate 

conditions, i.e., it is colder in the 

north than in the south) 
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833.  Allen: No  

834.  CT: It is warm in south  

835.  M: Huh? ↑  

836.  CT: just not that cold in south  

From Lesson five 

838.  CT: Taiwan? ↑ (0.5) Taiwan (1.0) for 

example (0.3) where (.) okay (0.5) 

Taipei   

839.  M: South 

840.  CT: Taipei and Tainan ((Teacher drew 

a map of Taiwan and marked the 

location of Taipei and Tainan))  

841.  CT: Taipei and Tainan (0.3) which one 

is colder? 

842.  Z: um Taipei 

843.  CT: Yeah Taipei (0.3) Taipei is colder 

(0.5) so Tainan 

844.  Z: is::s 

845.  CT: warmer (0.3) yes 

846.  M: warmer 

847.  CT: It’s not that cold (0.3) okay (0.3) 

So ducks go to Tainan ((teacher 

chuckled)) no (.) they fly south (0.3) 

because the lake is not very cold okay 

(0.5) they can go south where they can 

eat. 

* Taipei is located in the north of Taiwan 

whereas Tainan is located in the south.  

From Lesson five 

- Students identify Taipei is 

located in the north of Taiwan 

whereas Tainan is situated in the 

south  

- Students are familiar with the 

colder climate in Taipei 

compared to the warmer climate 

in Tainan 

- Students are certain ducks will 

fly to Tainan when the colder 

season comes but not fly to 

Taipei  

The Readers: 

- have particular contextual 

knowledge (In this case 

understanding and/or knowledge of 

the cites in Taiwan) 

- gain perspectives on a real world the 

context (in this case, ducks) through 

literary experience 

869.  CT: Why do they want to be ducks? 

870.  M: Because ducks (.) ducks don’t (.) 

don’t get wet 

871.  CT: And it is raining now (0.3) so they 

hope they are ducks (0.3) so they can 

um don’t get wet 

872.  M: Yes (.) that’s right.  

 

 

Student M displays his 

understanding and/or perception of 

the child characters and the reason 

why they want to be ducks.  

The Reader: 

- calls upon characterization (In this 

case,  perceive the child characters’ 

mental response to ducks when it 

rains)  

- evokes vicarious experiences of 

child characters and perceives them 

as himself (i.e., if I were them, I 

would like to be a duck too. Then I 
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From Lesson five won’t get wet in rainy day) 

719.  CT: = Yeah (0.3) Zebulon (.) who can 

use [one sentence to] 

720.  J: [retell the story] 

721.  CT: = talk about the picture  

722.  Z: ∘teacher (.) I want to try∘ 

723.  CT: You want to try? ↑ 

724.  Z: Yasmin draw a duck. 

725.  CT: Very good Zebulon (0.3) Yasmin 

dr::::ew her ducks (.) because it’s past 

tense  

726.  K: drew a duck 

727.  CT: because [Yasmin drew her ducks] 

From Lesson seven 

- Student Zebulon uses one 

sentence to describe what’s 

going on in page 42 

- Student Zebulon focuses on the 

event in which the child 

character Yasmin enacted a 

major part 

The Reader: 

calls upon characterization of characters 

through the activity/event assigned to 

them  

738.  CT: What did you say Janet? 

739.  J: Ben likes her ducks 

740.  CT: Okay (.) page forty-four (0.5) who 

can use only one sentence. 

741.  M: Mom::m 

742.  CT: Allen  

743.  Allen: Mom likes Yasmin’s ducks. 

744.  CT: Very good (.) Mom likes Yasmin’s 

ducks (1.5) page forty-five  

From Lesson seven 

Students Janet & Allen establish the 

interpersonal and intimate 

relationships between Ben and 

Yasmin and Yasmin and her Mom in 

terms of their emotional assessment 

towards Yasmin’s painting (i.e., like) 

The Readers: 

gain perspective on interpersonal 

relationships ( in this case, among family 

members) through literary experience 

142.  CT: No one more chance (0.3) Why 

did Kate (0.3) Kate is a girl [Kate] =  

143.  D: [Kate Kate] 

144.  CT: = draw a fire truck 

145.  D: Kate’s dad is a fireman 

146.  CT: Very good (0.5) because Kate’s 

[father is a fireman] 

From Lesson Ten 

Student David perceives Kate’s 

intention when she drew the picture, 

that is, invite family member to 

school homework.  

The Reader: 

- evokes vicarious experience of 

Kate’s school life and family life 

- perceives himself as the child 

character (i.e., if David were Kate, 

he would like to draw a picture of 

his own father) 

- reads Kate’s intent into her action 

212.  CT: Yeah Zebulon is right (0.3) Bu:::t 

um ((teacher chuckled)) can you say that 

one more time? 

213.  Z: They take tw::o ba:::g 

214.  CT: They take two bags 

215.  Z: And one bag 

Without referring to the book, 

Student Zebulon explicitly recounts 

the steps the child characters took 

while doing an experiment  

The Reader: 

- lives through literary experience (in 

this case of the child character’s 

after-school activity) and can evoke 

vicarious experience of doing the 

experiment as the child characters 
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216.  CT: One bag  

217.  Z: put water  

218.  CT: put water  

219.  Z: One ba:::g 

220.  CT: One bag 

221.  Z: put oil 

222.  CT: put oil 

223.  Z: And oil (1.0) um and oil huh::h (0.5) 

and oil and water don’t mix 

224.  CT: Yeah so:::o 

225.  Z: Huh so? ↑ 

226.  CT: yes so::o 

227.  Z: So the bag is not wet 

From Lesson Ten 

did 

- has knowledge of time relationships 

among each event (i.e., each step of 

the experiment) 

- learns from text or remember details 

from text (i.e., Zebulon remembers 

the experiments’ steps) 

240.  CT: WHY all right (1.0) Huh:::h easy 

(1.0) Why did (0.5) Why did Why did 

Mack (0.5) draw a rocket ship? A rocket 

ship (0.5) Why did Mack draw a rocket 

ship? 

241.  M: ((didn’t respond)) 

242.  CT: Becau:::se (2.0) who knows? (0.3) 

Steve 

243.  Steve: Because rocket ship can go 

around the globe and back 

((whispering)) 

From Lesson Ten 

Student Steve perceives Mack’s 

intention of drawing a rocket ship in 

terms of a fact about rocket ships – 

it can go around the globe and back.  

The Reader is: 

able to imagine the character’s world and 

predict character motivations  

269.  CT: Who drew ducks? 

270.  Steve: Yasmin  

271.  CT: Yeah Yasmin  

From Lesson Ten 

Student Steve orients to Yasmin in 

terms of her action – drawing ducks.  

The Reader: 

relates characters to their actions  

458.  CT: When do ducks fly south? 

459.  D: Teacher me (.) I know the answer. 

460.  CT: One more time louder  

461.  P: when winter comes 

462.  CT: When winter [comes] 

463.  Z: [teacher me] 

464.  Allen: Is it the right answer 

465.  CT: That’s a very good answer. (0.2) 

Student Peggy provides an alternate 

answer different from the answer in 

the book.  

The Reader: 

- draws information from other 

sources into the text for sense 

making  

- has relevant contextual information 

(in this case a basic understanding of 

season changes)  
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When winter comes or in the fall (0.3) 

fall means winter is coming right? ↑ 

From Lesson Ten 

Line 704  

CT: Of course not (0.2) What can ducks do? 

Line 705  

Z: Ducks can fly 

Line 710  

CT: of course I know ducks can fly (0.3) 

But::t it’s not in the book (0.5) Ducks can fly 

↑okay all right (0.3) [only one point] 

Line 719  

Allen: Ducks can catch a fish. 

Line 725  

CT: Okay (0.5) What is the very important 

thing that [you learned form the book] 

Line 728  

D: = Ducks can eat::::t bugs  

Line 729  

Z: Ducks can drive a fire truck 

Line 736 

D: Ducks [can drive] = 

Line 739  

D: = a rocket ship  

From Lesson Ten 

Students display their understanding 

and knowledge about what ducks 

can do both from texts and images 

in the book  

- Student Z draws from 

retrospective interpretation (i.e., 

gather images of flying ducks 

on pages 58, 60 and 61) 

 

- Student Z calls upon 

identification & manipulation of 

the child character Kate 

- Student A reads the visual text 

as supplementary information to 

the written text 

- Student D provides an 

imaginative rendition of the 

ducks 

The Readers: 

 

 

 

- bring together  visual and textual 

information  

- display sophisticated literary 

experience of reading texts and 

images  

- perceive themselves as characters 

 

 

- incorporate meanings offered from 

images and texts  

 

- possess the proclivity for novelty & 

fantasy  

Category Non-Western-Child-Reader-of-the-Text as achieved by the students 

Transcripts Explanation of talk CBAs 
1328.  M: I see a fire truck. 

1329.  CT: fire truck (.) very good (.) 

1330.  J: I see a (.)um hose 

1331.  K: I see a ((mumbled)) 

1332.  Z: I see a blonde girl. 

 

 

 

 

From Lesson One 

Student Z enacts as a cultural 

outsider (i.e., recognize the child 

character Kate has blonde hair 

which is very different from his or 

his classmates’)  

Non-Western Child-Reader  

- is specifically culturally literate 

(e.g., not surprised with the fact that 

Kate is blonde) 

- can gain perspective on a culture 

different from his own through 

literary experience 

- possesses intercultural / 

multicultural understanding to make 

sense of the text  
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Table 5-5: Category Reader of the Text as constructed by the teachers 

Transcripts Explanation of talk CBAs 
Line 89 

FT: okay (.) you guys take a look at 

Yasmin’s Ducks (0.3) I want you guys 

just to (0.3) look at the picture and try to 

tell me the story (1.5) if this story (0.2) 

just look at the story um it’s not has to 

be the same as the real story (0.5) the 

cover of the story is um two ducks right? 

↑ (1.0) Is this a real duck? ↑  

 

 

 

 

From Lesson Nine 

FT is guiding the students how to interact 

with Yasmin’s Ducks in the following 

sites:  

- FT guides the students to enact the 

author’s second self  

- FT guides students to use the 

pictorial information to create an 

unwritten text 

- FT recognizes students have specific 

literary experience (i.e., knowing 

what the cover of a book is) 

- FT guides students to build 

consistency between cover and the 

story itself  

The Readers: 

 

 

- interact and communicate with the 

story  

- are imaginative & flexible  

 

 

- formulate meaning from little 

information (in this case, formulate a 

story from the cover alone) 

- call upon gap-filling strategies to 

make sense of the story  

115. FT: = a girl is playing (0.5) She is 

playing (0.3) maybe this is fun for 

her (0.3) all right (0.5) a girl named 

Yasmin is drawing a duck or::r she 

is not really drawing a duck (0.3) 

she is drawing a picture with ducks 

(0.3) right (.) what else can you 

say? (1.0) It is afternoon:::n (0.3) 

she is um it is Wednesday afternoon 

(0.3) she has no school (0.3) so she 

can draw a picture.  

116. Allen: after school 

117. FT: maybe it is after school (0.3) do 

you think every day after school 

(0.3) she draws a picture? ↑ 

From Lesson Nine 

FT is guiding the students to construct 

the texts on page 42 by doing the 

following: 

- FT relates child character’s 

after-school activity to her students’ 

school timetable in their real world 

(i.e., they do not have school on 

Wednesday afternoons) 

- FT provides contextual information 

(i.e., at home after school, in the 

afternoon) 

- FT establishes that drawing is not  a 

school activity  (i.e., drawing is for 

fun) 

- FT establishes the fact that child 

doesn’t draw every day after school 

even it’s fun to do so.  

The Readers: 

 

 

- evoke experience of their own life to 

understand the character  

- form a mental picture (i.e., 

concretization)  

- separate the domestic sphere (i.e., 

home) from the external sphere (i.e., 

school) 

145. FT: Is this Yasmin’s brother? ↑ 

146. Ss: [[no]] 

147. FT: is he her friend?  

148. Allen: brother lar 

FT is guiding the students to construct 

the relationship between Ben and Yasmin 

by offering a number of identities 

ascribed to Ben 

The Readers: 

- think diversely (i.e., to interpret the 

same story differently/creatively) 

- understand that characters  can 
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149. FT: okay we don’t know (0.3) we 

can say (0.3) Yasmin and her 

brother (0.3) Yasmin and her friend 

(0.3) or a boy and a girl ar::::re 

playing? ↑ 

150. D: I am positive he is her brother.  

151. FT: brother? ↑ 

152. K: He is the last person to be her 

[friend] 

From Lesson Nine 

enact a variety of identities (e.g., 

friend, brother, boy) 

166.  FT: The children are in scho:::ol 

doing::::g  

167.  Ss: [[show and tell]] 

168.  FT: [[show and tell]] (0.3) and do 

you have show-and-tell day in 

school? ↑ 

169.  Z: no 

From Lesson Nine 

FT asks a question to help her students 

evoke the vicarious experience of school 

life as the child characters have in the 

story  

The Readers can relate literary 

experience to real life  

170.  FT: no (0.3) how many students 

are in the class? 

171.  M: four  

172.  FT: only four (0.3) a very small 

class (0.3) that’s right (0.5) so::o 

okay (0.3) now this is Yasmin? 

173.  Ss: [[no]] 

174.  Allen: classmate 

175.  FT: so::o Yasmin’s classmates 

have show-and-tell (0.5) excellent 

(1.0) okay look at page forty six 

(0.3) Kenny can you make a 

sentence 

From Lesson Nine 

FT is guiding the students to make sense 

of the texts on page 44 by establishing 

the contextual information inferred from 

the child characters’ situated action (i.e., 

show-and-tell) 

The Readers call upon concretization, 

that is, understand the relation between 

action and context and to establish 

contextual information from action 

173.  FT: no (0.3) you look at the 

picture and what can you see? 

174.  K: I see a (0.5) fire truck. 

175.  FT: okay a fire truck (0.3) but 

what are they doing? (0.3) this is 

the teacher ((pointed to the 

FT is guiding the students to construct 

the texts on page 45 by building 

consistency out of what visual text has 

told (e.g., people: teacher and students; 

place: classroom; event: holding up a 

picture to talk about it) 

The Readers: 

- take illustration as auxiliary text 

- possess a set of interpretive 

strategies to respond to visual text 

- utilise pictorial information to 

respond to written text  
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teacher)) (0.3) this is the student 

((pointed to the student)) (0.3) here 

they are doing show-and-tell 

176.  K: I see a teacher. 

177.  FT: yeah I see a teacher (0.3) but 

that’s not the only thing in this 

picture (0.3) I see a boy (.) a girl 

(0.3) I see a picture (0.3) what are 

they doing? ↑ 

From Lesson Nine 

- relate personal experience of the 

social world to the literary world 

(i.e., if he/she were a student, she 

would know the way that 

show-and-tell takes place in that 

image) 

Line 187  

FT: Ryan can you stay on the same page 

please (0.5) fire trucks good (0.3) if 

you::u show and tell (0.3) what would 

you have? (1.0) nothing to show and 

tell?  

From Lesson Nine 

FT is guiding the students to form a 

mental picture of doing a show-and-tell 

in class through literary experience (i.e., 

relate to the child characters).  

The Readers 

- revoke vicarious experience 

- identify with characters and imagine 

manipulating their characters’ 

conduct 

- require imagination 

Line 188  

FT: You? (0.5) Really? (0.5) So what do 

you think the teacher think? (0.3) Is the 

teacher? (0.3) what does the teacher 

think? Here (0.3) is the teacher is like 

um oh cool (0.3) or it’s like um::m bad? 

 

 

 

From Lesson Nine 

FT is guiding the students to walk in the 

teacher character’s shoes in the following 

sites: 

- FT expects her students to perceive 

themselves as  Miss Rome and 

what their actions would be in these 

circumstances 

- FT encourages students to build 

consistency from the visual elements 

of illustration about the teacher 

The Readers: 

 

 

- can imaginatively engage as a 

character 

 

 

- respond to and interpret the visual 

and written text as a whole 

211.  FT: not sliding (0.3) they are 

swinging (0.3) this is sliding (0.5) 

they are swinging and::::d  

212. Z: talking 

213. FT: talking about show-and-tell (.) 

exactly (0.5) Do you::u swing and 

talk? ↑ 

214. M: No 

215. FT: with your friends? ↑ (0.3) No? 

↑Your school (0.3) Does your 

school have swing? 

FT is guiding the students to evoke the 

vicarious experience of school life as the 

child characters experience it (e.g., child 

characters swing and talk about school 

life in the playground) 

The Readers of a similar age to the child 

characters will play, swing and talk to 

friends.  
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From Lesson Nine 

Line 252 

FT: They are (0.3) what are they doing? 

(1.0) doing an experiment (0.3) you 

know (0.3) you all know about that (0.5) 

they are doing an experiment (0.5) to see 

um see really if water and oil mix (0.3) 

yes or no they wanna see  

From Lesson Nine 

FT is guiding the students to call upon a 

retrospective interpretation in order to 

reveal the relationship between events 

(i.e., doing an experiment vs. the context 

of ducks’: water and oil don’t mix) 

The Readers build the consistency 

through every bit of information acquired 

as they work through this story  

266. FT: Page fifty-eight and fifty-nine 

(0.3) what are they doing? 

267.  Z: They are drawing  

268.  FT: They are drawing (0.2) and 

they are talking abou::t? 

269.  M: >DUCKS< 

270.  FT: about ducks (0.3) and what 

they do in the fall time (.) right↑ 

(0.7) so what do ducks do in fall?  

271.  D: They fly south 

272.  FT: Yeah you know (0.3) In the 

fall time (0.3) they fly south (0.3) 

>WHY?< ↑ 

273.  Z: Because:::se the lake (0.3) lake 

is cold 

274.  FT: Yeah you know ducks fly 

south because they are too cold (.) 

right (0.3) In Taiwan (0.3) there are 

many birds flying south (0.5) 

now:::ow what about the rest of her 

friends (0.3) Do her friends 

thin::::k ducks are um cool? ↑  

275.  Ss: [[YES]] 

From Lesson Nine 

FT is guiding the students to construct 

the knowledge of ducks in the following 

sites: 

- FT provides the instance of 

migratory birds that her students can 

see/observe locally (e.g., the 

geographic proximity – Taiwan) 

- FT provides explanation of 

cause-effect situation that the ducks 

would encounter (i.e., lack of food 

caused migration) 

 

 

- FT invites the students to walk into 

the child characters’ shoes (i.e., 

develop interest in ducks like the 

child characters do) 

The Readers: 

 

 

- possess background knowledge (in 

this case, of climate and orientations 

related to the place they live in) 

- are observant 

- are eco-friendly 

- construct their own knowledge from 

text (in this case, of migratory birds) 

- develop mental images (in this case 

about  the way ducks fly south 

when winter comes) 

- view things from a perspectives 

other than their own (e.g., ducks are 

cool) 

276. FT: Yeah (.) everybody likes ducks 

(0.3) Before only Yasmin likes 

ducks (0.2) now everyone likes 

ducks (0.3) what do you think (0.2) 

you like ducks now? ↑ 

FT is guiding the students to construct 

the change/development that the child 

characters have experienced (i.e., 

Yasmin’s classmates became fond of 

ducks in the end) 

The Readers possess susceptibility to 

peers influence through literary 

experience (in this case, learn to like 

ducks as their literary peers have done) 
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277.  Z: >No< 

278.  FT: [[no]] 

From Lesson Nine 

Line 287  

FT: Ducks (0.3) and what about ducks? 

↑ (0.5) The ducks are what? ↑ (0.5) They 

think they are cool (0.3) One person said 

too bad (0.3) we are not ducks (0.5) Do 

you want to be a duck? ↑ 

From Lesson Nine 

FT is guiding the students to establish the 

positive response that Yasmin’s pals have 

towards the ducks. (i.e., Yasmin’s pals 

developed imagination to become a 

duck)  

The Readers will evoke vicarious 

experience of the child character (In this 

case, wish to become a duck) 

346.  FT: Why did he draw fish? David 

(0.3) Why did he draw fish 

347.  D: Because (0.5) because he has 

the fish 

348.  FT: Yeah I think because he likes 

fish (0.3) Just like Yasmin likes 

ducks (0.3) she drew ducks (0.5) 

Tim likes fish (0.3) He drew fish 

(0.5) The other boy likes rocket 

spaceship (0.3) He drew spaceships 

right  

From Lesson Nine 

FT is guiding the students to build a link 

between the public sphere and the 

domestic sphere in the child character’s 

world.  

- FT establishes that children do 

homework on the basis of personal 

liking  

- FT recognizes that children give 

sentimental values to their 

works/drawings 

The Readers: 

 

 

 

- identify with characters to 

understand their motivation 

 

- will relate to the child characters  

373.  FT: >After class they play and 

talk outside and they ask about 

ducks< ((FT is reading fast)) (0.8) 

Now (0.2) what did she tell them?  

374.  M: Teacher (0.2)Yasmin said (0.3) 

she like ducks  

375.  FT: Yeah but::t WHY? ↑  (0.5) 

Why did she want to draw a picture 

(0.3) does she think it’s cool (0.3) 

or she just said (0.2) I like ducks (.) 

That’s it? ↑ 

376.  Z: Yes  

377.  FT: No:::o that’s not it (1.0) What 

did she say? ↑ 

From Lesson Nine 

FT is guiding the students to relate 

segments of minimal information 

acquired from each page in some way to 

reach the overall effect of a story.  

The Readers call upon retrospective 

interpretation to build consistency and 

make sense of the story as a whole 

Line 410  FT establishes the child characters The Readers gain perspectives on 
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FT: What did they learn? (0.5) They 

learn that it’s true (0.5) right (0.5) What 

else did Yasmin tell them about ducks? 

(1.0) She told them water and oil don’t 

mix but she also told them something 

else  

From Lesson Nine 

display knowledge (i.e., Yasmin) and 

acquired knowledge (i.e., Yasmin’s 

classmates)  

“learning and acquiring knowledge by 

reading” through literary experience.  

972. CT: What is the book title? 

973.  J: Yasmin’s [Ducks] 

974.  Z: [My phone] 

975.  Allen: Yasmin Ducks 

976.  CT: Yasmin Ducks? ↑ 

977.  M: Yasmin’s Ducks 

978.  CT: No  

979.  Z: Yasmin’s Ducks 

980.  CT: Very good Zebulon (.) one 

more time. 

981.  CT & Z: [[Yasmin’s Ducks]] 

From Lesson One 

- CT guides students to read the title 

before reading a book 

 

 

- CT guides students to verbally 

present own understanding and 

knowledge of the title of a book  

- The Readers are expected to have 

certain formalities when reading  

print in English (in this case 

beginning with the Title) 

- The Readers are expected to possess 

certain English proficiency in order 

to read (i.e., verbal competence) 

1085.  CT: Look at page forty-two (.) 

[and forty-three] 

1086.  M: [These are the best ducks] 

1087.  CT: Sh::h (0.5) What can you 

see in the picture? 

From Lesson One 

CT guides the students to pay particular 

attention to the images 

The Readers are expected to read the 

image and build the link between images 

and words read the text on a whole 

1169. CT: Wait wait (.) Now I’m asking 

question (.) Who is Ben? (.) [[Is 

he]] 

1170. Z: [[>HER BROTHER<]] 

1171. CT: Is he Yasmin’s father? 

1172. Ss: [[no]] 

1173. CT: Ya um (.) Steve (.) He is 

Yasmin’s 

1174. M: Ah (.) I got the answer (.) 

classmate 

1175. K: friend 

1176. CT: Are you sure? 

1177. K: Yes 

- CT guides the students to draw from 

different interpretations of Ben’s 

identities to reading 

- CT guides the students to relate 

Yasmin’s life to domestic sphere 

(i.e., teacher paired Yasmin with 

sibling, parent instead of a friend, 

classmate or neighbour) 

The Readers are expected to read flexibly 

and sift through alternate readings 
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1178. CT: [Is um is he] 

1179. M: [>her brother<] 

1180. CT: How many people think um 

he is Yasmin’s friend? (.) Raise 

your hand (.) You think he is 

Yasmin’s friend (.) Raise your 

hand (0.5) Nobody? ↑ (.) You 

think he is Yasmin’s [[brother]] 

1181. Ss: [brother]] 

1182. M: Yeah 

1183. CT: You think (.) I don’t know 

because I don’t know the story (.) 

I don’t know (.) Raise your hand. 

1184. CT: All right (.) That’s okay (.) 

you just guess (.) That’s okay.  

  From Lesson One 

1205. CT: Where are they? 

1206. Z: They are in the studio.  

1207. CT: [Oh::h] 

1208. D: [They are in the house] 

1209. CT: Yeah (.) Where in the 

house? 

1210. Allen: outside 

1211. K: Bedroom 

1212. CT: Which part of the house? 

1213. Z: A study room 

1214. CT: Because you can see::e a 

lamp (.) a table (.) a sofa (.) 

some books  

1215. J: Living room 

1216. CT: [[And a]] 

1217. Allen: [[living room]] 

1218. M: study room  

1219. CT: A mat (.) [right] 

1220. M: [Living room or kitchen] 

1221. CT: So is it possible in the 

kitchen? 

1222. Ss: [[no]] ((students are 

CT guides the students to orient to the 

contextual information on pages 42-43 

based on the interior details (i.e., 

decoration, furniture) 

The Readers call upon specific 

gap-filling strategy to make sense of the 

text (e.g., relate ‘sofa’/’lamp’ to ‘living 

room’; relate ‘books’ to ‘bedroom’) 
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chuckling)) 

1223. CT: In the::e  

1224. Z: In the Barbara Bottner 

1225. CT: Zebulon (.) There is no 

Barbara Bottner inside. 

1226. Allen: In the lake 

1227. CT: In the living room (.) or::r 

in the [[bedroom]] 

From Lesson One 

1247.  CT: Page forty-five (.) What can 

you see? 

1248.  J: I I (.) I see a teacher. 

1249.  CT: I see a teacher (.) Angel. 

1250.  Angel: I see a::a  

1251.  K: Yasmin’s friends 

1252.  CT: I see Yasmin’s friends.  

1253.  M: Teacher (.) I see [((cannot be 

identified))]] 

1254.  K: [[>A PICTURE<]] 

1255.  M: Teacher (.) I see a children. 

1256.  J: [∘children∘] 

1257.  CT: [Not a children] (.) I see 

children.  

1258.  CT: Steve 

1259.  Steve: I see a chair. 

1260.  CT: A chair? ↑ (.) Only one 

chair? ↑ 

1261.  M: chairs 

From Lesson One 

Both the CT and students establish that 

the child characters are classmates as 

well as being taken as friends in the 

context of classroom where a teacher, 

chairs, children as students are seen 

The Readers relate contextual features to 

the child characters’ situated identities 

1472.  CT: Page fifty-two and 

fifty-three (.) They are playing 

with a ba:::ll.  

1473.  M: Basketball 

1474.  CT: Basketball? ↑ 

1475.  Ss: [[No]] 

1476.  CT: No way (.)  

1477.  Z: beach ball 

1478.  CT & Ss: [[beach ball]] 

CT and the students construct the texts on 

pages 52-53 in a collaborative manner: 

- The child characters are playing with 

a beach ball in the playground  

- CT invites the students to walk into 

the child characters’ shoes.  

The Readers call upon the repertoire of 

life experience to relate to the literary 

experience of the text (in this case 

childhood for example you will have a 

beach ball to play with in a playground if 

you are of their age) 
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1479.  CT: Do you have a beach ball? 

1480.  Ss: [[No]] 

From Lesson One 

1514.  CT: Okay (.) are they in the 

playground too? ↑  

1515.  Ss: [[No]] 

1516.  CT: Where are they? 

1517.  M: In the classroom. 

1518.  Ss: [[((Students are yelling))]]  

1519.  CT: [[They are in the]] 

1520.  Z: In the in the in the (.) in the 

Yasmin’s (.) house.  

1521.  CT: Very good (.) They are in 

the Yasmin’s house (.) and they 

are in the↑ 

1522.  M: Living room 

1523.  CT: [[Allen]] 

1524.  Z: [[chicken]] 

1525.  CT: Chicken? ↑ 

1526.  Ss: ((Students are laughing out 

loud)) 

1527.  CT & Ss: [[Kitchen]]  

1528.  CT: In the kitchen (.) ((Teacher 

felt relieved)) 

From Lesson One 

CT guides the students to display their 

understanding of the different contextual 

information oriented to the child 

characters (i.e., they were in a kitchen at 

Yasmin’s house right after they left the 

playground) 

The Readers are expected to possess 

comprehensive understanding of the 

shifting context wherein different events 

occurred  

Line 1599 

CT: When you see the cat (.) That means 

you are in Yasmin’s house (.) yeah (.) 

only you are in Yasmin’s house (.) then 

you can see [the cat] 

  From Lesson One 

- CT encourages the students to 

positively interacted with the text 

(i.e., the use of “you”) 

- CT establishes that the cat is 

identified as one member of 

Yasmin’s family 

The Readers gain perspectives on the 

character’s life through literary 

experience (e.g., child as fond of animals 

or has experience of having a pet) 

1695.  CT: So (.) what are they doing? 

1696.  M: They are eating. 

1697.  CT: They are eating? ↑ 

1698.  Allen: Cooking 

1699.  CT: Are they cooking? ((Teacher 

chuckled)) 

1700.  M: No (.) They are talking. 

CT guides the students to orient to the 

child characters according to the 

associated event explicitly noted in the 

written text  

The Readers expect and produce the 

consistency between images and written 

text 
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1701.  CT: I know [they are talking.] 

1702.  Z: They are doing the 

experiments. 

1703.  CT: They are doing the::e 

1704.  Z: They are doing the 

1705.  M: They are wondering around.. 

1706.  Ss: ((Students chuckled)) 

1707.  Z: They are drink milk. 

1708.  CT: ((Teacher sneered)) 

1709.  D: They are doing experiments. 

1710.  Z: They are doing experiments. 

1711.  CT: Yeah (.) they are doing the 

research. 

From Lesson One 

6. CT: Yasmin (.) yes (0.5) An::d 

what’s her brother’s name? 

7. Z: >BEN< 

8. CT: Angel 

9. A: Ben 

10. CT: Ben (.) that’s right 

From Lesson three 

Ben is established as Yasmin’s brother in 

this class (for Zebulon, Angel & Chinese 

teacher) although there is no specific 

elaboration of Ben’s identity in relation 

to Yasmin in the text on pages 42-43.  

The Readers need and/or possess specific 

knowledge of the characters to proceed to 

reading the following texts (i.e., 

unknown character hinders the act of 

reading). 

1087.  CT: Hospital (0.3) all right (.) 

usually a fire fighter is very =  

1088.  M: >BRAVE< 

1089.  CT: = brave (.) because they are 

not afraid of fire  

1090.  Allen: Come on, he wears 

something fireproof.  

1091.  Z: He has to wear the fireproof 

clothing.  

1092.  CT: Hey (.) if you want to (.) 

want to save people (.) you 

cannot die ((teacher chuckled)) so 

you have to protect yourself (.) so 

that you can save others. 

1093.  K: He won’t be afraid because 

he puts on the fireproof clothing. 

1094.  CT: If you want to protect 

CT is guiding the students to construct a 

fireman in the following sites:  

- CT orients to a fireman in terms of 

bravery 

 

- CT establishes fireman is physically 

and psychologically fit to 

performing fire-rescuing (i.e., not 

afraid of fire so that they can rescue 

people in fire) 

- CT establishes that people who are 

psychologically independent (i.e., 

brave) and physically fit (i.e., 

properly-equipped) can help people 

in need 

The Readers: 

 

- bring their subjective experience to 

understanding text (for example 

reveal own perception of bravery in 

the moral order through the use of  

very) 

- gain perspectives on unfamiliar 

experience through literary 

experience (in this case, the context 

of being a fireman) 
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others, then you should firstly 

protect 

1095.  Z: Yourself 

1096.  CT: Otherwise you cannot 

protect others (0.3) okay?↑ 

1097.  Ss: [[YES]] 

From Lesson three 

Line 602  

CT: They only used two bags (0.3) Now 

everyone draw two bags on your book 

Line 614  

CT: And draw [two um bottles]  

Line 618  

CT: and this bag (on the left) you only 

draw one bottle (0.3) two bags (0.5) So 

they took two bags (0.3) two lunch bags 

and::d they put some (1.5) [[oil]] 

Line 620  

CT: = yes (0.3) first (0.5) they put the oil 

into one bag (0.3) how about this bag 

(on the left) (0.3) Did they put the oil? ↑ 

Line 622  

CT: No (0.2) All right (0.3) so first (0.2) 

they put some oil on the (.) on the bag 

(0.4) then they put some (0.2) milk or 

water (0.7) they put some water 

Line 624  

CT: Yes (.) on both bags (0.8) and what 

happened? ↑ 

From Lesson five 

CT guides the students to draw two bags 

on their books and mark one bag with oil 

and water and the other with water only.  

The Readers: 

- gain a perspective on characters’ 

experience through literary 

experience (In this case, the 

experience of doing an experiment) 

- evoke vicarious experience (i.e., 

forming mental picture of doing an 

experiment) 

650.  CT: So this bag means duck (0.3) 

okay because [duck has oil] = 

651.  Z: [The bag is not equal to a duck] 

652.  CT: = So when they swim in the 

lake (0.3) the water:::er drip 

653.  M: off 

654.  CT: Drips off (2.0) The duck is 

too small and you are too big  

CT guides the students to imagine the 

bag with oil/water is like the context of a 

duck’s (i.e., features with oil around its 

tail/bottom) 

The Readers call upon ‘symbolism’ to 

make sense of the experiment (i.e., bag 

with oil/water doesn’t get wet = duck 

with oil around its feature doesn’t get wet 

in the water) 
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From Lesson five 

Line 886 

CT: All right (.) stop (0.3) this is the first 

important sentence (.) the first 

information (0.3) A duck has oil next to 

its tail (0.3) good (.) what else (0.3) what 

is the second one? ↑  

From Lesson seven 

CT guides the students to make sense of 

the text through gathering fragmentary 

information of the same character  

The Readers call upon gap-filling 

strategies (i.e., gather every piece of 

minimal information and relate each of 

them to the overall effect) – each small 

piece of information contributes to the 

importance of particular character/event 

Line 1058  

CT: Very good::d (0.2) They are all (.) 

they all like ducks 0.3) they all like 

ducks is very important (0.3) because::se 

at first (0.2) they don’t like  

Line 1060  

CT: maybe (0.2) hey ((talk to Kenny)) 

(0.3) for example (.) at first (0.3) what 

does (0.2) what does Tim like 

Line 1064  

CT: Tim likes um::m fish or rocket ship? 

Line 1066  

CT: fish (.) what does Kate like? 

Line 1069  

CT: fire trucks (0.2) and what does 

Mack like? [ 

Line 1072 

CT: T: Rocket ships (0.2) now they all 

like 

Line 1075  

CT: [[ducks]] Now they all like ducks (.) 

because they know (.) WOW ducks 

don’t get wet (0.2) and they can go (0.2) 

they can (.) they go south in the fall (.) 

right 0.5) all right page (.) page 

sixty-one 

From Lesson seven 

- CT describes the Child characters as 

changing / developing in terms of 

individual perception of ducks at 

different stages 

- CT describes the child characters as 

susceptible to peer influence (e.g., 

interested in the same topic; share 

information; fond of the same 

animal; having the same hobby etc) 

- Readers are expected to call upon 

characterization of the characters in 

terms of their own development and 

changes 

- Readers of the character’s age (in 

this case, children) may evoke 

vicarious experience of characters’ 

behaviours & personalities and 

develop such behaviours & 

personalities in themselves. 

Line 34 

CT: Yes (.) all right (0.3) Do you 

remember::er what’s her classmate’s 

CT guides students to call upon 

characterization of child characters 

through their interpersonal relationship 

The Readers gain perspectives on 

interpersonal relationship among the 

characters through literary experience. 



 516 

name? (0.3) Yasmin has a lot of 

classmates (0.2) what their:r (.) what’s 

their name? 

From Lesson three 

Line 590 

CT: Okay who (0.3) Can you remember 

who::o dre::w the fish?  

From Lesson ten 

with peers/classmates.  

244.  CT: Because rocket ship can go 

around the globe and back (0.3) 

very good five points (0.5) one (.) 

two (.) three (.) four (.) [five] 

((teacher is giving Steve five points 

on the whiteboard)) 

245.  K: [I want to try] 

246.  CT: Or you can just say (0.3) 

because Mack likes rocket ship 

From Lesson Ten 

CT guides the students to perceive 

Mack’s intention of drawing a rocket ship 

in terms of a fact about a rocket ship and 

his personal interest.  

The Readers perceive the character’s 

intent (in this case, Mack draws to 

present the social reality and also for 

pleasure).  

Line 676 

CT: Three sentences (1.0) three 

sentences (0.5) You can get three points 

((students are excited and shouting)) 

Okay tell me according to the book (0.5) 

what did you learn (0.3) What can ducks 

do? What can ducks do? 

From Lesson Ten 

CT establishes that readers read for 

acquiring knowledge and facts 

The Readers: 

- read for enlightenment 

- learn through reading texts 

Line 704  

CT: Of course not (0.2) What can ducks 

do? 

Line 705  

Z: Ducks can fly 

Line 710  

CT: of course I know ducks can fly (0.3) 

But::t it’s not in the book (0.5) Ducks 

can fly ↑okay all right (0.3) [only one 

point] 

Line 719  

Allen: Ducks can catch a fish. 

CT guides the students to make sense of 

Yasmin’s Ducks by centering on the facts 

of ducks explicitly stated in the written 

text.  

The Readers: 

- read text in priority images 

- learn ‘facts’ from the book rather 

than engage in pure ‘fantasy’  
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Line 725  

CT: Okay (0.5) What is the very 

important thing that [you learned form 

the book] 

Line 728  

D: = Ducks can eat::::t bugs  

Line 729  

Z: Ducks can drive a fire truck 

Line 736 

D: Ducks [can drive] = 

Line 739  

D: = a rocket ship  

From Lesson Ten 
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Appendix O 

Fry’s Readability Graph 

【Graph 1】 

 

【Graph 2】 

 
To use Fry’s (1977) Readability Graph, firstly randomly select three 100-word segment of the 
text (calculating to the nearest tenth). Then, count the number of syllables in each 100-word 
block and calculate the average. Next, count the number of sentences in each 100-word block 
and calculate the average. Last, plot the point on the graph (below) where the numbers from 
step 2 and 3 intersect. If the plotted point falls in one of the black areas on the graph, the 
grade level scores are not valid. This test is suitable for all ages, from infant to upper 
secondary. The curve represents normal texts. Points below the curve imply longer than 
average sentence lengths. Point above the curve represents texts with a more difficult 
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vocabulary (as in school science texts).  

Appendix P 

Table 6-1: Categories achieved in Category Systems of SRPs 

MCD 
Categories achieved in 
Category Systems of 

SRPs 
Explanation of image & text CBAs 

Stage of life Adult-Child SRP 

(page 55) 

Adult 

Observing the child performing an 

experiment without intervention  

 

 

- adult as healthy food provider 

- non-intrusive participation 

- attentive  

- observational 

Child 

demonstrating an experiment without 

adult’s help  

 

- independent  

- competent   

Family Parent-Child SRP 

(pages 44 & 46) 

Parent 

- Parent (Dad) has a decent job 

- Parent (Dad) as the role model 

- Parent (Dad) as a brave person 

- Parent (Dad) made relevant in 

homework  

- Parent (Mom) is seated while the 

child, Yasmin is standing 

- positive commentator 

- firsthand opinion-giver 

 

- contributive to the society 

- virtuous  

- courageous 

- parent as the participant of child’s 

learning 

- unequal power status 

 

- supportive 

- responsive to demand 

- participant of child’s world 

Child 

- Kate as Child-Daughter 

constructs own father in terms of 

job and merit in work sphere 

- Yasmin as Child-Daughter is 

standing behind a seated adult, 

Parent-Mom 

- Yasmin requests parental 

approval and/or assessment 

 

- provision of sentimental evaluation  

- factual description  

 

- unequal power status 

- seeking positive feedback 

- potential advice-receiver 

- member of social world 

- seeking approval 

- sharing 

Family Sister-Brother SRP 

(pages 42-43) 

Sister 

- having conversation in a home 

 

- has frequent contact 
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setting  

- showing her own picture with 

pride 

- sharing 

- seeking approval 

Brother 

- having conversation in a home 

setting 

- engage in the conversation 

- positive opinion-giver 

- use simple, short sentence with 

repetitive utterances  

 

- frequent contact 

- participating and interactive 

- supportive 

Participants in 

Knowledge 

Construction 

Knowledge Giver – 

Knowledge Receiver SRP 

(page 57) 

Knowledge Giver 

- show a book and talk about it 

- ask the known-answer question 

- display particular knowledge of 

ducks 

- provide positive feedback 

 

- dominant speaker 

- knowledge provider 

- informal show-and-tell presenter 

- pretending 

- confident  

- question initiator 

- informative 

Knowledge Receiver 

- listen to the current speaker 

carefully  

- provide partial knowledge of 

ducks  

 

- attentive 

- passive message receiver 

- kept in suspense  

- pre-comprehend 

- precompetent 

- assertive 

School Teacher-Student SRP 

(in page 45) 

Teacher  

- Teacher as the stander in the 

classroom  

- In charge of the task-oriented 

lesson  

 

- culturally claimable and assignable 

identity  

- authoritative status 

- provision of the proximal context 

- collaborative accomplishment of 

learning 

- momentarily as a silent participant  

Student  

- Student as the stander to perform 

particular set of task 

- Participate in the task-oriented 

lesson  

 

- collaborative accomplishment of 

learning  

- situated identity (i.e., temporarily 

being looked at and listened to) 
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